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ABSTRACT

TEACHER SELF-EFFICACY AND TEACHING BELIEFS
AS PREDICTORS OF CURRICULUM IMPLEMENTATION
IN EARLY CHILDHOOD EDUCATION

Cobanoglu, Rahime
M. S., Department of Curriculum and Instruction

Supervisor: Assist. Prof. Dr. Yesim Capa-Aydin

August 2011, 96 pages

The aim of this investigation was to predict the extent of curriculum implementation
in early childhood education from several variables defined as (1) school related
factors, (2) teacher demographics, (3) teaching beliefs, and (4) teacher self-efficacy
beliefs. A total of 308 early childhood teachers employed in public schools in the
central districts of Ankara, Turkey, selected through cluster sampling, composed the
sample of this study. Data were collected with the instrument including Curriculum
Implementation Scale, Turkish Version of the Teachers’ Sense of Efficacy Scale,
Teacher Beliefs Survey, and Personal Information Form. Exploratory and
confirmatory factor analyses were conducted to provide evidence for validity and
reliability of the scales. Two separate hierarchical multiple regression analyses were,

moreover, employed at the alpha level of .025 to answer research questions.

The results overall demonstrated that teacher self-efficacy and teaching beliefs
significantly predicted the extent early childhood teachers implemented current
curriculum as regards content selection and learning process, while teacher
demographics were only significant for the extent of curriculum implementation
regarding learning process. On the other hand, school related factors did not
contribute to the extent of curriculum implementation for both content selection and

learning process.



In particular, constructivist teaching beliefs and teacher efficacy beliefs for student
engagement and instructional strategies explained the extent of curriculum
implementation regarding content selection. Considering the implementation of
learning process, teachers’ years of experience was, moreover, found to be a
significant predictor along with constructivist teaching beliefs and teacher efficacy

beliefs for student engagement and instructional strategies.

Keywords: Early Childhood Education, Curriculum Implementation, Teacher Self-

Efficacy Beliefs, Teaching Beliefs, Constructivist Teaching Beliefs
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OKUL ONCESI EGITIMDE
EGITIM PROGRAMI UYGULAMASININ YORDAYICILARI OLARAK
OGRETMEN OZYETERLIK VE OGRETMENLIK INANCLARI

Cobanoglu, Rahime
Tezli Yiiksek Lisans, Egitim Programlar1 ve Ogretim Anabilim Dali
Tez Yoneticisi: Yrd. Dog. Dr. Yesim Capa-Aydin

Agustos 2011, 96 sayfa

Bu calismada, (1) okulla iliskili etmenler, (2) 6gretmen demografikleri, (3)
ogretmenlik inanglar1 ve (4) 6gretmen Ozyeterlik inanglart ile okul oncesi egitimde
egitim programi uygulamasiin yordanmasi amaglanmistir. Calismanin orneklemini
Ankara’nin merkez ilgelerinden kiime Orneklemesi yoluyla secilmis ve devlet
okullarinda c¢alisan 308 okul oncesi Ogretmeni olusturmustur. Veriler, Egitim
Programi Uygulamast Olgegi, Ogretmen Ozyeterlik Olgegi, Ogretmen Inanglart
Anketi ve Kisisel Bilgi Formu’ndan olusan veri toplama 06lgegi ile toplanmustir.
Olgeklerin gegerlik ve giivenilirlik calismasi agiklayict ve dogrulayict faktor
analizleri ile yapilmistir. Aragtirma sorulari ise alfa degerinin .025 olarak belirlendigi

iki ayr1 hiyerarsik regresyon analizi kullanilarak cevaplandirilmistir.

Genel olarak arastirma bulgular1, 6gretmen 6zyeterlik ve Ogretmenlik inanglarinin
okul dncesi 6gretmenlerinin egitim programi uygulamasini hem igerik se¢imi hem de
O0grenme siireci bakimindan anlamli derecede yordadigini ve Ogretmen
demografiklerinin ise sadece 6grenme siirecinin uygulanmasina anlamli bir katki
sagladigin1 ortaya koymustur. Ayrica, okulla iliskili etmenlerin egitim programinin

uygulanmasi lizerinde énemli bir etkisinin olmadigi tespit edilmistir.
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Okul Oncesi egitim programinin igerik se¢imi agisindan uygulanmasini 6nemli
Olgiide etkileyen degiskenler, olusturmaci Ogretmenlik inanglar1 ile Ogrenci
katilimima ve Ogretim stratejilerine yonelik ogretmen Ozyeterlik inanglari olarak
belirlenmistir. Ogrenme siirecinin uygulanmasi igin ise, olusturmact 6gretmenlik
inanglarinin ve Ogrenci katilimina ve Ogretim stratejilerine yonelik 6gretmen
Ozyeterlik inanclarinin yani sira 6gretmenlik tecriibesinin de onemli bir yordayici

oldugu ortaya konmustur.

Anahtar Kelimeler: Okul Oncesi Egitim, Egitim Programi Uygulamasi, Ogretmen

Ozyeterlik Inanglar1, Ogretmenlik Inanglar1, Olusturmaci Ogretmenlik Inanglart
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CHAPTER |

INTRODUCTION

The purpose of this introductory chapter which is divided into four sections is to lay
foundation for the topic of interest. The first section provides chief information as
regards the influence of teachers on educational change, while the second section
describes the purpose of this investigation with reference to research questions. In
addition, the third section outlines the significance of the study for both literature and
educational practice. Finally, the fourth section presents operational definitions of

several key variables of current investigation.

1.1. Background of the Study

Current society has dramatically changed its clothing while undergoing a
transformation from industrial age to information age. Correspondingly, the most
salient objectives to describe today’s world have been flexible, vulnerable, diverse,
global, and interconnected (Hargreaves & Shirley, 2009). Twenty-first century
indeed has been the era, more but not less, yearning for the individuals who can learn
“to know, to do, to live together and to be” (Delors et al., 1996, p.35). Consistently,
the present role of the citizens in knowledge society has chiefly been identified as to
be creative, innovative, flexible, problem solver, team worker, community builder,

and democratic (Hargreaves, 2009).

Encountered with such emerging societal demands, individuals primarily seek for the
help of education which is viewed to be the only social institution to contribute to
their coping ability with change (Stager & Fullan, 1992). It seems to be
predominantly because of the fact that educators and schools as a natural part of their
profession considerably gain expertise to deal with the change, for they are morally
aimed at making difference in the lives of students, requiring continuous

improvement and renewal (Fullan, 1985; Stager & Fullan, 1992). That is, change is
1



per se the way of life in the field of education. Given that change is a natural
character of educational process, the more critical task then becomes to determine its
direction. Obviously, not all educational reforms would be meaningful in terms of

their consequences.

Hargreaves and Fink (2000) contend that all-important feature for a successful
educational reform is to (1) beget in-depth and significant student learning, (2) have
an enduring impact over a long period of time, and (3) extend its impact to other
settings and conditions. Accordingly, a successful educational change “is a Picasso,
not a Rembrandt. It approaches change not from one or two dimensions, but like a
cubist painter, from all three” (Hargreaves & Fink, 2000, p. 30).

Moreover, Fullan (2007, p. 30) in his multidimensional model of innovation defines
three major components of educational change for the implementation of any policy
or program like the following: (1) change of materials (resources or technologies),
(2) change of teaching approaches (strategies, methods, or activities), and (3) change
of beliefs (pedagogical assumptions or educational theories). A curriculum design
with its four basic components defined as objectives, content, instructional strategies-
resources, and evaluation means (Ornstein & Hunkins, 2004, p. 236) can obviously
act as an ideal vehicle to contribute to the change process described above since
change in the materials, teaching approaches, and beliefs is simply the change of a
curriculum. Consequently, it is not anymore hard to comprehend why changing the
curriculum has been the most frequently applied medium to achieve educational

change and so improvement (Montero-Sieburth, 1992).

Nevertheless, in spite of intense efforts and great investments for the development of
various educational programs, the experience of years unfortunately reveals that
curriculum change has made no or only a little difference in classroom settings
(Curtner-Smith, 1999; Fullan, 1995; Gordon & Patterson, 2008; Herron, 1971). What
was observed with the innovations was classically that proposed changes were rarely

implemented as intended or even if so, they did not last long due to lack of long term

2



commitment of target organizations or due to non achievement of desired

consequences (Waks, 2007).

When the failure of curriculum change is thoroughly investigated, Herron (1971)
brought one of the key factors to the front, the teachers. He described the best
condition for the innovation to have teachers with an adequate perception of
curricular innovation and with views in agreement with it. Otherwise, teachers would
be more likely to adapt the new curriculum to their existing perspectives and
ideologies (Curtner-Smith, 1999). That’s why, Lewin and Grabbe (1945) in their
pioneer study proposed re-education for the complete change, a process, as they
defined, in which individuals accept new set of values and beliefs as they transform

their old cognitive structure.

Change in beliefs and values, thus, is often discussed to lay the foundation for
change in behaviors because by the change “a new god is introduced who has to fight
with the old god, now regarded as devil” (Lewin & Grabbe, 1945, p. 60). Therefore,
also pointed by the theory competition approach, it becomes essential but not
optional for both curriculum builders and implementers to address and challenge
each other’s beliefs and values in change situations in order to develop a shared

motivation for the intended innovations (Timperley & Parr, 2005).

Eventually, there is obviously a pressing need to pay attention to a number of teacher
characteristics in any educational innovation including curricular change as teachers
are likely to determine their destiny (Synder, Bolin, & Zumwalt, 1992). For the
success of educational innovations, it then seems that it is particularly vital to deal
with what teachers think and do (Fullan, 1991), which essentially makes up the core

of this study.



1.2. Purpose of the Study

There has been a top-down curriculum innovation in early childhood education in
2006 in Turkey. The new centralized early childhood curriculum is stated to be
essentially grounded on the principles of constructivism, characterized by child-
centered approach (Ministry of National Education [MoNE], 2006). Five years have
already passed away its implementation phase. It is now of high interest of
educational research to explore what has indeed changed in early childhood learning

environments as a result of this curriculum innovation.

This study was, consequently, intended to describe to what extent early childhood
teachers today fulfill their intended roles as constructivist teachers in their classes.
Moreover, going one step further, it strived for finding out the factors which are
likely to influence the extent early childhood teachers implement basic principles and
activities which are proposed by MoNE in the program booklet. The aim of current
study can then be stated to predominantly delve into the practices of early childhood
teachers particularly in the light of their teaching and self-efficacy beliefs and several
other characteristics identified in the literature to be influential on teacher practices
as teacher demographics like teachers’ years of experience and teachers’ degree of
education and also some school related factors like class size, age of the students,
length of the program, type of the school, and existence (nonexistence) of a teacher

aide for the class.

1.3. Significance of the Study

The great bulk of educational policy and innovation many times did not get
implemented as intended (Fullan, 1995). Teachers as the implementers of
educational change have often been a source of blame for this consequence since
they may resist changing not to risk failure (Guskey, 1986). It is, thus, worthwhile to
investigate current situation in Turkey at the level of early childhood education after

five years from the launch of curriculum reform.
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Investigation of implementation on its own is vital to adjudge the character of change
if there is any and to grasp the reasons for the failure or success of educational
innovations (Fullan & Pomfret, 1977). Current literature with its stress more on
elementary school curriculum appears to provide a dearth of knowledge regarding
curriculum implementation in early childhood education. As a contribution to
curriculum evaluation studies, this study to a certain degree endeavors to yield
information as regards the level of use of current early childhood curriculum in
Turkey based on teacher reports. Describing the extent that basic principles and
activities of early education are practiced by the teachers as stated by MoNE, current
research may, therefore, inform educational policy makers about how well
experienced curriculum in the classrooms corresponds to written curriculum in the
booklet.

In addition, this investigation deals with the influence of teacher beliefs on
educational practices, which seems to be often neglected in educational change.
Unless curriculum developers take into consideration the beliefs of teachers, it is now
widely acknowledged that curriculum change is more likely to fail (Cotton, 2006;
Johns, Ha, & Macfarlane, 2001). In case of Turkey, it appears that it is taken for
granted that teachers would be willing and eager to apply constructivist approaches

into their practices.

However, there is still likelihood that teachers have developed their own
philosophies of education incongruent with that of national curriculum, which can in
return stymie intended educational change. For the constructivist curriculum
implementation, this threat also seems to be valid as in some studies it is argued that
beliefs of the majority of the teachers are incompatible with constructivist way of
learning and teaching in spite of intense advocacy of the reformers (e.g.,
Jambunathan, 2005; Prawat, 1992; Yang, Chang, & Hsu; 2009). The inquiry of
teacher beliefs regarding traditional and constructivist ideas of education, hence, may

stimulate new discussions or relieve existing ones in the unique context of Turkish



education system concerning the acceptance of constructivist methods of education

by early childhood teachers.

Inspecting the role of teacher beliefs in the implementation of curricular reforms can
provide a direction for teacher education programs or in-service training programs to
decide upon what to do with existing teacher beliefs as well. As beliefs do not
require a condition of truth but involve judgment and evaluation, different from
knowledge based on objective facts (Nespor, 1985), changing teachers’ belief system
to change their practices then remains to be a promising idea in the field of
education. Consistently, numerous researchers have already endeavored to intervene
in teacher beliefs to make them aware of and reflect on them (Stuart & Thurlow,
2000; Trepanier-Street, Adler, & Taylor, 2007; Wood & Bennett, 2000).

Finally, to deal with early childhood teacher beliefs seems to be far more significant
because they are detected to be studied less compared to teacher beliefs in other areas
(Lee, 2006; McMullen, 2001; Rivilland, 2007). Kim and Kim (2010) recognized that
self-efficacy beliefs of early childhood teachers were often excluded in teacher self-
efficacy studies as the sample of those studies was more likely to involve

kindergarten and upper grade level teachers.

1.4. Definitions of Key Terms

The operational definitions of several important terms for this study are outlined

below:

Early childhood teacher: Teachers who educate children between the ages of 3 and
6.

Public independent preprimary school: Public and independent schools which are
composed of classes of children between the ages of 3 and 6.



Public preprimary class: The classes of children of 5-6 years of age in public

elementary schools.

Early childhood curriculum: The national educational program designed under the
supervision of Ministry of National Education in 2006 for the education of children

between 36 and 72 months old.

Teaching beliefs: The self-reported assumptions or claims of early childhood
teachers indicating their agreement with the statements on the principles of

constructivist and traditional view of education.

Teacher self-efficacy beliefs: The self reported views of early childhood teachers on
their perceived abilities to carry out general teaching tasks in early childhood classes
particularly regarding student engagement, instructional strategies, and classroom

management.

Curriculum implementation: Based on the fidelity perspective, the extent of the
practice of basic principles and activities proposed in the National Early Childhood

Curriculum as reported by early childhood teachers.



CHAPTER II

LITERATURE REVIEW

In this chapter, the primary emphasis is on curriculum implementation and teacher
beliefs. The discussion begins with examining the context of early childhood
education and the latest curricular reform movement in Turkey. Then, the concept of
curriculum implementation is presented, paying attention to key role of the teachers
in the implementation process, perspectives used in curriculum implementation
studies, and curriculum implementation studies conducted in Turkey. Finally, the
chapter is ended with reviewing the nature of teacher beliefs, their relation to

educational practice, and a brief summary of related literature.

2.1. A Brief Outlook on Early Childhood Education in Turkey

History of early childhood education in Turkey goes back to the Ottoman period,
when children at the age of 5 and 6 were basically given a religious education in
schools called Sibyan Mektepleri (Kapci & Guler, 1999). After the establishment of
Turkish Republic, it was not until 1950s that early childhood education came into
question as it is considered today, for the limited budget of young state had to be
used for elementary schooling to before all else resolve high illiteracy rate prevalent
in the society (Oktay, 2000).

In the years following 1960s, consistent with the global trends, a speedy increase has
been experienced in the number of early childhood centers mainly owing to women’s
increasing participation rate in labor force in Turkey (Atay-Turhan, Koc, Isiksal, &
Isiksal, 2009). The establishment of General Directorate of Preschool Education
under the supervision of MoNE in 1992 is considered to be yet another historical
milestone as a sign of formal recognition of the significance of early education at the
state level, considered to be facilitating the improvement of early childhood

education by developing policies and coordinating practices so far.

8



Coming back to present time, early childhood services in Turkey are currently
provided by two main bodies, MoNE with a focus on early education and Social
Services and Child Protection Agency (SHCEK) with an emphasis on early care.
Private and public independent schools of preprimary education, private and public
preprimary classes in elementary schools, and practical kindergartens and preschools
of Girls’ Vocational Schools are supervised by MoNE, whereas SHCEK is the
responsible organization for private and public créches and daily care centers and
children’s homes (Yazici, Yoltar, & Kilig, 2009). Moreover, though limited in
number, municipalities and several non-governmental organizations also provide

early childhood education and care services presently (Yazici et al., 2009).

Considering educational organization in Turkey, early childhood education today
constitutes the first level of education, which is optional for 36 and 72 months old
children (EURYDICE, 2009). However, as a result of the pilot project implemented
in 2009/10 education semester, schooling of children between 5 and 6 years old has

been compulsory in selected 32 provinces in Turkey (EURYDICE, 2010).

As described in the national early childhood curriculum by MoNE (2006), the aim of
early childhood education is in general to (1) prepare children for elementary
education, (2) enable children to speak Turkish properly and accurately, (3) provide
children with physical, cognitive, and affective development and also with good
habits, and (4) provide children with such competencies as love, respect, cooperation,
responsibility, tolerance, solidarity, unity, sharing, imagination, creative and critical

thinking, communication, and expression of the feelings.

The field of early childhood education in Turkey is not, nonetheless, without
problems currently. It can be described to be still in a developing phase in terms of
both its quantity and quality. The schooling rate, which is only 22.9%, 33%, and 50%
among 36-72, 48-72, and 60-72 months old children respectively by 2009,
considerably falls behind the schooling rate in other OECD countries, which is

almost close to 100% (Aydagiil, 2009). To overcome this problem, in the national
9



strategic plan of education, the nationwide expansion of early childhood education
up to 70% was identified as a prior goal to be achieved by 2014 (MoNE, 2010).

Moreover, in a comprehensive report titled as Right Start: Early Childhood
Education in Turkey, Bekman and Giirlesel (2005) pointed out that accessibility of
early childhood education centers more in big cities and at the west side of the
country put healthy development of children particularly coming from the most
disadvantaged environments at a greater risk. Their analyses fundamentally indicated
such limitations of early education in Turkey as: (1) institution based model of early
education as the common practice, but inadequacy of other alternative models like
home-based and community-based models, (2) early childhood education services
more for the purpose of preparing children for elementary education, but not for
early intervention or risk elimination, (3) non-standardized practices of early
childhood education centers and also non-standardized teacher qualifications
working under the control of MoNE and SHCEK, (4) centralized curriculum
unresponsive to the needs of children at particular regions of the country, and finally

(5) school inspectors with insufficient knowledge of early childhood education.

2.2. Curriculum Reform Movement in Turkey

A nationwide elementary school curriculum reform in Turkey was initiated in 2005.
The Board of Education and Discipline (2005) announced the reasons for this change
like the following: (1) scientific and technological advancements, (2) recent advances
in teaching and learning approaches, (3) need for the improvement of educational
quality and elimination of educational inequalities, (4) need for a more sensitive
education to democracy and economics, (5) need for the development of global
values in students, (6) need for the establishment of program coherence across all
levels and all subjects through eight year compulsory education, and (7) failure in
international examinations like Programme for International Student Assessment
(PISA), Trends in International Mathematics and Science Study (TIMSS), and
Progress in International Reading Literacy Study (PIRLS).

10



The new elementary school curriculum, essentially shifting its focus from teaching to

learning, primarily underwent below described changes (Aksit, 2007; Board of
Education and Discipline, 2005; Koc, Isiksal, & Bulut, 2007):

1.

Shift from a rigid behaviorist way of education to a constructivist way of
education,

An enlarged focus not only on instruction but also on education,
Consideration of European Union and other international norms in education,
Identification of core competencies of education across curriculum, which are
defined as the development of Turkish language skills, critical thinking skills,
creative thinking skills, communication skills, problem solving skills,
research skills, decision making skills, information and communication
technology skills, and entrepreneurship skills,

Placement of sports, health, environment, guidance, career counseling,
entrepreneurship, and disaster consciousness at the spine of the curriculum,
Increase in the number of activities while narrowing the scope of content,
Highlight on the development of Turkish language skills and history
awareness in the students,

Shift from a product-oriented assessment and evaluation to a process-oriented
approach,

Stress on the involvement of the families in the educational process of the

students,

10. Promotion of learning at least one foreign language,

11. Development of enthusiasm for lifelong learning.

Corresponding to this movement, early childhood curriculum was revised in 2006 as

well. Considering all curricular changes from past to present time, it can basically be

argued that what has considerably changed in early childhood curriculum is simply a

shift from a content-centered approach of education to a child-centered education.

Giiler (2001) illustrated this progress from 1978 to 1994, explaining the nature of

early childhood curriculum development in Turkey. As she mentioned, it was in

1978 that development of an early childhood curriculum for the first time was
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handled scientifically under a project named as Early Childhood Child Development
and Education in Turkey, led by Bogazi¢i University. This project, piloted but failing
to expand in the country, was then followed by 1989 educational program, designed
for 4-5 years old children. It was mainly based on units and influenced
predominantly by content-centered approach of education (Giiler, 2001).

When arrived to 1994, Turkey had its most comprehensive program for all ages from
0 to 6, which were 0-3 years old créche program (Kres programi), 4-5 years old
preprimary school program (Anaokulu programi), and 6 years old preprimary class
program (Anaswfi programi). However, it was highlighted that 1994 educational
program was not implemented as it was planned as teachers still practiced a content-
based teaching, albeit 1994 educational program was in fact child-centered, primarily
because of misperception and misuse of the content list proposed in the program
booklet (Gtiler, 2001).

Afterwards, 2002 early childhood curriculum was proclaimed as a remedy to
overcome the drawbacks of previous educational programs. When the program
booklets of 2002 and 2006 early childhood curriculum are in detail examined, there
does not seem to exist great differences in the philosophy of education planned to be
applied although the new curriculum seems to be considerably improved in terms of
the objectives and behaviors to be developed in children, having a more obvious and
stronger explanation for its constructivist way of education. Consistently, as
perceived by early childhood teachers, compared to 2002 educational program,
current curriculum is found to be more comprehensive and richer in terms of learning
activities, with a stronger focus on family involvement, and more clear-cut in its

articulation of the objectives (Glindogdu, Turan, Kiziltas, Cimen, & Kayserili, 2008).

Below are the differences captured when the program booklets of 2002 and 2006
early childhood curricula (MoNE, 2002, 2006) are contrasted:
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To begin with, different from 2002 educational program, objectives for language
development are in the new program separated from those for cognitive
development. New objectives and competencies in this domain of development are
also added to the curriculum such as expression of what is listened, reading visual
materials, expression of the self, and expanding vocabulary. In addition, current
curriculum emphasizes the developmental milestones of children, grouping them as
36-48, 48-60, and 60-72 months old unlike the previous one which grouped them as
36-60 and 60-72 months old. This may indicate adoption of a more sensitive

approach toward developmental differences in the education of young children.

What is more is the addition of several new objectives and competencies in the area
of cognitive development which require children to use higher order thinking skills
such as preparing graphs and reading them, making measurement, finding
relationship between parts and a whole, and developing a pattern and finding
relationships in it. Furthermore, as another noteworthy distinction in the new
curriculum, a separate section is devoted to elaborate on such significant and also
controversial issues to enlighten teachers as quality in early childhood education,
professional ethics and teacher qualifications, behavior management, child and
creativity, responsibility, sensitivity for the environment, respect education for the
diversity, inclusive education, learning process of the children, and arrangement of

the learning environment.

Eventually, as announced by MoNE, the General Directorate of Early Childhood
Education (2006), current early childhood curriculum is mainly the outcome of the
feedback taken from the implementation of 2002 educational program, analyses of
scientific and technologic advancements, and early childhood education practices in
other European countries. Designed for 36-72 months old children, the new
curriculum, excluding any units or content to be taught, is principally introduced to
be flexible and child-centered, aiming at the actualization of the objectives and
competencies chiefly through problem solving and play (MoNE, 2006). Moreover,

creative development of children in any available opportunities, involvement of the
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families in the educational process, consideration of daily experiences of children,
and taking advantage of nearby opportunities in children’s close environment are
among other general features highly characterizing the nature of the program
booklet.

2.3. Curriculum Implementation

Curriculum implementation, as defined by Ornstein and Hunkins (2004), is chiefly
the delivery process of a curriculum to promote students’ learning while endeavoring
to transform “knowledge, actions, and attitudes” of the educators (p. 299). In their
comprehensive review on curriculum and instruction implementation, Fullan and
Pomfret (1977) also delineate implementation as the actual usage of an innovation in
the practice. To Fullan and Pomfret, implementation in general entails change of
practice at least in five domains, namely “materials, structure, role/behavior,

knowledge and understanding, and value internalization” (p. 336).

To bring about such changes is so complex and time consuming that implementing
an educational innovation or idea necessitates the application of various types of
interventions throughout the process including arrangement of the logistics and
resources in the organizations, training of the teachers, continuous provision of
personalized assistance to the teachers, and as well assessment and evaluation of the
teachers (Hord & Hulling-Austin, 1986). As implementers are expected to acquire
new knowledge and practice new skills, their provision with recurrent feedback,
technical and psychological support becomes the leverage point to slacken their
anxiety and uncertainty considerably pressurizing the initial stages of any significant
change (Fullan, 1985).

House (1996), moreover, provides an alternative framework to further comprehend
this sophisticated nature of curriculum implementation, applying transaction-cost
economics to education. Simply, conceiving the reform as a contract among

reformers, teachers, students, and parents, House underlies the consideration of three
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key attributes, bounded rationality, opportunism, and asset specificity, in the
implementation of any educational reform. Given such attributes, it is assumed that
teachers who are with their limitations like anyone else, never fully altruistic or
obedient and unintelligent or lazy, may sometimes be opportunist. Thus, they may
analyze expected costs-benefits of a reform and do not to risk themselves to change.

Furthermore, Corbett and Rossman (1989) move attention to three interacting paths
to successful curriculum implementation based on cultural, technical, and political
dynamics. In this broad network of implementation fraught with numerous
preceding, intervening and concluding variables, according to Corbett and Rossman,
previous norms and beliefs at the cultural level, staff workload at the technical level,
and structure of organizational subunits and other competing demands at the political
level may change the direction of the implementation process. Correspondingly,
membership in compact teams, which is related with higher frequency of meeting
with them, is in turn likely to increase teachers’ encouragement, which is also in
direct relationship with trial use of the innovation, acceptance of new norms and
beliefs and judgments about the appropriateness of new practices for classrooms and

teaching styles.

To be successful in the implementation process of educational innovations, Rogan
and Grayson (2003) as well stipulate for the alignment among three constructs,
namely profile of implementation, capacity to support, and outside support. This
theory of curriculum implementation in essence concerns the degree of the
implementation of ideal practice within unique capacity of each educational
organization and the development of its capacity for new demands by the help of
outside agencies. Accordingly, Zone of Feasible Innovation is heralded to accentuate
the notion that each school needs a particular developmental planning corresponding
to their capacity and readiness to implement innovations in order to strategically
identify the manageable sequence of steps on a continuum to be accomplished in a
given period of time and support (Rogan, 2006; 2007).
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2.3.1. Predictors of Curriculum Implementation

Curriculum implementation due to its multidimensional nature is likely to be
influenced by a diversity of factors. Investigating on this issue, Evans (2001), for
instance, demonstrated that implementation of a program was higher when attitude
toward the program was more positive and years of experience was less. Maxwell,
McWilliam, Hemmeter, Ault, and Schuster (2001), on the other hand, explained
almost half of the variance in observed classroom practices in early childhood
education by (1) classroom characteristics like grade, class size, number of children
with disabilities, (2) teacher characteristics like level of education and years of
experience, and (3) teacher beliefs like developmentally appropriate beliefs and
developmentally inappropriate beliefs. Besides, early childhood teachers’ area of
certificate and their perceived influence on what happens in the classrooms were
stated to be significantly predicting developmentally inappropriate practices after
classrooms variables like grade, class size, number of children with disabilities, and
number of children with free or reduced lunch were controlled (Buchanan, Burts,
Bidner, White, & Charlesworth, 1998).

Moreover, when examined broadly, characteristics of the innovation, characteristics
of the adopting unit, strategies used, and the characteristics of macro sociopolitical
units are likely to be influential on the implementation process as suggested by
Fullan and Pomfret (1977, p. 367) and summarized in Figure 2.1. This model of
implementation succinctly addresses the significance of the establishment of a clear
definition for the innovations to overcome their complexity and as well importance
of considering implementer and organizational features in order to capture the way
they interfere with the process of implementation. Moreover, it compels attention to
the influence of strategic interventions during the course of implementation via
feedback mechanisms, in-service training, resource supply, and gaining participation
of the implementers. Furthermore, the model enlarges the borders of the factors
likely to manipulate implementation by dealing with the socio-political dynamics of

the innovations in terms of their design, evaluation, and sustainability.
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Characteristics of Innovation Characteristics of the Adopting

e Explicitness (what, who, Unit _
when, how) e Adoption process
e Complexity Organizational climate

[}
e Environmental support
e Demographic factors

Factors
Influencing Implementation
Strategies Characteristics of Macro

e In-service training Sociopolitical Units
e Resource support (time and o Design questions

materials) e Incentive system
e Feedback mechanisms e Evaluation
e Participation e Political complexity

Figure 2.1. Factors influencing curriculum implementation. Note. Adapted from “Research

on Curriculum and Instruction Implementation,” by Fullan and Pomfret (1997)

Among all these variables, teachers are assumed to make up the adopting unit for
educational innovations. Being central change agents in the educational
organizations, they deserve a special attention if curriculum implementation goals are
to be realized, albeit the reformers in education are often inclined to ignore them
(Coenders, Terlouw, & Dijkstra, 2008). Commonly supported belief is that change
should be given a start primarily by changing the reformers’ misleading view of the
teachers from solely technicians to respectful individuals with wisdom, which is
essential for gaining teacher engagement and to overcome teacher resistance (Johns,
2002). That simply depicts the facilitating impact of constructing a feeling of
ownership in the implementers in times of change (Elizondo-Montemayor,

Hernanez-Escobar, Ayala-Aguirre, & Aguilar, 2008).

Significance of teachers’ participation and cooperation in curriculum change can be
accounted by the fact that not the written curriculum designed by curriculum
developers, but its “dereification” by the teachers determines the direction of their
practices (Fernandez, Ritchie, & Barker, 2008). That is, a curriculum, viewed as a

black box in its document, eventually becomes something in the hands of the
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teachers via their practices. Use of a curriculum, thereby, is not only about teachers’
reading it, but also their evaluating and eventually adapting it, which is a typical
illustration of the strong influence of personal context on professional identity of the
teachers (Drake & Sherin, 2006).

In relation to this view, teachers while making key decisions with respect to adapting
or totally ignoring an innovative idea are likely to behave like “curriculum and
instructional gatekeepers who filter proposals from outside through their own beliefs
and routines in teaching, their perception of students, and their view on the
organizational feasibility of the suggestions” (Van den Akker & Kuiper, 1993, p.
301). Accordingly, they shape their involvement with change movements in the way
they wish and at the pace they like, top-down reforms notwithstanding (Cowley &
Williamson, 1998).

2.3.2. Orientations in Curriculum Implementation Studies

Research on implementation with its general scope on organizational and curriculum
change is subsumed under two main approaches, fidelity of implementation and
process of implementation (Fullan & Pomfret, 1977). Fidelity perspective, used
predominantly in curriculum implementation studies, aims at identifying the extent
of congruence between the actual use of an innovation and its planned and prescribed
practice, whereas process orientation is more concerned with the modification of
change during the process of implementation in relation to context-specific
conditions and so emergence of individual versions of the same curriculum (Marsh &
Willis, 2003). Synder et al. (1992), additionally, entitles a third orientation,
curriculum enactment, referring to school experiences which are not mandated but

created by teachers and students together as opposed to the fidelity to curriculum.

The question of selecting which orientation to scrutinize curriculum implementation
then inevitably poses an area of discussion in the literature, centering broadly on

fidelity versus variation in curriculum implementation. In response to this issue,
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Huberman and Crandall (1983) asserted that in cases where the school autonomy is
not an particular area of concern, well developed innovations in the initial phases of
implementation demand more fidelity than variation, for the degree of change would
be downgraded by the users otherwise (as cited in Fullan, 1985). However, teachers
in the practice are already found to have a tendency to make adaptations to the
implementation of a program regardless of their level of support for it (Dathow &
Castellano, 2000), which makes the wvariation inevitable in curriculum

implementation.

Consistent with the fidelity perspective, Hall and Loucks (1977) presented a
developmental model to capture the levels of use of an innovation as they claimed
that it is highly critical to know whether a treatment is actually implemented or not to
determine if something has indeed changed or not. Hypothesizing that level of
implementation may differentiate the results associated with the innovation, they
eventually identified eight levels of use to describe teacher behaviors in relation to
innovation as nonuse, orientation, preparation, mechanical use, routine, refinement,

integration, and renewal.

Extending this model, the Concerns Based Adoption Model (CBAM) was proposed
to empirically inquire into implementation of educational innovations, measuring the
individual change in the light of such concepts as Stages of Concern (SoC), Levels of
Use (LoU), and Innovation Configurations (IC). According to CBAM, as cited by
Anderson (1997), teachers express some sort of concern as they move along the
process of implementation, entitled as awareness, informational, personal
management, consequence, collaboration, and refocusing. Moreover, they
demonstrate various patterns of use at different points in the process like nonuse,
orientation, preparation, mechanical, routine, refinement, integration, and renewal.
Aside from these two dimensions, still important is the fact that different versions of
implementation are likely to emerge, which may include the essentials of the
innovation or may not. Overall, with its three dimensional structure, dealing with

both fidelity and variation, CBAM is viewed to yield substantial information to
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develop and deliver required interventions to guide and facilitate the users of

implementation.

2.3.3. Curriculum Implementation in Turkey

Implementation of the new constructivist curriculum appears to comprise an area of
serious concern in the context of schools in Turkey. Report of the commission of the
professors in the area of Curriculum and Instruction (2005), analyzing and evaluating
the new elementary school curriculum, substantially criticizes it for its theoretical
foundation grounded on only one educational philosophy and for adapting the
curricula of other countries, largely ignoring the country specific needs and interests.
Moreover, Bikmaz (2006) pointed out that several slogan ideas of the constructivist
curriculum such as considering individual differences, promoting active learning in
students, assessing and evaluating students, and redefined teacher role are highly
likely to bring about mental ambiguity in educational settings during the process of
implementation as they are very much open to misunderstanding on the part of the

teachers.

Confirming these concerns, several evaluation studies mainly based on teacher,
administrator, inspector and parent reports present various problems associated with
the implementation of constructivist curriculum. These problems are typically
indicated to result from crowded classroom size, limited instructional time,
ineffective teacher training, teachers’ lack of understanding of the new curriculum,
ineffective and inadequate in-service training of the teachers, lack of necessary
educational materials and equipment in the schools, lack of high quality course
books, incompatible nature of the examinations for entrance to secondary and higher
education with the curriculum, ambiguity in terms of process-oriented assessment
and evaluation means, insufficient technology at the schools, parents’ lack of
knowledge about the curriculum, lack of relation among different subject areas, and
teachers’ resistance for change (e.g., Bulut, 2007; Cinar, Teyfur, & Teyfur, 2006;
Egitim Reformu Girisimi, 2005; Ekiz, 2003; Ersoy, 2007; Karadag, 2007; Karakus &
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Kosa, 2009; Kay & Halat, 2009; Kayik¢t & Sabanci, 2009; Keles, Bakar, &
Kocakoglu, 2009; Kirkgdz, 2007; Korkmaz, 2006, 2008; Sert, 2008; Yaman, 2009;
Yapicit & Demirdelen, 2007; Yildirim, 2008).

Given the implementation of early childhood curriculum, Uzun (2007) based on the
reports of early childhood teachers working at public and private preprimary classes
in the sample of Malatya reported that teachers to a large degree practiced the
requirements of the constructivist curriculum (2002 early childhood curriculum).
However, it was revealed that they rarely organized field trips, which was influenced

by years of teaching, class size, and the school’s socio-economic environment.

Moreover, Erden (2010) evaluated the implementation of current educational
program in the sample of Ankara with 223 early childhood teachers. This study put
forward that early childhood teachers confronted problems in their practices
primarily regarding physical environment of early childhood settings such as
teaching at crowded and small classrooms and evaluation and assessment of the
students like conducting portfolios, anecdotal and observation records. In addition,
early childhood teachers in this study reported that they faced with difficulties in the
areas of planning science and mathematics activities, arranging field trips, involving
families and including students with special needs. Moreover, Erden demonstrated
that these problems associated with early childhood curriculum implementation
significantly differed between public and private schools, but did not change in
relation to teachers’ degree of education, area of specialization, teachers’ years of

experience, and teachers’ participation in-service training programs.

Furthermore, Diisek (2008) in her study, conducted in the sample of Ordu to examine
the perception of 29 school inspectors, 38 school principals and 114 early childhood
teachers toward current early childhood curriculum, revealed that 21.2% of early
childhood teachers did not implement the curriculum. This study particularly
illustrated the challenge of family involvement and inclusion in education for early

childhood teachers. It also underlined the nonexistence of a teacher aide for the
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classroom as a problem in front of curriculum implementation in addition to physical
inadequacies in terms of class space and materials and equipment. In a similar
fashion, Kandir, Ozbey, and Inal (2009), studying with 154 participants in Afyon and
Ankara, figured out that early childhood teachers confronted major obstacles to
implementation of the new curriculum more frequently as regards determining
objectives and competencies for learning, evaluating students, teaching at crowded
classrooms, preparing and selecting educational materials, and arranging learning

environment.

2.4. The Nature of Beliefs

Belief, defined differently by numerous researchers, is referred as a messy construct
by Pajares (1992), noting the following:
Defining beliefs is at best a game of player's choice. They travel in disguise
and often under alias-attitudes, values, judgments, axioms, opinions,
ideology, perceptions, conceptions, conceptual systems, preconceptions,
dispositions, implicit theories, explicit theories, personal theories, internal
mental processes, action strategies, rules of practice, practical principles,
perspectives, repertories of understanding, and social strategy, to name but a
few that can be found in the literature (p. 309).
Notwithstanding this ambiguity, Rokeach (1968) introduced a more organized view
of beliefs, classifying them mainly into three categories: descriptive or existential
beliefs, evaluative beliefs, and prescriptive or proscriptive beliefs (as cited in
Rokeach, 1973, pp. 6-7). What distinguishes one from another is their distinct focus
on concepts like true or false (descriptive or existential), good or bad (evaluative

beliefs), and desirable or undesirable (prescriptive or proscriptive beliefs).

Though they may be given different names, beliefs at all hold five major
characteristics differentiating them from knowledge as mentioned like the following:
1. Beliefs are subjective assumptions, neither factual propositions nor
standardized truths;
2. Beliefs are not consensual, open to any sort of disagreement;
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3. Beliefs embrace changing degrees of value, from strong to weak, classified as
central and peripheral beliefs;

4. Beliefs involve an affective, episodic, and evaluative dimension (Turner,
Christensen, & Meyer, 2009).

Given these attributes, Nespor (1985), providing a conceptual framework on the
nature of belief systems, discussed the functions of beliefs under such domains as
task definition and cognitive strategy selection, memory processes, and dealing with
ill-structured problems. Broadly speaking, according to Nespor, belief systems are
firstly likely to determine individuals’ definition of the tasks and consistently their
selection of strategies to carry out those tasks. Secondly, since beliefs include
affective elements such as mood, feelings, emotions, and judgments, they are stored
in the long-term memory in a more durable form, influencing individuals’ learning
and their use of what they have learnt. Thirdly and finally, beliefs appear to assist
individuals to cope with various type of problems even in the most radical and
unpredictable cases because they rely on personal experiences and are characterized

by being unbounded in terms of their relevance to varying circumstances.

Apart from above mentioned functions of beliefs in cognitive and behavioral
processes, what still remains to be noteworthy is their role in the course of individual
change. The basic principle of belief system theory asserts that change of central
beliefs, of foremost significance to the individual, appears to create far greater
difference on behaviors (Grube, Mayton, & Ball-Rokeach, 1994). Accordingly,
Rokeach (1973) cited self conceptions, which basically include all beliefs answering
the question of who | am as the most critical element of the belief system and simply
proposed to create a condition of self dissatisfaction by means of self confrontation

to induce individual change (as cited in Quackenbush, 1989).
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2.4.1. Relation of Teaching Beliefs to Educational Practice

Studying teacher beliefs has emerged as a new line of research in the literature owing
to a shift of focus from observable teacher behaviors to teacher thinking processes in
late 1960s to mid 1970s (Erdiller & McMullen, 2003). Traditional research on
teaching, also called process-product research, has chiefly centered on the influence
of observable actions of teachers on student achievement, while advances in
cognitive psychology and research paradigms have moved attention to the mental

constructs and processes which guide teacher behaviors (Fang, 1996).

Teaching beliefs research in essence appears to hold two major assumptions. First,
uncertainties in teaching inevitably force teachers to form their own personal
educational theories to cope with the unpredictable nature of classroom settings
(Kagan, 1992). That is, teachers somehow act in the classrooms more based on their
beliefs of education as they continuously make judgments and decisions based on
their beliefs (Fang, 1996). Second, beliefs of the teachers influence their perceptions
and behaviors; in other words, how they make sense of and react to the world (Fang,
1996; Haney, Lumbe, & Czerniak, 2002; Keys, 2007). Thus, capturing teachers’
teaching beliefs at the core offers insight into the processes guiding teachers’
decisions and actions (Pajares, 1992; Wood & Bennett, 2001).

Accordingly, predominant role of the beliefs in teaching can enlighten one part of the
story regarding failure of educational innovations and can also provide explanation
for frequently mentioned gap between theory and practice. Considering their decisive
function, it can presumably be hypothesized that incongruence between teaching
beliefs and educational innovations would inevitably be associated with low level of
implementation or no implementation at all. In fact, several investigations conducted
with early childhood teachers provide evidence for such kind of a relationship
between teacher beliefs and their practice in the literature (e.g., Kagan & Smith,
1988; Lee, Baik, & Charlesworth, 2006; Maxwell, McWilliam, Hemmeter, Ault, &
Schuster, 2001; McMullen, 1999; McMullen et al., 2005; McMullen et al., 2006;
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Mitchell & Hegde, 2007; Murphy, 2004; Rivilland, 2007; Spodek, 1988; Stipek &
Byler, 1997; Vartuli, 1999; Wang, Elicker, McMullen, & Mao, 2008)

Rivalland (2007), for instance, arrived a key conclusion in that beliefs in harmony
with educational documents were clearly demonstrated in the practice, whereas those
which were in conflict with them were enacted variously across different contexts.
Consistent with this view, Murphy (2004), while discussing the practices in Irish
infant classrooms, maintained that teacher-directed classroom practice observed in
the study to some point resulted from teacher assumptions about play and learning
conflicting with the constructivist curriculum framework. Spodek (1988), moreover,
indicated the great variety in implicit theories of early childhood teachers,
influencing their decisions in the classrooms. In this study, preschool, kindergarten,
and first grade teachers had different beliefs about education and so varying priorities

in their teaching.

Korean early childhood teachers, who experienced a discrepancy between their
beliefs and practices, were in a similar manner more likely to implement
developmentally appropriate practices when their beliefs were more in agreement
with non-directive teaching strategies (Shim & Herwig, 1997). Likewise, Chinese
early childhood teachers significantly reported a consistency between their practices
and Dbeliefs, highlighting a relationship between child-initiated learning and
integrated curriculum beliefs and child-initiated, creative, and manipulative practices
(Wang, Elicker, McMullen, & Mao, 2008).

Kagan and Smith (1988) similarly revealed how teacher beliefs shaped classroom
practices of early childhood teachers. According to the results of this study, having
higher scores on Idealist scale was related with more child-centered behaviors as
observed with teachers’ relatively less use of criticism and working and
communicating with individual children or with small groups rather than whole
class, whereas scores on Pragmatic and Realist scales were positively related with

more teacher-centered approach of education. Yet in another study by Stipek and
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Byler (1997), child-centered beliefs were associated with an observed positive
climate in the class and negatively associated with skills-based education, similar to
finding of the study by McMullen et al. (2005), presenting the significant relation
between developmentally appropriate beliefs and practices in five different countries
including the USA, Taiwan, Korea, Turkey, and China.

Vartuli (1999) also provided evidence for the relationship between self-reported
beliefs and practices of early childhood teachers and their observed classroom
practice, taking into consideration the influence of teachers’ years of experience,
grade level of the classes, and certificate of the teachers. Yet in another study,
teachers practiced more child-centered, choice/play time, emergent language, and
literacy activities when they endorsed more developmentally appropriate beliefs,
whereas they focused more on consistent routines, organized classrooms, preplanned
curriculum, and teacher-directed learning when they endorsed more traditional
teaching beliefs (McMullen et al., 2006).

Nevertheless, other part of the story may also be explained by a counterargument
suggesting that teachers do not implement the curriculum even though their beliefs
agree with it; that is, “they just talk the talk but not walk the walk in the education”
mainly due to lack of resources, time, and ongoing professional support (Keys, 2005,
p. 499). Thus, there may not be a real relation between beliefs and actions of the
teachers (Rentzou & Sakellariou, 2010; Wilcox-Herzog, 2002).

For instance, while American early childhood candidate teachers in one study were
identified with having constructivist teaching beliefs (Aldrich & Thomas, 2005), it
was contradictorily in another study noticed that a great deal of developmentally
inappropriate practice was common in today’s Kkindergartens in the USA
(Charlesworth, Hart, Burts, & Hernandez, 1991). Similarly, Kwon (2004) figured out
that Korean early childhood practices, which are characterized by extrinsic
motivation, worksheets, teacher authority, whole class teaching, and separation of

play time from work, were not still child-centered in spite of a child-centered
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national curriculum and child-centered teacher beliefs mostly due to Korean culture,

class size, and parental pressure.

Existence of such discrepancy indeed needs to be interpreted with care since the lack
of relation between teaching beliefs and action revealed in some studies may be
associated with measurement specificity, participants with extreme beliefs, situation
factors, and depth and strength of the beliefs (Wilcox-Herzog, 2002). Moreover,
McMullen (1999) pays attention to the cumulative influence of several personality
characteristics probably mediating between teaching beliefs and practices, indicating
a direct relation among developmentally appropriate beliefs, self-efficacy beliefs, and
practices of early childhood teachers along with the influence of locus of control and
professional experience on developmentally appropriate practices. Therefore,
investigations involving multiple variables along with teacher beliefs, attempted to
be achieved in this study, can better explain the relation between what happens in the

mind of teachers and what happens in their classes.

2.5. The Nature of Self-Efficacy Beliefs

The concept of perceived self-efficacy is defined as “the conviction that one can
successfully execute the behavior required to produce the outcomes” (Bandura, 1977,
p. 193). It does not measure the skills one has; on the contrary, deals with the beliefs
regarding what one believes to be capable of doing in different contexts under

various circumstances (Bandura, 1997).

Self-efficacy beliefs can also be perceived to be the most central mechanism of
human agency persons use to make “intentional” actions in order to contribute to
their functioning as they strongly strive for exercising control over life events
(Bandura, 1995). This is simply because of that “If people believe they have no
power to produce results -the condition of having low self-efficacy-, they will not

attempt to make things happen” (Bandura, 1997, p. 3).
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Consistently, according to Pajares (1996), self-efficacy beliefs can strongly
determine the level of an achievement of a person provided that it is measured for
specific tasks since the global measures which do not correspond to critical tasks
certainly weakens the effect of self-efficacy beliefs in the studies. This influence of
self-efficacy beliefs on human functioning is argued to come along four major
processes identified as cognitive, motivational, affective, and selection by Bandura
(1993).

Concerning its impact on cognition through personal goal setting, commitment to the
goals, expectancy of attainment, and sense of control of the environment, it can be
hypothesized that poor performance may result from low self-efficacy beliefs, but
not because individuals are incapable (Bandura, 1993). In relation to motivational
processes, self-efficacy beliefs might distinguish the nature of self-goals, the effort
expended, and the level of resilience in case of the failures. For instance, individuals
with a higher sense of perceived self-efficacy are likely to consider difficult tasks as
challenges to be achieved rather than threats to be avoided. Consistently, they set
more demanding goals for themselves with a strong commitment and consistently
exert higher levels of effort (Bandura, 1997). Moreover, in terms of affective
processes, self-efficacy beliefs may contribute to individuals’ coping ability with
stress and depression and may help decline or eliminate anxiety arousal (Bandura,
1997). Concerning selective processes, self-efficacy beliefs may determine the
choices of the individuals and so their developmental pathway. To illustrate, Bandura
(1993) validated the relation between self-efficacy beliefs and career options of the

persons.

Given its paramount influence on human performance as described above, it
ultimately becomes essential to distinguish the sources from which self-efficacy
beliefs are constructed. Such knowledge can inform researchers with respect to the
ways to alter self-efficacy beliefs. Bandura (1997) elucidates four major sources of
information for the development of self-efficacy beliefs: enactive mastery
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experiences, vicarious experiences, verbal persuasion, and physiological and

affective states.

Asserted as the most influential source of self-efficacy beliefs by Bandura (1997),
enactive mastery experiences are considered to assist formation of self-efficacy
beliefs by relying on executed past actions in the light of personal memories
considering difficulty of the tasks, the amount of effort expended, the amount of
external support received, the circumstances action performed, and the pattern of
success and failures. To Bandura (1997), vicarious experiences are, on the other
hand, the model attainments used to appraise individual capabilities, which are
highly shaped by performance and personal similarities, model competence and
diversity, and modeling mastery. Furthermore, according to Bandura, verbal
persuasion contributes to the formation of self-efficacy beliefs by significant others’
expression of faith in the capabilities of individuals as they provide evaluative
feedback on their performances. As expected, persuaders’ knowledge and credibility
along with perceived disparity between one’s own beliefs and social appraisal are
likely to be factors determining the consequences of this process. Finally, Bandura
(1997) notes that somatic reactions in times of arousal, stress, and tension may
convey information to make judgments about personal capabilities requiring health

functioning and physical strength.

2.5.1. Relation of Teacher Self-Efficacy Beliefs to Educational Practice

When applied to education, teacher self-efficacy beliefs generally refer to the self
evaluation of teachers in terms of their abilities to carry out actions to attain a
particular teaching task in a specific context (Tschannen-Moran, Woolfolk Hoy, &
Hoy, 1998). Guskey (1987) also views perceived teacher self-efficacy as “a teacher’s
belief or conviction that he or she can influence how well students learn, even those
who may be difficult or unmotivated, which is in a sense a teacher’s belief that I can

make this happen” (p. 41).
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Teacher self-efficacy beliefs, which attracted the attention of a growing number of
researchers for many years, were identified to be a significant variable particularly
for instructional and teacher effectiveness studies (Gibson & Dembo, 1984; Guskey
& Passaro, 1994). Correspondingly, Berman and McLaughlin (1977) cited teacher
self-efficacy beliefs to be the most powerful teacher characteristic explaining
achievement of the project goals, student achievement, teacher change, and
maintenance of the project materials and methods. Bandura (1993) similarly
underlined the fact that affecting cognitive, affective, and selective process of the
mind, teacher self-efficacy beliefs can indeed make difference in the atmosphere of a

classroom a teacher develops and the type of learning taking place in a class.

In agreement with above studies, efficacy literature offers a number of investigations
associating certain type of educational attributes and teacher behaviors to teacher
self-efficacy beliefs. Gibson and Dembo (1984), for instance, reported that teachers
with high self-efficacy allocate more time for academic learning and better help
students with learning difficulties to be successful. Increasing perceived self-efficacy
of teachers then seems to be a promising idea to improve teacher practices chiefly for
difficult to teach students or students from diverse backgrounds (Tucker et al., 2005).

Teacher self-efficacy beliefs were also found to be considerably related with
emotional intelligence, which may improve teachers’ social skills when dealing with
students, parents, and principals (Penrose, Perry, & Ball, 2007). Additionally, a high
sense of teacher efficacy when combined with collective efficacy and academic
climate is argued to be a strong pressure for effective teaching and learning since
efficacious teachers would be more likely to perceive high expectations and
standards for academic success (Chong, Klassen, Huan, Wong, & Kates, 2010).

Moreover, in the context of early childhood education, teacher self-efficacy beliefs
can significantly influence children’s gains in print awareness (Guo, Piasta, Justice,
& Kaderavek, 2010), their beliefs regarding the importance of mathematics

education, albeit they are not necessarily reflected in their observed practice (Brown,
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2005), and establishment of a positive, cooperative, and supportive school climate
(Kim et al., 2010). Chung, Marvin, and Churchill (2005) further demonstrated the
role of teacher self-efficacy beliefs in the establishment of positive teacher-child and
teacher-parent relationships. They were also shown to be related with pre-service
teachers’ choice of the instructional methods to be used to educate children with

diverse educational needs (Wertheim & Leyser, 2002).

Gu and Day (2007), in addition, discussed the contribution of self-efficacy beliefs to
the growth of a stronger sense of teacher resilience. Self-efficacy beliefs, besides,
were detected to be related with the ways teachers use to solve problems in sample of
Turkish participants, identified to be more constructive and productive approaches
for teachers with a higher sense of self-efficacy like evaluation, planning, thoughtful,
and self-confident rather than withdrawn and urgently (Kesgin, 2006). Citing a
number of research studies in their review, Tschannen-Moran et al. (1998),
furthermore, summarized the positive influence of teacher self-efficacy beliefs on
such domains as teachers’ persistence, enthusiasm, commitment, instructional
behavior as well as student outcomes like achievement, motivation, and self-efficacy
beliefs.

Furthermore, given the scope of this study, there seems to be a need to deal with the
relation between teacher self-efficacy beliefs and educational change. McKinney,
Sexton, and Meyerson (1999) provided sound evidence for the significance of
efficacy beliefs to initiate and sustain educational change, stated to be consistent with
previous findings in efficacy literature. In their efficacy based change model, they
demonstrated that self-efficacy beliefs made an impact on the concerns individuals
had and attribution processes they held in the phase of the implementation. The
highlighted finding was that individuals with a higher sense of self-efficacy indicated
less and different sort of concerns as they moved along the implementation of the

innovation and viewed success to come as a result of effort rather than luck.
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Supporting this view, in the study by Evers, Brouwers, and Tomic (2002), conducted
with a random sample of 490 higher secondary school teachers in the Netherlands
and analyzed with hierarchical regression, teacher self-efficacy beliefs were found to
be significantly related with the burnout level of the teachers when implementing a
new educational innovation. The study indicated that efficacious teachers tended to
more willingly accept and practice educational changes. Ghaith and Yaghi (1997) in
their study, conducted with a small sample of 25 teachers, still postulated a positive
relationship between personal self-efficacy beliefs of teachers and their
implementation of instructional innovations. They argued that efficacious teachers
were more likely to perceive the innovation to be less difficult to implement, to be

congruent with their current practices, and to be very significant.

Similarly, in the context of a development program, Cantrell and Callaway (2008)
based on the interview data retrieved from 16 teachers revealed that teachers with a
higher sense of self-efficacy exhibited higher implementation of the content as they
were detected to be more likely to be persistent to cope with the barriers they
encountered in the process of implementation. Nonetheless, Wheatley (2002)
challenged all these findings about contributing role of self-efficacy beliefs in
educational change. The author basically discussed that self-efficacy doubts, which
may result in disequilibrium, reflection, motivation to learn, experiencing with
different ideas, and collaboration, may foster teacher change and so benefit
educational reforms predominantly of progressive nature, which is opposed to what

is commonly assumed.

2.6. Summary of Literature Review

Curriculum implementation, standing for the actual practice of a curriculum, is
argued to be influenced by a number of factors in the literature. One of the most
critical ones coming into prominence in the literature is teacher characteristics, for
teachers actively shape the practice of a curriculum, to a large degree determining its

level and nature of use. Therefore, fidelity to curriculum versus variation of the
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curriculum in the course of implementation because of teacher characteristics

comprises a significant area of concern in the educational research.

Two salient variables commonly used in the literature to investigate teacher impact
on curriculum implementation are teacher beliefs about teaching and teacher self-
efficacy beliefs. This appears to be mainly because of the growing interest of
educational research in the relationship between teacher thinking processes and their
actions as beliefs are strongly considered to dominate and govern the profession of

teaching.

Studies on the relation between teacher beliefs about teaching and their instructional
practices chiefly deal with the teachers’ perception of true education for their
students and appear to depict inconsistent findings in the literature. Despite the
presence of a variety of studies indicating the congruence between teacher beliefs
and actions, there is still likelihood that teachers sometimes may not practice what
they preach. On the other hand, teacher self-efficacy studies are in general likely to
illustrate a positive influence of teacher self-efficacy beliefs on school and teacher
effectiveness.

Early childhood education in Turkey, which underwent a curriculum change in 2006,
then offers an ideal context to investigate the influence of teacher beliefs along with
other teacher or beyond teacher attributes on the extent of the implementation of the
new constructivist curriculum. It may, thereby, be probable to improve the extent
early childhood teachers implement current curriculum and capture whether the

intentions of the educational program are achieved or not.
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CHAPTER 111

METHOD

This chapter attempts to depict research methodology employed for the investigation.
It begins with the introduction of research design. Next is the clear definition of
research questions and variables of the study. Then, sampling, data collection
instruments, and procedures are presented. Finally, the chapter is ended with the

discussion concerning limitations of the study.

3.1. Research Design

Adopting quantitative assumptions, the current study was an associational type
research. Associational research is basically attempted to examine relationships
between variables without manipulating them (Fraenkel & Wallen, 2006). Moreover,
as cited by Fraenkel and Wallen (2006), it is particularly called correlational research
of predictive type, conducted with the purpose of predicting the outcome variable. In
the present study, the outcome variable, the extent of curriculum implementation of
Turkish early childhood teachers, was intended to be predicted from several

predictors like teacher beliefs, teacher demographics, and school related factors.

3.2. Research Variables

The dependent variable for this study was identified as the extent of curriculum
implementation of Turkish early childhood teachers in accordance with the key
principals proposed by MoNE. Involving two dimensions, it was more specifically
the extent of early childhood teachers’ implementation of curriculum in terms of
content selection and also the extent of their implementation of curriculum in terms

of learning process.
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Independent variables were, on the other hand, subsumed under four major themes
for this research: (1) teacher self-efficacy beliefs, (2) teaching beliefs, (3) teacher
demographics, and (4) school related factors. Teacher self-efficacy beliefs herein
referred to efficacy for student engagement, efficacy for instructional strategies, and
efficacy for classroom management. Teaching beliefs were, moreover, identified as
constructivist teaching beliefs and traditional teaching beliefs. Teacher
demographics, besides, included such variables as teachers’ years of experience, and
teachers’ degree of education. School related factors, furthermore, dealt with the
variables defined as age of the students, class size, school type, length of the
program, and existence (nonexistence) of a teacher aide for the class. The data
collected regarding teachers’ area of specialization were not included in the analyses
as participants came from very similar fields, making their comparison difficult to

interpret.

3.3. Research Questions

This study attempted to shed light into following research questions:

1. How well can the extent of curriculum implementation in early childhood
education in relation to content selection be predicted from teacher self-
efficacy beliefs, teaching beliefs, teacher demographics, and school related
factors?

2. How well can the extent of curriculum implementation in early childhood
education in relation to learning process be predicted from teacher self-
efficacy beliefs, teaching beliefs, teacher demographics, and school related

factors?

3.4. Sampling

The following sections present the sample selection procedure and characteristics of

the sample.
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3.4.1. Sample Selection

The accessible population for this study was early childhood teachers (N = 1445)
working in the elementary and preprimary schools in Ankara in seven central
districts identified as Altindag (N = 104), Cankaya (N = 326), Etimesgut (N = 211),
Kecioren (N = 252), Mamak (N = 148), Sincan (N = 128), and Yenimahalle (N =
276). The main reason for the choice of these districts was the presence of relatively
higher number of early childhood teachers employed at schools there as indicated by
statistical data retrieved from MoNE for 2010-2011. Moreover, only public schools
were chosen as a measure of control to ensure that all schools implemented same

curriculum proposed by MoNE.

The cluster sampling was utilized to reach group of the participants in the
representative schools selected from the population of public schools in seven central
districts of Ankara. The sample eventually consisted of 308 early childhood teachers
after the exclusion of 22 cases with the number of missing data ranging from 3 to 12.
Considering the formula of Dillman (as cited in Vaske, 2008), this sample size was
assumed to be suitable for generalizing to the concerned population at a 95% level of
confidence with a 5% margin of error since the calculated sample size to precisely
represent the target population was 304. Furthermore, Little’s Missing Completely at
Random (MCAR) test displayed a random pattern of missing values, y*(2276, N =
308) = 2875.15, p = .09. Therefore, the EM (expectation-maximization) method was
applied in order to estimate the missing values.

3.4.2. Sample Characteristics

Table 3.1 displays general characteristics of the participating early childhood

teachers and some aspects of their work conditions. Participants of the study were

unsurprisingly all females, congruent with general characteristic of the profession of

early childhood education as females make up 95% of the field across Turkey by the

educational year 2009-2010 (MoNE, 2010). Teachers’ years of experience ranging
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from 1 year to 35 years was on average 14.04 (SD = 8.43). Of the sample, 72.7% of
the participants (n = 224) had a Bachelor of Science degree, while 17.2% of them (n
= 53) had an Associate degree. Teachers with an Open University degree (5.8%, n =
18) and a Master of Science degree (3.9%, n = 12), however, represented the
minority group in relation to degree of education. Furthermore, participants’ area of
specialization was commonly either in the area of Early Childhood Education
(58.8%, n = 181) or in the area of Child Development and Education (28.2%, n =
87).

Additionally, the size of the classes participating early childhood teachers were
working ranging from 5 to 29 children was on an average 20 students (SD = 4.35).
They were teaching mostly 5 and 6 years old children (76.3%, n = 235). In addition,
by majority, the participants were providing service in the elementary schools
(54.5%, n = 168), for half-day programs (62%, n = 191), and in the presence of a
teacher aide for the class (68.8%, n = 212).
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Table 3.1
Profile of Participating Early Childhood Teachers and Their Work Conditions

Gender f %
Female 308 100
Teachers’ years of experience
1-5 years 66 21.43
6-10 years 54 17.53
11-15 years 56 18.18
16-20 years 57 18.51
21-25 years 39 12.66
26-30 years 33 10.71
31-35 years 3 0.97
Teachers’ degree of education
Bachelor of Science degree 224 72.7
Associate degree 53 17.2
Open University degree 18 5.8
Master of Science degree 12 3.9
Area of specialization
Early Childhood Education 181 58.8
Child Development and Education 87 28.2
Other 40 13
Age of the students
Younger than 5 years old 69 224
5 and 6 years old 235 76.3
Class size
5-9 students 2 0.65
10-14 students 34 11.04
15-19 students 91 29.55
20-24 students 125 40.58
25-29 students 56 18.18
Type of the school
Elementary school 168 54.5
Independent preprimary school 138 44.8
Length of the program
Half-day program 191 62
Full-day program 115 37.3
Existence (nonexistence) of a teacher aide for the class
Yes 212 68.8
No 93 30.2

Note. Missing values are not demonstrated on the table.

Apart from these facts, as a contribution to the interpretation of research findings, to
provide a more accurate portrayal of concerned sample, early childhood teachers

were asked to rate the significance of their role in curriculum implementation and the
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frequency they kept up with the publications related to their profession. The
significance of the role of teachers in curriculum implementation was rated to be
high by 95.5% of the participants (n = 294) as displayed in Table 3.2. Moreover, the
majority of them (80.8 %, n = 249) reported that they either always or frequently
kept track of publications related to early childhood education

Table 3.2

Teacher Ratings regarding the Significance of the Role of Teachers in Curriculum
Implementation and Their Interest in Keeping up with the Publications

Significance of the role of teachers in

. ; ) f %
curriculum implementation
High 294 95.5
Moderate 11 3.6
Low 1 0.3
None 1 0.3
Rate of keeping up with the publications
Always 70 22.7
Frequently 179 58.1
Sometimes 45 14.6
Rarely 13 4.2
Never 1 0.3

Note. Missing values are not demonstrated on the table.

3.5. Data Collection Instrument

The following sections present the process of developing the data collection
instrument, describing the procedures for assuring validity and reliability of the

instrument and information about each subscale.

3.5.1. Instrument Description

The data collection instrument was composed of four main sections including a total
of 64 items. Namely, it was consisted of subscales of Curriculum Implementation

Scale, Turkish Version of the Teachers’ Sense of Efficacy Scale, Teacher Beliefs

Survey, and Personal Information Form.
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The Curriculum Implementation Scale was developed by the researcher in the current
study. It is designed as a 5-point rating scale ranging from “never” (1) to “always”
(5). Involving 25 questions, items are likely to measure the extent of curriculum
implementation in relation to particular skills and objectives to be brought in children
and key considerations in their selection and learning process as well. The sample
items include “I attempt to support creative development of children” (item 16), “I
consider knowledge level of children before starting activities” (item 3), and “I pay
attention to individual differences of children in the activities” (item 8).
Development of the instrument and its factor structure are described in detail in the
subsequent sections.

The Turkish Version of the Teachers’ Sense of Efficacy Scale, used in this study, was
developed by Tschannen-Moran and Woolfolk Hoy (2001) and adapted by Capa,
Cakiroglu, and Sarikaya (2005). The original scale has a long version with 24 items
and a short version with 12 items. The short version of 12 items was herein
administered for its ease of use. Items describe general tasks performed by teachers
in relation to three factors: efficacy for student engagement (SE), efficacy for
instructional strategies (1S), and efficacy for classroom management (CM). Sample
items from each of three factors include “How well can you motivate students who
show low interest in school work?” (Item 3, from the SE factor), “How well can you
use different teaching methods in the class?” (Item 12, from the IS factor), and “How
much can you get students to follow classroom rules?” (Item 6, from the CM factor).
Items are on a 9-point rating scale ranging from “none at all” (1) “to a great deal”
(9). Confirmatory factor analysis conducted with 898 pre-service teachers by Capa-
Aydmn, Sungur, and Uzuntiryaki (2009) provided evidence for the construct validity
of this short version of the instrument, indicating an acceptable model fit with the
following fit indices: Tucker Lewis Index (TLI) = .99, Comparative Fit Index (CFI)
= .99, and Root Mean Square Error of Approximation (RMSEA) = .07. Moreover,
concerning its reliability, the coefficient alpha values were calculated to be .75 for
SE, .75 for IS, and .81 for CM.
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The Teacher Beliefs Survey, recently revised by Giirbiiztirk and Sad (2009), was
administered to assess teacher beliefs about constructivist and traditional way of
education. It is originally developed by Woolley, Benjamin, and Woolley (2004) and
firstly adapted by Duru into Turkish (2006). The survey is composed of 17 items on
a 6-point Likert type scale ranging from “strongly disagree” (1) “to strongly agree”
(6). Sample items include “One of the most effective ways to plan educational and
instructional activities is to get the opinion of students” (Item 1) and “The teacher
should make the choices for students since they will not know what to learn” (Item
4). Exploratory factor analysis carried out with 318 pre-service teachers yielded
support for a two factor structure which was named as constructivist teaching (CT)
and traditional teaching (TT), explaining 35.2% of the variance (Giirbiiztiirk & Sad,
2009). Internal consistency coefficients of .77 for CT and .63 for TT, moreover,
provided evidence for the reliability of this instrument. Nonetheless, wordings of
several items (itemsl, 2, 3, 5, 6, 7, 8, 11, 15, 16, and 17) were in the present study
revised without changing the content to improve its structural unity, relevance for

early childhood education, and item clarity.

3.5.2. Development of Curriculum Implementation Scale

The theoretical model stated by Clark and Watson (1995) guided the scale
development process for this study. Consistent with the proposal of the authors, in
order to establish construct validity, the following main steps were respectively
taken: (1) conceptualizing target construct, (2) developing an item pool, (3) pilot

testing, and (4) conducting factor analysis.

Corresponding to the aim of the investigation, with the help of the literature,
curriculum implementation is herein constructed under the approach of fidelity to
curriculum. In particular, it is conceptualized as teachers’ fidelity to chief proposals
of national early childhood curriculum in Turkey. Therefore, the reference source

was current early childhood curriculum booklet to create the item pool.
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In the construction of the items, it was ensured that they overall reflected four main
components of the curriculum, namely objectives, content, instruction, and
evaluation. Initially, the item pool was comprised of 57 items derived from the
educational program; however, the number of items was later decreased to 26 in
order to shorten the time required for its administration based on the criterion that

selected items represented the most critical aspects of the educational program.

After then, content validity and item wording of the scale were judged by three
academicians from the field of early childhood education, one academician from the
field of curriculum and instruction, one academician from the field of measurement
and evaluation, and one early childhood teacher. This 26-item structure of the scale,
revised consistent with suggestions of the experts, was subsequently tested in the

pilot study to determine the validity and reliability of the items.

The pilot study was conducted via mailed survey with 157 early childhood teachers
from different regions of Turkey selected based on convenient sampling. In general,
participating early childhood teachers were found to be teaching on average for 5.8
years (SD = 5.24). By majority, their classes were composed of children who were at
the age of 5 and/or 6 (84.1%, n = 132). They were also more likely to implement half
day programs (69.4%, n = 109). Of the sample, 72% of the early childhood teachers
(n = 113) had a Bachelor of Science degree and 77.7% of them (n = 122) had
specialized in the area of early childhood education.

Reliability analysis of this preliminary study indicated an overall Cronbach’s value
of .89 for the Curriculum Implementation Scale. There were not any items
substantially improving reliability if deleted except the item 7, “I aim to prepare
children for elementary education”, increasing o from .888 to .893. Moreover,
correlation of this item with the overall scale was below .3, which is argued to be a
considerable threat to the reliability (Field, 2005). However, concerning its
importance, the final decision was to retain the item 7 in the instrument as a filter

item, but to exclude it from the data analysis.
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Exploratory factor analysis was, in addition, carried out to delve into factor structure
of this new instrument. Though a satisfactory model could not be achieved mainly
due to limited sample size, findings guided the researcher to revise the items.
Considering possible factors which are likely to emerge, several items (items 4, 6,
12, 13, 14, 16, 18, 19, 21, and 22) were reworded to provide structural unity in terms
of language. Additionally, item 13, “l evaluate my own performance”, was
determined to be excluded from the scale as it was viewed to be unrelated to any

prospective factors.

3.6. Data Collection Procedures

The permissions from METU Human Subjects Ethics Committee and Ministry of
National Education were primarily taken in order to initiate data collection process,
approving that the present study conforms to the principles of ethical practice. Not
only all sorts of discomfort for the subjects were eliminated in the process, but also
only early childhood teachers who were volunteers to complete the instrument were
involved in the study. Confidentiality of research data was also ensured by collecting
questionnaires anonymously. All participants, moreover, were clearly informed about

the aim and the content of the study.

Data collection process after then lasted for 4 weeks during the spring term of the
schools. All schools were visited by the researcher. Surveys were often collected in a
two- day interval schedule rather than immediately due to time limitation and heavy
workload of the teachers. As the majority of teachers were not observed in the course
of completing the questionnaires, it was eventually assumed that they responded to
the scale independently, clearly comprehended all items without additional support
from the researcher, and reflected their real thoughts rather than socially desirable

anNSWEers.
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3.7. Data Analysis

Considering research questions, multiple regression analyses were conducted to
probe the relationship between several independent variables and the two dimensions
of the dependent variable. With this analysis, it is simply intended to predict the
value of a dependent variable from several independent variables and also to
determine the significance of each predictor to the relationship (Tabachnick & Fidell,
2007). More specifically, hierarchical or sequential regression method was selected
among different types of predictor entry approaches in multiple regression analysis.
That is, independent variables were entered into the equation in an order

predetermined by the researcher.

The order of entry was assigned by differentiating variables of major importance
from nuisance variables, which is one of the considerations suggested in Tabachnick
and Fidell (2007). In the present study, variables of greater theoretical importance
like teaching beliefs and teacher self-efficacy beliefs were given later entry than such
nuisance variables identified as teacher demographics and school related factors. As
there were two outcome variables to be investigated, two multiple regression
analyses were performed. In the interpretation of the results, to eliminate type 1
error, the Bonferroni correction was used, dividing the alpha value to the number of

analyses, which was .025 (.05/2) for the present case.

In relation to measurement level of the variables, independent variables were both
continuous and categorical. Continuous variables were constructivist teaching
beliefs, traditional teaching beliefs, efficacy for student engagement, efficacy for
instructional strategies, efficacy for classroom management, teachers’ years of
experience, and class size. The following categorical variables had two levels; thus,
did not require any coding procedure: age of the students, type of the school, length
of the program, and existence (nonexistence) of a teacher aide for the class. The
degree of education, on the other hand, had four levels: Bachelor of Science degree,

44



Open University degree, Associate degree, and other. Therefore, three dummy coded

variables were created using “other” category as the reference point.

3.8. Limitations

As any other study, the present study also has certain limitations. Firstly, in terms of
the external validity, the sample is restricted to the population of early childhood
teachers working in the public schools of Ankara in Turkey. Moreover, selection of
the sample based on cluster sampling rather than simple random sampling is likely to
increase the chance that it does not represent the target population (Fraenkel &
Wallen, 2006). Nonetheless, the inclusion of a large number of schools in the study
was considered as a precaution. A detailed description of the characteristics of the
sample was, in addition, presented to contribute to a better evaluation of the
generalizability of the results to the intended population.

Secondly, this study is mainly grounded on the assumption that participants report
their ideas in an honest and accurate manner, which may present a threat to the
internal validity of the study. Occurrence of unforeseen events during the course of
administering the instruments, namely history threat can also influence the responses
of the participants as participant teachers most of the time were not observed while
completing the instruments. There may be as well location thereat to the internal
validity considering that teachers were at different schools. However, every effort

was made to keep the conditions similar.

Finally, this study implied relationships, but not causes. Any significant relationship
may have resulted from another variable not measured herein, for there may be a
multiple source of other variables affecting curriculum implementation such as the
physical environment of the schools, characteristics of the school administrators, or

attitudes of the teachers.
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CHAPTER IV

RESULTS

This chapter aims to present research findings as regards predictors of the extent of
curriculum implementation in early childhood education. First, validity and
reliability analyses of data collection instrument are introduced. Next, descriptive
statistics are illustrated concerning independent and dependent variables. Then,
moving attention to inferential statistics, the assumptions of multiple regression
analysis are discussed, followed by the presentation of relationship among predictor
variables and their relation to dependent variables. Finally, the major results of

hierarchical multiple regression analyses are introduced.

4.1. Validity and Reliability Analyses

Validity and reliability checks for each subscale used in the current study were

performed based on 308 responses.

4.1.1. Validity and Reliability Analyses of Curriculum Implementation Scale

Exploratory factor analysis was performed to figure out the underlying structure for
24 items of the Curriculum Implementation Scale. Particularly, principal axis factor
analysis with direct oblimin rotation was conducted as multivariate normality in the
data was found to be violated and the factors were assumed to be correlated with

each other.

The data were detected to meet two initial conditions for factor analysis identified as
adequate sample size and moderate relationship between variables (Field, 2005).
Kaiser-Meyer-Olkin measure was .897, recognized to be great in relation to sample
adequacy (Field, 2005). Bartlett’s test was also highly significant (p = .000),

indicating relationship between variables. The determinant of correlation matrix
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(.001) was, in addition, greater than necessary value of .00001, eliminating any

problem of multicollinearity for these data.

Kaiser’s criterion, retaining all factors with eigenvalues greater than 1, extracted siX
factors for this data set. However, as it is likely to overestimate the number of factors
to retain (Field, 2005), factors were extracted in congruence with Catell’s Scree test
(Figure 4.1). In the light of the breaks in the plot, two factors at the point of the
inflexion of the curve appearing relatively more important (Field, 2005) were

determined to strongly contribute to the variance in the data set.
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Figure 4.1. Scree plot

Considering the critical values proposed by Stevens (as cited in Field, 2005), the
factor loading of .298 and above were determined to be significant for this sample of
308 participants. As a result, only item 6 (“I implement play based activities”) with a
factor loading of .290 was decided to be omitted, reducing number of items to 23 in
the final version of the scale. Remaining items were fundamentally considered to
manifest under such topics as content selection (CS; selection of certain objectives
and competencies and key considerations in their selection) and learning process

(LP; key pedagogical considerations in the practice). In the final structure, the first

47



factor (CS) accounted for 25.38% of the variance, while the second factor (LP)
accounted for 3.44% of it. They overall explained 28.82% of the variance in the

sample. Table 4.1 illustrates the items and factor loadings for the factors.

Table 4.1
Factor Loadings for the Rotated Factors

Factor Loading
Item

Content Learning
Selection Process
Item 23 g1 -11
Item 13 .69 -17
Item 14 .64 .02
Item 12 .58 A1
Item 24 .55 A0
Item 18 54 -.01
Item 25 52 .06
Item 22 52 -.00
Item 16 49 A9
Item 17 47 -.06
Item 11 43 .28
Item 3 39 .01
Iltem 5 .36 .09
Item 19 34 .05
Item 20 .30 A2
Item 8 .30 A0
ltem 1 -14 .64
Item 2 .07 49
Iltem 9 14 45
Iltem 21 .07 45
Item 10 .18 45
Item 15 24 .39
Iltem 4 .23 .32
Eigenvalues 5.84 0.8
% of variance 25.38 3.44

Note. Extraction Method: Principal Axis Factoring. Rotation Method: Direct Oblimin.
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In addition, the reliability values of the scale were .85 for CS and .73 for LP, meeting

the lower limit agreed upon for Cronbach’s alpha (Hair, Black, Babin, & Anderson,
1999).

4.1.2. Validity and Reliability Analyses of Turkish Version of the Teachers’
Sense of Efficacy Scale (TTSES)

Confirmatory factor analysis via Amos 18 was conducted for current data set in order
to test appropriateness of the three-factor structure of the Turkish Version of the
Teachers’ Sense of Efficacy Scale (TTSES), proposed by Capa et al. (2005). Model
was specified with three correlated latent variables, namely efficacy for student
engagement, efficacy for instructional strategies, and efficacy for classroom

management, each of which was assumed to be leading to four observed variables.

Maximum Likelihood (ML) was applied as the estimation method owing to its
several advantageous statistical features (Harrington, 2009). Having a sample of 308
participants and measuring the variables on a 9-point rating scale, key requirements
of ML in terms of sample size and continuous measurement were met. Though
multivariate normality was violated in the data, it was not viewed to be at an extreme
degree considering the fact that univariate skewness and kurtosis values ranged
normally from -.92 to 2.09. That “ML estimation is robust to minor non-normality”

(Harrinngton, 2009, p. 44) further strengthened its use as part of analysis properties.

Initially, three-factor 12 item model of TTSES did not fit well, resulting in a
significant chi-square value of 219.58, a GFI value of .90, a CFI value of 90.4, and a
RMSEA value of .10. To improve model fit, several reasonable error terms suggested
by modification indices were allowed to be correlated with each other. These were
either items on the same factor (e2-e3, e3-e4, e5-e10, el-e8, e6-e7, and e7-e8) or
items measuring a similar aspect of different factors like having efficacy in
developing alternative approaches in relation to instructional strategies and

classroom management (e8-e9). Although chi-square value was still significant in
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this respecified model, decreasing to 126.50, other goodness of fit statistics like GFI
greater than .90 (.93) and CFI greater than .95 (.954) indicated a well fitting model;
and RMSEA value (.08) also represented a mediocre fit (Byrne, 2010).

Moreover, all parameters were recognized to be significant, providing evidence for
the contribution of each item to the existing factor structure. Their standardized
factor loadings ranged from .60 to .68 for efficacy for student engagement (SE), from
.69 to .78 for efficacy for instructional strategies (IS), and from .60 to .80 for efficacy
for classroom management (CM). Additionally, correlation among latent variables

ranged from .81 to 93. Figure 4.2 displays the final model and standardized
estimates.

SE_2
SE_3
Efficacy for
Student Engagement
SE_4
SE_11
SE_5
SE_9
Efficacy for
Instructional Strategies
SE_10
SE_12
SE_1
Efficacy for SE_®
Classroom Managemen
SE_7
SE_8

Figure 4.2. Respecified model of factorial structure for TTSES
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Furthermore, to assess internal consistency of scores obtained from each factor of
TTSES, Cronbach’s alpha values were computed. The alpha values ranging from
reasonable to good were .76, .83, and .81 for SE, IS, and CM respectively. In
addition, correlation of each item with the corresponding factor was observed to be
moderately high or high (.40 or above), indicating that they were a good component

of the factor.

4.1.3. Validity and Reliability Analyses of Teacher Beliefs Survey (TBS)

Confirmatory factor analysis via Amos 18 was also conducted to test the two-factor
17 item model of the Teacher Beliefs Survey (TBS), previously suggested by
Giirbliztirk and Sad (2009). Model specifically hypothesized that two latent
variables correlated with each other, namely constructivist teaching beliefs (CT) and
traditional teaching beliefs (TT) respectively resulted in seven and ten observed
variables. The method of estimation was Maximum Likelihood (ML) despite the
violation of multivariate normality considering that absolute values of skewness
lower than 3.0 and those of kurtosis lower than 10.0, which was the case in this
investigation, was not considered to pose a significant problem (as cited in

Harrington, 2009) and ML can handle with moderate non-normality.

Initial model for the two-factor structure of TBS did not fit well, resulting in a
significant chi-square value of 243.32, a GFI value of .92, a CFl value of 91, and a
RMSEA value of .06. To improve model fit, some error terms suggested by
modification indices were allowed to covary. These were yet again either items on
the same factor (e4-e5, ell-el3, el2-el4, and el3-e17) or items dealing with a
similar aspect of different factors like decisions on the content of the curriculum (el-
e4 and e4-el17).

Respecified model still brought about a significant chi-square value of 178.26;
however, other goodness of fit statistics illustrated improvements in the model fit
(GFI= .94, CFI= .95, and RMSEA= .04). Besides, all items significantly contributed
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to proposed factor structure, estimations of which ranged from .49 to .67 for TT and
from .38 to .69 for CT. Two factors were also found to be highly correlated with each

other (.42). Figure 4.3 depicts the final model and standardized estimates.
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Figure 4.3. Respecified model of factorial structure for TBS
Furthermore, internal consistencies were calculated with Cronbach’s alpha

coefficient. The alpha values were .79 for TT and .82 for CT. When the correlation

of each item with overall factor was examined, all items had high correlations (i.e.,
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above .40), providing further evidence for the psychometric fit into the factor

structure.

4.2. Results of Descriptive Statistics

Descriptive statistics were hereby calculated to describe participating early childhood
teachers with respect to (1) their sense of self-efficacy for student engagement, for
instructional strategies, and for classroom management, (2) their beliefs on teaching
regarding constructivist and traditional way of education, and (3) the extent of their
implementation of the curriculum in relation to content selection and learning
process. Descriptions of other predictor variables like teachers’ years of experience,
class size, age of the students, school type, length of the program, teachers’ degree of
education, and existence (nonexistence) of a teacher aide for the class were already
introduced while discussing the sample characteristics and their work conditions at
section 3.4.2. Table 4.2 displays descriptive statistics for teacher beliefs, content

selection, and learning process.

Table 4.2

ngceriptive Statistics for Teacher Beliefs, Content Selection, and Learning Process
Variable M SD
Efficacy for student engagement 7.65 .86
Efficacy for instructional strategies 745 1.00
Efficacy for classroom management 731 .94
Traditional teaching beliefs 424 88
Constructivist teaching beliefs 5,08 .59
The extent of curriculum implementation in terms of content selection 457 .32
The extent of curriculum implementation in terms of learning process 432 41

In relation to teacher self-efficacy beliefs, mean score was 7.65 (SD = .86) for
efficacy for student engagement, while it was 7.45 (SD = 1.00) for efficacy for
instructional strategies and 7.31 (SD = .94) for efficacy for classroom management.
On a 9-point rating scale, these findings pointed that mean self-efficacy scores of the

participants were at the higher end of the scale. When the mean scores of all items of
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TTSES were sorted, the highest mean score was detected to be in the area of student
engagement (M = 7.96), which was item 3, “How much can you get students to
believe they can do well in school work?” On the other hand, the lowest mean score
was obtained in the area of classroom management (M = 7.01), which was item 8,
“How well can you establish a classroom management system with each group of

students?”

Concerning teacher beliefs on teaching, descriptive statistics revealed that mean
score of constructivist teaching beliefs (M = 5.08, SD = .59) was somehow higher
than that of traditional teaching beliefs (M = 4.24, SD = .88). Participating early
childhood teachers had agreement most with item 2, “Doing necessary arrangements
in the environment (like clustering desks and using tables) should be preferable so
that students can work together” in the domain of constructivist teaching. They,
moreover, had disagreement most with item 5, “Students should be evaluated based

on the results of their products” in the domain of traditional teaching.

Additionally, given the extent of curriculum implementation of early childhood
teachers, descriptive statistics were investigated as regards two dimensions: content
selection and learning process. Calculated mean scores were 4.57 (SD = .32) for
content selection and 4.32 (SD = .41) for learning process. On a 5-point scale, these
scores indicated that the participants were implementing major principles of the
curriculum proposed in the program booklet by MoNE as regards content selection
and learning process somehow higher than “often”. The lowest mean score was in
the dimension of learning process (M = 4.01), which was item 7, “I involve families
into education process effectively.” The highest mean value was, however, in the
dimension of content selection (M = 4.89), which was item 18, “I support children to

speak Turkish accurately and well.”
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4.3. Results of Multiple Regression Analyses

Two hierarchical multiple regression analyses were conducted to predict the extent of
curriculum implementation regarding content selection and learning process in early
childhood education. The following predictor variables were entered into equation in
four blocks in the same order for both analyses:
1. School related factors: class size, age of the students, school type, length of
the program, and existence (nonexistence) of a teacher aide for the class;
2. Teacher demographics: teachers’ years of experience and teachers’ degree of
education;
3. Teaching beliefs: constructivist teaching beliefs and traditional teaching
beliefs;
4. Teacher self-efficacy beliefs: efficacy for student engagement, efficacy for

instructional strategies, and efficacy for classroom management.

In order not to increase the risk of committing Type | error, an alpha level of .025

was adapted to examine the findings of regression analyses.

4.3.1. Assumptions of Multiple Linear Regression Analysis

Assumptions of multiple linear regression for each dependent variable, to name the
extent of curriculum implementation for content selection and the extent of
curriculum implementation for learning process were evaluated on the basis of (1)
sample size, (2) normality, linearity, homoscedasticity, and independence of
residuals, (3) outliers, and (4) multicollinearity and singularity (Tabachnick & Fidell,
2007).

Firstly, sample size requirement was assessed considering the formulas suggested in
Tabachnick and Fidell (2007). The minimum sample size suggested by the formula,
N > 50 + 8m, where m stands for the number of independent variables, was 162. In

the current study with 308 respondents and 14 independent variables, the number of
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cases seemed to be satisfactory to meet the minimum requirement to conduct

multiple linear regression.

Secondly, normality, linearity, homoscedasticity, and independence of residuals were
checked by means of examining residuals scatterplot and normal probability plot. In
the normality plot, a reasonable diagonal line was observed, providing evidence for
the lack of major deviations from normality. In the scatterplot of the standardized
residuals, the dots appeared to scatter, forming nearly a rectangular distribution with
the most of the scores concentrated along O point, revealing a constant variance of
the residuals and linearity in the data set. Moreover, Durbin-Watson value, providing
evidence for the independence of the residuals if it is closer to 2 (Field, 2005), was
1.99 for content selection and 1.88 for learning process in this data set, meeting the

assumption.

Thirdly, given that multiple linear regression is very vulnerable to outliers
(Tabachnick & Fidell, 2007), the possibility of influential cases was inspected.
Following the guideline proposed in Field (2005), primarily, the percent of cases
with absolute standardized residual values above 2 and 2.5 was checked. When the
dependent variable was the extent of curriculum implementation for content
selection, the percent of cases with standardized residual values above 2 was less
than 5% (3.7%) and the percent of cases with values above 2.5 was almost close to
1% (1.01%). Moreover, casewise diagnostics detected only 2 cases with standardized
residual values above 3. Cook’s distance ranged from .00 to .06, illustrating no value
above 1 as desired. On the other hand, when the dependent variable was the extent of
curriculum implementation for learning process, the percent of cases with
standardized residual values above 2 was less than 5% (3.03%) and that above 2.5
was less than 1% (0.33%). There was only one case exceeding the standardized
residual value of 3. Cook’s distance was found to be within the required range, the
largest value being less than 1 (0.13). Hence, the overall conclusion was the lack of

outliers.
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Finally, multicollinearity was ensured because highly correlated two or more
predictors in a multiple regression model may result in extreme problems and
inaccurate results in associational research (Leech, Barrett, & Morgan, 2005).
Multicollinearity was herein evaluated by inspecting tolerance and Variance Inflation
Factor (VIF) scores. Field (2005) cites the cut-off points to concern a problem with
multicollinearity to be less than .10 for tolerance value and above 10 for VIF value.
In the current model with the extent of curriculum implementation for both content
selection and learning process, the tolerance statistics were all above .10 (between
.18 and .91) and VIF statistics were well below 10 (between 1.10 and 5.59). Thus, it
was concluded that there was no violation of multicollinearity assumption within this

data set.

4.3.2. Intercorrelations among Predictor Variables and Their Relation to

Dependent Variables

Before introducing combined impact of the predictor variables on the dependent
variables, intercorrelations among them and also their relation to each dependent
variable were examined. Table 4.3 illustrates the correlation of content selection and

learning process with predictor variables and also the relationships among them.
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Table 4.3

Intercorrelations for Content Selection, Learning Process, and Predictor Variables

Variable 1 2 3 4 5 6 7 8 9 10 11 12 13 14
Content selection b52*  51*  44* 38 .08 .12 01 .02 .08 04 -07 .12 .02 .03
Learning process S50* 49 40 32 .10 21* -01 .05 .06 .03 -08 .21 .05 -23*

Predictor variables
1. Efficacy for student engagement -

2. Efficacy for instructional
. 70* -

strategies
3. Efficacy for classroom 69%  68* )

management
4. Constructivist teaching beliefs 31* 27 23* -

5. Traditional teaching beliefs .06 .08 10 .38 -

6. Teachers’ years of experience A5 11 12 10 .13* -

7. Class size -12* -09 -10 -02 .04 -02 -
8. Class of children of younger than

Syears old vs. class of childrenof -01 .05 -01 .01 .03 -19* -04 -

5-6 years old
9. Independent preprimary school 06 06 -00 -04 -09 -43% 16% 41* -

vs. elementary school
10Full-day program vs. half-day o5 05 03 .04 -09 -26v .10 20% 78% -

program
11.Existence of a teacher aide for the

class vs. nonexistence of a -1 -12* -01 -03 .01 .13* .15* -07 -12* -06 -

teacher aide for the class
12.Associate degree vs. others J14* 08 .13 -04 .04 46 -00 -02 -19* -20* .02 -
13.0pen University degree vs. others  -.02 .02 04 -02 -02 -13* -04 .20+ .11 06 .01 -11% -
14.Bachelor of Science degreevs. 13« g7 .13* 05 05 -30* 06 -07 A1 3% 02 -75% -41* -

others

*p <.025



Here included is a brief description of only statistically significant relationships
among Vvariables and their direction. Firstly, a positive and significant association
was observed between the extent of curriculum implementation as regards content
selection and three dimensions of teacher self-efficacy, constructivist teaching
beliefs, teachers’ years of experience, and having an Associate degree. In other
words, results indicated that early childhood teachers were more likely to implement
early childhood curriculum in terms of content selection when they had a higher
sense of self-efficacy, favored more constructivist teaching beliefs, had more

teaching experience, and held an Associate degree.

Secondly and similarly, all three dimensions of teacher self-efficacy beliefs,
constructivist teaching beliefs, teachers’ years of experience, and having an
Associate degree led to a positive and significant correlation with the extent of
curriculum implementation as regards learning process. However, having a Bachelor
of Science degree was found to be significantly and negatively associated with it. In
other words, early childhood teachers were more likely to implement early childhood
curriculum in terms of learning process when they had a higher perception of self-
efficacy, favored more constructivist teaching beliefs, had more teaching experience,
and also owned an Associate degree. Nonetheless, early childhood teachers who
were graduated from four year undergraduate programs were less likely to implement
it.

Thirdly and finally, considering intercorrelations among independent variables,
firstly noticed was the positive and significant correlation among factors determining
teacher self-efficacy beliefs. In addition, constructivist teaching beliefs were
significantly and positively associated with all three factors of teacher self-efficacy
as well as with traditional teaching beliefs. Moreover, teachers’ years of experience
formed a positive and significant correlation with efficacy for student engagement,
efficacy for classroom management, and traditional teaching beliefs. Class size was,
moreover, determined to be significantly and negatively related with efficacy for

student engagement. It was, in addition, found to be significantly and positively
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associated with the school type, independent preprimary school and existence of a
teacher aide for the class. Additionally, in relation to teachers’ degree of education,
having an Associate degree was recognized to be significantly and positively
associated with efficacy for student engagement and efficacy for classroom
management, while the direction of these associations for teachers who had a
Bachelor of Science degree was significantly negative for efficacy for student

engagement and efficacy for classroom management.

4.3.3. Predictors of the Extent of Curriculum Implementation Regarding
Content Selection

When the influence of predictor variables on the dependent variable was investigated
hierarchically, in the first step, school related factors did not predict the extent of
curriculum implementation with respect to content selection in early childhood
education, F(5, 295) = 0.58, p > .025. In the second step, after school related factors
were controlled, teacher demographics were also non-significant, F(9, 291) = 1.542,
p >.025. In other words, school related factors defined in this study as class size, age
of the students, school type, length of the program, and existence (nonexistence) of a
teacher aide for the class and as well teacher demographics like teachers’ years of
experience and teachers’ degree of education did not result in a significant

contribution to the extent early childhood teachers implemented content selection.

In the third step, after controlling for the effect of school related factors and teacher
demographics, teaching beliefs significantly predicted the extent of curriculum
implementation regarding content selection, F(11, 289) = 6.23, p < .025. This model
explained an additional 15% of the variance in the implementation of content
selection. However, only constructivist teaching beliefs resulted in a significant
contribution to this result at the alpha level of .025, uniquely making up 14% of the
variance, while traditional teaching beliefs did not influence it significantly. In other
words, it indicated that early childhood teachers who favored more constructivist
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teaching beliefs were more likely to implement early childhood curriculum in terms

of content selection

In the last step, teacher self-efficacy beliefs, after controlling for the effect of school
related factors, teacher demographics, and teaching beliefs, were not only significant,
F(14, 286) = 12.84, p < .025, but also better, explaining an additional 19% of the
variance in the extent of the implementation of content selection. Among teacher
self-efficacy variables, efficacy for student engagement and efficacy for instructional
strategies were significant at the alpha level of .025, each making a unique
contribution of 2% to the total R squared, while efficacy for classroom management
did not influence it significantly. It in that way addressed that early childhood
teachers with a higher sense of self efficacy for student engagement and instructional

strategies implemented the curriculum to a higher extent as regards content selection.

Overall, results of hierarchical regression analysis indicated that more than a third of
the variability, to name 39% of the variance in the extent of curriculum
implementation in terms of content selection can be accounted for by school related
factors, teacher demographics, teaching beliefs, and teacher self-efficacy beliefs. To
Cohen, this is a large effect, R* > 0.35 (as cited in Murphy & Myors, 2004). Among
the predictors, three predictor variables, namely efficacy for student engagement,
efficacy for instructional strategies, and constructivist teaching beliefs were
significant. Considering the semi-partial correlations, constructivist teaching beliefs
led to the strongest unique contribution to explaining the dependent variable, alone
accounting for 14% of the variance. Teacher efficacy for student engagement and for
instructional strategies, on the other hand, made a unique contribution of 2% to the
total R squared. Table 4.4 indicates the findings resulted from hierarchical multiple
regression of variables on the extent of curriculum implementation with respect to

content selection.
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Table 4.4
Summary of Hierarchical Regression Analysis of Content Selection by School Related Factors, Teacher Demographics, Teaching
Beliefs, and Teacher Self-Efficacy Beliefs

Variable B SEB B s R R 4R’
Step 1: School related factors 01 01 .01
Class size .00 .00 .01 .00
Class of children of younger than 5 years old vs. class of children of 5-6 years old -02 .05 -02 .00
Independent preprimary school vs. elementary school .07 .06 10 .00
Full-day program vs. half-day program -02 .06 -03 .00

Existence of a teacher aide for the class vs. nonexistence of a teacher aide

for the class -04 04 -06 .00

29

Step 2: Teacher demographics 21 05 .04
Teachers’ years of experience .01 .00 A6 .02
Associate degree vs. others 05 11 .06 .00
Open university degree vs. others 03 12 02 .00
Bachelor of Science degree vs. others -02 .01 -02 .00

Step 3: Teaching beliefs 44 19* 15
Constructivist teaching beliefs 22 .03  41* 14
Traditional teaching beliefs -01 .02 -07 .00

Step 4: Teacher self-efficacy beliefs 62 .39 .19
Efficacy for student engagement 09 .03 24* .02
Efficacy for instructional strategies .08 .02 .24 .02
Efficacy for classroom management 02 .02 .05 .00

Note. *p < .025



4.3.4. Predictors of the Extent of Curriculum Implementation Regarding

Learning Process

When the results of hierarchical multiple regression analysis were scrutinized in
order to explore the influence of variables on the implementation of learning process,
in the first step, school related factors did not predict it, F(5, 295) = 0.63, p > .025.
That is, none of the school related factors, namely class size, age of the students,
school type, length of the program, and existence (nonexistence) of a teacher aide for
the class made a significant contribution to explaining the curriculum

implementation regarding learning process.

In the second step, when teacher demographics were entered into the equation after
controlling for the effect of school related factors, the model was, however,
significant, F(9, 291) = 4.07, p < .025. This model explained an additional 10% of
the variance in the extent of curriculum implementation as regards learning process.
Among the variables, only teachers’ years of experience, uniquely making up 4% of
the variance, significantly explained the extent of curriculum implementation for
learning process, while teachers’ degree of education did not have a significant
influence on it. That is, the extent early childhood teachers implemented learning

process increased as their years of teaching experience increased.

In the third step, after controlling for the influence of school related factors and
teacher demographics, teaching beliefs significantly predicted the model, F(11, 289)
= 7.06, p < .025, accounting for an additional 10% of the variance in the data set.
Only constructivist teaching beliefs made a significant contribution to this model,
uniquely explaining 9% of the variance, whereas traditional teaching beliefs did not
influence it significantly. This result, in other words, indicated that early childhood
teachers were more likely to implement early childhood curriculum in terms of

learning process when they endorsed more constructivist teaching beliefs.
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In the last step, teacher self-efficacy beliefs, after controlling for the influence of
school related factors, teacher demographics, and teaching beliefs, significantly
predicted the model, F(14, 286) = 12.66, p < .025. It explained an additional 17% of
the variation in curriculum implementation in terms of learning process. Among
teacher self-efficacy variables, efficacy for student engagement and efficacy for
instructional strategies were significant at the alpha level of .025, each uniquely
contributing 3% to the total R squared, whereas efficacy for classroom management
did not influence it significantly. That is, efficacious early childhood teachers in
student engagement and instructional strategies implemented learning process to a
higher extent.

Overall, results of hierarchical regression analysis indicated that the linear
combination of school related factors, teacher demographics, teaching beliefs, and
teacher self-efficacy beliefs accounted for 38% of the variance in the extent of
curriculum implementation in terms of learning process. According to Cohen, this is
a large effect, R?> 0.35 (as cited in Murphy & Myors, 2004). Four of these fourteen
predictor variables, namely efficacy for student engagement, efficacy for
instructional strategies, constructivist teaching beliefs, and teachers’ years of
experience resulted in a statistically significant contribution at the alpha level of .025
to the extent early childhood teachers implemented learning process. Given their
semi-partial coefficients, constructivist teaching beliefs made the strongest unique
contribution to explaining the dependent variable, alone accounting for 9% of the
variance, followed by teachers’ years of experience (4%), efficacy for student
engagement (3%), and efficacy for instructional strategies (3%). Table 4.5 presents
the summary of hierarchical multiple regression of the predictors on the extent of

curriculum implementation with respect to learning process.
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Table 4.5

Summary of Hierarchical Regression Analysis of Learning Process by School Related Factors, Teacher Demographics, Teaching Beliefs,

and Teacher Self-Efficacy Beliefs

Variable B SEB g s R R*® 4R
Step 1: School related factors 10 .01 .01
Class size .00 .00 -00 .00
Class of children of younger than 5 vs. class of children of 5-6 years old 03 05 -02 .00
Independent preprimary school vs. elementary school .06 .08 .08 .00
Full-day program vs. half-day program -04 .08 -04 .00
Existence of a teacher aide for the class vs. nonexistence of a teacher aide for theclass -06 .05 -07 .01
Step 2: Teacher demographics 33 11 .10
Teachers’ years of experience 01 00 .26 .04
Associate degree vs. others -01 .13 -01 .00
Open university degree vs. others -03 15 -02 .00
Bachelor of Science degree vs. others -17 12 -18 01
Step 3: Teaching beliefs 46 .21 10
Constructivist teaching beliefs 23 .04 33 .09
Traditional teaching beliefs -02 .03 -03 .00
Step 4: Teacher self-efficacy beliefs 62 .38 .17
Efficacy for student engagement 13 .04 .26 .03
Efficacy for instructional strategies 10 .03 .24* .03
Efficacy for classroom management -01 .03 -02 .00

Note. *p < .025



CHAPTER V

DISCUSSION

The last chapter aims to explain the meaning of findings as regards predictors of the
extent of curriculum implementation in early childhood education. First, major
results of the study are succinctly summarized. Next, their meaning is interpreted in
relation to findings of similar studies. Alternative explanations are also provided to
make conclusions from them. Finally, implications of the study for practice are
discussed, followed by recommendations for future research.

5.1. Summary of the Results of the Study

The current study essentially scrutinized the influence of school related factors (class
size, age of the students, school type, length of the program, and existence of a
teacher aide for the class), teacher demographics (teachers’ years of experience and
teachers’ degree of education), teaching beliefs (constructivist teaching beliefs and
traditional teaching beliefs) and teacher self-efficacy beliefs (efficacy for student
engagement, efficacy for instructional strategies, and efficacy for classroom
management) on the extent early childhood teachers implemented current curriculum

in relation to content selection and learning process.

The results descriptively figured out that early childhood teachers had a positive
perception of their capabilities to engage, instruct, and manage their students as they
held a belief in that they could on average make above “a quite bit” influence on
them. Moreover, they believed more in constructivist teaching than traditional
teaching though they did not reject traditional teaching beliefs at all. Besides, the
extent of curriculum implementation was captured to be higher than “often” even

though it was identified to be higher for content selection than learning process.
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Given the influence of ordered set of predictors, school related factors alone
influenced neither content selection nor learning process in early childhood
curriculum implementation. In addition, teacher demographics were only significant
for the extent of curriculum implementation as regards learning process as early
childhood teachers practiced the constructivist learning process to a higher extent
when they were more experienced. Moreover, teaching beliefs and teacher self-
efficacy beliefs uniquely and considerably explained the extent of curriculum
implementation for both content selection and learning process. After controlling for
the effect of school related factors and teacher demographics, early childhood
teachers who endorsed more constructivist teaching beliefs and who were with a
higher sense of self-efficacy for student engagement and instructional strategies were

more likely to implement the premises of national early childhood curriculum.

5.2. Conclusions from the Results of the Study

To begin with, it is a highly promising result that early childhood teachers reported
that they implemented constructivist curriculum to a high extent, consistent with the
finding of Uzun (2007), revealing that those in the sample of Malatya practiced 2002
curriculum, which was also constructivist, to a large degree. Accordingly, self-
reports of early childhood teachers might indicate that they tend to perceive
themselves to fulfill their roles as constructivist teachers in their classes. As a result
of their high fidelity to curriculum, they can, therefore, be considered to prevent the

gap between the written and the implemented curriculum.

This finding in a way may be interpreted to reflect real phenomenon, assuming that
Turkish early childhood teachers presently implement the curriculum as desired; in
contrast, main trend portrays little or no use of educational innovations (Curtner-
Smith, 1999; Fullan, 1995; Gordon & Patterson, 2008; Herron, 1971). It may also
indicate that early childhood teachers show high fidelity to current curriculum
despite several barriers they are likely to face in their classes as illustrated in the
literature (e.g., Diisek, 2008; Erden, 2010; Kandir, Ozbey, & Inal, 2009). In another
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way, however, high level of use of the curriculum can be considered to be the mere
illusion of the participants as they may have reported what they desired to do rather

than what they actually did in their classes.

In addition, the finding that early childhood teachers perceived themselves to be
highly efficacious is noticeable given the improving role of having a high sense of
teacher self-efficacy on educational practices and outcomes as prevalently discussed
in the literature (e.g., Bandura, 1993; Berman & McLaughlin, 1977; Brown, 2005;
Chung, Marvin, & Churchill, 2005; Gibson & Dembo, 1984; Gu & Day, 2007; Guo,
Piasta, Justice, & Kaswravek, 2010; Guskey & Passaro, 1994; Kim & Kim, 2010;
Tschannen-Moran & Woolfolk Hoy, 2001; Tucker et al., 2005). So called teacher
effectiveness commonly associated with teacher self-efficacy beliefs in the literature
becomes strongly evident in the current study in the extent of the curriculum
implementation of early childhood teachers, for those with a higher sense of self-
efficacy were considerably more likely to practice the premises of constructivist

curriculum with respect to content selection and learning process in early education.

In the light of the social cognitive theory of Bandura (1997), this may be mostly
because of the fact that efficacious early childhood teachers would be more goal-
oriented, committed to achievement, hard workers, and resilient and so more
efficacious to respond to the demands of a constructivist curriculum. For,
constructivist education, basically grounded on the consideration of active student
participation in educational decisions and processes, flexible arrangement of class
environment, integrated teaching, process-oriented evaluation, and family
involvement, appears to demand a highly capable teacher who can engage, instruct,
and manage students effectively.

Moreover, considering positive and significant relation between constructivist
teaching beliefs and teacher self-efficacy beliefs, similar to finding of Giirbiiztiirk
and Sad (2009), it is also possible to hypothesize that teacher self-efficacy beliefs

contribute to curriculum implementation of the teachers by cultivating constructivist
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teaching beliefs in them. McMullen (1999) also supported this argument, explaining
that teachers perceiving themselves to be highly competent may be more innovative
and risky in their teaching and so more likely to accept developmentally appropriate
practices, which in turn may lead to more developmentally appropriate practices in
their classes.

Nevertheless, not all dimensions of teacher self-efficacy, but particularly efficacy of
student engagement and efficacy for instructional strategies made a considerable
impact on the extent of curriculum implementation of early childhood teachers,
whereas efficacy for classroom management did not have a significant influence on
it. The basic explanation for this result might be that classroom management requires
teacher qualifications substantially independent from those for curriculum
implementation. To elaborate, teachers as the effective classroom managers seem to
be heavily concerned with achieving “withitness, overlapping, continuity and
momentum in the class, and challenge and variety in the assignments” (Brophy,
1985, p. 236) more with the purpose of preventing and handling student disruptive
behaviors and maximizing instructional time, while teachers as the curriculum
implementers are broadly interested in the delivery of learning experiences for the
students more with the purpose of changing their knowledge, attitudes, and values
(Ornstein & Hunkins, 2004). Therefore, based on these definitions, it can be
considered that teachers who are efficacious as classroom managers may not be
necessarily effective curriculum implementers as curriculum implementation

noticeably goes beyond the organization and management of the class.

Moreover, in relation to teaching beliefs, agreement of early childhood teachers more
with constructivist beliefs indicates that early childhood teachers today are
fortunately accountable for practicing what they preach considering the fact that
current early childhood curriculum is also grounded on the basic premises of
constructivism. The acceptance of constructivist teaching beliefs is also in
congruence with the first results of TALIS (Teaching and Learning International

Survey), which inspected teachers in most countries including Turkey to strongly
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endorse constructivism rather than direct transmission (OECD, 2009). Endorsement
with constructivist beliefs might be explained by the grade level early childhood
teachers teach since WVartuli (1999) discussed that practices became less
developmentally appropriate by increase in the grade level due to increasing parental
and administrative pressures and curricular and academic demands in the upper

grades.

Furthermore, this acceptance seems to be a paramount strength for the achievement
of intended curriculum change given the fact that teachers have the tendency to
decide and act based on their existing beliefs (Fang, 1996; Haney, Lumbe, &
Czerniak, 2002; Herron, 1971, Kagan, 1992, Lewin & Grabbe, 1945; Pajares, 1992;
Wood & Bennett, 2001). Considering the literature demonstrating this harmonious
link between teacher beliefs and teacher practices (e.g., Kagan & Smith, 1988; Lee,
Baik, & Charlesworth, 2006; Maxwell, McWilliam, Hemmeter, Ault, & Schuster,
2001; McMullen et al., 2005; McMullen et al., 2006; Mitchell & Hedge, 2007;
Murphy, 2004; Rivilland, 2007; Spodek, 1988; Stipek & Byler, 1997; Vartuli, 1999;
Wang, Elicker, McMullen, & Mao, 2008), that’s why it is herein consistently
considered that early childhood teachers who believed more in constructivism were
as well found to be considerably more likely to implement constructivist curriculum
regarding content selection and learning process. That is, early childhood teachers in
this study provided further evidence for a correspondence between the beliefs and
actions rather than a state of inconsistency.

Furthermore, though traditional beliefs did not contribute to curriculum
implementation of early childhood teachers as expected, what still remains to be true
is that they are still prevalent among teachers, which may indicate that belief system
of teachers may become so complex that it is likely to be composed of various ideas
which may compete with each other occasionally. The positive and considerable
relation captured herein between constructivist and traditional teaching beliefs can be
explained by the study of Cheung and Wong (2002), similarly demonstrating that

teachers valued all curriculum orientations regardless of their theoretically
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contradicting assumptions, underlying that it would be certainly misleading to
consider them as favoring only one curriculum orientation. Thus, in a sense, early
childhood teachers’ agreement with both constructivist and traditional teaching

beliefs in the current study is the manifestation of eclecticism in their mind.

What is more is the considerable and positive influence of teachers’ years of
experience on the extent of curriculum implementation particularly regarding
learning process. At the first look, this result seems to be interesting considering that
some studies indicated more experienced early childhood teachers to support more
traditional beliefs (Buchanan, Burts, Bidner, White, & Charlesworth, 1998; Vartuli,
1999), which was also true herein. This is mainly based on the argument that newer
teachers have been exposed to constructivist principles more frequently, while
teachers with higher experience have been socialized more in traditional educational
settings (Buchanan et al., 1998). Nonetheless, participating early childhood teachers
in this study already reported that they often kept up with the recent publications in
the field of early childhood education, assumed to remove so called disadvantage of
experienced early childhood teachers to get familiar with constructivist education.
More importantly, it seems that they make meaning of constructivism better than
novice teachers as reflected on their higher extent of curriculum implementation in

terms of learning process.

That more experienced teachers were more likely to practice the constructivist
learning process might be meaningful given that they had higher self-efficacy for
student engagement and classroom management compared to teachers with less
experience. As teachers with higher years of teaching experience may have greater
chance to considerably improve their perception about how much they are capable of
engaging and managing students fundamentally by means of mastery experiences,
vicarious experiences, and verbal persuasions as suggested by Bandura (1997), they
might be more efficacious to practice the curriculum. Similarly, Fives and Buehl
(2010) indicated that teachers with 10 or more years of experience were considerably

more efficacious, while Klassen and Chiu (2010) demonstrated this positive
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influence to be true until 23 years of teaching. Tschannen-Moran and Woolfolk Hoy

(2007) indicated this difference between novice and experienced teachers.

In addition, difference between experienced and novice teachers may also be related
with teachers’ degree of education since experienced teachers in the current study
were more likely to have Associate degrees, which made substantial contribution to
curriculum implementation rather than four years of education or above. This result
appears to contrast with the logical assumption that teachers with higher educational
degrees would be of higher quality. Nevertheless, there is not sound evidence in the
literature indicating the association between teachers’ degree of education and
educational quality (Early et al., 2007; Goldhaber & Brewer, 2000; Wayne &
Youngs, 2003). Therefore, considering that the field of education has a strong
practical dimension, experience might wash out the influence of degree of education
on teacher practices and act as the best teacher for early childhood teachers,
equipping them with a broad range of skills, knowledge, and behaviors which cannot

be solely acquired via formal education.

In conclusion, the results of current study once again underlined the key role of
teachers for the effectiveness of curriculum implementation as discussed in the
literature broadly (e.g., Coenders, Terlouw, & Dijikstra, 2008; Cowley &
Williamson, 1998; Drake & Sherin, 2006; Elizondo-Montemayor, Hernanez-
Escobar, Ayala-Aguirre, & Aguilar, 2008; Fernandez, Ritchie, & Barker, 2008;
Fullan, 1991; Heron, 1971; Johns, 2002; Timperley & Parr, 2005). It is of high
significance of this study that the influence of teacher related characteristics like
teacher beliefs and years of experience considerably surpass the influence of such
school-related factors as class size, length of the program, existence of a teacher aide
for the class, and the school type. What goes in the mind of the teachers, which may
be shaped by their experiences and their work atmosphere can then strongly explain
one part of the story regarding curriculum implementation in early childhood

education.
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5.3. Implications for Practice

This study at the core informs educational practice to improve curriculum
implementation in early childhood education by introducing several characteristics
likely to influence it. It in general demonstrates that in order to actualize the aims of
current curriculum, teachers should be the first and the foremost source of concern as

educational success is more likely to be a dream without or despite them.

Thereby, teachers are considered to make up the most precious source for
educational investments. In particular, this study shows that educational politics need
to reflect on teacher self-efficacy beliefs, teaching beliefs, and teachers’ years of
experience as they considerably influence teachers’ practice of current curriculum in

their classes.

First and foremost, this study implies for the practice that teacher beliefs should lie at
the heart of educational reforms to fulfill their intentions as it was indicated that
beliefs make difference in the practices of early childhood teachers in terms of
curriculum implementation. It is clear that any curriculum which does not correspond
to teaching beliefs of teachers would be less likely to be implemented, resulting in
the failure of educational investments. Particularly, it is considered that fidelity to
curriculum implementation currently would increase by increasing early childhood
teachers’ sense of self-efficacy for student engagement and instructional strategies,

and their endorsement with constructivist teaching beliefs.

Therefore, inspecting what teachers indeed believe about their capabilities and
teaching, and as well consistently to intervene in them may considerably renovate
educational practice in terms of curriculum implementation. One of the aims of
teacher training programs and in-service training programs then should be to change
or reinforce teacher beliefs. For the desired implementation of the current
curriculum, the target group for the intervention programs both in-service and pre-

service should be primarily early childhood teachers with dominantly traditional
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teaching beliefs and a lower sense of self-efficacy. Moreover, given that teacher
beliefs do not always appear in the practice, it also becomes essential to develop and
utilize strategies to improve the abilities of in-service and pre-service early childhood

teachers to behave consistently with their constructivist beliefs.

Moreover, educational practice should concern about the difference between
experienced and novice early childhood teachers and attempt to decrease its effect on
teaching process in order to accomplish desired curriculum implementation in terms
of learning process. It is considered that improving school experiences of candidate
teachers in teacher training programs in terms of both quantity and quality can
provide them with more and better opportunities for acquiring first-hand teaching
experiences before graduation and maybe so nurture their sense of self-efficacy and
their future practices. Given the contribution of practical knowledge to teacher
quality, teacher education programs might be considered to be reconstructed to
balance the needs of pre-service teachers for both theory and practice. Maybe in this
way, undergraduate teacher education programs can make difference in pre-service
teachers, which was unexpectedly found to be true for associate programs. Moreover,
in the service, novice early childhood teachers should effectively and continuously
be supported by their more experienced colleagues to wash out the effect of teaching

experience.

5.4. Recommendations for Future Research

This study is likely to answer several questions regarding the factors influencing
curriculum implementation in early childhood education in the province of Ankara,
Turkey. However, it also opens new areas of curiosity to explore in the future studies

like the following:

Firstly, curriculum implementation of early childhood teachers, found to be high
herein, was assessed based on self-reports of the teachers. However, to ensure the

validity of these reports, it is recommended that future studies involve classroom
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observations in their design to describe what teachers exactly do in their classes and
then come to a decision if it is indeed compatible with what the constructivist
curriculum proposes. That is, studies in the future should continue to deal with
curriculum implementation of early childhood teachers with the application of
various and multiple research methods. Moreover, considering that the sample here is
limited to Ankara, it may be important to repeat this study with different samples

from Turkey to improve generalizability of the results.

Secondly, early childhood teachers in the current study did not completely reject
traditional teaching beliefs. It indicates that teaching beliefs of early childhood
teachers should further be studied to explore in what areas they seem to endorse
traditional teaching and in what areas they are likely to favor constructivist teaching.
Future qualitative studies are then required to provide an in-depth portrayal of the
beliefs of early childhood teachers about teaching to differentiate between their
traditional and constructivist ideas of education. Moreover, the next studies may go
one step further by investigating the sources for the construction of those teaching

beliefs.

Thirdly, herein experienced teachers were discussed to influence curriculum
implementation positively. Considering that they had mostly associate degrees, it
was speculated that experience can even erase the impact of teachers’ degree of
education on the practice by improving teachers’ sense of self-efficacy, which looks
for the confirmation of the future studies. As an extension of this topic, given that
early childhood education today is a profession composed of teachers coming from
various degrees of education, there seems to be a need to investigate the influence of
different type of teacher training programs on curriculum implementation and how

the teacher experience interacts with it subsequently.

As a final recommendation, future studies on curriculum implementation in early
childhood education should consider the influence of many other variables which

were not included herein as the scope of this study answers only to a small part of
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this complex phenomenon. The influence of the characteristics of the curriculum,
educational organizations, strategies, and the socio-political culture on curriculum
implementation in early childhood education, for instance, may be included in the
scope of future studies. Qualitative studies in addition to quantitative studies on these
issues can provide a sound theory of curriculum implementation in early childhood

education, explaining all explicit and implicit dynamics shaping its form.

76



REFERENCES

Aksit, N. (2007). Educational reform in Turkey. International Journal of
Educational Development, 27, 129-137. doi: 10.1016/j.ijedudev.2006.07.011

Aldrich, J. E., & Thomas, K. R. (2005). Evaluating constructivist beliefs of teacher
candidates. Journal of Early Childhood Teacher Education, 25(4), 339-347.
doi: 10.1080/1090102050250408

Anderson, S. E. (1997). Understanding teacher change: Revisiting the concerns
based adaptation model. Curriculum Inquiry, 27(3), 331-367. doi:
10.1111/0362-6784.00057

Atay-Turhan, T., Koc, Y., Isiksal, M., & Isiksal, H. (2009). The new Turkish early
childhood teacher education curriculum: A brief outlook. Asia Pacific
Educational Review, 10, 345-356. doi: 10.1007/s12564-009-9034-z

Aydagiil, B. (2009). Tiirkiye 'de erken ¢cocukluk egitimi: Erisim, esitlik ve kalite
[Early childhood education in Turkey: Accessibility, equality, and quality].
Istanbul: The Mother Child Education Foundation.

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215. doi: 10.1037/0033-295X.84.2.191

Bandura, A. (1993). Perceived self-efficacy in cognitive development and
functioning. Educational Psychologist, 28(2), 117-148. doi: 10.1207/s153269
85ep2802_3

Bandura, A. (1995). Self-efficacy in changing societies. Cambridge, New York:
Cambridge University Press.

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W.H.
Freeman.

Bekman, S., & Giirlesel, C. F. (2005, May). Dogru baslangi¢: Tiirkiye 'de okul oncesi
egitim [Right start: Early childhood education in Turkey] (Rep. No. TUSIAD-
T/2005-05/396). Istanbul: Turkish Industry and Business Association.

Berman, P., & McLaughlin, M. W. (1977). Federal programs supporting change, vol
VIIl: Factors affecting implementation and continuation (Report No.
EA009590). Santa Monica, California: The Rand Corporation.

Bikmaz, F. H. (2006). Yeni ilkogretim programlari ve dgretmenler [New elementary
school curricula and teachers]. Ankara Universitesi Egitim Fakiiltesi Dergisi,
39(1), 99-116. doi: 10.1501/Egifak_0000000125

77



Board of Education and Discipline. (2005). Yeni ilkégretim programlart ve yeni
vaklagimlar [New elementary school curricula and new approaches].
Retrieved from http://ttkb.meb.gov.tr

Brophy, J. (1985). Classroom management as instruction: Socializing self-guidance
in students. Theory into Practice, 24(4), 233-240. doi: 10.1080/0040584850
9543180

Brown, E. T. (2005). The influence of teachers’ efficacy and beliefs regarding
mathematics instruction in the early childhood classroom. Journal of Early
Childhood Teacher Education, 26, 239-257. doi: 10.1080/109010205003698
11

Buchanan, T. K., Burts, D. C., Bidner, J., White, V. F., & Charlesworth, R. (1998).
Predictors of the developmental appropriateness of the beliefs and practices
of first, second and third grade teachers. Early Childhood Research
Quarterly, 13(3), 459-483. doi: 10.1016/S0885-2006(99)80052-0

Bulut, M. (2007). Curriculum reform in Turkey: A case of primary mathematics
curriculum. Eurasia Journal of Mathematics, Science & Technology
Education, 3(3), 203-212. Retrieved from http://www.ejmste.com

Byrne, B. M. (2010). Structural equation modeling with AMOS: Basic concepts,
applications and programming (2nd ed.). New York: Taylor & Francis
Group.

Cantrell, S. C., & Callaway, P. (2008). High and low implementers of content
literacy instruction: Portraits of teacher efficacy. Teaching and Teacher
Education, 24, 1739-1750. doi: 10.1016/j.tate.2008.02.020

Capa Aydn, Y., Sungur, S., & Uzuntiryaki, E. (2009, April). A canonical analysis of
teachers’ sense of efficacy and teacher self-regulation. Paper session presented
at annual meeting of American Educational Research Association, New York.

Charlesworth, R., Hart, C. H., Burts, D. C., & Hernandez, S. (1991).
Kindergarten teacher beliefs and practices. Early Childhood Development
and Care, 70, 17-35. doi: 10.1080/0300443910700103

Cheung, D., Wong, H. (2002). Measuring teacher beliefs about alternative
curriculum designs. The Curriculum Journal, 13(2), 225-248. doi: 10.1080/09
58517021013686 8

Chong, W. H., Klassen, R. M., Huan, V. S., Wong, |., & Kates, A. D. (2010). The
relationships among school types, teacher efficacy beliefs, and academic
climate: Perspective from Asian middle schools. The Journal of Educational
Research, 103(3), 183-190. doi: 10.1080/00220670903382954

78



Chung, L., Marvin, C. A., & Churchill, S. L. (2005). Teacher factors associated with
preschool teacher-child relationships: Teaching efficacy and parent-teacher
relationships. Journal of Early Childhood Teacher Education, 25(2), 131-
142. doi: 10.1080/1090102050250206

Clark, L. A., & Watson, D. (1995). Constructing validity: Basic issues in objective
scale development. Psychological Assessment, 7(3), 309-319. doi: 10.1037/10
40-3590.7.3.309

Coenders, F., Terlouw, C., & Dijikstra, S. (2008). Assessing teachers’ beliefs to
facilitate the transition to a new chemistry curriculum: What do the teachers
want? Journal of Science Teacher Education, 19, 317-335. doi: 10.1007/s109
72-008-9096-5

Corbett, H. D., & Rossman, G. B. (1989). Three paths to implementing change: A
research note. Curriculum Inquiry, 19(2), 163-190. Retrieved from
http://www.jstor.org

Cotton, D. R. E. (2006). Implementing curriculum guidance on environmental
education: The importance of teachers’ beliefs. Journal of Curriculum
Studies, 38(1), 67-83. doi: 10.1080/00220270500038644

Cowley, T., & Williamson, J. (1998). A recipe for success? Localized
implementation of a (flexible) national curriculum. The Curriculum Journal,
9(1), 79-94. doi: 10.1080/0958517970080107

Curtner-Smith, M. D. (1999). The more things change the more they stay the same:
Factors influencing teachers’ interpretations and delivery of national
curriculum physical education. Sport, Education and Society, 4(1), 75-97.
doi: 10.1080/1357332990040106

Capa, Y., Cakiroglu, J., & Sarikaya, H. (2005). The development and validation of a
Turkish version of teachers’ sense of efficacy scale. Egitim ve Bilim, 30(137),
74-81.

Cmnar, O., Teyfur, E., & Teyfur, M. (2006). Ilkogretim okulu &gretmen ve
yoneticilerinin yapilandirmaci egitim yaklagimi ve programi hakkindaki
goriigleri [Primary school teachers’” and administrators’ views about
constructivist approach of education and programs]. Inénii Universitesi
Egitim Fakiiltesi Dergisi, 7(11), 47-64. Retrieved from web.inonu.edu.tr

Datnow, A., & Castellano, M. (2000). Teachers’ responses to success for all: How
beliefs, experiences, and adaptations shape implementation. American
Educational Research Journal, 37(3), 375-399. doi: 10.3102/000283120370
03775

79



Delors, J., Mufti, I. A., Amagi, I., Carneiro, R., Chung, F., Geremek, B., Nanzhao,
Z. (1996). Learning, the treasure within. Report to UNESCO of the
international commission on education for the 21st century. Paris: UNESCO
Publishing.

Drake, C., & Sherin, M. G. (2006). Practicing change: Curriculum adaptation and
teacher narrative in the context of mathematics education reform. Curriculum
Inquiry, 36(2), 153-187. doi: 10.1111/j.1467-873X.2006.00351.x

Duru, S. (2006). Pre-service elementary education teachers’ beliefs about teaching
and learning in Turkey. (Doctoral dissertation, Indiana University). Retrieved
from ProQuest Dissertations and Theses. (ID 1240702791)

Diisek, G. (2008). 2006 yilinda uygulamaya konulan okul oncesi egitim programi
hakkinda ilkogretim miifettigleri, okul 6ncesi egitim veren kurum miidiirleri ve
okul oncesi ogretmenlerinin goriislerinin incelenmesi. Ordu ili ornegi
[Investigation of the views of elementary school inspectors, administrators of
organizations providing early childhood education and early childhood
teachers on 2006 early childhood education curriculum. The province of
Ordu]. (Master’s thesis, Selguk University). Retrieved from http://tez2.yok.
gov.tr

Early, D. M., Maxwell, K. L., Burchinal, M., Soumya, A., Bender, R. H., Bryant, D.,
& Vandergrift, N. (2007). Teachers’ education, classroom quality, and young
children’s academic skills: Results from seven studies of preschool programs.
Child Development, 78(2), 558-580. doi: 10.1111/].1467-8624.2007.01014.x

Egitim Programlar: ve Ogretim alani profesorier kurulu ilkégretim 1-5. sumiflar
ogretim programlarint degerlendirme toplantisi sonug¢ bildirisi [Concluding
report of professors in the field of Currciulum and Instruction on evaluation
of 1-5 grade elementary school curricula]. (2005). Retrieved from
http://ilkogretim-online.org.tr

Egitim Reformu Girisimi [Education Reform Initiative]. (2005). Ogretim
programlart inceleme ve degerlendirme-l [Inspection and evaluation of
curricula-1]. Retrieved from http://erg.sabanciuniv.edu/sites/erg.sabanci
univ.edu

Ehrenberg, R. G., Brewer, D. J., Gamoran, A., & Willms, J. D. (2001). Class size and
student achievement. Psychological Science in the Public Interest, 2(1), 1-30.
Retrieved from http://www.jstor.org

Ekiz, D. (2003). Teacher professionalism and curriculum change: Primary school
teachers’ views of the new science curriculum. Uludag Universitesi Egitim
Fakiiltesi Dergisi, 17(1), 47-61. Retrieved from http://kutuphane.uludag.edu
Ar

80



Elizondo-Montemayor, L., Hernanez-Escobar, C., Ayala-Aguirre, F., & Aguilar, G.
M. (2008). Building a sense of ownership to facilitate change: The new
curriculum. International Journal of Leadership Education, 11(1), 83-102.
doi: 10.1080/13603120701663486

Erden, E. (2010). Problems that preschool teachers face in the curriculum
implementation. (Master’s thesis, Middle East Technical University).
Retrieved from http://etd.lib.metu.edu.tr

Erdiler, Z. B.,, & McMullen, M. B. (2003). Turkish teachers’ beliefs about
developmentally appropriate practices in early childhood education.
Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 25, 84-93. Retrieved from
http://www.efdergi.hacettepe.edu.tr

Ersoy, A. (2007). The opinions of parents on the implications of the primary school
(1-5 grades) curriculum. Educational Sciences: Theory & Practice, 7(2), 753-
763. Retrieved from http://www.eric.ed.gov

EURYDICE. (2009). Organization of the education system in Turkey. 2008-20009.
Retrieved from http://eacea.ec.europa.eu

EURYDICE. (2010). Structures of education and training systems in Europe.
Turkey. Retrieved from http://eacea.ec.europa.eu

Evans, W. (2001). An investigation of curriculum implementation factors.
Education, 106(4), 447-453. Retrieved from http://web.ebscohost.com

Evers, W. G., Brouwers, A., & Tomic, W. (2002). Burnout and self-efficacy: A study
on teachers’ beliefs when implementing an innovative educational system in
the Netherlands. British Journal of Educational Psychology, 72, 227-243.
doi: 10.1348/000709902158865

Fang, Z. (1996). A review of research on teacher beliefs and practices. Educational
Research, 38(1), 47-65. doi: 10.1080/0013188960380104

Fernandez, T., Ritchie, G., & Barker, M. (2008). A socio-cultural analysis of
mandated curriculum change: The implementation of a new senior physics
curriculum in New Zealand schools. Journal of Curriculum Studies, 40(2),
187-213. doi: 10.1080/00220270701313978

Field, A. (2005). Discovering Statistics using SPSS (2nd ed.). London: Sage
Publications.

Fives, H., & Buehl, M. M. (2010). Examining the factor structure of the teachers’
sense of efficacy scale. The Journal of Experimental Education, 78, 118-134.
doi: 10.1080/00220970903224461

81



Fraenkel, J. R., & Wallen, N. E. (2006). How to design and evaluate research in
Education (6th ed.). New York: The McGraw-Hill Companies.

Fullan, M. (1985). Change processes and strategies at the local level. The Elementary
School Journal, 85(3), 391-421. Retrieved from http://www.jstor.org/
stable/1001529

Fullan, M. (1991). Curriculum Implementation. In A. Lewih (Ed.), The international
encyclopedia of curriculum (pp. 378-384). New York: Pergamon Press.

Fullan, M. (1995). The school as a learning organization: Distant dreams. Theory
into Practice, 34(4), 230-235. Retrieved from http://www.jstor.org

Fullan, M. (2007). The new meaning of educational change (4th ed.). New York:
Teachers College.

Fullan, M., & Pomfret, A. (1977). Research on curriculum and instruction
implementation. Review of Educational Research, 47(2), 335-397. Retrieved
from http://www.jstor.org

Ghaith, G., & Yaghi, H. (1997). Relationships among experience, teacher efficacy,
and attitudes toward the implementation of instructional innovation. Teaching
and Teacher Education, 13(4), 451-458. doi: 10.1016/S0742-051X(96)000
45-5

Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation.
Journal of Educational Psychology, 76(4), 569-582. doi: 10.1037/0022-0663
.76.4.569

Goddard, R. D. (2001). Collective efficacy: A neglected construct in the study of
schools and student achievement. Journal of Educational Psychology, 93(3),
467-476. doi: 10.1037//0022-0663.93.3.467

Goldhaber, D. D., & Brewer, D. J. (2000). Does teacher certification matter? High
school teacher certification and student achievement. Educational Evaluation
and Policy Analysis, 22, 129-145. doi: 10.3102/01623737022002129

Gordon, J., & Patterson, J. A. (2008). “It is what we’ve always been doing.”
Exploring tensions between school culture and change. Journal of
Educational Change, 9, 17-35. doi: 10.1007/s10833-007-9032-z

Grube, J. W., Mayton, D. M., & Ball-Rokeach, S. J. (1994). Inducing change in
values, attitudes, and behaviors: Belief system theory and the method of value
self confrontation. Journal of Social Issues, 50(4), 153-173. doi: 10.1111/j.15
40-4560.1994.th01202.x

82



Gu, Q., & Day, C. (2007). Teacher resilience: A necessary condition for
effectiveness. Teaching and Teacher Education, 23, 1302-1316. doi:10.1016/
j.tate.2006.06.006

Guo, Y., Piasta, S. B., Justice, L. M., & Kaswravek, J. N. (2010). Relations among
preschool teachers’ self-efficacy, classroom quality, and children’s language
and literacy gains. Teaching and Teacher Education, 26, 1094-1103.
doi: 10.1016/j.tate.2009.11.005

Guskey, T. R. (1986). Staff development and the process of teacher change.
Educational Researcher, 15(5), 5-12. doi: 10.3102/0013189X015005005

Guskey, T. R. (1987). Context variables that affect measures of teacher efficacy.
The Journal of Educational Research, 81(1), 41-47. Retrieved from
http://www.jstor.org

Guskey, T. R., & Passaro, P. D. (1994). Teacher efficacy: A study of construct
dimensions. American Educational Research Journal, 31(3), 627-643.
doi: 10.3102/00028312031003627

Giler, D. S. (2001). 4-5 ve 6 yas okul oJncesi egitim programlarinin
degerlendirilmesi [Evaluation of 4-5 and 6 years old early childhood
curricula]. (Doctoral dissertation, Ankara University). Retrieved from
http://tez2.yok.gov.tr

Gilindogdu, K., Turan, S., Kiziltas, E., Cimen, N., & Kayserili, T. (2008). 2002 ve
2006 okul Oncesi egitim programinda yer alan degisikliklerin Ogretmen
algilara gore karsilastirilmasi [Comparison of differences in 2002 and 2006
early childhood curriculum based on teacher perceptions]. Kazim Karabekir
Egitim Fakiiltesi Derigisi, 17, 47-71. Retrieved from http://e-dergi.atauni.edu
Ar

Giirbiiztiirk, O., & Sad, S. N. (2009). Student teachers’ beliefs about teaching and
their sense of self-efficacy: A descriptive and comparative analysis. Inonu
University Journal of the Faculty of Education, 10(3), 201-226. Retrieved
from http://web.inonu.edu.tr

Hair, J. F., Anderson, R. E., Tatham, R. L., & Black, W. C. (1999). Multivariate data
analysis (5th ed.). Upper Saddle River, NJ: Prentice Hall.

Hall, G. E., & Loucks, S. F. (1977). A developmental model for determining whether

the treatment is actually implemented. American Educational Research
Journal, 14(3), 263-276. doi: 10.3102/00028312014003263

83



Haney, C. C., Lumbe, A. T., & Czerniak, C. M. (2002). From beliefs to actions: The
beliefs and actions of teachers. Implementing change. Journal of Science
Teacher Education, 13, 171-187. doi: 10.1023/A:1016565016116

Hargreaves, A. (2009). A decade of educational changes and a defining moment of
Opportunity: An introduction. Journal of Educational Change, 10, 89-100.
doi: 10.1007/s10833-009-9103-4

Hargreaves, A., & Fink, D. (2000). The three dimensions of reform. Educational
Leadership, 57(7), 30-34. Retrieved from http://web.ebscohost.com

Hargreaves, A., & Shirley, D. (2009). The fourth way. The inspiring future for
educational change. California: Corwin.

Harrington, D. (2009). Confirmatory factor analysis. Oxford: Oxford University
Press.

Herron, M. (1971). On teacher perception and curricular innovation. Curriculum
Theory Network, 7, 47-52. Retrieved from http://www.jstor.org/

Hord, S. M., & Hulling-Austin, L. (1986). Effective curriculum implementation:
Some promising new insights. The Elementary School Journal, 87(1), 96-
115. Retrieved from http://www.jstor.org

House, E. R. (1996). A framework for appraising educational reforms. Educational
Researcher, 25(7), 6-14. doi: 10.3102/0013189X025007006

Johns, D. P. (2002). Changing curriculum policy into practice: The case of physical
education in Hong Kong. The Curriculum Journal, 13(3), 361-385. doi:
10.1080/095851702200001471 8

Johns, D. P, Ha, A. S. C., & Macfarlane, D. J. (2001). Raising activity levels: A
multidimensional analysis of curriculum change. Sport, Education and
Society, 6(2), 199-210. doi: 10.1080/13573320120084272

Kagan, D. M. (1992). Implications of research on teacher belief. Educational
Psychologist, 27, 65-90. doi: 10.1207/s15326985ep2701_6

Kagan, D., & Smith, K. (1988). Beliefs and behaviors of kindergarten teachers.
Educational Research, 30(1), 26-35.

Kandir, A., Ozbey, S., & Inal, G. (2009). Okul &éncesi dgretmenlerinin egitim
programlarini planlama ve uygulamada karsilastiklart giicliiklerin incelenmesi
[Investigation of the difficulties faced by early childhood teachers in planning
and implementing curriculum]. Uluslararasi Sosyal Arastirmalar Dergisi,
2(6), 373-387. Retrieved from http://www.sosyalarastirmalar.com

84



Kapci, E. G., & Guler, D. (1999). Pre-school education in Turkey: Policies and
practices in their historical context. Early Child Development and Care,
156(1), 53-62. doi: 10.1080./0300443991560104

Karadag, E. (2007). Development of the teachers’ sufficiency scale in relation to
constructivist learning: Reliability and validity analysis. Educational
Sciences: Theory and Practice, 7(1), 167-175. Retrieved from
http://www.eric.ed.gov

Karakus, F., & Kosa, T. (2009). /lkégretim matematik égretmenlerinin yeni dl¢me ve
degerlendirme yaklasimlarina yonelik goriisleri [Primary school mathematics
teachers’ views about new assessment and evaluation approaches]. Milli
Egitim, 181, 184-197. Retrieved from http://yayim.meb.gov.tr

Kay, O., & Halat, E. (2009). Yeni 2005 ilkdgretim matematik 6gretim programinin
veli gorlsleri dogrultusunda degerlendirilmesi: egitim diizeyi [The
assessment of the new elementary school mathematics teaching program
through parents’ views: level of education]. Erzincan Egitim Fakiiltesi
Dergisi, 11(2), 133-150.

Kayikel, K., & Sabanci, A. (2009). Yeni ilkogretim programinin degerlendirilmesi
[Evaluation of the new primary education curriculum]. Milli Egitim, 181,
240-252. Retrieved from http://yayim.meb.gov.tr

Keles, O., Bakar, E., & Kogakoglu, M. (2009). 11 milli egitim miidiir yardimcilarinin
yenilenen ilkdgretim programlarina yonelik goriisleri [Views of national
education deputy principles on renovated primary education curricula].
Kastamonu Egitim Dergisi, 17(3), 849-870. Retrieved from http://www.
kefdergi.com

Kesgin, E. (2006). Okul éncesi dgretmenlerinin 6z-yeterlik diizeyleri ile problem
¢ozme yaklasimlarint kullanma diizeyleri arasindaki iliskinin incelenmesi.
Denizli ili érnegi [Investigation of the relationship between early childhood
teachers’ level of self-efficacy and their level of use of problem solving
techniques. The province of Denizli]. (Master’s thesis, Pamukkale
University). Retrieved from http://tez2.yok.gov.tr

Keys, P. M. (2005). Are teacher walking the walk or just talking the talk in science
education? Teachers and Teaching: Theory and Practice, 11(5), 499-516.
doi: 10.1080/13540600500238527

Keys, P. M. (2007). A knowledge filter model for observing and facilitating change

in teachers’ beliefs. Journal of Educational Change, 8, 41-60. doi: 10.10
07/s10833-006-9007-5

85



Kirkgéz, Y. (2007). A case study of teachers’ implementation of curriculum
innovation in English language teaching in Turkish primary education.
Teaching and Teacher Education, 24(7), 1859-1875. doi: 10.1016/j.tate.200
8.02.007

Kim, Y. H., & Kim, Y. E. (2010). Korean early childhood educators’ multi-
dimensional teacher self-efficacy and ECE center climate and depression
severity in teachers as contributing factors. Teaching and Teacher Education:
An International Journal of Research and Studies, 26(5), 117-1123. doi: 10.1
016/j.tate.2009.06.009

Klassen, R. M., & Chiu, M. M. (2010). Effects of teachers’ self efficacy and job
satisfaction: Teacher gender, years of experience, and job stress. Journal of
Educational Psychology, 102(3), 741-756. doi: 10.1037/a0019237

Koc, Y., Isiksal, M., & Bulut, S. (2007). Elementary school curriculum reform in
Turkey. International Education Journal, 8(1), 30-39. Retrieved from
http://iej.com.au

Korkmaz, 1. (2006). Yeni ilkégretim birinci sinif programinin ogretmenler tarafindan
degerlendirilmesi [Evaluation of the new first grade curriculum by teachers].
Retrieved from http://www.sosyalbil.selcuk.edu.tr

Korkmaz, I. (2008). Evaluation of teachers for restructured elementary curriculum
(grade 1 to 5). Education, 129(2), 250-258. Retrieved from http://web.ebsco
host.com

Kwon, Y. (2004). Early education in Korea: Discrepancy between national
kindergarten curriculum and practices. Educational Review, 56(3), 297-312.
doi: 10.1080/0013191042000201208

Lee, J. S. (2006). Preschool teachers’ shared beliefs about appropriate pedagogy for
4-year-olds. Early Childhood Education Journal, 33(6), 433-441. doi: 10.100
7/s10643-006-0059-1

Lee, Y. S., Baik, J., & Charlesworth, R. (2006). Differential effect of kindergarten
teachers’ beliefs about developmentally appropriate practice on their use of
scaffolding following in-service training. Teaching and Teacher Education,
22, 935-945. doi: 10.1016/j.tate.2006.04.041

Leech, N. L., Barrett, K. C., & Morgan, G. A. (2005). SPSS for intermediate

statistics: Use and interpretation (2nd ed.). Mahraw, NJ: Lawrence Erlbaum
Associates.

86



Lewin, K., & Grabbe, P. (1945). Conduct, knowledge, and acceptance of new values.
Journal of Social Sciences, 1(3), 53-64. d0i:0.1111/j.1540-4560.1945.tb026
94.x

Lunenburg, F. C., & Ornstein, A. C. (2008). Educational administration. Concepts
and practices (5ht ed.). Belmont: Wadsworth.

Marsh, C. J., & Willis, G. (2003). Curriculum. Alternative approaches, ongoing
issues. Upper Saddle River, NJ: Pearson Education.

Maxwell, K. L., McWilliam, R. A., Hemmeter, M. L., Ault, M. J., & Schuster, J. W.
(2001). Predictors of developmentally appropriate classroom practices in
kindergarten through third grade. Early Childhood Research Quarterly, 16,
431-452. doi: 10.1016/S0885-2006(01)00118-1

McMullen, M. B. (1999). Characteristics of teachers who talk the DAP talk and walk
the DAP walk. Journal of Research in Childhood Education, 13(2), 216-230.
doi: 10.1080/02568549909594742

McMullen, M. B. (2001). Distinct in beliefs/united in concerns: Listening to strongly
DAP and strongly traditional k/primary teachers. Journal of Early Childhood
Teacher Education, 22, 122-133. Retrieved from http://www.indiana.edu

McMullen, M., Elicker, J., Wang, J., Erdiller, Z., Lee, S., Lin, C., & Sun, P. (2005).
Comparing beliefs about appropriate practice among early childhood
education and care professionals from the U.S., China, Taiwan, Korea and
Turkey. Early Childhood Research Quarterly, 20, 451-464. doi: 10.1016
/}.ecresq.2005.10.005

McMullen, M., Elicker, J., Goetze, G., Huang, H., Lee, S., Mathers, C., Wen, X., &
Yang, H. (2006). Using collaborative assessment to examine the relationship
between self-reported beliefs and the documentable practices of preschool
teachers. Early Childhood Education Journal, 34(1), 81-91. doi: 10.1007/s10
643-006-0081-3

McKinney, M., Sexton, T., & Meyerson, M. J. (1999). Validating the efficacy-based
change model. Teaching and Teacher Education, 15, 471-485. doi: 10.1016/S
0742-051X(98)00051-1

Ministry of National Education. (MoNE). (2002). 36-72 aylik ¢ocuklar icin okul
oncesi egitim programi [Early childhood curriculum for 36-72 months old
children]. Ankara.

Ministry of National Education. (MoNE). (2006). Okul éncesi egitim programi (36-
72 aylik ¢ocuklar i¢in) [Early childhood curriculum (for 36-72 months old
children)]. Retrieved from www.oogm.meb.gov.tr

87



Ministry of National Education. (MoNE). (2010). 2010-2014 stratejik plan [Strategic
plan of 2010-2014]. Retrieved from http://sgh.meb.gov.tr/Str_yon_planlama_
V2/MEBStratejikPlan.pdf

Ministry of National Education. (MoNE). (2010). National education statistics.
Formal education. 2009-2010. Retrieved from http://sgh.meb.gov.tr

Mitchell, L. C., & Hedge, A. V. (2007). Beliefs and practices of in-service preschool
teachers in inclusive settings: Implications for personnel preparation. Journal
of Early Childhood Teacher Education, 28, 353-366. doi: 10.1080/109010207
01686617

Montero-Sieburth, M. (1992). Models and practice of curriculum change in
developing  countries. Comparative Education Review, 36(2), 175-193.
Retrieved from http://www.jstor.org

Mosteller, F. (1995). The Tennessee study of class size in the early school grades.
The Future of Children, 5(2), 113-127. Retrieved from http://www.jstor.org

Murphy, B. (2004). Practice in Irish infant classrooms in the context of the Irish
primary school curriculum (1999): Insights from a study of curriculum
implementation. International Journal of Early Years Education, 12(3), 245-
257. doi: 10.1080/0966976042000268717

Murphy, K. R., & Myors, B. (2004). Statistical power analysis. A simple and general
model for traditional and modern hypothesis tests (2nd ed.). Mahwah, NJ:
Lawrence Erlbaum Associates.

Nespor, J. K. (1985). The role of beliefs in the practice of teaching: Final report of
the teacher beliefs study (Report No. SP 027 724). Texas, Austin: Research
and Development Center for Teacher Education, Texas University.
(ED270446)

OECD. (2009). Creating Effective Teaching and Learning Environments: First
Results from TALIS. Retrieved from http://www.oecd.org

Oktay, A. (2000). Yasamin sihirli yillari: Okul dncesi donem [Magical years of life:
early childhood education]. Istanbul: Epsilon Yaymevi.

Ornstein, A. C., & Hunkins, F. P. (2004). Curriculum. Foundations, principles and
issues (4th ed.). Boston: Pearson.

Pajares, M. F. (1992). Teachers' beliefs and educational research: Cleaning up a

messy construct. Review of Educational Research, 62(3), 307-332. doi:
10.3102/00346543062003307

88



Pajares, F. (1996). Self-efficacy beliefs in academic settings. Review of Educational
Research, 66(4), 543-578. doi: 10.3102/00346543066004543

Penrose, A., Perry, C., & Ball, I. (2007). Emotional intelligence and teacher self
efficacy: the contribution of teacher status and length of experience. Issues in
Educational Research, 17(1), 107-126. Retrieved from http://www:.eric.ed.
gov

Prawat, R. S. (1992). Teachers' beliefs about teaching and learning: A constructivist
perspective. American Journal of Education, 100, 354-395. Retrieved from
http://www.jstor.org

Quackenbush, R. L. (1989). Comparison and contrast between belief system theory
and cognitive theory. The Journal of Psychology, 123(4), 315-328. Retrieved
from http://web.ebscohost.com

Rentzou, K., & Sakellariou, M. (2010). Greek pre-service kindergarten teachers'
beliefs about and practices of developmentally appropriate practices in early
childhood education. Early Child Development and Care, 180, 1-15. doi:
10.1080/03004430.2010.509796

Rivilland, C. M. P. (2007). When are beliefs just ‘the tip of the iceberg’? Exploring
early childhood professionals’ beliefs and practices about teaching and
learning. Australian Journal of Early Childhood Education, 32, 30-37.
Retrieved from http://eric.ed.gov/

Rogan, J. M. (2006). How much curriculum change is appropriate? Defining a zone
of feasible innovation. Science Education, 91(3), 439-460. doi: 10.1002/sce.2
0192

Rogan, J. M. (2007). An uncertain harvest: A case study of implementation of
innovation. Journal of Curriculum Studies, 39(1), 97-121. doi: 10.1080/0022
0270500532448

Rogan, J. M., & Grayson, D. (2003). Towards a theory of curriculum implementation
with particular reference to science education in developing countries.
International Journal of Science Education, 25(10), 1171-1204. doi: 10.108
0/09500690210145819

Rokeach, M. (1973). The nature of human values. New York: Free Press.
Sert, N. (2008). Ilkdgretim programlarinda olusturmacilik [Constructivism in the

elementary school curricula]. Egitimde Kuram ve Uygulama, 4(2), 291-316.
Retrieved from htpp://eku.comu.edu.tr

89



Shim, S., & Herwig, J. E. (1997). Korean teachers' beliefs and teaching practices in
Korean early childhood education. Early Child Development and Care,
132(1), 45-55. doi: 10.1080/030044397013201004

Spodek, B. (1988). The implicit theories of early childhood teachers. Early Child
Development and Care, 38, 13-32.

Stager, M., & Fullan, M. G. (1992, April). Teacher purpose and educational change:
Moving toward a broader agenda. Paper session presented at the Annual
Meeting of the American Educational Research Association, San Francisco,
California.

Stipek, D. J., & Byler, P. (1997). Early childhood education teachers: Do they
practice what they preach? Early Childhood Research Quarterly, 12, 305-
325. doi: 10.1016/S0885-2006(97)90005-3

Stuart, C., & Thurlow, D. (2000). Making it their own: Pre-service teachers'
experiences, beliefs, and classroom practices. Journal of Teacher Education,
51, 113-121. doi: 10.1177/002248710005100205

Synder, J., Bolin, F., & Zumwalt, K. (1992). Curriculum implementation. In P.
Jackson (Ed.), Handbook of research on curriculum (pp. 402-435). New
York, NY: Macmillan Publishing Company.

Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.).
Boston: Pearson.

Timperley, H. S., & Parr, J. M. (2005). Theory competition and the process of
change. Journal of Educational Change, 6, 227-251. doi: 10.1007/s10833-00
5-5065-3

Trepanier-Street, M., Adler, M. A., & Taylor, J. (2007). Impact of a mentoring
experience on college students’ beliefs about early childhood development.
Early Childhood Education Journal, 34(5), 337-343. doi: 10.1007/s10643-
006-0127-6

Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W. K. (1998). Teacher efficacy:
Its meaning and measure. Review of Educational Research, 68(2), 202-248.
Retrieved from http://www.jstor.org

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an

elusive construct. Teaching and Teacher Education, 17, 783-805. doi: 10.101
6/S0742-051X(01)00036-1

90



Tschannen-Moran, M., & Woolfolk Hoy, A. (2007). The differential antecedents of
self-efficacy beliefs of novice and experienced teachers. Teaching and
Teacher Education, 23, 944-956. doi:10.1016/j.tate.2006.05.003

Tucker, C. M., Porter, T., Reinke, W. M., Herman, K. C., Ivery, P. D., Mack, C. E.,
& Jackson, E. S. (2005). Promoting teacher efficacy for working with
culturally diverse students. Preventing School Failure, 50(1), 29-34. doi: 10.3
200/PSFL.50.1.29-34

Turner, J. C., Christensen, A., & Meyer, D. K. (2009). Teachers’ beliefs about
student learning and motivation. In Saha, L. J. & Dworkin A. G. (Eds.),
International handbook of research on teachers and teaching (pp. 361-370).
New York, NY: Springer.

Uzun, H. (2007). Malatya ilinde okul dncesi egitim programimin uygulanmasinda
ogretmen goriislerinin degerlendirilmesi [Evaluation of teacher views at
Malatya regarding the implementation of early childhood education
curriculum]. (Master’s thesis, Indnii University). Retrieved from
http://tez2.yok.gov.tr

van den Akker, J., & Kuiper, W. (1993). The implementation of a social studies
curriculum. Journal of Curriculum and Supervision, 8(4), 293-305. Retrieved
from http://www.eric.ed.gov

Vartuli, S. (1999). How early childhood teacher beliefs vary across grade level. Early
Childhood Research Quarterly, 14(4), 489-514. doi: 10.1016/S0885-2006(99)
00026-5

Vaske, J. (2008). Survey research and analysis: Applications in parks, recreation
and human dimensions. State College, Pennsylvania: Venture Publishing.

Yaman, H. (2009). Teachers’ views on the applicability of the Turkish course
curriculum in crowded primary classrooms. Educational Sciences: Theory &
Practice, 9(1), 349-359. Retrieved from http://www.eric.ed.gov

Yapici, M., & Demirdelen, C. (2007). Ilkogretim 4. sinif sosyal bilgiler dgretim
programina iliskin 6gretmen goriisleri [Teachers’ views with regard to the
4th grade social sciences elementary school curriculum]. flkégretim Online,
6(2), 204-212. Retrieved from http://ilkogretim-online.org.tr

Yazici, B., Yoltar, C., & Kilig, A. (2009). Tiirkiye'de ¢ocuk bakim hizmetlerinin
vayginlastirilmasina yonelik bir oneri: Mahalle kresleri [A proposal for
expanding child care services in Turkey: Street créches]. Social Policy
Forum, Bogazi¢i University.

91



Yildirim, M. C. (2008). Yeni ilkdgretim programinin degerlendirilmesi [Evaluation
of new primary education curriculum]. Milli Egitim, 180, 314-323.
Retrieved from http://yayim.meb.gov.tr

Waks, L. J. (2007). The concept of fundamental educational change. Educational
Theory, 57(3), 277-295. doi: 10.1111/j.1741-5446.2007.00257.x

Wang, J., Elicker, J., McMullen, M., & Mao, S. (2008). Chinese and American
preschool teachers’ beliefs about early childhood curriculum. Early Child
Development and Care, 178(3), 227-249. doi: 10.1080/03004430600722671

Wayne, A. J., & Youngs, P. (2003). Teacher characteristics and student achievement
gains: A review. Review of Educational Research, 73(1), 89-122. doi:
10.3102/00346543073001089

Wertheim, C., & Leyser, Y. (2002). Efficacy beliefs, background variables, and
differentiated instruction of Israeli prospective teachers. The Journal of
Educational Research, 96(1), 54-63. doi: 10.1080/00220670209598791

Wheatley, K. F. (2002). The potential benefits of teacher efficacy doubts for
educational reform. Teaching and Teacher Education, 18(1), 5-22. doi: 10.10
16/S0742-051X(01)00047

Wilcox-Herzog, A. (2002). Is there a link between teachers’ beliefs and behaviors?
Early Education & Development, 13(1), 81-106. doi: 10.1207/s15566935eed
1301_5

Wood, E., & Bennett, N. (2000). Changing theories, changing practice: Exploring
early childhood teachers’ professional learning. Teaching and Teacher
Education, 16(5-6), 635-647. doi: 10.1016/S0742-051X(00)0

Wood, E., & Bennett, N. (2001). Early childhood teachers’ theories of progression
and continuity. International Journal of Early Years Education, 9(3), 229-
243. doi: 10.1080/09669760120086974

Woolley, S.L., Benjamin, W. J., & Woolley, A. W. (2004). Construct validity of a
self report measure of teacher beliefs related to constructivist and traditional
approaches to teaching and learning. Educational and Psychological
Measurement, 64(2), 319-331. doi: 10.1177/ 0013164403261189

92



APPENDICES

APPENDIX A

Sample Items from Data Collection Instrument

BOLUM I

Okul Oncesi Egitim Programi Uygulama Anketi

YONERGE: Liitfen, uygulamalarmizin sikligini en iyi tanimlayan segenegi, ilgili rakami

isaretleyerek belirtiniz.

: 5
5Bl s|2|E
=8 ZE|
=218 8|2 X
S| Z Q% g
T
1. Etkinliklerde ¢ocuklarin bireysel farkliliklarimi dikkate alirim. 1123|145
Etkinliklere baglarken ¢ocuklarin bilgi diizeylerini géz dniinde
3. 112(3|4)|5
bulundururum.
Etkinliklerde ¢ocuklarin deneyerek-yaparak 6grenmesine firsat
4, 1121345
tanirim.
8 Etkinlikleri hazirlarken aile ve i¢inde bulunulan ¢evrenin 112103]als
) ozelliklerini dikkate alirim.
15, Ilgi ve motivasyonlarina gore ¢ocuklara etkinliklerde farkli 112103]als
segenekler sunarim.
17 Amagclarima ulagmak i¢in konular1 etkinliklerde bir arag olarak 112130als
kullanirim.
21 Ilgi koseleri olusturarak cok amacli ve cesitli sekilde 112130als
" hazirladigim bir egitim ortaminda etkinlikleri gergeklestiririm.
29 Etkinliklerde (;ovcuklarm isbirligi ve dayanigsma igerisinde 11213lals
calismalarini saglarim.
25.  Etkinliklerde ¢ocuklarin giinliik yasantilardan yararlanirim. 1123|145

93




BOLUM II
Ogretmen Inanclar1 Anketi I

YONERGE: Liitfen, goriisiiniizii en iyi tanimlayan segenegi, ilgili rakamu isaretleyerek

belirtiniz.
= =] 5] |.
(B B 2] |E
o > © > B
2 N > s, >
o < o ~Z a4
ST T
o @ 5
Etkinlikleri olumsuz yonde etkileyen
1. davranisglar1 kontrol etmeyi ne kadar 11234567819
saglayabilirsiniz?
4 Ogrencﬂern} 6grenmeye deger vermelerini 11213lals|l6l7!8!9
ne kadar saglayabilirsiniz?
6 Ogrencﬂverm sqn.f lfu.rallarlna uymalarini ne 11213lals5|l6l7!8!9
kadar saglayabilirsiniz?
9 fa_rkh deger_le_:n(yr_me yontemlerini ne kadar 11213lalslel7l8!lo9
iyi kullanabilirsiniz?
12 _Sl_nlfta farkl Ogretim yontemlerini ne kadar 11213lalslel7l8]lo9
iyi uygulayabilirsiniz?
} BOLUM 111
Ogretmen Inanclar1 Anketi I1
YONERGE: Liitfen, goriisiiniizii en iyi tanimlayan secenegi, ilgili rakamu isaretleyerek
belirtiniz.
g =
o g E o §
< § AR R
EERICEEEREYEE
s HEZE2 9 Z g2
HEME IS
Y S A M “
1. Egitim ve dgretim etkinliklerini planlamanin en etkili
yollarindan biri 6grencilerin goriislerini dikkate almak 112 3|4|5|6
olmalidir.
3. Sif panolar1 6grencilerle birlikte hazirlanmalidir. 1123|4|5|6
4, Ogrenciler ne 6grenmeleri gerektigini bilemeyecekleri
icin, programla ilgili se¢imleri onlar adina 6gretmen 112 3|4|5|6
yapmalidir.
5. Ogrenciler ortaya cikarttiklari iiriinlerin sonuglarma gore
~ i . 1123|4|5|6
degerlendirilmelidir.
13.  Veliler smif i¢i ¢calismalarda goniillii olmaya ya da ne
. ) R L 112|3|4|5]|6
zaman isterlerse sinifi ziyaret etmeye tesvik edilmelidir.
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BOLUM IV

Kisisel Bilgi Formu

YONERGE: Liitfen, asagida belirtilen sorulara cevap veriniz.

2.
3.
5.

Kag yildir 6gretmenlik yapryorsunuz?............ccccceevvvervvennnne.
Siifinizda kag 0Zrenci var?........cccoccevvevvercieneeneencveneennnenn
Ogretmeni oldugunuz ¢ocuklar ¢ogunlukla hangi yas grubundadir?
[ 15-6 yasindan kiigiik [ _]5-6 yasinda

Gorev yaptiginiz okulun tiirii:

[] likdgretim Okulu [ |Bagimsiz Anaokulu
LDiger:. oo
Okulunuzun program siiresi nedir? [ |Tam giin []Yarim giin

En son aldiginiz egitim dereceniz:
[1On lisans [JAgik iiniversite (4 y1llik) [ Lisans
[ ]Yiiksek Lisans [ ]Doktora
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APPENDIX B

Histograms, Normal P-P Plots and Scatterplots for the Dependent Variables

Content Selection Learning Process
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