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ABSTRACT

MANIFESTATIONS OF CURRICULUM CHANGE
ON ORGANIZATIONAL CULTURE: TEACHERS' PERCEPTIONS

Sahin, Asu
Ph.D., Department of Educational Sciences
Supervisor: Assist. Prof. Dr. Yagar Kondake1
April 2012, 268 pages

The purpose of this study was to examine the manifestations of curriculum change
on organizational culture of a primary school, with a specific focus on the culture
of teachers. In this study, phenomenological design was used to investigate what
meanings teachers attached to the changing nature and structure of their work,
through the examination of the organizational culture of one primary school
located in Ankara. Data were collected through face-to-face semi-structured
teacher interviews aiming to find out the meaning of curriculum change and its
manifestations on teacher culture for them. Findings revealed that although
teachers perceived the change as a threat at the initiation process due to their
experiencing lack of choice, they later expressed approval of the values and beliefs
of the constructivist curriculum. However, when their meanings and perceptions
regarding implementation are examined, it seems that the constraints regarding
implementation are more decisive than these values and beliefs. Besides, it was

found that teachers mostly defined factors outside them as constraints to their
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implementation of the curriculum, such as physical limitations or insufficient in-
service training. Finally, findings showed that the working lives of teachers
outside the classroom manifested change especially in aspects like lesson planning

and preparation, and cooperation among teachers.

Keywords: Educational change, curriculum change, teacher culture
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PROGRAM DEGISIKLIGININ ORGUTSEL KULTUR
UZERINDEKI GOSTERGELERI: OGRETMEN ALGILARI

Sahin, Asu
Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi: Yard. Dog. Dr. Yasar Kondakci
Nisan 2012, 268 sayfa

Bu arastirma, program degisikliginin, bir ilkdgretim okulunun orgiitsel kiiltiirii
iizerindeki  gOstergelerini, Ogretmen algilar1  ¢ercevesinde incelemeyi
amaclamigtir.  Calismada, 6gretmenlerin mesleklerinin degisen dogas1 ve
yapisina ne gibi anlamlar yiiklediklerini tespit etmek amaciyla, Ankara’da bir
ilkogretim  okulunun orgiitsel  kiiltiiri  olgubilim deseni kullanilarak
incelenmistir.  Veriler, program degisikliginin 6gretmenler i¢in ne anlama
geldigini anlamak ve bunun orgiit kiiltiirii tizerindeki gostergelerini bulmak
amactyla gerceklestirilen yar1 yapilandirilmig yiiz yiize Ogretmen
goriismelerinden olusmaktadir. ilk olarak, bulgular 6gretmenlerin her ne kadar
degisimi ilk agsamada bir tehdit olarak algilasalar da, daha sonraki asamalarda
program degisikligini onayladiklarini ifade ettiklerini ve sonradan ona uygun
degerler ve inanglar edinmis olduklarin1 gostermistir. Fakat uygulamayla ilgili
anlam ve algilarina bakildiginda, uygulamanin 6niindeki engellerin bu deger ve
inanglardan daha belirleyici oldugu ifade edilebilir. Ogretmenlerin degisen

programlar1 uygulamada, fiziki smirliliklar ve yetersiz hizmet i¢i egitim gibi
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digsal engellerle karsilastiklar1 ortaya ¢ikmustir. Son olarak, &gretmenlerin
sinif dis1 meslek yasamlarinda da, 6zellikle ders planlamasi ve hazirligi ve

Ogretmenler arast igbirligi gibi konularda degisim yasandigi ortaya ¢ikmustir.
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CHAPTER |

INTRODUCTION

This chapter covers a brief introduction to the concept of organizational culture,
the reflections of cultural theories in organizational research and analysis, the
concept of culture in educational organizations, the phenomenon of curriculum
reform at a national level, and how this process is transforming teachers as the
strongest element of organizational culture of schools. Next, the purpose of the
study is mentioned together with the research questions. After revealing the

significance of the study, the chapter finally defines the terms used in the study.

1.1 Background to the Study

Culture is as significant and complex as is it difficult to understand and use in a
thoughtful way since it has no fixed definition nor a view that is widely agreed
upon even in anthropology, where its roots lie. This may partly be because even a
simplest definition of the concept — collectively shared forms of cognition, values,
meanings, beliefs, understandings, ideologies, rules, norms, symbols, emotions,
expressiveness, the unconscious, behaviour patterns, structures, practices, etc.
(Alvesson, 1993) - lends itself to a variety of understandings of its meaning, as all
of these collectively shared concepts may be targets of study themselves. Another
definition that Geertz puts (1973, p. 24) is that “culture is the creation of meaning
through which human beings interpret their experiences and guide their actions”.
For Geertz, culture is dependent on the meanings it has for those involved in that

culture. Meaning refers to how something is interpreted subjectively by an



individual. Individual meanings are certainly important and they are likely to vary
across a group. Nevertheless, cultural understanding does not focus on these
individual interpretations, but on collectively shared orientations within a group
(Alvesson, 2002).

Just as there are differing views on the definition of culture, there are also
differing views on the ontological status of culture (Smircich and Calas, 1987); as
how to attain knowledge in all these different understandings of it result in diverse
methodologies and levels of analysis. Cultural analysis can be applied to all kinds
of social phenomena as long as it concentrates on meanings tied to each other and
reflected in a symbolic form. A symbol, as defined by Cohen (1974), is an object
or statement that stands ambiguously for something else and something more than
the object itself. This means a symbol is richer than what it stands for in terms of
meaning, but it represents meaning in a more economical (Alvesson, 2002) and
striking way. Symbols guide our thinking, feeling and acting on specific

phenomena.

Although the use of the concept of culture is quite recent in organizational
analysis, the notion of organizational culture has first been emphasised by
Selznick (1957), who viewed organizations as institutions rather than mere
rational structures (Hoy, 1990). According to Selznick, institutions are infused
with value, which produces a distinctive identity for the organization. At the
beginning of 1980’s, an interest in the role of national cultures on the success of
corporate firms aroused because of the incredibly fast rising of the Japanese
economy, which was utterly devastated by a World War only 30 years ago. A
number of books were published in this period, a famous example to which would
be by William Ouchi (1981), trying to enlighten the secrets behind the success of
these Japanese companies. His work was the first of the works which would boom

later in the decade on what is referred to as corporate cultures.



According to Ouchi (1981, p. 41), organizational culture is “systems, ceremonies,
and myths that communicate the underlying values and beliefs of the organization
to its employees”. However, Schein (1985, p. 6) defines organizational culture as
“the deeper level of basic assumptions and beliefs that are shared by the members
of an organization, that operate unconsciously, and that define in a basic taken-for-
granted fashion an organization’s view of itself and its environment.” Schein
states that organizational cultures are created by leaders, and it is one of the most
important functions of leadership to create and if necessary destroy a culture
(1985). Schein is one of those who argue that with a thorough understanding of an
organization’s culture, leaders can better assist organizational learning and
development. Schein argued that (2010) the challenge of leadership is to perceive
the limitations of one’s own organizational culture and then to develop the present
culture. According to this perspective which is referred to as ‘corporate culture’ by
Smircich (1983), the concept of culture is considered as an integral organizational
variable. Advocates of corporate culture tended to identify strategies and processes
by which organizational leaders could manipulate culture for managerial purposes.
To Tatro (2007, p. 14), this perspective views organizational culture as an element
of organization that can be strenghtened to facilitate management objectives. Deal
and Kennedy, (1982), too noted that the construction of shared values is central to
high organizational performance, a stance that puts great emphasis on the value of
a ‘strong culture’. This view of culture in organizations can be named as
‘instrumental” according to the distinction made by Peterson and Spencer (1990).
To them, organizational culture can either be seen as instrumental, as in the case
of corporate culture, or as ‘interpretive’, that is, creating a sense of meaning for

members regarding organizational values (1990).

When seen as an interpretive root metaphor for organizations, culture promotes a
view of organizations as expressive forms and manifestations of human
consciousness (Smircich, 1983). This approach departs from the conceptualisation

of culture as an organizational variable and views culture as a concept rather than



a thing. The ‘culture as root metaphor’ view to studying organizational culture
offered by Smircich (1983) stimulates a different cognitive interest in the
researcher’s attention, which “shifts from concerns about what do organizations
accomplish and how they may accomplish it more efficiently, to how is
organization accomplished and what does it mean to be organized” (Smircich,
1983, p. 353). Alvesson (1991) implied that this approach is more closely related
to the practical cognitive interest, but might also produce valuable knowledge
from an emancipatory point of view, as focusing on the systems of meaning in
human organizations would inevitably lead to the recognition of conflicting
preferences and interpretations through revealing the unconscious assumptions
and processes that lead human beings.
In strategic terms we need to think about organizations as being cultures
rather than having cultures. It is the conception of organization rather
than the object of study that makes the culture perspective unique. The
important point, therefore is not what we study, but the different way we
look at the organization: the task for the culture strategist is not to think
about culture but to think culturally (Bate, 1994, p.17).

This study, too, takes organizations as cultures; and rather than approaching it
from an instrumental and functionalist stance, it treats cultures as systems of
shared symbols and meanings. An organizational culture is, then, conceived of as
a pattern of symbolic discourse that needs interpreting, deciphering or reading in
order to be understood.

The concept of culture in the study of educational organizations is not new either
(Hoy, 1990). Waller (1932, as cited in Hoy, 1990) studied the role of rituals, rites,
ceremonies and values in his analysis of the school as a social system. However, it
is after 1980 that culture became fashionable in education, with the publication of
several articles taking a corporate culture stand and analysing the culture of

effective schools (Hoy, 1990). A school reform concept popular a decade or more



ago, effective schools, considered culture to be a mechanism to achieve greater
levels of learning in students (Oches, 2001, p. 8). They aimed to enhance or to
change the culture to get desired results. Deal, for instance, proposed that effective
schools have strong cultures and listed the elements of a strong culture (Deal,
1985). Bates (1987), however, argued that such formulations treat organizational
culture at schools as managerial culture, which narrows the concept down. Oches
(2001) agreed with him in that culture cannot be manipulated to the extent that a
cause-effect relationship between all actions and desired outcomes is possible. A
researcher approaching culture as a variable views it as equal to other variables
such as personnel, location, and assumes that it can be quantified and tracked in
the name of profitability (Oches, 2001).

In short, in the field of educational administration, culture is either seen as a tool
to increase effectiveness, or as a tool for understanding meaning. According to
Brunner, “the chief subject matter of school, viewed culturally, is school itself”
(1996, p.28). However, this does not mean that school is to be examined in
isolation from the rest of the system surrounding it. There may possibly be
interesting interactions between the cultural norms at the national level and the
types of formal institutional systems they design for the organization and
management of schooling (Hallinger & Leithwood, 1996). Aspects of education
system such as the degree of centralisation may form qualitatively different
educational contexts in different nations or in different schools in the same

country.

Although the terms ‘educational change’ and ‘educational reform’ are often used
interchangeably, because of the distinctive meanings and implications they have,
the term ‘educational change’ is preferred for the purposes of this discussion.
Fullan (2005) claims that educational change is a means of achieving a particular
educational goal or set of goals through creating changes in goals, skills,

philosophy or beliefs, behaviour, and most importantly, ‘change in practice’ (p.



25). Educational change is not a single entity with an objective reality, but rather
multidimensional (Fullan, 2005), the dimensions being 1) possible use of new
teaching materials, 2) possible use of new teaching methods, and 3) the possible
alteration of values and beliefs (p. 25). In our case, the object of change is the
curriculum, which can simply mean “a written action plan that teachers use as the
basis for their lessons” (Horn, 2002, p. 198). This definition entails that
curriculum is content, but at the same time the sequence of it, the instructional
methods used to deliver it, and the assessment of it. It is also essential for us to
keep in mind the distinction made by Cuban (1993) between the official
curriculum — i.e., the content, skills, and values that the authorities expect teachers
to teach -, and the taught curriculum — i.e., teacher beliefs about what they are
expected to teach- , as this study aims to find out teacher beliefs as one of the

dimension of school culture.

Today, in order to increase the quality of education, education programs are
constantly reviewed and improved (Angin, 2008; Bikmaz, 2006). Simsek and
Yildirnm (2004) claimed that education reform is influenced by changes in
economic and social conditions worldwide. Thus, the curricular innovation studied
here is a reaction to changing educational, economic, and political conditions in
Turkey and in the world. The purpose of primary education is to ensure that every
child acquires the basic knowledge, skills, behaviors, and habits to become a good
citizen, is raised in line with the national moral concepts and is prepared for life
and for the next education level parallel to his/her interests and skills. The idea of
learning as well as teaching has changed its meaning throughout history, and most
recently, it has become increasingly student-oriented (Bikmaz, 2006; Kdose, 2006).
Therefore, Turkish basic education faced the issue of modernizing its curricula
and preparing its students to meet the changing workforce needs. The basic idea
behind curricular change was to change the curriculum from a subject-centered to
a learner-centered one and change the pedagogies from a behaviorist to a

constructivist one (Akinoglu, 2008; Babadogan & Olkun, 2006). In general terms,



in the new curriculum, activities are planned in a constructivist approach while
considering the individual differences in learning, and leaving room for

localization of the activities.

Constructivism is a theory of learning which stems from the idea that knowledge
is constructed by the knower based on mental activity (von Glasersfeld, 1995).
Learners are considered to be active organisms seeking meaning. Constructivism
is founded on the premise that, by reflecting on our experiences, we construct our
own understanding of the world consciously we live in. Each of us generates our
own ‘rules’ and ‘mental models’, which we use to make sense of our experiences.
Learning; therefore, is simply the process of adjusting our mental models to

accommodate new experiences (von Glasersfeld, 1995).

The concept of constructivism has roots in classical antiquity, going back to
Socrates's dialogues with his followers, in which he asked directed questions that
led his students to realize for themselves the weaknesses in their thinking. The
Socratic dialogue is still an important tool in the way constructivist educators
assess their students' learning and plan new learning experiences (Jones & Brader-
Araje, 2002).

In this century, Jean Piaget and John Dewey developed theories of childhood
development and education, what we now call Progressive Education, which led to

the evolution of constructivism.

Piaget believed that humans learn through the construction of one logical structure
after another. He also concluded that the logic of children and their modes of
thinking are initially entirely different from those of adults. The implications of
this theory and how he applied them have shaped the foundation for constructivist

education.



Among the educators, philosophers, psychologists, and sociologists who have
added new perspectives to constructivist learning theory and practice are Lev
Vygotsky, Jerome Bruner, and David Ausubel. Modern educators who have
studied, written about, and practiced constructivist approaches to education
include John D. Bransford, Ernst von Glasersfeld, Eleanor Duckworth, George

Forman, Roger Schank, Jacqueline Grennon Brooks, and Martin G. Brooks.

Learners construct their own understanding of the world they live in through
reflecting on lived experiences on the basis of social interaction. This is also what
happens on a larger framework when culture is constructed socially through
interactions. “Culture, as the site where meaning is generated and experienced,
becomes a determining, productive field through which social realities are

constructed, experienced and interpreted” (Turner, 2003, p.12).

In recent years, the primary and secondary education have gone through a
curriculum change initiative, which has brought a direct impact on every
stakeholder at every level in our education system. Curriculum change has had
direct impact on the roles and responsibilities of teachers more than any other
constituency in our educational system. Such change relates a lot to teachers’
school cultures in many ways as it aims to redefine their educational philosophies.
This is a challenge for teachers because they are supposed to make sense of
constructivism, the new philosophy, and then reorient their practices to be
consistent with constructivism. How teachers respond to these -curricular
innovations and what new meanings they attach to the changing nature and
structure of their work may be examined through the organizational culture of the
school. Teachers may find themselves in cultural dilemmas during this
reorientation, which would prevent theoretical ideals of the new curriculum from
being realised in school settings. The culture in which the curriculum is

embedded is an area often ignored during curriculum change efforts. However, a



curriculum cannot be considered in isolation from the culture in which it is to be

implemented.

1.2 Purpose of the Study

Considering this discussion, the purpose of this study is to investigate the
manifestations of curriculum change on teachers’ organizational culture. As a
phenomenological study it aims to examine culture as an organizational dynamic
in the process of systemic curriculum change, and see how teachers make sense of
the reflections of this change on their roles, values and beliefs. In other words, in
this study it is assumed that the ongoing process curriculum transformation will
have repercussions on the construction of meaning and the way this meaning
shape behaviors of teachers. The implications of curriculum transformation will be
captured in cognitive and behavioral manifestations of the teachers. Therefore, not
only the materials they use, their approaches toward the students, the teaching
methods they adapt but also the language they use will have some connotations
with the newly adapted contructivist curriculum. Considering this general

assumption in mind, the study answers the following specific research questions:

1) What are the meanings made by teachers from their lived experiences of

transition into constructivist curriculum?

2) How does the transition into constructivist curriculum manifest itself in the

organizational culture of teachers?

3) What is the meaning of new roles and values attached to teachers and teaching

by constructivism as perceived by the teachers?



1.3 Significance of the Study

In recent years the primary and secondary education have gone through a
curriculum change initiative, which has a direct impact on every stakeholder at
every level in our education system. Curriculum change has also had direct impact
on the roles and responsibilities of teachers more than any other constituency in
our educational system. It is believed that such change relates a lot to teachers’
workplace or occupational cultures as it aims to redefine their educational
philosophies. This is a challenge for teachers because they are supposed to make
sense of constructivism, the new philosophy, and then reorient their practices to be
consistent with constructivism. There is no literature that investigates the full
scope of the challenges faced by teachers while going through such a profound
change in depth. Although studies around the world have increasingly been
focusing on the pivotal role that teachers play in educational change, limited
qualitative data exist especially in Turkey which describes contructivist elements
in teachers’ cognitive and behavioral manifestations. How teachers respond to
these curricular innovations and what new meanings they attach to the changing
nature and structure of their work can be examined through the organizational
culture of the school. Teachers may find themselves in cultural dilemmas during
this reorientation, which would prevent theoretical ideals of the new curriculum
from being realised in school settings. The culture in which the curriculum is
embedded is an area often ignored during curriculum change efforts. However, a
curriculum cannot be considered in isolation from the culture in which it is to be

implemented.

In fact, systemic curricular change has become a global phenomenon. This type of
state policy initiatives on curriculum influence the extent to which teachers can
control the curriculum and its implementation; thus, creates a change in roles,

values and beliefs of teachers about the nature of their work. In their quest for

10



solutions to the existing problems, educational policy makers usually portray what
IS going on in schools in a way that is highly critical of both the existing
curriculum and the teachers who implement it (Morris, Chang & Ling, 2000).
However, change does not automatically occur when a set of problems are
diagnosed and a set of solutions are proposed which are intended to produce
uniform responses in all teachers. Therefore, there is a need to look at the
micropolitics of curriculum change from the perspectives of teachers as agents of

implementation, to see the extent to which teacher power has been undermined.

When teachers are asked to adopt technocratic forms of curricula by the
curriculum planners, especially in cases where standardised testing system is a
burden on the instruction, teachers are becoming “deskilled” (Apple & Weiss,
1983). Deskilling teachers means expecting them to execute the curriculum in the
classroom while experts external to the classroom engage in the construction of it
(May, 1989). As a result of this intensification of teachers’ work, the execution of
the work is separated from the conceptualisation of it, which makes teachers
dependent on outside expertise and reduces them to technicians. To sum up,
change does not occur by merely assigning new roles to the teachers on paper, but
it occurs “as a result of the interplay between structure, agency and culture”
(Helsby, 2000, p. 93), where structure means the imposition of the new national
curriculum, agency is the teacher’s part in putting it into practice, and culture
means the beliefs, values, norms, and patterns of interaction which are inherent in
teachers and which heavily influence the responses of individual teachers (Helsby,
2000).

The day-to-day routines that can be seen at schools are always actually situated in
a larger framework of norms, expectations, and values that give meaning to all
activities occuring in schools. Even determining what is good in education and
what is bad is a question of values. Every decision made by schools as

organizations reflects certain value preferences. Teachers’ experiences, meanings
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and descriptions of their working lives may provide a framework for analysing to
see if a new form of teacher culture has emerged or not, or how teachers are
making sense of the phenomenon that is reconstructing their teaching identities.
Culture has a potential for expanding the field of educational administration as it
may stimulate us to think of the constructs that have so far been taken for granted

and identify new problems of significance (Hallinger & Leithwood, 1996).

In fact, a lot has been said about culture in educational organizations in leadership
studies based on the assumption that leadership is contingent upon the context in
which it is exercised. Nevertheless, according to Hallinger and Leithwood (1996),
these studies also assume that leadership is exercised in a Western cultural
context. Therefore, there is a need to look at the concept of culture from a Non-
Western context, but not from solely a leadership perspective. Besides, a thorough
look at the cultural identity of an educational organization would enable the
researcher to study culture through the analysis of the discourse of the school
administrators and teachers. As Cherryholmes (1987, p. 301) put, the discursive
practices of schooling are embedded in pedagogical forms as well, and they
“determine what counts as true, important and relevant”. An individual’s
perceptions are filtered through his or her language, basic assumptions, and
cognitive structures. This filtering process is used to make sense of events. School
culture is a phenomenon that cannot be studied directly but inferred from observed
behaviour such as language, rituals, and ceremonies commonly encountered in the
cultural setting. “Culture does not act machine-like with every action being
predictable and every element totally definable” (Oches, 2001, p. 40). It is larger
than the set of activities observed to explain it. It is not a tool to increase
effectiveness, but a tool for understanding meaning. “The chief subject matter of

school, viewed culturally, is school itself” (Brunner, 1996, p. 28).

In much of the writing on teaching and teachers’ work, teachers’ voices

have either been curiously absent, or been used as mere echoes for
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preferred and presumed theories of educational researchers. Teachers’
voices, though, have their own validity and assertiveness which can and
should lead to questioning, modification and abandonment of those

theories whereever it is warranted (Hargreaves, 1994, p. 4).

Saussure (1973) insists that the relation between a word and its meaning is
constructed, not given, by directing us to the cultural and social dimensions of
language. Language is cultural, not natural, and so the meanings it creates are too
(Turner, 2003, p. 11). This is why studying the manifestations of constructivism in

culture make sense.

Change in practice occurs as a result of the interplay between structure, agency
and culture (Acker, 1990). Helsby (2000) too argues that these three aspects are
interdependent, and will influence each other to a great extent. In our case ‘the
structural demands’ stemmed from the imposition of the National Curriculum and
related requirements; ‘agency’ refers to the part played by teachers in actively
translating these government policies into practice; and ‘culture’ denotes to the

sets of beliefs, norms, values and patterns among teachers.

Based on teachers’ understandings and experiences, findings of this study will
contribute to developing, updating and strengthening the current elementary
curriculum, by means of catering to the authentic professional needs of teachers at
the frontier. Moreover, the study provides MONE and school administrators with
information regarding the design of interventions for effective curriculum
adoption and implementation. In addition, this study will also provide important
insights for scrutinizing and reviewing the curriculum reforms in Turkey for

policy makers.

In addition, this study may contribute to social constructivist theory developed by
Vygotsky through opening a new path of research to those interested in the
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relationship between knowledge construction and culture, and how new

knowledge is culturally constructed by teachers in interaction with others.

1.4 Definition of Terms

Organizational culture: the shared philosophies, beliefs, ideologies, assumptions,
expectations, attitudes, norms and values in an organization by the members. It is
used in this study to refer to the organic nature of organizational life, which
emerges from the lived experiences of organizational members, namely teachers
for this study. Thus, the definition of organizational culture is limited in a way that
it merely includes teacher culture for the purposes of this study.

Constructivism: a theory of learning which stems from the idea that knowledge is

constructed by the knower based on mental activity.
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CHAPTER II

LITERATURE REVIEW

This chapter reviews the concept of culture, cultural studies in education,
organizations and culture, teacher culture and its significance for educational
change, educational reform in Turkey, constructivist education and the research

design phenomenology.

2.1 Birth of a Concept: Culture

The word ‘culture’ is so commonly used in our everyday conversations that it is
nearly impossible to talk about the most commonplace details of everyday life
without using the word, as can be seen in today’s most catchy phrases such as
‘consumer culture’, ‘a culture of failure’, or ‘primitive cultures’. Despite being so
popular and common, “it is still real in its significations both in everyday language
and in its increasingly broad currency within the fashionable discourses of the
modern academy globally” (Jenks, 2003, p. 1). According to what sociologists and
anthropologists have come to say, culture is all that is symbolic. In other words,
what is ‘cultural’ is the symbolic representations that constitute human knowing.
The idea of culture embraces a range of topics, processes, differences and even
paradoxes, many of which cannot be resolved; therefore, the concept is both

complex and divergent in its various applications.

Culture is the force at work which makes human behaviors apparent and
distinctive, which means it makes it possible both for the individual performing an
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action and the spectator watching and interpreting the action to characterize the
action for what it is. In this way, culture becomes the means to distinguish
between different versions of the same sort of action and attribute it to different
human groups (Inglis, 2004). That is to say, culture is found in the signs of human
action (e.g., social interaction, language etc.), embedded in the contexts and

settings of everyday life (Inglis, 2004).

What we think of as the world-out-there is directly a product of
complex interaction between the world-out-there and our language.
Reality materializes at the moment when actuality meets the concepts
and self-understanding of human beings endeavouring to bring that

world more or less under human control (p. 2).

The concept of culture, according to Jenks (2003), has a history which is in
relation to traditions of thought all of which are located in social structures, taking
us in our investigation as far as Kant and Hegel of the European philosophy, and
from there to classical theories of sociology and cultural anthropology. The first
articulate expression of the verb ‘cultivate’ in a different meaning than it has in
agriculture was by Coleridge, a British literary critic, which is how the word

‘culture’ in its modern meaning was born.

Although there had been prior formulations of the concept of culture, the first
major thinker to write about culture could be taken as Bentham, who dedicated his
body of writing to understanding human psychology as a reaction to
industrialization and the misery of human against it. Another major thinker among
the very first users of the concept in the same way as we do today was Kant,
whose work dates back to before the term ‘culture’ was used for its contemporary
meaning. In other words, the notion of culture was first discussed by Immanuel

Kant, a philosopher of the Enlightenment, who placed individual human agency at
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the centre of creation (Inglis, 2004); and culture was the conceptual framework

through which human could find material reality.

As Geertz (1973, p. 24), defines “culture is the creation of meaning through which
human beings interpret their experiences and guide their actions.” For Geertz
(1973), culture is dependent on the meanings it has for those involved in that
culture. In a similar way, Inglis (2004) defines culture as the force at work which
makes human behaviors apparent and distinctive. That is, through culture, the
individual performing an action and a spectator interpreting it is able to
characterise the action for what it is and is able to perform it as such.
Characterising the action includes distinguishing between different versions of the
same type of action; which enables us to attribute it to different human groups.
This definition sees culture as something very concrete, and therefore something
to be compared across nations, an approach also evident in the works of early
anthropologists such as Geertz. They tended to view the practices of different,
usually tribal and non-Western cultures with the purpose of changing their place in
the scale of advancement, and mostly reduced culture to an understanding of the
material artifacts the primitive societies were using (Smith, 2000). Traditional
culture, as Geertz writes, “denotes a historically transmitted pattern of meanings
embodied in symbols, a system of inherited conceptions expressed in symbolic
forms by means of which people communicate, perpetuate, and develop their

knowledge and attitude towards life” (1973, p. 89).

Together with the foundation of the Centre for Contemporary Cultural Studies in
Birmingham, the above mentioned view of cultures started to change; and culture
started to be taken as “collective subjectivity”, that is, a way of life adopted by a
community or a social class (Alasuutari, 1995). One of the earliest examples of
this sort of study was by Hoggarts (1958, as cited in Alasuutari, 1995), who
studied everyday life and the objects of everyday entertainment to reflect society.
A more critical step was taken against the elitist and hierarchical definition of
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culture by Bourdieu (1984), in his work which studied the 'habitus’ (distinctive life

style) of social groupings.

The genesis of the concept culture as has been classified by Jenks (2003) is helpful
in understanding the birth and development of the concept in social science:

1. Culture as a cognitive category: Culture becomes intelligible as a general
state of mind. It carries with it the idea of perfection, a goal or an
aspiration of human achievement or emancipation. This perspective
originates from the works of Coleridge and Carlyle, and latterly Matthew
Arnold, Romantic literary critics.

2. Culture as a collective category: Culture invokes a state of intellectual or
moral development in society. This position links culture with civilisation
and Darwin’s theory of evolution, which pioneered anthropology.

3. Culture as a descriptive category: Culture is considered as the collective
body of arts and intellectual work in a society especially in everyday use.

4. Culture as a social category: This is the view that sees culture as a whole

way of life (pp. 8-9).

Malinowski’s (2003, p. 51) definition in a way combines all the categories in this
four-fold typology through his view that “culture is the integral whole consisting
of implements and consumers’ goods, of constitutional charters for the various
social groupings, of human ideas and crafts, beliefs and customs”. Although
culture can be local and hugely variable among social groupings, it has to be a

consistent and integrated pattern of thought and action (Benedict, 2003).

2.1.1 Class versus Culture

According to Jenks (2003, p. 5) “the idea of culture can be witnessed emerging in
the late eighteenth century and on into the nineteenth century as part of, and
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largely as a reaction to, the massive changes that were occurring in the structure
and quality of social life.” These social and political changes were unprecedented
in human experience, and thus confusing, disorientating and controversial. The
social structure was politically volatile, which brought about new forms of ranking
and hierarchy, together with division of labor, population gaining density and
proximity, urbanization, industrialization and improved communication systems
(Jenks, 2003). While the newly emerging market society and the technological
development associated with it initially fostered class-based organizations, its
long-run effects tended to promote organizations based on cultural similarity
(Hechter, 2004).

The thought of ‘radical political economy’, which has its roots in Western
Marxism, built upon many of the themes already present in Marxism and made
them more tractable. Among those themes is the notion that capitalism is not a
self-guiding system as markets have their own failures and contradictions, and
power is important to the development of the system (Storper, 2001). Especially
in social sciences, this thought has come to be closely associated with what is
known as the ‘cultural turn’: the notion that “the keys to understanding
contemporary society and to transforming it lie in the ways that culture orients our
behaviors and shapes what we are able to know about the world” (Storper, 2001,
p. 161). According to this, knowledge and practice are relativistic as they are

culturally determined (Storper, 2001).

The intellectual development of the movement has been very successfully

summarized by Storper (2001) as follows:

1. Modernism created a world with many good things as well as bad things
including imperialism, colonialism or linear categorical rationalist
thinking, which resulted in a tendency to suppress difference and diversity

in order to marginalize the ‘other.’
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2. This has created some movements that aim to struggle against the order of
modernity, such as the poor, gays, environmentalists, etc. Each of these are
considered together as a group because the way they know the world is
common; thus as opposed to the modernist ‘universal rational actor’, now
we have these ‘cultural entities.’

3. Modernism as epistemology and as doctrine is too rationalistic and unitary
to comprehend these movements and their demands; therefore, a new way

of looking at social development is necessary (pp. 161-162).

What is born is a new theory of society based on the relationships between
culturally different groups and collective cultural entities, in contrast to Marxism
which is based on relationships between classes, and to liberalism which is based

on relationships between individuals (Storper, 2001).

Although traditional Marxism had not valued the significance of the idea of
culture, critical Marxism has contested this approach and has tended to “view
culture as the ways of life of particular social classes,” and as totally determined
by economic relationships (Turner, 2003, p. 18). Bennett (1981), however, argues
that culture is not simply dependent on and passively influenced by economic
relationships but it actively influences them and has consequences for both

economic and political relationships.

The ‘cultural’ turn in sociology has taken two main forms: ‘epistemological’ and
‘historical’ cases for culture. The epistemological case is the idea that culture is
universally constitutive of social relations and identities, whereas the historical
case claims that culture plays a significant role in constituting social relations and
identities. To the first, Giddens is most probably a very influential contributor, as
he argues that social structures are reproduced in the everyday practices of social
actors who are knowledgeable about the practices in which they are engaged
(Giddens, 2003). This case for culture is largely associated with post-structuralists
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such as Laclau and Mouffe, who have used the term ‘discourse’ instead of
‘culture’ (Nash, 2001). To Nash, the rejection of deterministic models of society
linked with structural-functionalism and the new emphasis on subjectivity are
among the reasons for ‘agency of the social actor’ to be at the centre of

sociological analysis (Nash, 2001).

As a result of this cultural turn, “all social life must be seen as potentially political

where politics is the contestation of relations of power” (Nash, 2001, p. 77).

2.1.2 The Birmingham School and British Cultural Studies

British cultural studies has its roots in postwar Britain, where a ‘new’ Britain was
being represented through the revival of the capitalist industrial production, the
establishment of the welfare state, and the Americanisation of the popular culture.
The conditions of this new English culture were to be scrutinized in an attempt to
understand these changes and their cultural, economic and political effects
(Turner, 2003).

The Birmingham Centre for Contemporary Cultural Studies (CCCS), which could
be claimed to be the key institution in the history of the field of cultural studies,
was established at the University of Birmingham in 1964 with Hoggart as its first
director, aiming to direct itself to cultural forms, practices and institutions, and
their relation to society and social change (Turner, 2003). Its original curriculum
centred on the works of Hoggart, Williams and Thompson, “each of whom tried to
understand the momentous changes in British social structure thought from the
margins of the existing disciplines” (Baron, 1985, p. 73), as could be seen in what
Williams (2001) wrote:

Our whole way of life, from the shape of our communities to the

organization and content of education, and from the structure of the
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family to the status of art and entertainment, is being profoundly

affected by the progress and interaction of democracy and industry,

and by the extension of communications (p. 12).
Cultural studies are regarded to begin with Richard Hoggart’s The Uses of
Literacy and Raymond Williams’ Culture and Society, which were both published
in 1958. Both Hoggart and Williams, two adult education tutors with working-
class origins, came from a tradition of English literary criticism, and concentrated
on the moral and social significance of literary forms. Later they were interested in
‘reading’ cultural forms other than literature such as popular songs or television
with the same method. In an aim to reconnect texts with the society, they started
thinking about how culture was structured as a whole (Turner, 2003), and came up
with the point that “culture... was itself a ... signifying practice and had its own

determinate product: meaning” (Hall, 1980, p. 30).

Williams (2003) categorized the definitions of culture into three:

- Ideal culture, in which culture is a state or process of human perfection.

- Documentary culture, in which culture is the body of intellectual and

imaginative work that records human thought and experience.

- Social culture, in which culture is a description of a particular way of life,
which expresses certain meanings and values not only in art but also in

institutions and ordinary behavior (p. 28).

The analysis of culture, to Williams (2003), should take as its emphasis this third
definition, and include the historical criticism inherent in the second definition as
well, with the goal of describing a particular way of life. He warns though that the
ultimate goal is not to compare the meanings and values ascribed to a particular
way of life, instead it is to discover certain general laws or trends by which social

and cultural development as a whole can be better understood (Williams, 2003).
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A theory of culture, then, according to Williams (2003, p. 32) is the study of
relationships between elements in a whole way of life. The attempt, thus, is to
discover the nature of the organization or the pattern revealed by these

relationships.

The work of the pioneers in cultural studies, which has emerged from a literary
critical tradition that saw popular culture as a threat to the moral and cultural
standards of modern civilization, breaks the elitist assumptions of the literary
tradition about ‘high culture’ (Turner, 2003). Now, it aims to examine the
everyday and the ordinary, the processes “that exert so powerful and unquestioned
an influence that we take them for granted” (Turner, 2003, p. 2). Thus, “the
blurring of the distinction between high or elite culture and its more popular
manifestations” is one of the legacies of the Birmingham School (Hytten, 1999, p.
7). To Turner, although cultural studies today could be considered an
interdisciplinary field where certain concerns and methods have converged, it is
not still a unified field (2003).

2.1.3 Cultural Studies in Education

Cultural Studies originated in Britain and took its name from the CCCS, where the
major scholars had experiences in the field of adult education. The influences of
these experiences are mentioned by Williams (1989), as he reveals that cultural
studies has its origins in the field of education while describing the origin of it. In
fact, almost all the founding figures of cultural studies started their careers, and
their intellectual projects in the field of education, outside the university, in adult
working class courses (Wright and Maton, 2004). Wright and Maton observe that
CCCS was partly an attempt to recreate what these figures conducted and engaged
in outside the university in the elitist, politically restrictive and restricted world of
the academy (2004, pp. 76-77).
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Education being a prominent part of early cultural studies work conducted at the
CCCS, several works were published on education, the most famous of which was
Learning to Labour by Paul Willis (1977), a classic ethnographic research that
gave particular attention to students’ actions at a time. His book explored the lives
and experiences of students in schools, in other words, how they constructed their
worlds or made meaning of their everyday experiences, in a way that is largely
inspired by symbolic interactionism (Casella, 1999). As well as its methodology,
the significance of this work is also largely demonstrated in its distinction from
previous sociological studies of education in terms of its findings. What was
interesting about these young boys at school was that they walked into the
capitalist social order as factory workers willingly, with a celebration of their own
academic failures and a very explicit awareness of the benefits that the ‘manly’

manual jobs would bring them in their future lives (Smith, 2000).

Despite these early contributions, the field of education is generally known to be
absent from contemporary discussions of cultural studies. Wright and Maton
(2004) even claim that “cultural studies has not only developed somewhat of a
blindspot for its own nature as education, but also for education as an academic
field of inquiry” (p. 78). Giroux argues that this is reciprocal as educational
theorists pay little interest in cultural studies too (1994). The relations between
cultural studies and education developed into something Wright and Maton call
“flirtation’ starting with the 80’s, with the spread of critical pedagogy (2004) and
concerns with adult literacy, poverty, and social change through education
(Casella, 1999). Hytten (1999), too, pointed out that cultural studies has been most
readily embraced in education in the tradition of critical pedagogy, and lately
within ethnic and diversity studies. In general it would not be wrong to say that a
cultural studies approach to education enabled scholars to investigate the dominant
culture critically and make room for the voices of the silent. Henry Giroux (1983)
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and Paolo Freire (1970), for instance, produced most well-known texts in this

manner.

Casella (1999, p. 107) argued that this flirtation has evolved into a relationship as
“cultural studies is one of the few academic areas that makes room for educational
researchers to be creative as well as critical”. In a world being increasingly
defined by new technologies, mounting concerns about schooling and job and
social insecurities, and changing notions of identity, the concerns and research

methodologies of education should encapsulate cultural studies (Casella, 1999).

In the meantime, “educational research informed by symbolic interactionism
developed in the western world alongside growing dissatisfaction with more
positivistic and functionalist epistemologies and methods of research” (Casella,
1999, p. 111), which was the driving force behind qualitative and interpretive
research in education. Since Willis’s Learning to Labour, research in cultural
studies of education has developed as an area of educational studies through
studies of youth culture or school culture, which will be discussed in detail in later

sections of this chapter.

In education, we often neglect metaphysical questions and instead focus on
engineering ones (Hytten, 1999). Metaphysical questions are valuable because
they enable us to involve in the deconstruction of the given in a critical manner.
Engineering questions such as how we can efficiently reach a predetermined goal
are quite common in education, which leaves very little space for questions of
purpose. Thus, cultural studies is a very promising field which education may
approach in an attempt to answer less technical and more philosophical questions
through studies trying to bring the two different and on the surface separate but

naturally linked fields together.
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A cultural perspective when examining research would lead us to expect that
aspects of teacher culture would shape the schools’ responses to new requirements
of policy makers. Acker (1990) argued that the cultural look, as well as theoretical
approaches such as symbolic interactionism more generally, shows us that

meanings and interpretations are significant in their own contexts.

2.2 Organizations and Culture

As well as traditional or societal culture, organizational culture exists through the
interpretation of the actors of historical and symbolic forms (Tierney, 1988). That
is, organizational culture is grounded in the shared assumptions of individuals
participating in the organization. Culture, as Denison (1996) points out, refers to
the deep structure of organizations, which is rooted in the values, beliefs, and

assumptions held by organizational members.

The growing interest in organizational culture by the industry is partly connected
to the admired success of Japanese firms, and partly to the changing nature of the
corporate industry. More innovative and knowledge-intensive businesses are
credited for developing and sustaining distinct corporate cultures. Even in older
firms where culture is not normally seen as a top priority, culture receives
substantial attention especially at times of change (Alvesson, 2002). Moreover, the
changing trend from mass production to more organic systems serving for service,
knowledge and information sectors in the economy makes ideational aspects more
important especially in service sector (Alvesson, 1990). Hancock and Tyler (2001)
stated that changes in production technology and work organization may have had
a role in making the cultural dimension more important, “as efforts to reduce
storage costs by increasing the throughput speed of products in manufacturing
process call for greater flexibility and a higher degree of commitment from the
workforce” (p. 103). Culture, in such contexts, is conceived to serve the function
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of unifying or normative glue that holds the organization together. It is the
symbols, beliefs, values, practices and artifacts that define for members in these
changing work conditions who they are and how they are to do things (Bolman &
Deal, 1997).

2.2.1 What is Organizational Culture?

Although the use of the concept ‘culture’ is quite recent in organizational analysis,
the notion of organizational culture has first been emphasized by Selznick, who
viewed organizations as institutions rather than mere rational structures (1957).
According to Selznick, institutions are infused with value, which produces a
distinctive identity for the organization. At the beginning of 1980’s, an interest in
the role of national cultures on the success of corporate firms aroused because of
the incredibly fast rising of the Japanese economy, which was utterly devastated
by a World War only 30 years ago. A number of books were published in this
period, a famous example to which would be by William Ouchi (1981), trying to
enlighten the secrets behind the success of these Japanese companies. His was the
first of the works which would boom later in the decade on what is referred to as
corporate cultures. The study of organizational culture; hence, became one of the
major domains of organizational research during the 80’s, when studies often
compared western organizations to Japanese or other national organizations
(Ouchi & Wilkins, 1985). The rise of this interest in organizational culture was
mainly because of the rise of Japanese firms during the late 70’s, which were

considered to have superior operating characteristics (Ouchi & Wilkins, 1985).

In anthropology, culture is taken as the conceptual foundation on which field
observers base their explanations of the order and pattern among individual and
collective life experience. Culture has assumed a similar explanatory role in

organizational theory (Bergquist, 1992). According to Ouchi (1981),
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organizational culture is “systems, ceremonies, and myths that communicate the
underlying values and beliefs of the organization to its employees.” However,
Schein (1985) defines organizational culture as “the deeper level of basic
assumptions and beliefs that are shared by the members of an organization, that
operate unconsciously, and that define in a basic taken-for-granted fashion an
organization’s view of itself and its environment” (p. 6). As well as traditional or
societal culture, organizational culture exists through the interpretation of the
actors of historical and symbolic forms (Tierney, 1988). That is, organizational
culture is grounded in the shared assumptions of individuals participating in the
organization. Culture, as Denison (1996) points out, refers to the deep structure of
organizations, which is rooted in the values, beliefs, and assumptions held by
organizational members.
Meaning is established through socialisation to a variety of identity groups
that converge in the workplace. Interaction reproduces a symbolic world
that gives culture both a great stability and a certain precarious and fragile
nature rooted in the dependence of the system on individual cognition and
action (p. 624).

When the interest of the academicians is considered, theirs is more of an attempt
to free themselves from traditional organizational research, which was highly
objectivist, and to provide a deeper, richer and more realistic understanding of
organizations. Although the indigenous ‘feel’” of the workplace has been studied
under a variety of labels, including organizational character, milieu, atmosphere,
and ideology, the related concepts of climate and culture have provided an impetus
and general framework for contemporary discussions of the workplace (Hoy,
1990).

Organizational culture scholars in the 80’s mostly used qualitative and
ethnographic techniques of anthropology and sociology; and their works on
organizational culture stemmed from two basic intellectual traditions (Hoy, 1990),
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the first one being the holistic studies in the tradition of Radcliffe and Brown
(1952), which may be said to represent a functionalist tradition in anthropology.
This first tradition encouraged the researcher to consider a society or a group as a
whole and to find out how its cultural elements function to maintain the social
structure, such as in corporate ceremonies or company legends. A second tradition
which may best be represented by Geertz (1973) and Goodenough (1971),
emphasized the importance of discovering the ‘native’s point of view’.
Goodenough sees culture as a system of shared cognitions, rules, knowledge,
beliefs, or constructs that influence how members perceive and interpret their
world (Smircich, 1983). Hofstede (1983), too, defined culture as “collective
programming of the mind”, and focused on the local meanings and their
comparison. This school was called ‘semiotic’ “for its focus on language and
symbols as the principal tools for apprehending the native’s perspective” (Ouchi &
Wilkins, 1985, p. 161). Geertz suggested that “the whole point of a semiotic
approach to culture is to aid us in gaining access to the conceptual world in which
our subjects live so that we can, in some extended sense of the term, converse with
them” (1973, p. 24). To accomplish this, a researcher must be immersed in the
complex clusterings of symbols that people use to confer meaning upon their
world, which requires him or her to be involved in an intellectual effort of ‘thick
description’ (Ouchi & Wilkins, 1985). Despite this distinction, these two schools
of thought see culture as both a dependent variable shaped by a unique time and

place, and an independent variable shaping the behaviors of people.

To Ouchi and Wilkins (1985), organizational culture may be viewed as “a
continuation of the main line of organizational sociology” (p. 458). There has been
an enduring conflict between the researchers of organizational sociology since
Max Weber, between those who focus on the order and rationality creating
capacity of organizations and those who emphasize the chaotic and nonrational
features of organizational life. Moreover, Alvesson too pointed out (1991) “that
the expansion of organizational culture and symbolism studies may be said to be
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triggered off by tendencies to ‘social disintegration’, including the recession of
traditional ideologies or work and authority pattern during the last decade” (p.

213).

It is this conflict that has given birth to organizational culture, as the resistance of
systems to bureaucratic interpretation caused a major anomally in the study of
formal structures in organizations (Ouchi & Wilkins, 1985). School systems, for
example, called “organized anarchies” by Cohen, March and Olsen, (1972),
represented very weak rational properties and thus defined by Weick (1976) as

“loosely coupled systems.”

The ground was thus prepared for a new approach to the study of
organization. The paradigm of formal organizational structure had
been found incapable of encompassing the anomalous forms of
hospitals and of school organization, nor could it effectively
encompass the modern Japanese industrial firm, which had come to
prominence in scholarship as well as in public affairs (Ouchi &
Wilkins, 1985, p. 468).

Hence, the importance of culture in directing human behavior, which had already
been central to the study of anthropology, began to be directly applied to the study
of organizations (Fine, 1984). This interest was predominantly a promanagement
one based on the assumption that a strong and effective culture would tie the
employee to the organization and prevent alienation, which is why they argued
that managers should be conscious of and benefit from the culture of their
organization, and the cultural forms such as jargon, jokes, sagas, rituals and
stories. The majority of the studies in this tradition have attempted to assert that
some cultures are better for some organizations than others and that organizations
must be flexible enough to change cultures when necessary. These authors

examined corporations that have proven to be successful to see how consciously
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shaping the organizational mission, ideologies, ceremonies or myths can help

better management.

The most influential of these authors is Schein (1985), who listed the elements of
organizational culture as follows, 1) the observed behavioral regularities of
organizational interaction, such as language and rituals 2) the norms that evolve in
working groups 3) the dominant values espoused by an organization 4) the
philosophy that guides an organization’s policy toward employees and customers
5) the rules of the game for getting along in the organization 6) the feeling or
climate that is conveyed in an organization by the physical layout and interactions
of members with customers (p. 1).

According to Schein (1985), these elements reflect the organizations culture but
none of them is the essence of culture. “The term culture should be reserved for
the deeper level of basic assumptions and beliefs that are shared by the members
of an organization, that operate unconsciously, and that define in a basic ‘taken-
for-granted’ fashion an organization’s view of itself and its environment” (Schein,
1985, pp. 492-493). Group assumptions that are shared, taken for granted, and
usually unconscious were also seen by Schein (1990) as the most critical and

fundamental foundation and driver of organizational culture.

Just like Schein, Lyons argues that the nature of organizational culture is
multidimensional; therefore, a truly comprehensive view of organizational culture
would try to identify and consider organizational culture’s various dimensions
(Lyons, 2003).

Organizational culture can be understood as encompassing at least the following

dimensions:
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a)

b)

d)

Cognitions: patterns of shared perceptions, schemas, thought processes,
reasoning, decision making, assumptions, shared meanings, and sense
making.

Values: established patterns of priorities and ethics, and that which is held
sacred or of high esteem.

The symbolic: shared meaning, sense making process, metaphors and other
symbolic language, shared symbols, rituals, ceremonies, stories, sagas, and
myths. Symbols include anything that has symbolic meaning, or, in other
words, anything that stands for or represents something else. Sometimes
the symbolic meaning is obvious while at other times a symbol may have a
less well-known or even hidden level of meaning. The meaning is a
message that needs to be deciphered. “Themes of the symbolic discourse
are deciphered by finding and analysing various kinds of symbolic systems
and their associated meaning” (Smircich, 1983, p. 351).

Differentiation: the existence and role or influence of diversity, conflict,
subculture groups, and politics, especially established patterns. This is
critical as understanding the characteristics of organizational culture only
as shared sameness may cause us to fail to recognize the diversity and
conflict inherent in every organization (Frost, 1991).

Fragmentation: patterns present within the subgroup or organizational
culture of ambiguity, uncertainty, confusion, inconsistency, paradoxes,
unclear expectations, apparently unsolvable problems, and symbolic
expressions that may not have clear interpretation or may be impossible to
decipher within organizations. All these things have a fragmenting effect
rather than an integrating effect.

Emotions: patterns present within the organizational culture regarding
shared feelings about particular subjects, how feelings are handled, the
awareness and impact of feelings as well as the general, pervasive

emotional climate.
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9)

h)

)

The unconscious: group of organizational patterns of potential,
unconscious contents and processes related to both the personal
unconscious and the collective psyche/archetypal. These unconscious
processes include defence mechanisms, transference, projection, projective
identification, and countertransference. Smircich (1983) argued that
“culture may also be regarded as the expression of unconscious
psychological processes” (p. 351).

Contracts: rules, norms, agreements, expectations, promises, commitments.
Contracts can be about behavior, as well as about relationships, cognition,
or emotion. Reactions to breaking contracts may vary from one
organization to another, and there may also be different cultural rules about
what types of contracts can or should be made, what issues can or should
contracts address, and about who can make or break them.

Patterns of interaction and relationships: seeks to discern and understand
the effects of existing functional and dysfunctional interaction and
relationship patterns.

Defining traits or characteristics: labels that try to capture and express the
perceived or felt essence of character or personality of the organizational
culture, the public perception of the organization, what it is like to

experience being there, or what it is like to deal with the organization.

The interest in the study of organizational culture is understandable since it
provides a framework for creating order out of complex and often chaotic
dynamics of organizational life. There are certainly many other ways of the use of
culture theory in organizations but those mentioned here are the most significant

and influential ones.

Smircich divides how culture is dealt with in organization studies into two broad
perspectives, culture as a variable and culture as a root metaphor (1983). As the

most well known example to the perspective seeing culture as an organizational
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variable, Hofstede, Neuijen, Ohayv and Sanders (1990) sought an answer to the
question whether organizational cultures can be measured quantitatively, and
came up with a number of discrete dimensions of culture and studied these
dimensions through four basic manifestations of culture, which are, symbols,
heroes, rituals, and values (1990). The dimensions are process-oriented versus
result oriented cultures; job oriented versus employee oriented cultures;
professional versus parochial cultures; open system versus closed system cultures;
tightly controlled versus loosely controlled cultures; and lastly pragmatic versus
normative cultures (Hofstede et al., 1990). The following section provides a
review of the studies in the same stance, making use of the dimensions of culture
in organizations to reach a ‘better’ or ‘stronger’ culture in an attempt to accelerate

change.

2.2.2 Organizational Culture as a Managerial Tool

According to a group of scholars, organizational culture may be used as a means
of reinforcing organizational development (Hofstede et al., 1990; Schein, 1985;
Fullan & Hargreaves, 1992). To them, studying organizational culture allows for
insights into changing or strengthening those aspects of organizations which are
key to the organizational development process. Schein (2010) also claimed that an
understanding of organizational culture is necessary to identify what may be the
priority issues for the leader and leadership. This perspective could be described as
being functionalist in Burrell and Morgan’s (1979) terms and being based on
technical cognitive interests according to Habermas (1972). When culture is
portrayed as something that functions as a mechanism of stability and equilibrium,
it also becomes something that can be designed and manipulated by the leaders in
accordance with an organizational plan or mission (Hancock & Tyler, 2001),

which makes it a critical strategic variable for organizational change.
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Schein states that organizational cultures are created by leaders, and it is one of the
most important functions of leadership to create and if necessary change a culture
(1985). It may be both taken as a product of leadership, which “embodies
accumulated wisdom from those who came before us”, or a process which is
constantly renewed and reproduced as newcomers learn the old ways and
eventually become teachers of those old ways (Bolman & Deal, 1997). When the
culture is created as a ‘product’ by the leader, the next task for the leader is to
operate the mechanisms to help the acceptance and maintenance of the culture,
which include steps like recruitment of new entries, training of them, measuring
results for reward and control, and finally actions to reinforce the values such as
ensuring employees’ exposure to organizational folklore and role models.
(Lunenburg & Ornstein, 2004).

2.2.2.1 Organizational Culture as an Instrument of Change

Schein is one of those who argue that with a thorough understanding of an
organization’s culture, leaders can better assist organizational learning and
development. Schein argued that (2010) the challenge of leadership is to perceive
the limitations of one’s own organizational culture and then to develop the present
culture. According to this perspective which is referred to as “corporate culture”
by Smircich (1983), the concept of culture is considered as an integral
organizational variable. Advocates of corporate culture tended to identify
strategies and processes by which organizational leaders could manipulate culture
for managerial purposes. Ford and Ford (1995), for instance, argued that
organizational culture is created through conversations, and thus, it is essential for
leaders or change agents to take into account the rigor and consciousness in the
communication of intentional change. To Tatro (2007), this perspective views
organizational culture as an element of organization that can be strenghtened to

facilitate management objectives. Deal and Kennedy, (1982), too noted that the
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construction of shared values is central to high organizational performance, a
stance that puts great emphasis on the value of a ‘strong culture’. This view of
culture in organizations can be named as ‘instrumental’ according to the
distinction made by Peterson and Spencer (1990), who argued that organizational
culture can either be seen as instrumental, as in the case of corporate culture, or as
‘interpretive’, that is, creating a sense of meaning for members regarding
organizational values (1990). For instance, in his study on the organizational
culture of a college going through change, Tatro (2007) argued that leaders who
want to advance the mission of a college might benefit from understanding the
political, social, and economic factors that have influenced the organizational
culture of it in addition to the behavioral, emotional and cognitive experiences of
the faculty and the students of the college. Organizations produce cultural
phenomena just as they produce goods or services. The conception of culture is
based on the systems theory framework. Culture is viewed by this perspective as a
more subjectivist internal variable which has later been recognized into the
systems model. As Smircich (1983) claimed, there is a prevalent belief that
companies which have internal cultures supportive of their strategies are more
likely to be successful. The overall aim of researchers in this direction is to
diagnose organizational culture so that it would help the manager to negotiate his
way while managing the company (Smircich & Calas, 1987).

Bergquist and Pawlack (2008) take a different path than merely diagnosing the
existing culture with an aim to improve it, and suggest that we adopt an
“appreciative perspective” of the culture of an institution. That is, upon changing
the structure or processes, leaders must “focus on the successes of the organization

in order to build a preferred future for it” (Bergquist & Pawlack, 2008, p. 221).

As opposed to this approach which sees culture as a means of socialisation into the
organization and a tool for organizational change used by the managers and the

employee having no influence on it, culture is also seen as a root metaphor for
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organizations, which promotes a view of organizations as expressive forms and

manifestations of human consciousness (Smircich, 1983).

2.2.3 Culture as Root Metaphor for Organizations

Unlike the first perspective to the study of organizational culture that sees culture
embedded in the larger metaphor of organism for organization, culture as root
metaphor for organizations views organizations as cultures themselves. It
promotes a view of organizations as expressive forms and manifestations of
human consciousness. According to Putnam and Fairhurst (2004), organizational
culture is not just another piece in the puzzle, but it is the puzzle. One important
point to be noted according to Inglis (2004, p. 22) is that “culture cannot be
planned but will have its way”. The theoretical background where it stems from is
the concept of culture in anthropology. According to how culture is
conceptualized in anthropology, this view is also divided into three themes by
Smircich and Calas (1987) and Smircich (1983):

1. Cognitive perspective: Culture is seen as a system of shared cognitions
or a system of knowledge and beliefs. Organizational culture may be
represented as a ‘master contract’ which includes the organization’s
self image and rules and regulations that organize beliefs in the light of
this image.

2. Symbolic perspective: They treat cultures as systems of shared
symbols and meanings. An organization is conceived of as a pattern of
symbolic discourse that needs interpreting, deciphering or reading in
order to be understood. The focus of analysis is on how individuals
interpret and understand their experience and how these interpretations
and understandings relate to action. The focus of some research in this
perspective is on language, symbols, myths, rituals and stories.
However, these are not taken as cultural artifacts, but as generative
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processes that shape meanings that are fundamental to the existence of
the organization.

3. Structural perspective: They claim that culture displays the workings
of the unconscious infrastructure. The purpose of their research is to
reveal hidden and universal dimensions of the human mind in the

organization.

According to Habermas (1984), knowledge does not exist as some abstract entity,
but is the product of intentional human activity. Values, goals, purposes and aims
concerning the ultimate potential contribution of a specific research effort are
governing it. These aims, to Alvesson (1991), are knowledge-constitutive or
cognitive interests, which he groups under three as: the technical aims to find laws
or law-like relationships; the practical is concerned with the understanding of the
historical and traditional context of human life; and the emancipatory cognitive
interest aims to stimulate self-reflection in personal and social life in order to free
man from the restrictions and repressions of the established social order and its
ideologies. Alvesson (1991) pointed out that the majority of organizational culture
researchers, who have a rather functionalistic orientation focusing on the
immediate interests of practitioners can be considered to be proceeding from a
technical cognitive interest (1991). These authors assume that knowledge about
how symbols function and how they can be deliberately changed and controlled

provide the potential means for the manipulation of symbols by the managers.

However, the ‘culture as root metaphor’ view to studying organizational culture
offered by Smircich (1983) stimulates a different cognitive interest in the
researcher’s attention, which “shifts from concerns about what do organizations
accomplish and how they may accomplish it more efficiently, to how is
organization accomplished and what does it mean to be organized” (Smircich,
1983, p. 353). To Alvesson (1991), this approach is more closely related to the
practical cognitive interest, but might also produce valuable knowledge from an
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emancipatory point of view, as focusing on the systems of meaning in human
organizations would inevitably lead to the recognition of conflicting preferences
and interpretations through revealing the unconscious assumptions and processes

that lead human beings.

There are others who have departed from the conceptualization of culture as an
organizational variable and viewed culture as a concept rather than a thing. The
first step towards understanding the essence of organizational culture is to
appreciate that it is a concept rather than a thing. This distinction is crucial. A
thing can be discovered and truths established about it, for example, through
empirical research. Unlike a thing, however, “a concept is created in people’s
minds — that is, it must be conjured up, defined and refined” (Ott, 1989, p. 50).

Bate (1994) pointed out why culture is not a ‘thing’ as:
In strategic terms we need to think about organizations as being
cultures rather than having cultures. It is the conception of
organization rather than the object of study that makes the culture
perspective unique. The important point, therefore is not what we
study, but the different way we look at the organization: the task for

the culture strategist is not to think about culture but to think culturally
(p. 17).

As Oches (2001) claimed, culture cannot be manipulated to the extent that a
cause-effect relationship between all actions and desired outcomes is possible. A
researcher approaching culture as a variable views it as equal to other elements
such as personnel, location, etc. and assumes that it can be quantified and tracked
in the name of profitability. For example, school culture is a behavioral
phenomenon that cannot be studied directly. It is inferred from observed behavior
such as language, rituals, and ceremonies commonly encountered in the cultural

setting (Oches, 2001). However, that it is inferred from observed behavior does
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not mean culture acts machine-like with every action being predictable and every
element totally definable. It is larger than the set of activities observed to explain
it. It is not a tool to increase effectiveness, but a tool for understanding meaning.
According to Brunner (1996, p. 28), “the chief subject matter of school, viewed

culturally, is the school itself.”

2.2.4 Studies of School Culture

Schools are considered as ‘open systems’, that is to say, in relation to an
‘environment’ (Tipton, 1985). While schools do indeed have different cultures, it
is also likely that schools operating within a given societal context (culture) will
share many similar cultural characteristic when compared with schools in other
nations. Put differently, the values and behavioral norms shared by people of a
given culture will exercise a profound effect on all aspects of relationships within
schools (Hallinger & Leithwood, 1996). Thus, Hallinger and Leithwood argue that
the societal culture exerts a significant influence on administrators beyond that of
the specific organization. There may possibly be interesting interactions between
the cultural norms at the national level and the types of formal institutional
systems they design for the organization and management of schooling (Hallinger
& Leithwood, 1996). Aspects of education system such as the degree of
centralization may form qualitatively different educational contexts in different
nations. Especially together with the widespread use of internationally comparable
data such as league tables, the discussion of whether such comparison makes
‘cultural’ sense or whether certain educational activities that are found to be
successful in one nation are culturally appropriate for the other has risen
(LeTendre, Baker, Abika, Goesling, & Wiseman, 2001). Thus, the argument is
usually centered around whether it is feasible or not to borrow educational
practices from other nations; because the distinctive cultures that the nations have

are thought to be shaping actual practices in schooling.
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The study of LeTendre et al. (2001) examined these assumptions about cultural
and cross-national comparisons with data from the 1995 TIMMS survey in
Germany, Japan, and the US. While there are undeniable national cultural factors
affecting teaching in the US and other nations, this study revealed how global
dynamics in national educational policy trends affect teachers’ working lives. It
was concluded that classroom environments are remarkably similar around the
world, and teachers work within homogenous parameters of instructional practice
that are institutionalized on a global level, though it is dangerous to imply that
everything is the same everywhere, since the global dynamic culture of teaching
may sometimes reach a dead end where unique national and local change is also
possible (LeTendre et al., 2001). In her criticism of LeTendre et al.’s work,
Anderson-Levitt (2002) argued that this must not be taken as a dead end due to
unique national change, but because of the differences in the implementation
process, which are quite natural. People will never borrow an idea from another
country, or even from the school next door, without transforming it into something
new (Anderson-Levitt, 2002), which reminds us of the premise that every school

is a unique culture.

Just like unique national and local change is possible, there is also the issue of
whether national cultures are that stable across nations and homogenous within
nations. There may also be differences within nations, which is the focus of what
Abraham (2007) calls differentiation/polarization studies. Van Houtte’s (2006)
study, which provides large sample quantitative analysis of differentiation and
polarization between school cultures in Belgium, is an example to these. Her
results conveyed that there is a causal relationship between internal differentiation

in the form of streaming the students and polarization of student sub-cultures.

Similarly, Arslan, Kuru and Satic1 (2005) investigated teachers’ perceptions of

organizational culture and its dimensions in primary and secondary schools in
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order to examine similarities and differences between levels. A survey was
conducted through an organizational culture questionnaire in randomly selected
three primary and three high schools in Gebze. The results revealed that according
to teachers’ perceptions, there is a strong organizational culture in primary schools
while in high schools organizational culture is perceived to be weak by teachers.
These studies could be given as examples to studies that aim to identify types of

cultures in different levels of educational organizations.

The organizational culture perspective into understanding the relationships or
patterns in higher education contexts has been quite popular in the fields of both
management and education. One of the most influential of these works is by
Bergquist (1992), who identified four distinct cultures in American higher
education, recognizing that each culture can only be understood in the context of
its historical roots and its multiple representations in the campus. These cultures
are: collegial culture, managerial culture, developmental culture, and negotiating
culture. Bergquist (1992) asserted that although one of these is usually dominant
and embraced by the faculty and administrators in a higher education context, the
other three cultures too are always present and in interaction with the dominant
one. In a more recent study, he pointed out the importance of two additional
cultures in higher education institutions, namely virtual culture and tangible
culture, which have emerged as a result of the external influences on our global
culture (Bergquist & Pawlack, 2008). Bergquist’s work assumes that the
importance of studying culture appears when efforts are initiated to bring about
change, and those who initiate change must take into account that different
strategies are needed during times of change for each culture, which demonstrates
us that he assumes organizational culture to be a tool that can be manipulated in

order to reach organizational aims such as change.

A more recent attempt to advance the understanding of the relationships between
academic staff and administrators in a university context was done by Kuo (2009).
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His study used interview data from 18 academicians and 18 administrators in a US
university, with the purpose of investigating how they perceive and construct their
relationship from an organizational culture perspective. The findings suggested
that in general the relationships between academic staff and administrators are
professional and based on collegiality, interpersonal dynamics, professionalism
and open dialogue; and underscore the importance of appreciating how cultural
subjectivity, diversity and complexity can have a direct impact on the evolution of
relationships between academic staff and administrators. This study is significant
in that it reaffirms the role of culture and its manifestations in academic circles as

they create and shape dynamic relationships.

A school reform concept popular a decade or more ago, effective schools,
considered culture to be a mechanism to achieve greater levels of learning in
students (Oches, 2001). They aimed to enhance or to change the culture to get
desired results. As an extension of the discourse of effective schools in educational
leadership studies, the concept of school culture has attracted a lot of attention,
especially in the form of studies into the shaping or reshaping of school culture in
line with managerial targets. Bulach (2001), for instance, claims that the secret for
successful change in schools is to identify the existing culture and reshape it. This
diagnostic approach is also apparent in the ‘strong school cultures’ literature,
which sees teachers and administrators as important variables in creating an
effective school culture. Lance’s (2010) study which is based on a case study of
two ethnically diverse urban primary schools in England might constitute an
example to this as it aims to identify core values conducive to the building of a
positive school culture. The commitment of the headteachers to their individual
schools, their respect for the pupils and their families, and their attention to
providing a breadth of learning experience were identified as being the key

factors.
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Oplatka and Brown’s study (2007) is also one that regards school culture as a
variable that can be manipulated in the light of managerial aims, in their case
being the incorporation of market orientation in the school culture. They believe
that market orientation as an element of school culture extends beyond customer
orientation, and also includes values like competitor orientation and inter-
functional coordination, which altogether benefit schools since they underpin the
development and implementation of successful organization-environment

relationships.

An example of this approach which emphasizes ‘strong’ or ‘positive’ cultures in
the Turkish context can be seen in Ugurlu’s (2009) study, which documented the
significance of school culture for organizational development. Through semi-
structured interviews with teachers and analysis of documents, the characteristics
of school culture were identified, and it was observed that administrators’
behaviors had a determining effect on school culture. From these findings, it was
concluded that we must give importance to the organizational culture of a school
in order to make the school more effective by changing the behaviors of the

people who are part of the organization (Ugurlu, 2009).

Another study by Sahin (2004), which aimed to determine the relationship
between the leadership styles of school principals and school culture through a
survey in 50 primary schools in Izmir using school principal’s leadership style
scale and school culture scale, sees principals as an important variable in creating
an effective school culture. The results conveyed that principals exhibit more
transformational leadership than transactional style, and there is a positive
relationship between the transformational leadership and some dimensions of
school culture in the scale such as cooperative, educational development and

social-educational.
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What the findings of these studies depict in common is that organizational culture
in educational organizations at all levels including higher education is a significant
variable which influences various aspects or factors such as relationships among
staff, leadership styles, organizational development, and organization-environment
relationships; and there is point in paying more attention to and being aware of

culture as having a determining effect on these factors.

2.2.5 Teacher Culture and its Significance for Educational Change

Teachers may be expected to exhibit a variety of discourses, the cultural forms of
which will be influenced by patterns of work, teacher education, and socialization.
Hence, it would be hard to expect that there will be any single set of beliefs and
practices that belong essentially to teachers. However, the school organization, the
problems and dilemmas of teaching and curriculum are likely to provide similar
conditions to teachers that may result in the evolution of distinctive cultures for
them (Sachs & Smith, 1988). There is a strand of teacher culture theory that
proposes that teachers as a professional category are not homogenous, so their
cultures are not either. Cherryholmes (1987), for instance, claimed that teacher
cultures are fluid, pluralistic and diverse, depending on the environmental,
systemic and biographical features of teachers. In contrast to this, another position
is that teachers and schools are characterized by uniformity rather than pluralism
(Bernstein, 1987; Goodlad, 2004). Hargreaves (1984) also mentioned high cultural
consensus among teachers regarding the meaning of work for them. Teachers
make up their minds about how to change their practices in the light of their

informed practical deliberations (Craig, 2009).
Teachers’ work has been the subject of many major restructuring efforts over a

couple of decades around the world, and the working lives of teachers have

undergone dramatic changes as a result of curriculum demands or change efforts
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on working times or teacher roles (Klette, 2000). Many scholars have noted that
the relationship between education policy, the activities of teachers and school
administrators, and student learning and achievement is a complex one (e.g.,
Cuban, 1993; Fullan, 1999; Hatch, 2002).

Grimmett et. al’s (2008, p. 103) examination of teacher research indicates that
“instructional improvement needs to be transformed into an experience that
sustains a rich conversation about pedagogical possibilities, working alongside
teachers to help diverse learners in a rapidly changing social context by
collaboratively addressing the vexing questions and perplexing dilemmas inherent
in daily practice.” Teachers’ emotions, as Hargreaves (2005) pointed out, are also
critical during the instructional improvement process since teachers may resist
outside pressure in order to protect their professional identity and their emotions

of the workplace.

2.2.6 Studies into Teacher Culture

A cultural perspective when examining research would lead us to expect that
aspects of teacher culture would shape the schools’ responses to new requirements
of policy makers. Acker (1990) argues that the cultural look, as well as theoretical
approaches such as symbolic interactionism more generally, shows us that

meanings and interpretations are significant in their own contexts.

While educational research once focused on the behaviors and processes of
teachers, it now recognizes the need to consider how teachers think about their
work (Brilhart, 2010). This postmodern shift requires an epistemological
framework that emphasizes human meaning making in context and an interpretive

framework that recognizes the impact of social interactions and context for this
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meaning making. There is increasing emphasis on the importance of including a
focus on the contextual parameters that shape teachers’ lives rather than just
focusing on teacher practice alone (Ohi, 2008). The reason for this is explained by
van den Berg (2002) as follows:
The existing patterns of culture, power, and control within a school
system clearly influence the functioning of teachers, which leads to the
question of how developments can be steered in such a manner that the
personal identities and meanings of those directly involved are also

taken maximally into consideration (pp. 583-584).

Klette (2000) studied the implications of recent changes in education in Norway
for teachers” work. Starting with the 80’s, as a result of the pressures on the
traditional welfare state model to change educational policies, there was a shift to
a more decentralized model of education in terms of regulation, planning,
financing, and school improvement, continued with curricular reforms in the early
90’s (Klette, 2000). The evaluation of her findings indicated that the new policies
had a positive impact on teacher collaboration and cooperation in schools to a
certain extent; nevertheless, did not lead to professional development either at

institutional or individual level.

In an ethnographic study aiming to understand how primary teachers construe the
notion of work, Nias (1989) argues that despite their differences, primary school
teachers see themselves in similar ways. In her study, these similarities were found
to be centred around the feelings of strong doubt about the quality of their own
functioning as teachers. According to the findings, these doubts are caused by the
monotony of daily classroom activities; a changed mentality of students who
appear to be less disciplined and less motivated; increasingly negative attitudes of
those outside the school toward education; confusing and sometimes slack
attitudes of local, regional, or national policies; and less serious and less motivated

attitudes of younger colleagues.
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Another study in the same vein is Helsby’s (2000) work that explores the changes
in teachers’ work cultures and professionalism as a result of the constraints
brought about by the National Curriculum in England. Drawing upon interview
data from a 30 month study of teachers’ professional cultures, Helsby concluded
that the initial implementation of the National Curriculum in England could be
seen to have a negative effect on teacher professionalism, as it overtly challenged
teacher autonomy. However, it was also seen that this acted as a positive prompt

for teacher development (2000).

A similar study was conducted in the same context by Mac an Ghaill (1992), with
the purpose of critically examining the institutional dialectical dynamics of how
recent policy influences teacher cultures and in turn how teacher cultures impact
policy. The study identified three groups of teacher cultures on the basis of
interviews, observation and a questionnaire: the cultures of the Professionals, the
Old Collectivists, and the New Entrepreneurs. Although none of these ideologies
held exclusive control over the others, they interacted in a competing way with a
dominant position emerging, that of the New Entrepreneurs (Mac an Ghaill,
1992).

Acker’s (1990) study also uses longitudinal ethnographic data to investigate the
impact of recent government legislation on primary school teachers, through an
analysis of the changes in their distinctive cultures. By the end of a year, Acker
observed visible signs that the culture of teachers at her case school was changing,
the impetus largely being the government initiatives. Her study shows us that the
implementation process of government initiated change was more than simply a
technical matter, and some aspects of teacher culture at the school such as
collegiality, and collaboration made it smoother; whereas other aspects such as the
reluctance to produce written documents made it more difficult. Overall, teachers
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perceive a threat and are anxious about the changes in general, but changes are not

perceived as destructive or deskilling by them (Acker, 1990).

Every decision made by schools as organizations and by individual teachers in
their classrooms reflects certain value preferences (Tal & Yinon, 2009). Friedman
and Almog-Bareket (2006) looked at value dimensions and organizational
strategies differentiating among schools based on a study of Israeli teachers. Based
on a model of seven value types being conformity, autonomy, innovation,
conservatism, boundedness, achievement and well-being, they found that all of
these with an addition of eighth value —creativity- emerged from the data. Their
data also revealed that diversity among schools is likely to reflect variability

regarding the intensity of endorsement of the value dimensions (2006).

New researchers in cultural studies have improved past research by
taking seriously how interactions produce not only perspectives on the
world that are gendered and raced but categories of people and
understandings about the world that are embedded in our language.
Theoretically, the outcome has been a melding of symbolic
interactionism, critical multiculturalism, and forms of postmodern
literary theory (Casella, 1999, p. 113).

2.3 Educational Change

The modern state is the one that plans and governs social service and
technological sufficiency on one side, and humans’ development and
improvement on the other side. Its control and intervention is at its maximum,
both protecting the public and making it advance. Education is one of the domains
the modern state controls as such and intervenes in. Thus, educational reforms are

always of the most significant and pervasive ones all over the world.

49



The terms ‘reform’ and ‘change’ in education present different purposes and
outcomes. To Horn (2002), the difference lies in the fact that ‘reform’ implies that
something is wrong and will be better, but ‘change’ simply implies that something
will be completely altered or transformed after the implementation. Popkewitz
(1991), too, shares this belief that ‘reform’ requires some sort of intervention in
the going-on process in the name of progress. However, it is quite common to see
these terms being used interchangeably depending on people’s understandings of
them. For the purposes of this study, the term ‘educational change’ will be
preferred as it connotes a more transformative process aiming to rebuild what is
considered ‘learning’ and ‘knowledge’, rather than simply trying to correct a

deficiency in the system.

Horn (2002) claims that the two terms are also different in terms of their relation
to the general public. Reforms are less likely to create anxiety among the public as
they are more narrowly focused and they require most aspects of the educational
system remain the same. This means it is easier for reforms to gain wider public
support and they can be more easily explained. However, when it comes to
educational change, public support is not sufficient in itself as a reeducation of the
public is also essential. “Change requires public understanding of something that

is new and outside of their personal experience with education” (Horn, 2002, p. 2).

2.3.1 Educational Change at the Macro Level

Either call it reform or change, the inclusion of public support as a requirement
demonstrates that this is inherently a political process, sometimes even stemming
from political motives and agendas not related to education at all (Horn, 2002).
The need to compete for support for the part of the initiators of change requires
them to demonstrate to the public the need for change and the planned benefits.

While promising an improvement in the education system, policy makers tend to
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forget that the existing system may also have some strengths and be highly critical
of it (Morris, Chan & Ling, 2002). In the case of primary curriculum change that
was realized in Turkey in 2005, the same was done by stressing the ranking of
Turkey according to 2004 PISA results (Giir, Celik & Ozoglu, 2011).

‘Political’ also refers to an allocation or reallocation of scarce educational
resources, which implies that “whoever controls the change process has the power
to benefit some students or community constituencies more than others”
(Scheurich, 1997). As Blase and Bjork put it, the term ‘politics’ refers to decisions
about the allocation of valued goods for a particular society or organization, in
other words, it is the question of who gets what, how and when (2010).

For the purposes of this study, what is meant by change in the discussion is
imposed or mandated change by policymakers. However, either voluntary or
imposed, all real change involves loss, anxiety and struggle and it is essential to
recognize this as a natural and inevitable aspect of it; otherwise we might ignore
important aspects of change and misinterpret others (Fullan, 2001). This is parallel
to what Schon referred to as “passing through the zones of uncertainty” (1971, p.
12). Real change represents both personal and collective experience that reflects
ambivalence and uncertainty (Fullan, 2001), which makes the subjective reality of
those involved very relevant to the success or failure of the change attempt. Since
change puts goals, skills, philosophies or beliefs of those involved at stake and
causes ambivalence or incoherence, it is necessary to question their subjective
conceptions of reality. The conceptual understandings that educators, students,
and community members share about educational change are an important
sociological constraint that impedes the development of controlled change within
educational structures (Seldin & Maloy, 1979, p. 30).

Educational change is technically simple but socially complex... A
large part of the problem of educational change may be less a question
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of dogmatic resistance and bad intentions and more a question of the
difficulties related to planning and coordinating a multilevel social
process involving thousands of people (Fullan, 2001, p. 45).

The degree of change is strongly related to the extent to which teachers interact
with each other and others providing technical help. Fullan argued that significant
educational change consists of changes in beliefs, teaching styles and materials,
which can be brought about only through a process of personal development in a
social context (2001).

Although there is a strong need to attend to the local particularities while
analyzing education policy making, it is still valuable to be aware of the general
patterns and convergence around the world (Ball, 1998). In fact, this convergence
has become so natural and widespread that education is seen as a test of
globalization thesis; on the grounds that if education, as the most national of
institutions, is being globalised, then the idea of globalization must have some
substance (Dale, 2009). The area of education where we are most likely to see
convergence because of globalization is pedagogy, one of the most culturally
bound elements of education. Dale identifies three possible areas of convergence
of pedagogies in education: of practices, of justifications of them, and of spaces
which frame those justifications. Dale (2009) claims that ‘national’ is not
anymore the only scale of activity in education, or the only level at which we may

discern changes in education.

A shift is taking place in the relationship between politics, government and
education in mostly complex westernized post-industrialized countries, which
Carter and O’Neill (1995) call ‘the new orthodoxy’, which they characterize
through the following elements: 1) Improving national economics by tightening
the connection between schooling and employment, 2) Enhancing student
outcomes in employment related skills and competencies, 3) Attaining more direct
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control over curriculum content and assessment, 4) Reducing the costs to
government of education, 5) Increasing community input to education by direct

involvement in school decision making.

The fact that change is mandated from national policy making or, as is usually the
case, from supranational organizations does not mean that it is to be readily
accepted. However, there is such a tendency in studies especially in developing
countries, which is highly problematic according to Morris, Chan & Ling (2002).
It is generally assumed that policies are unproblematic and that barriers to change
stem from schools and teachers within schools (Morris, Chan and Ling, 2002).
Instead, we need to focus on the ways schools and teachers perceive or respond to
centrally initiated change, rather than the extent to which it was implemented.
Therefore, when analyzing what would have changed if an innovation were fully
implemented, there is a need to look at the change occurred in one of the
following three things first: curriculum materials, teaching practices and beliefs
and understandings of teachers about the curriculum and learning practices
(Fullan, 2001). This assumption is not only widespread in empirical
implementation studies but also in the minds of the national policy makers. To
Hargreaves, “change has been developed or imposed in a context where teachers
have been given little credit or recognition for changing themselves, and for
possessing their own wisdom to distinguish between what reasonably can be
changed and what cannot” (1994, p. 6). The challenge of curriculum change,
according to Carson (2008), starts with the curriculum development itself,
“because of its focus on curriculum outcomes rather than the implementation
process” (p. 2). He argues that ‘implementation’ as a concept is inherently
problematic. ~ While curriculum design is a reformist and creative activity
addressing the shortcomings of the curriculum, implementation focuses on the
interventions made on the teacher through in-service training and instructional
support materials, without dealing with the teachers’ understandings and identities

formed in relation to the former curriculum (Carson, 2008). Although teachers pay
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attention to objectives and plan their lessons appropriately, teaching is not
primarily a rationally planned activity. This is defined as the ‘lived curriculum’ by
Aoki (2005), who attaches importance to the contingent and local worlds of

particular classrooms and the contexts of teachers.

2.3.2 ‘The Teacher’ in Educational Change Literature

2.3.2.1 The Teacher as a ‘Professional’

Teaching as a complex process may be conceptualized in many different ways,
one of which is that it is a professional activity. This conceptualization of teaching
acknowledges the body of specialized knowledge acquired by teachers through
training and experience. Secondly, apart from specialized knowledge that the job
requires, what makes teaching a professional activity is its goal orientation in
relation to students, parents, administrators, inspectors, politicians and so on.
These are agencies that most probably hold differing positions against and thus
expectations from teachers, which usually creates the conflict of what constitutes
good teaching in teachers. Third, teachers deal with problems that are often
complex and ambiguous, especially in class, which is considered a complex
environment itself (Calderhead, 1997). “Given this complexity of the teaching
task, it indeed seems a remarkable achievement that teaching and learning occur in
schools at all” (Calderhead, 1997, p. 82). Therefore, ‘the teacher as professional’
may be valuable to us in conceptualizing and exploring the nature of teachers’

practice better.

Following Calderhead’s conceptualization of teaching as a professional activity,
there is a need to discuss what constitutes the first requirement he claims for a
practice to be professional, that is, the body of specialized knowledge that one is
required to have. Shulman explains this body in three domains of content

knowledge, which he defines as “the amount and organization of knowledge per
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se in the mind of the teacher”: a) subject matter content knowledge, b)

pedagogical content knowledge, and c) curricular knowledge.

To Shulman (1997), teachers must both be capable of defining for students the
accepted truths in a domain, and also be able to explain why a particular
knowledge is worth knowing and how it relates to other pieces of knowledge, both
in theory and practice. He expects that the subject matter content knowledge of the
teacher must be at least equal to that of the subject matter major (Shulman, 1997).
As for pedagogical content knowledge, Shulman refers to “the particular form of
content knowledge that embodies the aspects of content knowledge most germane
to its teachability” (p. 85). This includes the most regularly taught topics in that
area, the most useful forms of representation of those ideas, the most powerful
analogies, examples, explanations and demonstrations, namely, the ways of
representing and formulating the subject in a way to make it comprehensible to
students, with different conceptions and preconceptions about the topic due to age,
backgrounds, and experiences (Shulman, 1997).  Within the last category,
curricular knowledge, we have the knowledge that we expect teachers to have
regarding curricular alternatives and the associated materials available for
instruction of a specific topic. This type of knowledge, to Shulman, is like the
knowledge of possible treatments available to ameliorate a given disorder in the
case of a physician for a teacher (1997). To sum up, a teacher need not only be a
master of strategies and procedures, but also must be capable of explaining why
something is done, which makes him/her a professional (Shulman, 1997).
However, while a theory is able to empower the teacher with the cultural and
theoretical frame of reference, at the same time it makes him dependent and
limited within a ‘restricted’ area of one dominant theoretical paradigm. Any
theory as a framework of thinking shapes the consciousness and limits the teacher
to a single system of symbols (Shepel, 1995).
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2.3.2.2 The Teacher as ‘Person’

Upon discussing the body of knowledge that a teacher as a ‘professional’ should
have, it is quite noteworthy to remember that “teachers are more than mere
bundles of knowledge, skill and technique... teachers are people too” (Fullan &
Hargreaves, 1997, p. 67). You cannot understand the teacher or teaching without
understanding who the teacher is as a person (Goodson, 1992). This also means
you cannot change the teacher without changing the person the teacher is (Fullan
& Hargreaves, 1997). The teacher as a total person is made up of factors like age,
stage of career, life experiences, and gender. All these factors influence teachers’
interest in and reaction to innovation and their motivation to seek improvement
(Fullan & Hargreaves, 1997). Even Fullan, who has insisted on whole school
change in many of his works, admits later that because of the so far neglected
notion of ‘teacher as person’, massive commitment to whole school change is an
unrealistic goal, especially for those in their late careers. Instead, they suggest
“modest but persistent attempts to expand teaching repertoires and to improve
practice in association with colleagues” (Fullan & Hargreaves, 1997, p. 71). In
order to understand the relationship between educational change and the teacher as
person, Beck and Hansen (2009) investigated the generational differences and
similarities in a post-reform school in regard to learning values and the
competence discourse about the curriculum reform. What they found was young
teachers are more reform friendly than their older colleagues (Beck & Hansen,
2009).

Teaching is one of the few professions where it is impossible to separate the
human element loaded with value, emotion and belief from the professionality of
the work. Thus, the following paragraphs aim to dwell on the literature that does

not separate the two aspects, but intentionally take them as one.
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There are two widely agreed upon explanations of the meaning of the change in
teachers’ work: professionalization and intensification. Those who are centered on
the explanation of professionalism argue that teachers’ role have extended in a
way that has realized the professionalization of them. For them, teachers are
becoming more skilled and teaching has become more complex through initiatives
such as the whole school curriculum development, involvement in collaborative
cultures of mutual support and professional growth, and engagement in processes

of school-wide change (Hargreaves, 1994).

Those who claim for the intensification of teachers’ work focus on major trends
towards deterioration and deprofessionalisation, as they portray teachers’ work as
becoming more routinised, deskilled and degraded. To them, teachers are deprived
of the trust to exercise power and expertise of judgement in their classrooms since
they are controlled by prescribed programs, mandated curricula and step by step
pre-determined methods of instruction. What is intensified here is that they are
expected to respond to greater pressures and comply with the requirements of
numerous innovations under more stressful and less stable conditions (Hargreaves,
1994). Some examples of the more apparent results of intensification are listed as
reduced time for relaxation, even for lunch during the working day; lack of time to
keep up with the field, chronic and persistent overload, and reduction in the

quality of service by Hargreaves (1994).

The process by which teaching is changing and teachers are changed is
systematically ironic. Good intentions are persistently and
infuriatingly turned on their heads. Even the most well-intentioned
change devices which try to respect teachers’ discretionary judgments
promote their professional growth and support their efforts to build
professional community are often self- defeating because they are
squeezed into mechanistic models or suffocated through stifling
supervision (p. 3).
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Thus, professional development may actually result in stricter bureaucratic
control, and threaten the desire to teach. There is no human change without
emotion (Hargreaves, 2004), especially for teachers, who are found to depend on
intrinsic psychic rewards rather than public external rewards (Lortie, 1975).
Teachers’ organizational change in schools is also about emotions such as conflict,
unpredictability, resistance, and some loss of self-image. When teachers resist
reform efforts, it is often because it threatens their self-image, their sense of
identity, and their emotional bonds with students and colleagues by overloading
the curriculum and intensifying teachers’ work and control from the outside

(Zembylas, 2010).

“Curriculum reform efforts usually have ignored the culture in which curriculum
is embedded. An extremely important part of this culture is the teacher who will
plan and implement the curriculum” (Tobin & Dawson, 1992, p. 81). To change
the curriculum, it is essential to help teachers reconceptualize the manner in which
they make sense of their respective roles, which reminds us that teacher education
is a critical component of curriculum change so that they “become educated in the
use of the resources to facilitate learning of students in their classrooms” (Tobin &
Dawson, 1992, p. 92). Change, then, in this context, is taken to be change in
teachers’ practice and behavior that provides evidence of change in attitude,
disposition and thinking (Miller, 2002), in other words, the range of meanings that
teachers assign to the change. There may be a couple of factors influencing the
extent to which teachers actually change their practices following a change in their
thinking and dispositions. In a study into the perceptions of teachers to the new
science curriculum reform in South Africa by Bantwini (2010), for instance, it was
found that teachers were either negative about the reform, or neutral about it with
some concern. What Bantwini also looked into was where the perceived meanings
of teachers emanated from, and s/he found that the following factors contributed to

the formation of teachers’ perceptions (2010): 1) Lack of understanding of the
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curriculum reforms, 2) Lack of classroom support, 3) Lack of in-service

professional development for teachers.

Fullan notes that it is the actions of teachers, who he considers the frontline agents
of change, which are critical to successful implementation of change (2001). This
might well be the reason why in some occasions, new packages of curriculum
have deliberately been designed in a way that would be almost ‘teacher proof”,
that is, in a way that would facilitate instruction no matter how prepared or
unprepared the teacher is (Tobin & Dawson, 1992). This might be the case
because there are huge differences among the training profiles of the teachers, or
in an attempt to decrease the workload of teachers so that they would more readily
accept the new curriculum. However, designing the change process in a way that it
will be ‘teacher proof” would certainly diminish the pivotal role that teachers play
in educational change. In her research report aiming to find out the personal and
organizational factors which teachers say affect their receptivity to change,
Mellencamp (1992) concluded that ‘teacher voice’- the ability of teachers to
initiate and decide change and to be heard as respected members of the schooling

system- is the most critical factor affecting teacher receptivity to change.

All in all, ‘the best’ possible scenario for successful curriculum reform would be
informed by a dialectic nature of theory and practice encountered both in the
academia and the field, with a particular attention to teachers and the cultural
regularities of their specific contexts (May, 1989).

2.3.3 Educational Reform in Turkey

There is a need to discuss educational reforms in the light of both internal
conditions and external influences. This is actually true for administrative reforms

in Turkey in general, as they are generally initiated by or because of external
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actors or dynamics. For instance, the structural reforms of the Turkish
administration after 1980’s basically aimed to recognize the relationship between
the state and the market so that the neo-liberal policies of the new world could be
more readily and smoothly adapted. International or supra-national organizations
such as the OECD, World Bank, UNESCO, European Commission and WTO
began playing an increasingly dominant role in shaping national socio-economic
policies across the world countries by providing credits and loans, preparing
projects and reports, and conducting comparative research activities (Devidal,
2009; Domenech & Mora-Ninci, 2009). Particularly for educational policy
development, OECD is considered one of the most influential international actors
today (Rautalin & Alasuutari, 2007). Unlike many other international
organizations, OECD does not have a legislative or economic power over its
member countries. Its influential power is rather related to its expert position that

stems from its vast comparative research capacity (Rautalin & Alasuutari, 2007).

The Republic of Turkey was established in 1923 as an invention of the modernists
who sought a radical transformation of traditional Ottoman Islamic social,
economic, and political structures after the 3-year War of Independence. The
modernization project of the statesmen took Westernisation, democracy, and
secularization as the new basis for the society (Giiven, 2004). The Turkish
Revolution, with an emphasis on secularism and nationalism, placed great
emphasis on the education of its young population. From the declaration of the
republican state to this day, there have been a lot of amendments at all levels of

education both in terms of process and content.

An Education Congress was led by Atatiirk in 1921, in order to discuss and
develop elementary and secondary education programs. In 1924, The Law of
Unification of Education was passed, which connected all schools to the Ministry
of Education and resulted in a unified system of education. Elementary education
was later reorganized with the 1961 law, which increased the duration of
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education in village elementary schools from three to five years. In 1973, the
Basic Law of National Education was passed, through which basic education
became eight years and middle schools which had formerly been a part of
secondary education became a part of primary education. 1981 is another critical
date in the history of Turkish educational reform because of the Higher Education
Law, which collated all higher education institutions under universities, and
established a Council of Higher Education for the central administration of higher

education.

At present, all of the primary and secondary schools are bound to MONE, and
there are standard rules and regulations referring to every school and every
educational act taking place in these schools, which are both structurally and
financially dependent on the Ministry. Thus, we have a centralized system design
in the administration of education, which is vertically established, hence produces
an example of stagnant bureaucracies defined by Bolman and Deal (1997).
Fretwell and Wheeler (2001) also state that Turkey has the most highly centralized

educational system among OECD member states.

Educational reforms in Turkey have usually paid only lip service to the citizens
since they have concentrated on bits and pieces of the system but never touched
core structural or pedagogical practices. In other words, the general picture of
reforms show that they have not had the substantial effect hoped for by the policy
makers as they were fragmented change efforts aiming to gain political advantage
(Aksit, 2007). Large scale reforms in education in Turkey are mandated to

teachers, students and other stakeholders of the system.

In 2004, two major reform initiatives were proposed one of which is curricular.
The curricular reform for primary education was launched in 2005, with the aim of
making major alterations in the educational philosophy and teaching methodology
in order to prepare children better for a changing world. Unlike the former
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curriculum that was largely drawn from a behaviorist understanding, the new
primary curriculum is based on constructivist paradigm and multiple intelligence
theory (Caliskan & Tabancali, 2009).

The objectives of the curriculum reform according to the Board of Education and
Training are as follows (TTKB, 2005):

a) To reduce the amount of content and number of concepts

b) To arrange the units thematically

c) To develop nine core competencies across the curriculum

d) To move from a teacher-centred didactic model to a student centered

constructivist model

e) To incorporate ICT into instruction

f) To monitor student progress through formative and authentic assessment

g) To enhance citizenship education

h) To introduce second language courses in primary school

i) To widen the scope of religious education

j) To establish a system of student representation

k) To engage students in community work

The first draft of the program, prepared through the participation of
representatives from non-governmental organizations, universities, and schools,
was piloted in 120 schools in 9 different cities in the 2004-2005 academic year.
Then, the pilot study was evaluated to make the necessary revisions, to design new
course books and instructional materials. The new curriculum was put into action

throughout the country in 2005-2006 academic year.

A number of studies have been conducted into both evaluating the effectiveness or
progress of educational change in Turkey, and finding out the perceptions and
views of the insiders of change such as teachers and principals during change

processes, some of which will be summarized in the following section.
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2.4 Constructivist Education

2.4.1 Constructivism as a Philosophy of Science

Constructivism is a theory of knowing that assumes knowledge cannot exist
outside the bodies of cognizing beings. Although it also recognizes a form of
reality that exists independently of cognizing beings, the experiences of them are
constructs that are shaped by what is known and learned by the individual. Thus,
knowledge is a construction of reality, constructed and adapted as a result of
successive experiences and reflections. Knowledge, for a constructivist then, is
relative, subjective, adaptive and constrained. Epistemologically, constructivism
assumes that knowledge and reality do not carry an absolute or objective value;
rather, they are made up of the network of relationships in our lives.
Ontologically, this means that reality is in fact unknowable unless others in our

social group verifies it.

Obijectivism and constructivism represent opposite extremes on an epistemological
continuum (Murphy, 1997). According to the objectivist view, objects have
intrinsic meaning, and knowledge is a reflection of a correspondence to reality,
which means it should represent a real world that is presumed to be existing
independent of the knower. The criterion for the truth of knowledge is, then,
whether it correctly reflects that independent world or not (Murphy, 1997). In
contrast, as Murphy (1997) put it, “the constructivist view argues that knowledge
and reality do not have an objective or absolute value, or, at the least, that we have
no way of knowing this reality” (p. 5). von Glasersfeld (1995) indicates that this
reality “is made up of the network of things and relationships that we rely on in
our living, and on which, we believe, others rely on too (p.7). From this
proposition then, constructivists are trying to explain how individuals come to a
shared understanding of reality (Cobb & Yackel, 1996).
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The two principles of this theory of knowledge which has its roots in philosophy,
psychology, and cybernetics are: “1) knowledge is not passively received but
actively built up by the cognizing subject; 2) the function of cognition is adaptive
and serves the organization of the experiential world, not the discovery of
ontological reality” (von Glasersfeld, 1989, p. 162). Constructivist theory of
knowledge was first explicitly formulated in 1710 by Giambattista Vico, who
wrote that “epistemic agents can know nothing but the cognitive structures they
themselves have put together. To know means to know how to make. One knows a
thing only when he can tell the components that it consists of. God alone can
know the real world but the human knower can know only what he himself has

constructed” (as cited in von Glasersfeld, 1989).

Einstein, most famous for his opposition to the assumption of objectivity in
science, argued that “the object of all science, whether natural science or
psychology, is to co-ordinate our experiences and to bring them into a logical
order (1955, as cited in von Glasersfeld, 2001, p. 33). This is what lies in the core
of constructivist epistemology and what determines the constructivist view. As
scientists try to bring their experiential world into a rational order, other human
beings also try to produce knowledge from their everyday experiences, only in a

less explicit and coherent way (von Glasersfeld, 2001).

According to the assumption of objectivity, a theory must reflect the structure of
an independent reality if it continues to fit experience and yield satisfactory
results. However, to von Glasersfeld (2001, p. 36), from the constructivist point of
view, this is only an illusion stemming from the confusion that a world is
supposed to exist irrespective of any experiencer. Thus, it would be more accurate
to talk about ‘intersubjective’ and ‘intersubjectivity’ instead (von Glasersfeld,
2001), as “objectivity is only the delusion that observations could be made without
an observer” (p. 37). “The sensory perceptions (conscious empirical presentations)

can only be called internal appearances. Not until understanding is added (and
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makes order in the manifold) does empirical knowledge, i.e., experience, arise
from it” (Kant, 1800, as cited in von Glasersfeld, 2001, p. 38). Immanuel Kant,
who pointed out that for the eye to see anything, the brain must have learned how
to interpret what the eye saw, was actually the first to tackle the idea that there is a
world of material reality for which the pure reason could find an exact linguistic
mirror (Inglis, 2004).

In modern psychology, the notion of cognitive construction was put into words as
part of developmental theory by Baldwin and Piaget, who mapped the procedures
and operations by which the human subject constructs a relatively stable
experiential world with its limited sensation and mental operations. Piaget actually
set out from Kant, who denied the possibility of arriving at a precise grasp of
absolute knowledge (von Glasersfeld, 1989). Later, Simmel too stated that the
function of this cognitive capacity was adaptive, i.e., aiming to enhance the
organism’s management of experience rather than producing a whole picture of
the real world (Simmel, 1895, as cited in von Glasersfeld, 1989). What is
revolutionary about constructivism is that knowledge cannot be a true match of
ontological reality, it can only be viable in the sense that it fits the experiential
constraints which limit the cognizing abilities and possibilities of the organism.
From the constructivist point of view, meanings are conceptual structures, and
thus influence to a great extent the individual organism’s construction of his own

experiential reality (von Glasersfeld, 1989).

In an attempt to answer questions like ‘who does the constructing?’ or ‘what is
constructed? * constructivists are thought to have differentiated among themselves,
which brought about “a taxonomy of various constructivisms” (Irzik, 2001, p.
158). Cognitive constructivists are those who propose that what is constructed is
mental representations by individuals. Although they all agree that individual is
the actual constructer, they also emphasize that these representations arise from

interactive processes among individuals in a community. Thus, as Irzik (2001)
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points out, cognitive constructivism could be taken as the minimal core of all
constructivisms. Among varieties of this philosophy, radical constructivism is the
most influential one especially on learning theory because of its focus on
knowledge. Their main variation from cognitive constructivists is their claim that
not only mental representations but also knowledge (including scientific
knowledge) is constructed (Irzik, 2001, p.159). When constructivism is taken in
the context of education, it has philosophical meanings such as personal
constructivism as portrayed by Piaget (2005), social constructivism explained by

Vygotsky (1978), radical constructivism depicted by von Glasersfeld (1995).

Constructivism in general discards the notion that knowledge could or should be a
representation of an observer-independent world and replaces it with the demand
that the conceptual constructs we call knowledge be viable in the experiential
world of the knowing subject (von Glasersfeld, 1989). From a constructivist
perspective, ‘knowledge’ refers to conceptual structures that epistemic agents
consider viable given the range of present experience within their tradition of
thought and language (von Glasersfeld, 1989). This is parallel to Piaget’s
definition of ‘adaptation’. For Piaget, knowledge is not and can never be a
representation of the real world but instead a collection of conceptual structures
that have been ‘adapted’ within the knowing subject’s range of experience. Piaget
mentioned adaptation as the main goal of cognitive activity and extended the use
of the word from the domain of biological survival to the internal mental
equilibrium of the organism (von Glasersfeld, 2001). Adaptation in his sense, then,
means to fit into the experiential world. In other words, ‘to know’ does not mean
possessing true representations of reality, but rather possessing ways and means of
acting and thinking that will allow the organism to attain goals that he has chosen
(von Glasersfeld, 2001).

According to Piaget, interactions between individuals may be taken as the basis of

all social facts, and all inter-individual interaction consist of either values or
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conventional signs, which correspond to the cognitive, the affective and the
symbolic aspects of individual behavior (Kitchener, 1983). Piaget discusses that
values originate from the individual’s interests and desires but when in interaction
with another person with his own interests, values become systematized into larger
regulatory structures that tend towards a reversible equilibrium as a result of the
exchange (Kitchener, 1983). To ensure this equilibrium in which values are
preserved for a long time, there must be norms of obligations, in other words,

rules.

According to Kitchener (1983, p. 37), “Piaget’s claim that social interaction is the
basis for the child’s abandonment of egocentrism is well-known and underscores
his point that the social is a necessary condition for the development of
knowledge”. It is also essential to point out that a particular form of social relation
is necessary for the development of knowledge, that is, cooperation. To him,
cooperation generates reason (Kitchener, 1983). In other words, knowledge in this
perspective is constructed by the individual through his interactions with its
environment. In a conversation, for instance, speakers use words, but any word
uttered with the purpose of understanding is symmetrical as it belongs both to the
speaker and the listener (Roth & Radford, 2010). Thus, “the word is a thing in our
consciousness that is absolutely impossible for one person, but that becomes a
reality for two” (Vygotsky, 1986, p. 256). In sum, Piaget emphasized the social
learning process rather than the isolation of the individual on the internalization of
knowledge, while Vygotsky focused primarily on the developmental processes

and their relationship with learning.

As a criticism to the typical generalizations associated with constructivism, Lesh,
Doerr, Guadalupe & Hjalmarson (2003) make the two objections that follow: 1)
“there exists important knowledge that is not in the form of constructs and 2)
construction is only one of many relevant processes in knowing” (p. 214). They
point out that constructing is far too narrow to describe the many ways and
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nuances of ways that significant conceptual systems are learned (Lesh et al.,
2003).

2.4.2 What is Constructivist Learning?

There is usually a particular school of thought and norms and set of values that
shape every educational activity. To Shepel (1995), these are sometimes hidden
and not easily recognized, but sometimes teachers are consciously aware of these
norms and their reflections in their teaching strategies. According to Shepel
(1995), in a situation of cultural self-determination, the teacher must be given an
opportunity to construct his or her own frame of reference and professional action,
which is why teachers’ learning that is essential during change process must be

designed as a meaning making activity.

We may find traces of the logic of constructivist learning in the teachings of
Socrates, whose approach consisted of leading students through a series of
questions to promote critical thinking, known as the Socratic Method (Murphy,
1997). The conception of learning is central to constructivism, which emphasizes
the process of learning rather than the product (Murphy, 1997).

The basis of educational practice is how we perceive knowledge and knowing. In
the case of constructivism, as it is believed that learners actively construct
knowledge in order to make sense of the world around them, learning is likely to
emphasize the development of learning and understanding. In contrast,
behaviorism emphasizes observable, external behaviors and avoids reference to
meaning, representation and thought (Murphy, 1997). In von Glasersfeld’s
metaphors pertaining to the role of the teacher, this difference may be better

illustrated. Whereas the role of the teacher in constructivism is “the midwife that
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gives birth to understanding”, it is “mechanic of knowledge transfer” in traditional

instruction (von Glasersfeld, 1995).

In the light of the above mentioned premises, the constructivist scholars have
proposed a set of principles that can guide teaching practices and the design of
learning environments. The instructional principles based on constructivism are as
follows: the aim of each learning activity should be apparent to the learner
(Honebein, Duffy & Fishman, 1993); the learning environments should be
relevant with the real world; the goals students bring to the environment should be
consistent with the objectives of instruction; instruction should concentrate on
solving real-life problems, that is, the learners allowed to engage in scientific
activities and problem solving (Wilson, 1996); help the students to find new ways
to solve problems by helping the students to realize the conceptual
interrelatedness, providing multiple representations or perspectives on the content.
Moreover, the students should be included in decision-making process (Jonassen,
2004). Explicitly, the teacher should discuss the instructional goals and objectives
with the students, not impose them on them. In addition, learning should be
internally controlled and mediated by the learner; and the teachers allow the
students to take the liability of their own learning. Furthermore, the teachers
provide means and environments that help students interpret the various
perspectives of the world. In constructivism, the teacher does not any more serve
as an authority on a subject, as direct instruction is seen as a threat to
intellectuality (Baines & Stanley, 2000). The students should be given an
ownership of the learning or problem solving (Wilson, 1996). Besides, students
should be given the opportunity to assess their own success; assessment should

serve as a self-analysis instrument.

In the light of the above premises, then, the relationship between knowledge and
learning in a constructivist classroom could be discussed, as summarized by

Jaworski (1996): 1) Knowing is an action participated in by the learner, it is not

69



received from an external source; 2) Learning is a process of comparing new
experience with knowledge constructed from previous experience, resulting in the
reinforcing or adaptation of that knowledge; 3) Social interactions within the
learning environment are an essential part of this experience and contribute
fundamentally to individual knowledge construction; 4) Shared meanings develop
through negotiation in the learning environment, leading to the development of

common knowledge in a socio-cultural setting.

Teacher characteristics compatible with constructivist learning environments are
as follows:
- They encourage student autonomy and also dialogue among students and
between students and the teacher
- They use authentic data with physical and interactive materials
- They allow students to set goals, choose instructional strategies and
content
- They elicit students’ existing understandings of concepts, question these
understandings with critical thinking questions and encourage them to do
the same (Brooks and Brooks, 1999).

In constructivist classes classroom management is also viewed from a different
angle. Explicitly, classroom management is seen as helping the students to become
liable for their learning and to successfully reflect on and manage their learning
behavior rather than rewarding and punishing students to control (Putnam &
Burke, 1992). In constructivist learning environments individual’s self-esteem is
completely recognized and democratic rules are respected and reinforced.
Therefore, the existing social and emotional climate in constructivist classrooms
allows for the construction of meanings (EI-Sheikh Hasan, 2000). Explicitly, the
students are encouraged to share their opinions, represent concepts by using a
range of tools and assess the solutions critically. The constructivist learning
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environments allow the students to have a possession of the learning process, of

the problem solving process, and of the problem itself (Crotty, 1998).

Finally, there has been some criticism regarding the inflexibility of constructivist
learning theory and the almost complete refusal of certain instructional techniques
such as lecturing as a result of this inflexibility. “Somewhere somehow, the
constructivist paradigm has become as inflexible as the instructional approach its
proponents are eager to dismantle” (Baines & Stanley, 2001, p. 327). Baines and
Stanley also comment that lecture and discussion should not be completely
discarded, but used as one of many diverse teaching strategies because of their
power especially when delivered by a charismatic, demanding and knowledgeable
teacher. “Students deserve a chance to learn at the elbow of an expert” (2001, p.
330). No single instructional model can substitute for a well organized lecture that
delivers a mass of information, illuminates basic concepts, reviews relevant
literature, and exhibits an example of a care about learning and teaching (Stunkel,
1998).

2.4.3 Review of Studies into Constructivist Curriculum in Turkey

As Simgsek and Yildinm (2004) claimed, education reform is influenced by
changes in economic and social conditions worldwide. The major driving force for
the change we have been experiencing over the last couple of decades in the
development and implementation of national education policies has also been
worldwide economic and social conditions such as internationalization and
globalization (Rinne, 2008). International or supra-national organizations such as
the OECD, World Bank, UNESCO, European Commission and WTO began
playing an increasingly dominant role in shaping national socio-economic policies
across the world countries by providing credits and loans, preparing projects and
reports, and conducting comparative research activities (Devidal, 2009; Domenech
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& Mora-Ninci, 2009). Constructivism has had a major impact on all these
documents shaping educational practices in the last quarter century (Jones &
Brader-Araje, 2002).

The process of curriculum reform in Turkey in primary schools began with the
indication of the need for a comprehensive and multifaceted reform in education
in the Education Master Plan prepared in 1995 for the next fifteen years (EAP,
1996). According to the plan, four major areas of education urgently needed to be
changed, which were: the philosophy of a model Turkish person, the curriculum
and the teacher, the school and its environment, and finally the system and the
administration. Shortly after the publication of the plan, in 1997, the duration of
compulsory education was increased from five to eight years, which brought about
the need to revise the curriculum to maintain the integrity. In 1999, efforts were
initiated to update the science and mathematics curricula in accordance with the

eight year compulsory education.

In 2002, Ministry of National Education (MONE) started working on the new
primary school curriculum with the foundation courses such as Mathematics,
Turkish, Life Skills, Social Sciences and Science and Technology for grades 1-5.
The new curriculum was piloted in selected schools in selected provinces and
started to be implemented in 2005-2006 academic year in all schools (Akinoglu,
2008; Babadogan & Olkun, 2006).

MONE and the body within MONE responsible for curriculum development, The
Board of Education and Training made use of concepts from globalization and
neo-liberal discourses while trying to explain the basic premises of the new
curriculum (Giir, Celik & Ozoglu, 2011). They argued that the recent changes and
advances in education are essential because the educational practices of the
industrial society are unable to produce the skills needed to confront the
challenges of information society (TTKB, 2005). They also indicated that
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educational norms of the information society such as lifelong learning, self-
directed learning, critical thinking, and problem solving are the crucial elements of
the new curriculum and providing the students with these skills is necessary to
create a human capital stock that would help the country compete in an

increasingly international market (TTKB, 2005).

Since the basic idea behind the curricular reform was to change the curriculum
from a subject-centered to a learner-centered one and change the pedagogies from
a behaviorist to a constructivist one (Akinoglu, 2008; Babadogan & Olkun, 2006),
in general terms, activities are planned in a constructivist fashion while
considering the individual differences in learning, and leaving room for
localization of the activities. The emphasis on student-centered learning requires a
change in teaching and learning from the mainly memorizing approach to more
active learning for students (Akinoglu, 2008; OECD, 2007).

The researchers investigated the curriculum developed for grades 1 to 5 to be
implemented in the 2005-2006 academic year throughout the country, and
compared it to previous curricula (Akmoglu, 2008). They maintained that the
2005 curriculum has the following characteristics:

- The curricula exhibit an innovative perspective in general.

- Thematic approach is employed in the organization of contents and
the learning domains are defined within this framework.

- Terminology used for the learning outcomes is extremely different
(newly used “acquisitions” vs. former “objectives, targets, target
behavior™).

- The new curricula accentuate skills such as critical thinking, creative
thinking, communication, problem-solving, research, and decision-
making.

- The learning-teaching processes and the role of the teacher are

elaborated in a more detailed manner.
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- Use of instruments and material is promoted and more concrete
examples are given in relation to this project.
- Measurement and evaluation are related not only to the outcome but

also to the process (pp. 180-183).

Recent research on constructivism is more abundant in instructional applications
within classroom contexts than it is in its planning process or internalization
process by the implementers. Although literature on constructivism is not plenty in
the Turkish context, there are still a number of studies looking into the impact of
constructivist learning and teaching both on learner achievement and teacher
attitudes. When we examine the literature on the fate of educational change in
general, we see that the studies that are trying to conceptualize the process by
which an innovation is really translated into school practice can be classified into
three perspectives: technological, political and cultural (House, 1979). The studies
in this section will be discussed as grouped according to these perspectives, one of

which matches with that of the present study.

2.4.3.1 Technological Perspective

The technological perspective tends to accept innovation as unproblematically
progressive, and concentrates on systematic and rational ways to implement it.
Acker (1990) points out that this approach encourages us to focus on the
innovation itself and the means by which it is implemented, such as the program
by which teachers are to bring about ends set by others. While doing this, the
studies in this stance may develop a tendency to readily accept the change
mandated to schools by national policy makers and supranational organizations.
Morris, Chan and Ling (2000) assert that these studies generally assume policies
are unproblematic and totally relevant to and compatible with the existing

structure or culture.
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To begin with, a study by Ozpolat, Sezer, Isgor and Sezer (2007) investigated the
views of class teachers regarding the new primary education curriculum through a
questionnaire developed by the researchers. It was seen that the teachers have
positive assumptions about the new curriculum. However, they also concluded
that some aspects of this program have not been fully understood by teachers, such
as the purpose of activities designed to implement the program in class. Ozpolat et
al. (2007) recommend that some in service training should be carried out in order
to inform the teachers about the purposes of activities, which are a critical

component of the instructional design in the new program.

In another study by Cinar, Teyfur and Teyfur (2006), the views of both primary
school teachers and administrators about constructivist teaching approach and the
new curriculum were investigated through a questionnaire designed to evaluate the
views of participants. Similar to the formerly summarized one, both teachers and
administrators were found to have positive attitudes towards the constructivist
teaching approach in the new curriculum. As an obstacle to its full implementation
in class, data indicated that participants see the lack or insufficiency of
technological infrastructure in schools.

Akpmar’s article (2010), though not an empirical study, could be given as an
example to House’s technological perspective due to its attitude towards the new
curriculum and its implementation. Upon discussing what constructivism is, types
of constructivism, the role of the teacher and the parent in constructivist learning,
he concludes that constructivism is one of the major driving forces that MONE
considered would lead to the establishment of a modern education system for
Turkey. This hope, he argues (2010), should be shared by all kinds of educational
workers and stakeholders, and their role must be to support the Ministry in all its
efforts towards its implementation.
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Akgiin’s study (2005) is also interesting in that it aims to investigate the views of
researchers who have conducted experimental studies into constructivist learning
environments, in an attempt to identify possible alternative further research areas.
The findings of this research reveal that researchers participated in the study agree
that the use of constructivist learning environments will improve the quality of
education and train more fully equipped individuals; and the problems
encountered in the implementation stem from the insufficiency of technological

infrastructure and the previous learning experiences of the students.

2.4.3.2 Political Perspective

This perspective emphasizes ways in which the innovation is altered through
conflicts and compromises of various interest groups, and incorporates the views
of those who see the reforms in the context of large scale political and economic
trends. Authors such as Apple (1986) and Giroux (1983), for instance, looked at
the consequences of such trends on the work of teachers by asking questions like

“How do teachers experience the changes in their work?.’

As an example to this perspective, a study by Saracaloglu et al. (2010) could be
demonstrated from the Turkish context. This study aimed to determine the
elementary teachers’ participation level to the curriculum development process by
investigating their views regarding their roles during the process through semi-
structures interviews. Saracaloglu et al. (2010) found that the attempts of MONE
about curriculum development are not perceived to be sincere by teachers, as their
beliefs and criticisms were not taken into account, and no communication was
built between them and the developers during the process. This resulted in feelings
of disappointment and despair on the side of the teachers regarding their

participation in the development of the curriculum.
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Giir, Celik and Ozoglu’s (2011) study constitutes a critique of the uses of PISA
results by the national education authorities in Turkey through an examination of
public documents and news bulletins issued by the Ministry. To them, such
international league tables as the PISA are utilized as an external policy support
tool to scandalize the existing educational system and conform to the demands of
international reform proponents by establishing a reform pressure (Giir et al.,
2011). Although the reform initiative had already been taken and project had been
going on at the time of declaration of 2004 PISA results, they still proved to be
handy in order to justify the reform and create public support. For example, “the
then Minister of National Education stated that PISA results showed that
educational system needs an urgent reform”, and thus PISA was positioned as a
reference to improve the curriculum (Gtir et al., 2011, p. 12). What is wrong about
doing this according to the authors is that although PISA is not a study of school
curriculum, Turkish officials used it to justify the curriculum change, in a way that
condenses all sorts of problems of Turkish education system such as low quality of
teachers and teaching and inequalities in the system into solely a matter of

curricular adjustment.

2.4.3.3 Cultural Perspective

In the cultural perspective, the focus is on the meanings and understandings of
participants in a given setting regarding the innovation. This perspective stems
from the premise that “teachers in a given context need to acquire a set of specific
understandings about what is required of them, not only in skills or techniques, but
also values, attitudes and beliefs in order to be competent members of an ongoing
social group” (Acker, 1990, p. 261), and these values and beliefs as aspects of

culture would shape the school’s response to change.
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Caligkan and Tabancali’s research (2009) could be given as an example to
research in teacher culture perspective as it examined how teachers perceive the
new roles of school principals as defined in accordance with the new curriculum
through interviews based on the new roles attached to the principals by the new
curriculum. Their findings revealed that the school principal was perceived to be
successful in terms of the application of the new curriculum and has done his best
to establish the required infrastructure for the implementation of the new
curriculum. The new roles attached to the principals were found to be:
- Having in-depth knowledge of the curriculum so as to guide the teachers
through its implementation in a collaborative school environment
- Creating physical environment that facilitates the implementation by
supplying materials and other resources.
- Encouraging and supporting teachers in their professional development (p.
114).

Although literature on constructivism is not plenty in the Turkish context, there
are still a number of studies looking into the impact of constructivist learning and
teaching both on learner achievement and teacher attitudes. As seen above,
research on constructivism is mostly interested in instructional applications within
classroom contexts rather than it is in its planning process or internalization
process by the implementers. Thus, teachers’ experiences, meanings and
descriptions of their working lives may provide a framework for analysing to see
if a new form of teacher culture has emerged or not, or how teachers are making
sense of the phenomenon that is reconstructing their teaching identities. Culture
has a potential for expanding the field of educational administration as it may
stimulate us to think of the constructs that have so far been taken for granted and
identify new problems of significance.
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2.5 Foundations of Research Design

Prior to talking about methods, a discussion of epistemology is required, which
means the different views regarding how to obtain knowledge about the world
because every research methodology is based on a set of epistemological beliefs
which influence how you understand and interpret data. In most general terms,
these differing views will be divided into three: those of positivists, a well-known
advocate of which is Durkheim’s quantitative methodology; interpretivists, Weber
being an early and prominent example; and lastly those of critical theorists such as
Marx (Travers, 2001). These epistemological beliefs are also called ‘big’ or

‘grand’ theories (O’Donoghue, 2007) or ‘paradigms’ (Kuhn, 1970).

As Travers claims, Weber believed that sociology had to address the meaningful
character of social action using interpretive methods, which is apparent in his
study The Protestant Ethic and the Spirit of Capitalism. In this famous work, he
tried to understand what it means to be a member of a particular social group
through conducting interviews and observations (Travers, 2001). Durkheim,
however, believed that we can obtain a more superior and large-scale scientific
understanding of society as a whole through people’s actions in macro processes,
and refused to deal with what people understand of their own actions (Travers,
2001). As opposed to these two, influenced by the intellectual movement of
Marxism, we have critical theory, which draws on techniques from the interpretive
traditions but with a political stand, as they believed the object of inquiry to be to
change the world, not just simply understand it (Travers, 2001). Several
qualitative research methodologies emerged from all three of these
epistemological perspectives; however, for the purposes of this study, only the

interpretive and critical traditions will be elaborated.

The interpretive epistemology, also called ‘the interpretive paradigm’ by Burrell &
Morgan (1979), gave birth to several research traditions first in sociology and later
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in other fields like organization theory and education. Symbolic interactionism is
one of these traditions, the roots of which largely influenced qualitative research in
general. The term ‘symbolic interactionism’ was first used in the 50’s by Herbert
Blumer, who argued that “as human beings we act singly, collectively and
societally on the basis of meanings which things have for us” (1995, p. 115). In
other words, individuals are influenced by other people, but they are also active in
interpreting and responding to the people and objects they encounter in the world
(Travers, 2001). An important qualitative research methodology, grounded theory,
emerged from this tradition. Grounded theory, developed by Glaser and Strauss is
a more scientific version of symbolic interactionism. They argued that sociological
analysis could well be scientific in the way that quantitative researchers
understood, which meant that it could try to produce theoretical suppositions that
were testable and verifiable (1967). In educational research, symbolic
interactionism has been criticized for abstaining from macro-theory because of its
focus on subjectivity (Troman, Jeffrey, & Beach, 2006). However, there are also
researchers who argue that by monitoring how people attribute meanings to
situations and processes, it is possible to identify certain patterns that exhibit the

constraints of the macro on people (Woods, 1996).

Another major interpretive tradition is that of ethnomethodology, “which goes
further than symbolic interactionism in examining how people understand and
interpret the world around them” (Travers, 2001, p. 62). Ethnomethodology,
founded by Harold Garfinkel, is based on the notion that everyday social
interactions are made possible through people’s use of a variety of skills, practices
and assumptions, and it sees these interactions as an on-going process (Bailey,
1987). This makes observation, particularly participant observation, a major data
gathering technique for ethnomethodology. This focus on social interactions as an
on-going process leads ethnomethodologists to study the practical content of
routine occupational tasks, which is the main difference between this tradition and
symbolic interactionism. Ethnomethodology may be mentioned as the starting
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point of the linguistic turn in organizational analysis. “Ethnomethodology focuses
on the social conditions that have to be satisfied for certain actions to be perceived
as signifying a recognizable and therefore sanctioned a ritual” (Iedema & Wodak,
1999, p. 8). This is why ethnomethodology is also sometimes regarded as a
method of phenomenological sociology (Giddens, 2003). Phenomenology,
founded by the philosopher Edmund Husserl, has been the impetus for another
major research tradition within the realm of interpretive sociology with the same

name, which will be further examined in the following section.

In sum, the interpretive paradigm stems from a concern to understand the world as
it is, at the level of subjective experience; and it regards the social world as an
emergent social process created by the individuals (Burrell & Morgan, 1979). In
other words, this paradigm emphasizes social interaction as the basis of
knowledge, which is considered to be constructed by mutual negotiation and be
specific to the situation investigated (O’Donoghue, 2007). Hence, all theories
constructed in the context of interpretive paradigm are anti-positivist and
ideographic. The interpretivist approach to research is based upon a number of
assumptions, as illustrated by Blackledge and Hunt: 1) everyday activity is the
building block of society. For instance, what keeps the educational system
together is the day-to-day activity of teachers, learners, or administrators. 2)
everyday activity can never be fully imposed, as there are constraints on the way
people act or they are influenced by their backgrounds. 3) everyday activity
involves a person interacting with others, not acting in isolation, thus subsequent
action depends on one’s interpretation of others’ actions. 4) everyday activity
involves a process of negotiation of meaning, through which we modify our

understandings, thus, meanings and interpretations are not static (1991, p. 326).

As well as the interpretive frame, critical theory is also worth mentioning here as a
last frame since it has influenced a great deal of qualitative research conducted
today especially in the field of cultural studies. According to this paradigm,
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knowledge is problematic and capable of systematic distortion, so it can never be
value free but always represents the interests of a certain group in the society.
Knowledge, then, could only be either oppressive or emancipatory (O’Donoghue,
2007). Although critical theorists did not openly reject the quantitative methods,
the most prominent works in this tradition have used qualitative methods,
ethnography being the most common (Travers, 2001). Willis’s (1977) Learning to
Labour and Bourdieu et al.’s (2000) The Weight of the World are two examples in
this line of works which used ethnographic data, according to Travers (2001), with
an aim “to advance a political message by framing an account of what was
observed in the field” (p. 121). Since Willis’s work, critical ethnographic research
has been popular in understanding and unmasking the ideologies that maintain the
status quo in social and cultural processes in educational settings (Troman et al.,
2006).

Patton (1990) suggests that phenomenology has been referred to as a philosophy,
as a paradigm, and also a methodology, mostly equated with qualitative methods
of research. To Burrell & Morgan (1979), as a philosophy, “phenomenology is
based upon a fundamental questioning of the common sense, ‘taken-for-granted’
attitudes which characterize everyday life” (p. 233), in a way that emphasizes the
‘subjective’ in an extreme form. As a methodological approach also proposed by
Husserl, its purpose is “to describe and understand the essence of lived
experiences of individuals who have experienced a particular phenomenon”
(Lichtman, 2010, p. 75). Lived experience is a term coined by Husserl (1970).
When we consider what the essence of experience refers to, we need to move to a
deeper level of understanding. Thus, what makes a study a phenomenology is the
deeper level of interpretation of the data one has.

Although he never uses the terms ‘data collection’ or ‘data analysis’, Van Manen

(1990) has been very influential for researchers intending to conduct

phenomenological research as he identified ways of “investigating experience as
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we live it”: 1) use personal experience as a starting point; 2) trace etymological
sources; 3) obtain experiential descriptions from others; 4) ask participants to
write down their experiences; 5) gather concrete experiential material through
interviews; 6) become a participant and observe the life-worlds of people; 7) use
experiential descriptions in literature; 8) use art as a source of lived experience; 9)

consult the phenomenological literature (p. 53).
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CHAPTER 111

METHOD

This chapter includes information about the overall design of the study, a
discussion of the foundations of research design, the research problem,
participants, data collection and analysis procedures.

3.1 Overall Design of the Study

This study aims to investigate the manifestations of national curriculum change on
the organizational culture of teachers through analyzing what meanings teachers
attach to their experiences with the transition into constructivist curriculum. The
research, then, will try to find out how meaning is remade following mandated
curriculum change process among teachers in an educational organization with an
interpretive perspective of culture, through the study of a single school. The
interpretive approach stresses the centrality of meaning in social actions. Social
reality is constructed through the words, symbols, and actions that people invoke
(Putnam & Fairhurst, 2004). Language use, the meanings enacted from verbal and

non-verbal messages, creates and sustains social reality.

Implementation of educational change at least in minimum requires shared
understanding among participants regarding the implied presuppositions, values
and assumptions which underlie a program. The central purpose of this study is to

investigate the manifestations of curriculum change on school culture. As a
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phenomenological study, it aims to examine culture as an organizational dynamic
in the process of systemic curriculum change, and see how teachers make sense of
the reflections of this change on their roles, values and beliefs. Qualitative
methods are ideally suitable for the purpose of describing and understanding
educational change and its implementation, and an effective way to do this is to

collect detailed and descriptive data about the change in question (Patton, 1990).

The cultural view to science is concerned with the internal processes of the human
mind. Although these processes are translated into more or less tangible
manifestations such as art or organizational life, they could still be fully
understood in relation to the minds which created them (Burrell & Morgan, 1979).
The manifestations of such inner experiences could only be appreciated through
cultural phenomena. Adopting a cultural approach may take the form of two
research methodologies in education, either ethnography or phenomenology. The
purpose of educational ethnography is to provide rich and descriptive data about
the contexts and activities of people in educational settings. Thus, it aims to
represent educational processes as they occur, which means the observation of
educational activity is the main data collection method for ethnography. From a
phenomenological perspective, however, organizations are seen as social
constructs. Teachers, for instance, in a school organization, operate in a social
setting, which is a culture. They spend a major part of their day with students and
other teachers for the purpose of teaching, and with teachers, to be a part of the
same organization. Schools are unique culture from two dimensions. First, the
culture of one school is different from the culture of any other one because each
has a unique mix of individuals, setting and environment. Second, the mission of

the public school is also unique in the overall fabric of social structure.

There are a number of reasons why this study is designed as a phenomenology.
Phenomenologies can be applied to single cases or to deliberately selected
samples. Through single case studies, we are able to illuminate or draw attention
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to the presence of different situations and their effects in individual cases, which
means qualitative validity is more significant for them than statistical validity.
Another reason is the need for the ‘depth’ of data in such studies. A general
principle for phenomenology is for studies to have minimum structure and
maximum depth (Moustakas, 1994). To achieve depth in data collection, the
establishment of good level of rapport and empathy is critical, which was possible
in this particular study through spending a lot of time at one school and with one
group of teachers. As the researcher was to describe teacher culture through the
‘lived experience’ of constructivist curriculum via phenomenology, her presence
within the school needed to be as natural as possible (Van Manen, 1990). She had
to make sure that her presence in the teachers’ room was accepted and that it
intimidated teachers as little as possible so that she would reach a ‘depth’ of

meaning making through interviews.

The aim of phenomenology is the description of phenomena, not the explanation
of them, which is its main distinction from ethnography. Phenomena could be
anything that appears, such as emotions, thoughts, and physical objects (Ehrich,
2003). ‘Description’, which is one of the major qualities of phenomenological
methodology, refers to describing things as one experiences them. Another quality
is ‘reduction’, which is also referred to as ‘bracketing’. Because lived experience
is the focus, the presuppositions or taken-for-granted assumptions about certain
phenomena are no longer significant; therefore, we need to reduce them from our
analysis. Van Manen (1990) claims that the reason for reduction is to make sure
that our theoretical prejudices do not distort the description of the experience.
Finally, in phenomenology, ‘intentionality’, which refers to consciousness, is also
an important concept. Intentionality is the total meaning of an object, which is
always more than what is given to us as a perception of a single perspective
(Ehrich, 2003). Based on these qualities, then, the purpose of phenomenological
approach is gathering deep information and perceptions through inductive,

qualitative methods such as interviews, discussions and observations, and
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representing it from the perspective of the research participants, while bracketing
assumptions that are taken for granted and usual ways of perceiving (Moustakas,
1994).

Formal generalization is only one of many ways by which people gain and
accumulate knowledge. That knowledge cannot be formally generalized does not
mean that it cannot enter into the collective process of knowledge accumulation in
a given field or in a society. A purely descriptive, phenomenological case study
without any attempt to generalize can certainly be of value in this process and has

often helped cut a path toward scientific innovation (Flyvbjerg, 2006).

This study views the school organization as an ‘intersubjective’ entity, which is
constructed, maintained, and transformed through the process of coordination of
subjective understandings among members. In this framework of organizations,
organizing is viewed as the emerging state of coordinating the personal
(subjective) construction of reality. The personal (subjective) construction of
reality is, then a good starting point to discuss the nature of organizing.
Phenomenology is developed for the philosophy of the subjective construction of
reality, which is why this study is designed as a phenomenological study. The
philosophical ground in phenomenology leads to the assumption that the reality of
workplaces is defined by the subjectivity of organizational members (Berger &
Luckmann, 2008).

In this study, culture is perceived as a root metaphor for organizations rather than
an independent variable that could be shaped in accordance with different
managerial aims; and will be analyzed through a symbolic perspective in order to
interpret the cultural identity of teachers in a school. The symbolic perspective
treats cultures as systems of shared symbols and meanings. An organization is

conceived of as a pattern of symbolic discourse that needs interpreting,
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deciphering or reading in order to be understood. The focus of analysis is on how
individuals interpret and understand their experience and how these interpretations
and understandings relate to action.

This study, then, pursues an approach which conceptualizes organizations as
cultures in order to examine the ways in which organization members engage in
the creation of institutional reality, which is the new primary curriculum in our
case. Such research generally takes organizational symbolism, the most clearly
visible articulation of which is language (Mumby, 1988), as the means to reach
organizational reality. “Culture cannot be studied directly; it has to be inferred” as
elements of culture are subtle, unseen and so familiar to be members of an
organization that they are considered self evident and in effect, invisible (Flint,
2000, p.9). “One of the particular strengths of qualitative research is its capacity to
identify the unexpected and illuminate the odd.... Qualitative research can raise
important, if uncomfortable, questions about the deepest assumptions and the most
taken-for-granted purposes and perceptions in organizations.” (Hargreaves, 1994,
p. 182).

3.2 Research Problem

The purpose of this study is to understand the manifestations of curriculum change
on school culture. As a phenomenological study, it aims to examine culture as an
organizational dynamic in the process of systemic curriculum change, and see how
teachers make sense of the reflections of this change on their roles, values and
beliefs. Data collection method is face-to-face semi-structured teacher interviews
aiming to find out the meaning of curriculum change and its manifestations on
teacher culture for them.

The research questions to be answered are:
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1) What are the meanings made by teachers from their lived experiences of

transition into constructivist curriculum?

2) How does the transition into constructivist curriculum manifest itself in the

organizational culture of teachers?

3) What is the meaning of new roles and values attached to teachers and teaching

by constructivism as perceived by the teachers?

This study tries to explore teachers’ lived experiences of curriculum change
through investigating its manifestations on teacher culture, by looking at what the
language used by the teachers in a school reveal about its cultural identity. This
study will seek to discover what common sets of symbols and understandings have
emerged within the organization to give meaning to the process of curriculum

change.

3.3 Participants, Instrument, Data Collection Procedure and Data Analysis

As Moustakas (1994) pointed out, the primary target of phenomenology is the
understanding of meaningful concrete relations implicit in the original description
of experience in the context of a particular situation. In order to reach this original
description, interview is the main source of data. The researcher reduces data
gathered as lengthy interviews which describe the shared experiences of several
informants to a central meaning, or ‘essence’ of the experience (McCaslin &
Scott, 2003). Thus, the researcher is actually the primary instrument for data
collection and analysis, through which interview data are mediated (Merriam,
1998). Patton (2002) too noted that the credibility of a qualitative study depends

on the skills, competence, and dedication of the person doing fieldwork.

For almost all studies, there exist multiple sites that one could visit to collect data.

In the selection of which site/sites, random sampling does not make sense for

89



phenomenological, or in general, interpretive studies as we are not interested in
‘how much’ or ‘how often’ (Merriam, 1998). On the contrary, it is essential to
select a sample from which the most could be learned, which is called purposive
sampling. It is critical then, to select information-rich cases for an in-depth study
(Patton, 2002).

3.3.1 The Study Site

Grand City Primary School (a pseudonym) is set in one of Ankara’s central
trajectories, Cankaya, and is a typical crowded urban Turkish primary school
which provides instruction in double shifts due to huge number of students and
insufficient number of classrooms. Grades 5,6,7 and 8 attend school in the
morning, from 8 am to 1 pm; whereas grades 1,2,3 and 4 attend school in the
afternoon, from 1 pm to 6 pm. The total number of students enrolled in the school
is 1060, and there are currently 60 teachers plus three administrators working at

the school.

The school opened in 1989 upon the completion of the long construction period,
which was possible only through the donation of a benefactor. Owing to this
donation, the school was given the benefactor’s name. There are 19 classrooms
plus three other work rooms used for teaching purposes. Moreover, the school
building has a small library and two computer rooms with 42 computers in total.
The mission of the school is stated in its website as training individuals who
inquire and question, who are self-confident and happy, and who can create new

ideas and communicate well.
It was the principal’s and one of the vice principal’s first years both in this school

and in administration. They both had been Turkish teachers in two different

primary schools in Ankara prior to being appointed to our school. The other vice
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principal, who was the only female administrator in this school had been working
at the school for 14 years, 9 of which as a class teacher and the rest as the vice
principal responsible for the first level.

When the expected budget for the ongoing academic year is examined, it is seen
that the income transferred from the general state budget comprises 42 percent,
donations 37 percent, and income from private courses, social organizations and

the canteen 21 percent of its total income.

3.3.2 Participants of the Study

Participants of this study were the teachers in a primary school of around 1060
students and 60 teachers. As for teachers, it is best for this kind of studies to
choose who to interview during data collection phase among the volunteers or
according to who the researcher finds likely to produce the discourse of interest
most. Therefore, before starting with the interviews, the researcher spent some
time at school only as an observer with an aim of meeting people and introducing
herself and her purpose of being there. To ease her introduction, on her first week
at school, she asked for and was granted permission to participate in three
meetings where teachers grouped according to grades came together to discuss
student related issues. The chairs of the meetings, which are the three
administrators in the school, let the researcher speak up at the beginning of the
meetings in order to introduce herself and announce that she would be
approaching teachers to schedule an interview. Following this, the researcher felt

that her presence in the staff room was more readily accepted.
Sample size is not usually of significant value in phenomenological studies since

we are interested in the way language is used, and large variations of linguistic

patterning can emerge from a small number of people (Potter & Wetherell, 1987).
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For this study, 22 teachers were interviewed, with interviews ranging from a
duration of 25 minutes at the minimum to a maximum of 97. A couple of
interviews took shorter than the average (about 25-30 minutes) because of the
difficulty in scheduling the interview with them due to their branches. When
selecting participants for a phenomenological study like this, it is critical that all of
them must experience the phenomenon (Creswell, 2009), which means criterion-
referenced sampling technique was used to select participants who have
experienced the phenomenon. Consequently, teachers with experiences ranging
from 10 to 33 years were interviewed, which meant they were all actively teaching
when the curriculum change process commenced, though two of them were
teaching their first years at primary level at the time of initiation. Below is a table
demonstrating the genders, branches and experiences of the teachers who were

interviewed.
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Table 1: Gender, branches and experiences of interviewees

Interviewee no Gender Branch Experience
Interviewee 1 Male Class teacher 30-35
Interviewee 2 Female Turkish 15-20
Interviewee 3 Female Technology and Design 20-25
Interviewee 4 Female Class teacher 20-25
Interviewee 5 Female Class teacher 30-35
Interviewee 6 Female Class teacher 20-25
Interviewee 7 Female Class teacher 20-25
Interviewee 8 Female Class teacher 25-30
Interviewee 9 Female Social Studies 10-15

Interviewee 10 Female Class teacher 25-30
Interviewee 11 Male Class teacher 10-15
Interviewee 12 Male Class teacher 25-30
Interviewee 13 Female Class teacher 20-25
Interviewee 14 Female Class teacher 30-35
Interviewee 15 Female Class teacher 20-25
Interviewee 16 Female Class teacher 10-15
Interviewee 17 Female Turkish 10-15
Interviewee 18 Female Mathematics 15-20
Interviewee 19 Male Science and Technology 15-20
Interviewee 20 Female English 10-15
Interviewee 21 Female English 10-15

Interviewee 22 Female Science and Technology 20-25




3.3.3 Data Collection Instrument

The semi-structured interview protocol was prepared by the researcher, and
reviewed by both an expert and a peer researcher for feedback. Upon this review,
the questions in the protocol were grouped under themes from the literature. These
themes are organisational structure, collaboration, support and trust, the
relationship between school and its environment, integration and sense of
belonging, professional orientation, and the quality of the learning/teaching
environment. In this way, it was easier to detect the clashing and irrelevant items,
which were removed at this stage. After necessary alterations were made, three
pilot interviews were conducted with three primary school teachers who also had
undergone the curriculum change process but in different settings. Based on the
piloting process, most of the items were either retained or rephrased, though some
were thought to be repetitive and thus removed. During the pilot interviews, the
researcher realized that some items are too abstract and theoretical, which caused
her to rephrase them into a more operational and practical version. No additions
were made to the items. The final version of the interview protocol (Appendix A)
was then used to apply for the permission of the Middle East Technical University
Graduate School of Social Sciences Ethics Committee. After the permission was
granted by the committee, the application process for the legal permission to have
access to the research site from the Ministry of National Education started. The
Ministry’s permission was granted by Ankara Directory of National Education

(Appendix B).

3.3.4 Data Collection Procedure

For a phenomenological analysis, data were collected during extended fieldwork

at the school, and consist of taped individual interviews with 22 teachers.
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In interviewing in qualitative research, encouraging participants to speak fully is a
must, which means encouraging them to display variability (Wood & Kroger,
2000). Therefore, what is required is an active interview in which the interviewee
and the interviewer are seen as the equal partners in constructing meaning, which
means the interviewer is not expected to be neutral and uninvolved. The aim of
the interviews is not to obtain consistency of response through participants, but
rather encourage diversity of responses (Elliott, 1996). Thus, during the interviews
for this study (see Appendix C for an example of coded interview transcript),
lengthier and more detailed descriptions of thoughts and feelings were encouraged
using extra questions and probes. Each interview in the study began with small
talk both to help the interviewees become comfortable speaking into a recording
device, and to gather some personal information about them that could be useful to
the interviewer during the rest of the interview. This is also in line with the model
of in-depth phenomenological interviewing offered by Seidman (1998), in which
each interview had a first part aiming to establish the context of the participant’s

experiences and focused on their life history.

Although the administrator interviews were not part of the data collection
designed for this study, to begin with, an interview was arranged with one of the
vice principals and the principal, and a semi-structured interview protocol was
prepared for these interviews (Appendix D). These interviews aimed not only to
help the administrators but also the researcher to feel more secure about the
presence of an outsider in the school. In addition, during these interviews the
researcher asked the administrators for the names of the teachers who they think
could be key informants of the curriculum change process in their schools, which
provided the researcher with a place to start using the snowball purposeful
sampling strategy. As it was the principal’s first year in the school, he was not
quite confident to provide the researcher with names, but he kindly accepted her
presence in the teachers’ room at all times. Following this, the researcher started

spending time in the staff room during most of the school day observing and
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chatting with the teachers; and had a chance to take some field notes, as well as
scheduling interviews with individual teachers. As noted, trust and rapport are
essential to conducting successful interviews with research participants (Bogdan &
Biklen, 1992). The practice of chatting with teachers was both critical for the
rapport essential for interviews, and also for the purposive selection of teachers to
approach in order to schedule an interview. As Van der Mescht (2004)
demonstrates, in phenomenological studies, participants are selected both on the
basis of their experience of the phenomenon under scrutiny, and also on their
linguistic proficiency in the research language. As participants’ language is the
main source of data for the researcher, it was essential to choose participants who
are verbally fluent, expressive, and willing to talk about their experiences.

The researcher stayed on site for approximately two months in the spring semester
of 2010-2011 academic year, second semester, starting from 14™ of February till
15™ of April; and spent around 5-6 hours everyday at school, either taking notes,
chatting, and helping teachers with their daily paperwork in the teachers’ room, or
interviewing. Even though the researcher felt welcomed from the first time that

she met the teachers, she found their trust grew as her time with them continued.

Different scholars suggested that understanding of a social phenomenon increases
the longer the researcher spends in the setting (e.g., Van Manen, 1990; Merriam,
1998). It was therefore decided that data collection in the field continue until
‘conceptual saturation’ occurred, which is the term used when no new information
or concepts emerge from the data (Strauss, 1987). In line with this, when 22

teachers were interviewed, data collection was halted.

Even though a major component of the culture of a school is the students for
whom the school exists, it was decided to include them in only indirect ways
because the focus was on the activities of the adults who comprise the official
school organization. This research strategy deliberately limited the student voice
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in the findings about the culture of the school. However, to observe students in
such a way would have involved a different scope of study. Although interviews
were conducted with two of three administrators, they were excluded from data
collection, too, because it was the first years of the two of the three administrators
in this school, which would make it impossible for them to reflect on how teachers

experienced the curriculum change process.

3.3.5 Data Analysis

Qualitative data are produced from social interactions, so they are constructions or
interpretations. There are no ‘raw’ data, which are not influenced by human
thought and action. Therefore, data analysis is the ‘reconstruction of

constructions’ (Freeman, deMarrais, Preissle, Roulston, & St. Pierre, 2007).

Data analysis is the researcher’s process of systematically searching and arranging
interview transcripts, field notes and other materials to increase one’s
understanding of those data and to present the discoveries to others (Bogdan &
Biklen, 1992). Strauss and Corbin (1998) add that analysis of the data represents
the operations by which data are broken down, conceptualized, and put back
together in new ways. The human instrument allows data to be collected and
analyzed in an interactive process (Erlandson, Harris, Skipper & Allen, 1993).
This technique mirrors the way that humans solve their daily problems. As soon as
data are obtained, tentative meanings are applied to them. When new data are

obtained, meaning is revised.

The interviews were recorded and transcribed for the purposes of data analysis.
Because the researcher is actively involved in the data generation, the questions
used in the interview become part of the text as they set some of the functional

context for the answers. Therefore, the interviews were transcribed verbatim rather
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than just the responses of the interviewee. All documents and the transcripts of all
interviews were analyzed through content analysis, the steps of which are, initial
reading, scaffolding, doing the interpretation, and identifying patterns within or

across groups or within or across features.

The first step of the analysis was to separate the data into units, called “open
coding” by Strauss and Corbin (1998). To Lincoln and Guba (1985), a unit must
meet two criteria. First, it must reveal information that is relative to the study and
stimulate the researcher to think beyond the particular bit of information. Second,
the unit should be the “smallest piece of information about something that can
stand by itself—that is, it must be interpretable in the absence of any additional
information other than a broad understanding of the context in which the inquiry is
carried out” (p. 345). The process began by reading the interview transcripts two
times to familiarize with the data. The fact that transcription was done by the
researcher had already enhanced familiarity. The researcher then read the
transcripts a third time, bracketing sentences and paragraphs and placing code or
“idea” words in the right margin. Following Strauss and Corbin (1998), during
these readings, she asked questions to start identifying concepts and developing
them in terms of their properties (traits or attributes that are characteristic or
essential to a quality) and dimensions (the location of these properties on a
continuum). During the fourth reading, she began to identify the units and put

them into categories of ideas, using labels she devised for quick reference.

The units, their labels and the categories were displayed by the researcher on a
table as suggested by Miles and Huberman (1994). Many of these labels were
generated through reading and understanding of the literature or by words or
phrases that the teachers repeated. She coded a unit for a provisional category by
comparing it with previous units. If it “looked/felt like” (Lincoln & Guba, 1985) a
previously coded unit, it was put it in that category. If not, a new category of ideas
was started. In situations where the data could possibly fit into two categories, she
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chose the category of idea that was more prominent. For reference purposes, the
researcher also noted in the table in which interview and on which page the unit
could be found so that she could quickly locate a unit if necessary. She also
marked the quotation from the transcript if the particular unit contained a good

quote on the table.

The same procedure was followed for meeting minutes and observational field
notes, and what came out as a new unit was integrated into the existing table

before the writing up stage began.

3.4 Trustworthiness

Validity is generally understood in qualitative educational research as the
trustworthiness of inferences drawn from data, though what is acceptable and not
acceptable may differ among epistemologies (Scheurich, 1997). Data collection in
this study achieves internal validity in that there is triangulation in the multiple
sources from which data were acquired: interviews, fieldnotes and meeting
minutes. If themes are established when several source of data are converged, then
this process could be claimed to add to the validity of the study (Creswell, 2009).
A very important way to enhance validity, which was also used in this study to
enable the readers to have a more realistic and richer feel of the experiences of
teachers, is using rich and thick descriptions while discussing the findings.
Another technique to further the internal validity of the study was peer reviewing
of both the interview protocol prepared by the researcher, and the data analysis
process as a whole, as well as consulting expert judgement. Peer reviewing is
critical because it requires other people than the researcher to ask questions about

the study so that the accuracy of the account is enhanced (Creswell, 2009).
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In addition to being a procedure enhancing validity, peer reviewing was also used
in this study in the form of ‘intercoder agreement’, for cross-checking of
codes/themes in data analysis. This is one of the ways Gibbs (2007) suggests to
ensure the reliability of the study. Another technique used to enhance reliability
was to document the procedures of data collection and analysis in an as detailed as

possible manner.

Although interview-based protocols are essential to qualitative studies that focus
on meanings (Strauss & Corbin, 1998), interviewees may present idealized
versions of themselves and their situations. To address this and other issues related
to trustworthiness and reliability of the findings, an inductive-generative approach
to data collection and analysis was used. Specifically, rapport and trust was
developed with the participants, all interviews were audio-taped and transcribed,
detailed responses were probed for, and finally, as a supplemental validation of the
findings, comparisons with the existing literature were made. In addition, a written
consent form (Appendix E) prepared by the researcher explaining to them the
confidentiality of information they would provide was presented to the
participants prior to the interviews; and they were made to read and sign it before

proceeding into the interview.

3.5 Limitations of the Study

This study is susceptible to a number of limitations. First of all, the sample of this
study is limited to the teachers of one primary school of the Ministry of National
Education in the city of Ankara in Turkey. 22 of the 60 teachers were included in
the interview part of the data collection, and the rest were only partially involved
in the study through observations in the staff room and through minutes of the
branch meetings. Therefore, this study is merely limited with the understandings

of the sampled group and cannot be generalized to all primary education teachers.
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Since the aim of the research design is not to make generalizations from a specific
sample, though, this is not a real limitation as the results of the study could be
used as perspective and insight for the educational issue in question.

Another limitation to the study is that the recorded interviews provided the
researcher with the mere source of data. Because of this, data analysis had to
depend on interview data, which is a limitation in terms of data triangulation. The
observation data, which was intended to be included in the analysis at the
beginning failed to present the researcher with adequate data regarding the
experiences of teachers of the transition process, as meetings were either skipped
or largely presented student related data, which is not a priority for the study. The
observation data, then, is limited to the rather rare teaching and curriculum related
talk in the staff room and the 5 meetings in which the focus was mainly students’
emotional and psychological states, not their academic concerns as was expected.
The minutes of branch meetings also turned out to be a limitation for data analysis,
as the few number of those the teachers were willing to share with the researcher
involved little discussion but only the final decisions, which demonstrated little in
terms of teacher culture. Hence, observational notes and meeting minutes were

not included in the final data analysis.

Next, honesty during interviews could have presented a limitation for the study.
However, the researcher spent a certain amount of time at school observing
meetings and the staff room and got acquainted with the teachers before she
started scheduling interviews in order to develop rapport and trust with the
teachers. Time constraints for the interviewees could be taken as another
limitation regarding the interview as a data collection procedure. Because of the
hectic schedules of some teachers, especially class teachers, some of the
interviews took shorter than others. In order to overcome this limitation, the

researcher used the time more efficiently for those interviews by adapting the
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questions and checking with the teachers later on in case of missing key

information.
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CHAPTER IV

RESULTS

The purpose of this study was to investigate the manifestations of national
curriculum change on the organizational culture of schools through analyzing
what the language used by the teachers in a school reveal about the cultural
identity of the teachers at school as professionals. In this study, a
phenomenological design was used to find out how meaning is remade following
mandated curriculum change process among teachers in an educational
organization with a semiological framework of language and an interpretive
perspective of culture, through the study of a single school. In line with the
research questions, three general themes emerged from the collation of interview,
observation and document data, which are also used to organize this chapter.
These themes, which were produced as a result of the coding and categorization
processes, were worded as follows and demonstrated in a table with regards to the
literature on teacher culture, educational change, teachers’ work, and
constructivist learning philosophy:

A) Teachers’ understandings of constructivist curriculum

B) Constraints teachers experience to the implementation of changes

C) Teachers’ work beyond the classroom

103



Table 2: Themes and categories

Theme

Category

Teachers’ understandings of -

constructivist curriculum -

Constraints teacher face to the -

implementation of changes -

Teacher’s work beyond the -

classroom -

exchange of teacher and student roles

higher parental involvement in classroom environment
student-centered instruction

increased flexibility in classroom management

use of technology /audio-visual materials

real-life situations in class

simplicity/reduced load of content

student-centered assessment

group work

constraints related to physical limitations
teacher resistance

parent profile

student profile

systemic incongruities

constraints regarding the principal

cultural factors

planning and preparation
teacher cooperation vs. isolation
paper work

teacher development

crisis in the sense of competence
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Results from interviews provide a focused picture of the experiences of teachers at
the school as they implemented a constructivist based curriculum, which will be

elaborated on in three sections based on the themes extracted from the data.

4. 1. Changes Brought to Classroom Practices by Constructivist Curriculum

In this section, the results regarding the experiences teachers had in relation to
changing their practice in the classroom as their school underwent systemic
nation-wide curriculum change will be explained, under categories self-identified
by teachers in the study in terms of changes in the predominant mode of
instructional delivery in their classrooms. Findings indicated insightful change in

nine aspects of classroom practices brought to life with constructivist curriculum.

4.1.1 Exchange of Teacher/Student Roles

During the interviews, teachers came up with an observation of an exchange in the
roles of the teacher and students in class while discussing the new roles attached to
teachers and students together with the constructivist curriculum. Higher rate of
student activity came out as a critical outcome of change in their classroom
practices. Teachers mostly felt that compared to past, now students are more
active and dynamic in class time, which also resulted in higher rate of student
productivity.
....yani cocuklar daha verimli, daha degisik, ne bileyim derse katilimlar
daha giizel, yani aktif Ogreniyorlar, daha hareketli, etkinlikler falan
bollasti, yani eski miifredat, derse katilimi daha fazla, ¢ocuk daha aktif
derse katiliyor, eskiden biz anlatiyorduk, o dinleyici, basit oturuyordu(...)
digerinde. (Students are more productive, they participate more, they are

more lively, through the activities... child participates in the lesson more
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actively, in the past we used to lecture and they simply used to listen.) -
INT17-

...bizim eskisi gibi dersi anlatip not tutturup gectigimiz bir ders degil artik,
Ogrenci 0greniyor ... igersinde konunun, etkinlikleri yapiyor iste kendisi
bildiklerini anlatiyor, sohbet ediyoruz derste bu giizel bir sey. (It is not a
lesson we lecture and students take notes anymore, students learn ...
within the subject by doing the activities and telling what he knows as we

chat in class, which is nice.) -INT12-

Teachers generally demonstrated positive attitudes towards increased student
activity and participation in class, while some of them also emphasizing that
participation has a whole-class nature with the new curriculum. This came out as a
changed aspect of learning taking place in class, as most teachers focused on the
whole-class participative nature of this curriculum in contrast to the participation

of a few high achievers in the former.

... miimkiin oldugunca ¢ocuklarin hepsini bu ise dahil etmeye calisiyoruz
ya bir paragraf okuyor ya bir goriisiinii soyliiyor ya etkinligin birini
yapiyor ...... oObiir tiirlii problemi ¢ozebilen ¢ocuk kalkiyordu o da iste bir
smifta bes alt1 kisiyi gegmez. ama burda herkes bir konuyla ilgili bir fikir
ortaya koyabiliyor, goriisiinii sdyleyebiliyor hemen hemen herkesi
konusturmaya ¢alistyorum aktif olsunlar diye. (I try to involve all students
as much as possible either through reading aloud or expressing an opinion
or doing an activity.... In the past it was just the ones who were able to
solve the problems who participated, which is not more than 5 or 6. But
now | try to make almost all of them speak so that they can be active. ) -
INT12-

...simdi bu miifredatta da, bir konuda O&gretmenin her Ogrenciye

ulagabilmesi zaten istedikleri... (That is what they want with this
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curriculum, the teacher reaching every single student on one subject.) —

INT21-
Teachers’ role also was stated to have changed together with this new and
enhanced role that students undertake, worded as “the exchange of student and
teacher roles” since the old passive listening conducted by students is now a
teacher activity. Teachers pointed out the teacher as passive listeners, but they also
emphasized that they are also doing a lot in the meantime in order to guide
students to their new roles and facilitate their learning.

...Diger tiirlii cocuk sinifta seydi. Neydi robot gibi oturur, 6gretmen dersi

anlatir. Sorular cevaplanir. Zil ¢ald1 hadi giile giile. (In the former child

used to sit like a robot in class and teacher lecturing. Questions are

answered, the bell goes and bye...) —INT3-
Question and answer type of interaction in class is what was mentioned by most
teachers as prior practice, as can be seen in both the previous and the next
quotations from teacher interviews.

...Mesela soru cevap yontemiyle giderken, simdi biraz daha uygulamaya

yonelik seyler yapmaya basladik. Yani Ogrencinin {iretimine yonelik,

¢ocugun uygulamasina yonelik seyler. (While in the past we used to do

question and answer type lessons, now we focus more on application,

towards the production and application of the child.) — INT1-
In relation to their new roles, teachers seem to have experienced a great deal of
change, which transformed them into tools guiding the students as they learn by
themselves, and ensuring that resources are available for students to use to support
their learning, as in the case of constructivist classrooms. One teacher (INT2)
expressed this role very well through her definition of the new teacher role as “to
provide the students with the required infrastructure for learning by living and
doing (yaparak yasayarak 6grenme icin gerekli altyapiy1 materyallerle saglamak)”.
Other teachers supported the idea with the following statements:

...0gretmen su konumda, zaten olmasi istenen de o...0gretmen danigman

konumunda, 6gretmen Ggrenciyi yonlendiren, iste ona yol gdsteren ..ee..
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kisi konumunda olmasi gerektigi sOylendi o konumda da. (What is
expected from the teacher is to be an advisor, to guide the student, to direct
him...) -INT 13-

...iste benim anladigim manay1 sOylilyorum ogrenciyi yonlendirebilen
rehber olmasini istiyor o amag¢ yani 6grenci odakli olsun siz onlara katki
verin Odevleri verin iste donaniminiz hazir olsun onlarin kullanimina
sunun. (What I understand is teacher is expected to be a guide to direct the
student. The purpose is to make it student centered, you contribute to them,

assign them tasks, make resources available to them.) —INT14-

This transformed role of teacher also means to teachers that they are no longer the

only sources of knowledge available for students, which influences how students

perceive the teacher, and makes them more independent in their learning,

expressed as follows by a teacher:

Hani bu herseyi bilen §gretmen...evet benim siifimda ben onu kaldirmaya
ugrastyorum ve az da olsa basarimizda var bu konuda....68renciler beni
her seyi bilen, her seyi yapan 6gretmen tipi olarak degil de iste gerektigi
yerde sikintiya diistiigii yerde devreye sokuyor beni. (The teacher who
knows everything... I try to abolish this in my class and I am more or less
successful in it...Students do not see me as the teacher who knows and
does everything but they make use of me when they need, when there is a
problem.) -INT8-

Although it looks like teachers are generally comfortable with this new role and

have developed a positive attitude towards constructivist teacher in general, one

teacher expressed the conflict she is experiencing inside due to this role, which

could be named as ‘guilt’ for not being the sole source of knowledge:

...bugilin bir adam1 arastiracaktiniz arastirdiniz m1 arastirdik iyi tamam

Ogretmen masasina geciyor isim listesi var art1 eksi koyuyor bilmem ne,
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ondan sonra ¢ocuk tek tek kalkiyor sunumunu yapiyor he sen de higbir sey
bilmiyorsun gibi, bunu kabullenemiyoruz. (Today you were supposed to do
research into this guy, have you done it, yes, OK, teacher is behind her
table putting plusses and minuses to the student list while the children are
presenting what they found on by one, and it is like you don’t know

anything at all, which is what we cannot accept.) -INT 13-

4.1.2 Increased Involvement of Parents in the Classroom Environment

While some teachers emphasized the economic status of the parents as a critical
part of their background, others mainly talked about low level of education that
the parents have, which to them directly influences the readiness of the child to
school and learning at school. One teacher expressed this as a concern of hers
using the common ‘scaffolding” metaphor of constructivism as follows:
...Siz burda ¢ocuga bi takim seyleri 6gretiyosunuz ¢ocuga da mantikl
gelebiliyor ama eve gittigi zaman hersey yikilabiliyor ordan bi tas gekiliyor
pat hersey yikilip basa doniiyosunuz. (You teach certain stuff here the child
makes sense of it but when he goes home everything may be collapsed
when a stone is pulled out of it, and you turn back to the beginning.) -
INT1-

As to the socio-economic status of parents, the following quotations depict what
teachers think regarding the increased significance of the family background as
they are more actively involved in the learning process:
...Velinin etkisinin ¢ok biiyiilk oldugunu diisiiniiyorum ben ¢iinkii veli
cocuguna belli bir egitimi veriyor okula gelmeden once. Veli cok dnemli.
baz1 seyleri vermek zorunda. Vermedigi zaman 6gretmen c¢ok zorlaniyo

smifta. (I think the parents’ influence is very important as parents give a
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certain amount of education to their kids before school. When this lacks,

teacher’s job gets very difficult in class. ) -INT2-

...ayn1 smifta ayni sartlarda ayni dersi veriyosun. Sartlar1 daha iyi olan
cocuklar sartlar1 yani ailenin ekonomik diizeyi daha yiiksek olan ¢ocuklar
aile diizeyi geri olan ¢ocuklardan daha iyi oluyo. (You teach the same
thing in the same class under the same conditions. Kids with better
conditions |1 mean kids with higher family economic status are usually
better than kids with lower ones) - INT3-

This increased involvement, which made the family backgrounds more significant,
was said to be caused by both curriculum related factors like performance tasks
and the increased need for parents’ financial support due to technological
requirements of the classrooms, and also by the pressure of central examinations
for the next level of education. Firstly, higher parent involvement meant higher
parent activity through performance tasks. The most common concern raised by
teachers was owing to the confusion experienced especially during the first couple
of years of implementation, both by teachers and parents. Teachers, due to
insufficient training, had difficulty in realizing the actual aim of performance
tasks, and expected very high of their students. This puts parents, who were even
more confused with this new productive nature of homework, under pressure. As a
result, they either indulged themselves too much in the completion of tasks, or felt
insufficient because of not being able to do it. It took time for teachers first and
then parents to realize that what is important is the process that the child goes
through as he is “doing and reflecting, more doing and reflecting, and then more
doing and reflecting” (Marlowe & Page, 1998).  This process of teachers’
confusion and how it was resolved was summarized by a teacher as follows:

...Bu program bize performans ve proje diye bir sey getirdi bir de aile

gorevi getirdi. biz performans ve proje Odevini biz O&gretmenler

kavrayamadik. kavrayamayinca ne yaptik..ailelere yiiklendik.. aileler
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gittiler mimarlara miihendislere maketleri yaptirdilar, evler koyler, ¢arsilar,
okullar, getirdiler biz hala kavrayamadik, ayy ne gilizel O0gretmenler
odasinin masalarina dolaplarina koyduk...benim ne haddime kalmis ki
Ogrencilerin anasii babasini degerlendirmek. ama onlara not verirken
onlar1 degerlendirdim ... ve veliler biiylik bir kiilfete girdiler hem maddi bir
kiilfete girdiler hem de is yilikii olarak kiilfete girdiler ve buna tepkiler
basladi ve bildigim kadariyla bu tepkiler de taa bakanliga kadar da
gitti...sonra biz zamanla olayr agir agir kavramaya basladik, hala
kavramayanlar var...simdi ne yapiyoruz...¢cocugun sinifta yapabilecegi
performans gorevlerini se¢iyorum. (This program brought performance
and project tasks which we could not understand at the beginning. So we
put pressure on the parents and they had architects or engineers to do the
models of houses, villages or schools. We still didn’t understand and
exhibited these in the teachers’ room lockers and tables. We evaluated the
parents as | was grading the students. Parents underwent a huge effort
both financially and in terms of workload, which caused reactions to reach
even to the ministry. In time we started to understand though there are still
those who don’t. What we do now is to assign tasks that the student can

complete in class time.) - INT8-

Some teachers pointed out that this overinvolvement of parents still continue due

to parents being overambitious of their child’s performance or grades, although

teachers are now more aware and keep warning the parents of the real purpose.
...yani evet yapiyorlar ve yaptiklarini da Oyle giizel dile getiriyorlar ki
konusurken onun ¢ocugununki sdyle olmus 6gretmen ona su kadar vermis
benim ¢ocuguma biz sunu yaptik biz sunu yaptikla bashyorlar climlenin
sonu yaptimla bitiyor. (Yes they do them and show that they do them very
well as they talk about it as in “The teacher graded another student like
this but we did better than that”, they start the sentence with we did, but
finish “1did”.) -INT13-
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Etkinlikleri tam olarak smif ortaminda yapamiyoruz. Yani
yapamadiklarimizi eve veriyoruz. Onlarda da ¢ok basarili olamiyolar
¢linkli hani 3 kisinin yaptig1 bir sey geliyo sizin karsiniza, ana baba ve
cocuk. (We cannot fully complete the activities in class time. We assign
some of them home. But it does not work either because what is handed in
is the work of three; mother, father and the child.) —INT 6-

...dedim bu ¢ocugun, birak eksik olsun yanlis olsun o yapsin onun elinden
¢iksin mitkemmel olmasi 6nemli degil dedim. (I told the parent that this is
the child’s task. It may be wrong or lacking, but what matters is that it
should be his work. It does not have to be perfect, | said. ) -INT13-

EEN1Y

Parents’ “overambition”, as identified so by many of the teachers, does not only
stem from the new curriculum, but also from other factors such as the pressure of
central exams and the changing family structures, which push them to be more
active, to communicate more with the teachers, and follow student performance
more closely.
...Valla velinin aktifligi biraz da bu iste bu smavlardan dolayi. Yoksa
veliler dyle bi aktif olcak durumlar1 yok iste ¢ocuklar SBS de ya da OKS
de basarili olsunlar diye. (The activeness of parents is to some extent
because of these exams. Otherwise there is no reason for parents to be

more active, so that children succeed in SBS or OKS.) - INT1-

As to family structures, while some teachers mentioned the low education level of
parents as a reason for their overambition, while another teacher mentioned the
guilt of the working mother:
...Yani benim sinfimda var bdyle bir iki tane aileler 3. sinif miifredatimi
veriyolar ¢ocuga. cok hevesliler ¢ok istekliler. cocuk sikiliyo ve bana

sikildigini ifade ediyor, benim yapabilecegim bisey yok ki o konuda. Anne
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baba okumamus, 6yle hirshilar ki ¢ocugu kurban ediyolar. ( | have a few
parents in my class who teach the next grade’s curriculum to their kids as
they are too enthusiastic. The child gets bored and expresses this to me but
| have nothing to do about it. Parents are uneducated so they are so
ambitious that they victimize the kid.) —-INT2-

...simdiki ¢ocuklar anne o cocugun her dedigini yapmaya caligiyor
genelde simdi ¢alisan anne baba ¢ocugundan uzak kaliyor vicdanini dyle
rahatlatiyor. (Today’s mothers try to do everything that the child wants as
she is working and thus away from her kid so she is trying to relieve her
guilty conscience in this way.) —INT13-

Parents are not only more active through performance tasks, but also as sources of

input for students’ local knowledge. One teacher mentioned interviewing as a

common method of student research, which she assigns regularly to her students:
...veli tabi ¢ok calistyor burda, bence ¢alismali da. yani tamamen yapmak
degil de tabi. gocuga fikir vermek anlaminda. yine bugiinkii 6devim mesela
goriisgme formu var orda o da ailesinden bir fertle goriisecek meslegiyle
ilgili onun goriiglerini alacak, iste severek mi yapiyor sevmeyerek mi
yapiyor, burda nereye ¢ikacak sonug, ¢ocuk diyecek ki ben sevdigim ilgi
duydugum iste yetenegimin oldugu bir meslege ulasayim. (The parent
works hard in this program, and | think they must, not meaning to do it
completely but to provide the child with ideas. For example today |
assigned them an interview form in which they have to ask their parents
questions about their jobs, which would result in the student to think about
jobs and what job he wants to do.) -INT10-

In line with the emphasis on the use of computers in class by teachers and students
with the purpose of making the content more visually attractive in the curriculum,

teachers felt the need to have computers and projecting machines built in to their
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classrooms. When talking about parent involvement, parents’ financial support in
making this possible came out as a very significant feature of their involvement,
which indicates that the procedure of teachers collecting money from parents to
enhance the technological facilities of their classrooms is very common at this
school. While some teachers see this kind of support natural, there are also those
who believe it is actually the responsibility of the state to provide the schools with
the technologies that are required for the new curriculum.
... tabi burda velinin biiyilik katkis1 var, bu okul icin sdyleyeyim. biz hala
bir pc aldiramadik, ne yapiyoruz pc labaratuari veya sinifin1 kullanma
durumunda kaliyoruz. (Now the parent has great contribution. Speaking
for this school, we still couldn’t have parents buy a computer to our

classroom. What we do is to use the computer lab.) - INT14-

An anecdote shared by a 2™ grade teacher expressed very well how natural this

support is perceived both by parents and also by this teacher:
...birinci smifi okuturken de ben o6devlerimi kendim hazirliyordum.
Kaymakam velim vardi dedi ki hocam dedi madem &yle bu yil da siz
hazirlaymn. Dedim valla yazicim bozuldu ne zaman alirsam o zaman
hazirlamaya bagliycam. Dedi ki ben alicam size yazici, yeter ki siz 6dev
hazirlamaya devam edin dedi mesela. (When | was teaching 1% grade |
used to prepare task sheets for students to do at home. | had a parent, a
subgovernor, told me to prepare them this year too. | told him that my
printer is broken I will start as soon as | get a new one. He said he will get

me a new one so that | can prepare task sheets again.) -INT2-

On the other hand, one teacher felt that this influenced their relationship with the
parents and indirectly with the students in a negative way.
...veli velinimetimiz olmus idarecilerimiz de aman veliyi kizdirmayalim

veli okula paray1 veren. (The parent is our benefactor, administrators keep
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saying we should be careful not to make parents angry as they are those
who pay.) - INT13-

...Yani aletlerin sinifta olmasi...6nemli... Tabi tabi sinifta olmadigi igin
biraz bir projeksiyon istiyorduk, o zaman... simdi siiflarda var... Veliler
aliyor, artik simdi 6yle. Onu da (parayi) biz topluyoruz, (To have the
devices in the classroom is important. We wanted a projector as we didn 't
have one in our classroom. Now we have it. Parents buy it... that is the

usual practice now. We collect the money. ) -INT19-

This quotation both shows that from now on it is the teacher’s responsibility to
organize such a donation system through communicating with the parents and
collecting the money, and also that this is something new, increased especially
after the new curriculum. It is not difficult to imagine how this unwritten but
perceived role by teachers creates inequality between classrooms, as some
teachers do not accept this role as readily as others. Differences between teacher
approaches might be caused by both different teacher approaches to collecting
money and to technology. Either way, this would not be sole cause of inequality in
itself as parent profile of each class may well be different from another even in the
same school. The quotation below expresses inequality caused by different levels
of importance given to education by different parent combinations in two different
classes:
Iste dedigim gibi yani isin siirmesi agisindan bu kaynaklar1 devletin
karsilamas1 lazim, benim velilerim egitime dnem veriyolar buna hazirlar
ama... arkadasimizin sinifinda yok iziliiyorum. (The state should fulfill
these resources so that the process could continue. My parents attach
importance to education and are ready to help but my friend does not have

them in his class. | feel sorry for him. ) -INT2-
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Financial support from parents is not only crucial when it comes to buying

computers or projectors, but it is an ongoing process due to the nature of activities

assigned as homework.
... En basitinden bir etkinlik nerden baksan 3-5 lira gerektirir. Bant alcak,
kablo alcak veya iste bilmem ne... Yani eger materyallere veyahut Yyani
onlar1 birlestirmeye dayali biseyse, gerektiriyo yani para gerektiriyo.
Maddi agidan yetersiz olan dgrenciler var, ya da internetten gideceksin
¢ikt1 alicaksin diyo. Bilgisayar1 yok internete gidiyo para veriyo. (Even the
simplest activity requires the student to spend around 3-5 liras. He has to
buy tape, cable, etc. | mean if the activity is based upon such materials or
on combination of such materials, it requires money. There are students
who are financially in need. Or we say get print out from the internet. He
has no computer at home, so he goes to a cyber café and he pays for it and

the printout.) -INT7-

The increased significance of the family background and higher involvement of
parents due to the requirements of the new curriculum both through increased
activity in completing tasks assigned for students and through contributing
financially to the system has inevitably changed the extent and nature of
communication between teachers and parents. Teachers pointed out that all these
enhanced their communication with parents, and led parents to be more actively
involved in educational processes. One teacher explained this through the idea of
“presence of the parent in the classroom”, which she felt is something
undermining the teacher’s total sovereignty in the classroom:
...Mesela simdi su anda siifta veli var...velinin de sinifi gozlemlemesini
istiyor yeni program. Veliyi diyor alin smifa. Cocugunuzu gozlesin,
sunumlarini dinlesin... Sinifin kapilar velilere agik. Eskiden 6yle degildi,
Ogretmen sinifta miidiir bile 6gretmenden sonra cumhurbaskan1 bile sonra
gelirdi. simdi Oyle degil. (For example now we have the parent in the

classroom. The new program wants the parent to observe the class. It tells
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us to take the parent into the classroom so that they can observe their child
and attend his presentations...Our doors are open to parents. This wasn'’t
the case in the past, teacher was superior to all, the principal, even the

president in her classroom. Now it is not the case.) -INT3-

...eski velilerimiz hani eti senin kemigi benim derlerdi. Her yil biraz daha bu
degisti. artik hersey onlarin. (laughter) bize bisi birakmadilar. (In the past parents
used to surrender their kids totally to us. This has gradually changed. Now it is all
theirs. We have nothing left.) - INT12-

4. 1. 3 Student-centered Instruction

A constructivist curriculum is based on an epistemological view of learning rather
than teaching. Thus, students’ active participation in problem solving and critical
thinking processes is fundamental for knowledge construction of the student. As
new knowledge is constructed in integration with each student’s previous
intellectual constructs, learning should be planned in a way that is student-
centered. Interaction in a constructivist classroom, then, is not limited between the
teacher and the students, but instead takes place among all individuals’ diverse
cognitive abilities. When teachers do not take students’ differing cognitive
abilities as well as their interests and life experiences into account, they fail to
build on local knowledge and therefore avoid their full participation (Windschitl,
2002).

From the talks with the teachers at this school, the following aspects of a student-
centered instruction emerged as they were talking about changes brought to their
classroom practices: learning by doing and living, independent learning,

improvement of critical thinking skills, awareness of individual differences
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between students, student research as primary source of knowledge, free

expression of ideas, and increased student self-confidence.

Students’ active participation in problem solving processes through hands-on

activities was generally worded in the same way by teachers, as “learning by

doing and living”.
...bugiine kadarki sistem hep ezbere sistemdi biliyorsunuz, merkezde
Ogretmen vardi, ama simdi daha farkl, yaparak, yasayarak cocuklar
dinamik...slirekli ¢ocuklar...kendileri bildigi gibi yapiyor (Up to now it
was all based on memorization you know, teacher was the center. But now
it is different, students learn by doing, living. They are dynamic, they do as
they wish.) -INT19-

...Eskiden daha bir ezberci sistemdi, veriyorduk mesela ...liggenin i¢
acilar1 toplami 180 derecedir, simdi yeni miifredatta ticgen yapip mesela
etkinlikte koselerini kesiyorsun, koseleri birlestirip dogru ag¢i yan yana
koyup yapistirdiginda ...iste bir liggenin i¢ agilar1 toplami 180 derecedir...
Ki bunu gene dgrenmis oluyor 6grenci de mi? Uggenin i¢ agilart 180'dir
bilgisine sahip olmus oluyor. Ama farkli bir yoldan, uygulayarak gorerek
ogrenmis oluyor. (In the past it was based on memorization. We gave the
input that the sum of internal angles of a triangle is 180. Now in the new
curriculum they cut the corners and bring and stick them together in the
right angles they see that the sum is 180 degrees. They still learn, don’t
they? But in a different way, through application and seeing.) -INT17-

...Yapilandirmaci derken daha ¢ok 6grencinin aktif olmasi gerekiyo...eee
...Ogrencinin yaparak yasayarak Ogrenmesi gerekiyo. (What | mean by
constructivist is that student needs to be more active. He needs to learn by
doing and living.) -INT2-
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Learning by doing does not only mean bringing together concrete material to
visualize the input, but rather the input is to be provided by the student himself, as
part of knowledge construction. Teachers argued that the primary source of
knowledge in the classroom is no longer the teacher alone, but the input provided
by research tasks realized by students.
...etkinlikler var mesela. burda hem... 6gretmen biseyler katiyor, 6grenci
kendileri arastirtyor, hep birlikte yani katkisi oluyor. (We have activities
for example here... both the teacher contributes, the students do their own

research, so it’s the contribution of all.) -INT17-

...Her Kkelimeyi 6gretmenin agzindan dinleyecegine, ¢ocuk bu kadar
teknoloji ¢aginda aragtirarak Ogrenmeyi bilmesi gerekiyor biz de bunu
tesvik etmeye calisiyoruz. (Instead of listening to every word out of
teacher’s mouth, the child needs to know how to learn by doing research,
that is what we are trying to encourage.) -INT6-

...yani orda biz daha yoruluyorduk ve daha fazla sey iiretmek ¢ikarmak
zorundaydik birseyler yapmak zorundaydik burda oyle degil hersey hazir
cocuga yiikliiyor ¢ocuk yapsin ¢ocuk performans yapsin ¢ocuk deney
yapsin ¢ocuk etkinlik yapsin ¢ocuk getirsin ¢ocuk bulsun hep malzeme
cocuktan yani. (In the past we worked harder and we had to produce more
it is not the case now everything is ready for the teacher. It is all on the
student. The child is to do everything, the performance tasks, the
experiments. The child is to find the material. It is all from the child.) -
INT12-

Although most teachers pointed out that making it more student-centered eased
their work during class time as it is the students who do most of the talking and
other productive tasks, this does not mean that teachers’ job is easier, as they need

to make sure all students with varying cognitive abilities, interests and life
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experiences go through a self-learning process. This is expressed as an opportunity
brought by the new curriculum by one teacher as follows:
...0grencilerin biraz Once belirttigim gibi bireysel farkliliklarini, sosyal
farkliliklarini bir zenginlige doniistiirebiliyorsun, her an1 iste bilmem bazen
yakindan uzaga dogru ¢evreden toplulastirmadan bunlar1 birer ders haline
doniistiirebiliyorsun. (You may transform individual differences between
students into a richness, by making use of every moment from close to

larger environment to transform into a lesson.) -INT8-

When student research or student material is the main source of knowledge in
class, the student needs to learn how to be an independent learner. According to
the teachers, accessing knowledge independently from the teacher is critical both
for the successful implementation of the curriculum and is a very crucial life skill
that needs to be practiced as early as possible in education.
...Yani ¢ocuk zaten bilgi 68renmeyi 0grendikten sonra bilgi sorun degil
bana gore, nasil olsa 6grenecek, ulasir. Yeter ki nasil 6grenecegini demi,
ogrenmeyi 6grenmeli. (As long as the child learns how to learn, knowledge
is not an issue for me. He will somehow reach knowledge if he knows how
to learn. ) —INT19-

Another aspect of student-centered instruction experienced by teachers was the
improvement of critical thinking skills after the abandonment of route
memorization methods used in teaching earlier. One teacher explained the change
as in the first quotation, while a few others referred to the same thing while
explaining the primary goal of education in relation to the new curriculum:
...Bence daha yaratici oluyor ¢ocuk daha diisiinebiliyor, sorguluyor, 6nce
biz ezbereydi her seyi ezbere aliyoruz ben bir ¢ok seyi diisiinemiyorum, bir
bakiyorum benim hi¢ diigiinmedigim seyleri diisiiniip sorabiliyo. (I think
the child is more creative, thinks more, questions. Earlier we learnt

through memorization so | cannot think of many things myself. But now |
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see they can think of and question the things that I never thought of.) -
INT19-

...sonra sorgulayan, diisiinen yorumlayan Ogrenciler yetistirebilmek yani
kendi kendi haklarmi savunabilecek Ogrenciler yetistirebilmek okuldaki
misyonumuz... da bu (Our mission at the school is to train students who
can ask, question, think and interpret so that they can defend their own
rights.) -INT1-

...bananeciligi  kaldirmak. kendini  birey  hissetmek, diisiince
gelistirebilmek, otoriteye gerektiginde karsi durabilmek. Ciinkii otorite
kotii bi seydir. (To abolish self-centeredness, to make students feel as
individuals who can develop their own thoughts and defend them against

authority when necessary because authority is a bad thing.) -INT5-

Free expression of students’ ideas is another aspect directly related to improved
critical thinking skills since the quality of interactions and the sharing of diverse
point of views result in a more comfortable atmosphere for students to express
their ideas and opinions. Teachers are no more talking people, but they are people
who make others talk (INT6). Teachers emphasized that this was mainly caused
by the open-ended questioning technique used in textbooks, which gives room to
different and alternative answers of students rather than asking for a constant
correct answer.
...eski tiikce pargalarinda yani bir dogru vardi, simdi herkes fikrini
yaziyor, diislincesini sana gore diisiincen nedir mesela, herkes kendisi yani
ona gore... dogru olan neyse o...Tabi bu c¢ok yonli diisiinmeye
sevkediyor, farkli diisiinceler ortaya ¢ikiyor paylagimlar artiyor. (In earlier
texts in the Turkish book there was one correct answer. Now everybody

writes their own opinions as an answer according to whatever is right to
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him. This naturally leads students to think from multiple perspectives and
results in differing thoughts.) -INT17-

...yani daha ¢ok Ogrenciye... kendini anlatmasi diyelim biz eskiden ev
Odevi olarak kitapta suray1 arastir Ozetini yaz...gel diyorduk ama simdi
tiirkceden bir parcayr okuyorsun direk orda su sorular1 yap demiyor hep
iste sen olsan ne yapardin diyelim bu konuda ne diisiiniiyorsun senin fikrin
nedir hep ¢ocuga bdyle vurgulayict kendini ifade edecek anlamda sorular
yine Oyle hep arastirma sorulari var kendi fikirlerini kendi goriislerini
anlatsin diyor. (It is based more on students’ expressing themselves
through personalization questions like what would you do in the same
situation or other research type questions that the student would explain
his own ideas.) -INT9-

What came out very frequently in teacher interviews is the awareness they
developed towards differences of ability, learning style, intelligence, and life
experiences as a result of student-centered approach in the new curriculum:
...¢ok hareketli cocuklar var, geziyor konusuyor ama ayni zamanda da
ogreniyor, ben sordugumda oglum nerde kaldik dedigimde cevap veriyor,
engel olmuyorum vyani... (There are children who are very active, who
walk around, talk to others but learn at the same time. When | check his
attention he shows me that he is following, so I don’t stop him from

moving.) -INT19-

...Uc-bes kisiyle ders yaptigim iste sorularin onlarin ¢6zdiigii obiir tarafta
ne kadar cabalasaniz bile 40 kisilik bir sinif da herkes 6grendi mi diye
yoklayamiyorsunuz, ama burda herkesi yoklayabiliyorsun, hani bugiin bu
cocuk bunu Ogrenemedi farkinda olabiliyorsun... her &grenciye
ulagabiliyorsun, bugiin hangisini kim 6grendi kim 6grenemedi

farkedebiliyorsun, obiir tiirlii olmuyordu, yetistirmem lazim o problemleri
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¢ozmem lazim koymusum cebime 5-6 problem ¢ozilicem, ¢6zdiiglim gibi
anladiniz m1 anlamadmiz m1 iste bes-altt kisi anladi...e iste vakit yok.

kotiiydii. gergekten kotiiydii. -INT12-

Multiple intelligences that the students have is also an awareness raised through

the curriculum change in teachers, which was expressed by a teacher as a reason

for having a student-centered learning environment, since students are not placed

into classrooms grouped according to their strong intelligence types.

...Yapilmas1 gereken ¢ocugun becerilerini ortaya koyabilme. Akademik
yonden mesela her ¢cocugun farkli zeka yonleri var, sayisal zekasi olan var,
sozel zekasi olan var, bu zeka seyine gore yonlendirebilmeyi amagliyorum
ben. (What we need to do is to put forward the skills that the child has.
Academically every kid has a tendency towards a different kind of

intelligence and | aim to guide them based on their intelligences.) - INT15-

The following teacher mentioned this awareness also as a very crucial

characteristic of an ideal teacher:

...Bi kere eee, farkliliklar1 zenginlik olarak goriicek...Cilinkii 30 ayn
ogrencin varsa 30 ayr1 diinya var. Kimse kimseyi benzestirmiycek...her
cocugun bir aga¢ oldugunu, dallarinin farkl biiyiidiiglinti, farkli rengi
oldugunu.. Bu ¢ok 6nemli. (He should see differences as richness, as 30
students mean you have 30 different worlds ahead of you. He mustn’t try to
make anybody alike. Every child is a different tree with different leaves
growing in different shapes and colours.) -INT5-

Increased student self-confidence is another aspect of change raised by teachers as

part of student-centered instruction, naturally caused by increased talking time and

hands-on activity time of the students as well as a more comfortable atmosphere in

which the student feels free to express his ideas, regardless of ability.

...her ¢ocuk 6nemli benim i¢in, ha genelde yapilan hata suydu, belli basl

bir iki ¢cocuk mesela tiirkge'de matematik'te basariliysa o ¢ocuklari 6ne
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alirdik...o ¢ocuklar béyle géz Oniinde tutulur, diger ¢ocuklar susturulur,
sinifta alt1 saat boyunca bes saat boyunca sessiz sedasiz otururlardi. (Every
child matters to me. What was wrong in the past was to depend on a
couple of high achievers in Turkish and Maths and give priority to them.
Others kids were made silent and used to sit silently in class for 5-6 hours.)
-INT15-

4. 1. 4 Increased Flexibility in Classroom Management

If we were to observe the patterns of classroom management in classrooms, some
of the most visible areas would probably be the arrangement of classroom
furniture, the degree of physical movement students are allowed without asking
the teacher, the ratio of teacher talk to student talk, and the level of noise in the

classroom.

When they were asked about any possible changes that took place in their
classroom management patterns or techniques that they use, while most teachers
expressed there has been a fundamental shift from the use of teacher based
classroom management to student based classroom management strategies, there
were also some teachers who said that his/ her classroom management approach is
already student based. What teachers understand by ‘student based’ classroom
management is that they need to vary their classroom management strategies or
comunication skills from student to student, based on the individual differences
between them. Most of them agreed that this made them more permissive, which
is stil hard to get used to. One teacher expressed the shift in her communication
skills in the following words:

...Hani sey gibi yani simifa girdiginiz zaman mesela 6grenciyle, tamam

tabi ki birebir ilgileniyodunuz ama, simdi her 6grencinin yeteneklerini

bireysel olarak degerlendirmeniz ve ona gore bireysel olarak onla iletisime

gecmeniz gerekiyo. O yiizden herkese gore ayri1 bir iletisim becerisi
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olusturmaniz gerekiyo. (When you walk into the classroom, all right of
course you used to take care of the students one by one, but now you need
to evaluate the abilities of each student individually and communicate
individually with him according to this evaluation. So you need to develop

a different communication skill for each individual student.) -INT1-

The degree of physical movement students are allowed in the classroom without
asking the teacher was reported by teachers to have increased with the new
curriculum. Students moving freely in classroom was both caused by the teachers’
increased permissiveness due to taking learning style or intelligence and
personality differences of students into account, and also by the changes in the
instructional patterns used dominantly. For example, the use of group work as an
interaction type resulted in increased mobility in the classroom as expressed as
follows by a teacher:
... Artik dedim ya ben 5’i bitirdim bu programda, hele 3. siniftan sonra
hepsi ayaktalar bu ¢ocuklarin. Aktifler tabi gidicek gelecek grup kuracak.
(1 finished 5™ grade with this program, especially with 3™ grade, all
students are standing. They are certainly active as they get into groups. )-
INT3-

The shift in instructional patterns was also mentioned by some teachers in a more
general way, such as the ratio of teacher talk to student talk as a result of student-
centered instruction.
...ama sinifta bir hareketlilik oluyor tabi. simdi ¢ok agir bir konuyu burda
anlattyor olsam yazdirtyor olsam daha disiplinli daha diizgiin bir sinifla
karst karsiya olurum ama simdi hareket var tabi. (But surely there is
movement in the classroom. Now if | were lecturing a very hard subject
and make students write | would face a more disciplined, a more decent

class, but mw there is mobility. ) -INT12-
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...¢linkii smifa girdigin zaman “otur, sagina bakma, solun bakma, etrafina
bakma™ gibi robot gibi 6grenci istenirdi. Simdi deniyo ki mesela 6grenci
isterse sinifta istedigi gibi dolanabilir. Buna bizim alismamiz daha zor
oldu. Zor oldu ¢iinkii orda o dolasiyo belki kendi istedigini yapiyo onuno
icgiidiisel seyleri o sekilde, dyle rahat ediyo ama obiiriinlin de dikkati
dagiliyo mesela o dolasirken. (When you entered the classroom in the past
you would say: “Sit down, don’t look around” as you wanted students to
be robot-like. Now they say that the student can freely move around the
classroom. This was hard for us to get used to because one of them moves
freely as he wants do intrinsically, as he is more comfortable like that but
another one may be distracted by him.) -INT1-

The change in instructional patterns such as the type of interaction also influenced
the level of noise in the classrooms. Since with the new curriculum teachers are
expected to encourage students to engage in dialogue with both their teachers and
their peers (Brooks & Brooks, 1993), they arrange classroom activities in line with
this.

...5imdi eski programda simiflardan tip hi¢ ses ¢ikmazdi, ama simdi
giiriilti oluyo bi anda baya bi. Grup caligmasi yapildigi zaman, ister
istemez digardan bakan birisi 6gretmen sinifta disiplini saglayamamis gibi
gorebilir ama soyle bir baktigin zaman zaten susuyo dinliyo seni siif. (In
the old program there would be no noise in the classroom, but now there is
a lot. When it is group work time, an outsider may think that the teacher
has lost control of the classroom but students get back to silence when you
look at them.) -INT2-

...Onceden yani ¢ocuklar sessiz olun, konugmayin, konusmayacak susacak

higbir sekilde. Tabi simdi daha bir farkindayiz. (Earlier we used to say:
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“Children! Be quiet, do not talk”. We expected them to be quiet at all

times. Now we are more aware.) - INT19-

As expressed by this teacher, teachers are aware that together with the curriculum
change, they need to revise their behavioural expectations from the students, while
also having to make them adopt new habits for still keeping the classroom order
under control. While some teachers mentioned that they needed to do some
strategy training in class targeting the students, others said that they invented new
techniques for themselves.
...Mesela grupta bagirir ¢agirir falan bi giiriiltii olusuyo smifta. Sen
naptyosun? Calisma yaparken arkadasinla konusabilirsin, ama onun
isitecegi sekilde. Kapali yerde bu kadar bagrilmaz giiriiltii yapilmaz demek
zorundasin. (A noise is created in group work. What do you do? You have
to say: “you can talk with your friend as you work, but in a way that only
he or she will hear. You cannot make so much noise in a closed space like
this”. -INT1-

...bu programla birlikte giiriiltii ¢ogald: ... gruplara ayirirken bir giiriilti
gruplar ¢alisirken bir giiriiltii oldu...iste bazen soyle isaret kullaniyoruz,
isaret dili(...) bagirmiyorum da..el kaldirmak, susmak bilmem su sudur bu
budur isaret dili kullaniyoruz...¢iinkii...anlagsabilmek i¢in, c¢iinkii, simdi
bagirdigin zaman bir gruba, 6biir grup sessiz onun dikkatini dagitiyorsun,
ama bir takim isaretleri kullandigimiz zaman uzaktan o gruplara
dokunmamis oluyoruz... (Noise increased with this program. There is
noise when putting students into groups, and when groups are working.
Sometimes I use body language. I don’t shout. I raise my hands, or use
other signs of body so that we could communicate the message. Because

when | shout, | may distract other groups who are quiet.) -INT8-
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Apart from warning the students not to make so much noise in group work, some
teachers also mentioned other skills that they wanted their students to adopt in line
with the new curriculum. For instance, the significance of turn-taking strategies
was mentioned to have increased as amount of student talking time increased. The
second quotation is rather interesting in the sense that the teacher uses a different
turn taking strategy with her students other than raising hands, which gives far
more responsibility to the student in controlling the talk and interaction in class.
...Egitim olarak sunu verdim cocuklara, sunu kavratmaya calistim. S6z
hakki almadan konusmayalim, soz alam1 sonuna kadar dinleyelim. (I
trained the students for this: “we mustn’t talk without receiving the right to
take our turn. We must wait for our turn if somebody else is talking.) -
INT6-

...Bizim parolamiz kimseden izin almak zorunda degiliz, sadece bir sart1
var. Konusmak isteyen bakar ayakta birisi konusuyor mu diye.
Konusuyorsa onun soziiniin bitmesini bekler, ondan sonra konusur. O
konusurken bagkasi konusamaz. Bunu verdim biz parmak kaldirmadan
konusabiliyoruz hi¢bir disiplin problemi olmadan. (Our motto is that we
don’t have ask for anybody’s permission to talk, only in one condition.
Anybody who wants to talk checks if someone is standing and talking. If
yes, waits for him to finish, and then stands up and talks. Noone else can
talk when he is talking. I trained them for this and now we can talk without
raising hands and there are no discipline problems.)-INT5-

4.1.5 Increased Use of Technology and Other Visual Aids

For students to create complex and rich knowledge structures, contextualized
higher level activites are required. Various technologies may function as tools to

support these classroom activities. Wilson (1996) argues that computer-based
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virtual environments may alleviate the spur of knowledge construction, as long as
they are used in an attempt to engage the students in complex and higher level

activities.

Except for a few classrooms where the teacher was not supported enough
financially by the group of parents, most classrooms are equipped with a laptop
computer and a built in projector at this school. Some teachers also mentioned that
they have a big screen TV set in their classrooms, again bought by parents.
Teachers are generally positive about this aspect of the new curriculum, mostly
mentioning the use of computers and other visuals as a benefit to their teaching
and to students’ learning. From the quotations below, it may be seen that teachers
believe technology use is beneficial to the implementation of the new curriculum
because of the visual support it provides them with, and also because it helps them
to link content with real life. What came out really often in teacher interviews as
an advantage of the use of visuals was that it helped the retention of what is
learned.
...izledigimiz en biiyiik degisiklik iste sey, teknolojik agidan ¢ocuk daha
bir gorerek 6gretiyoruz simdi bire bir, isitsel, hem goriiyor hem isitiyor.
(The biggest change we have gone through is, well, we teach through
technology more so that the students both see and hear.) -INT19-

...bu yontemle bir kere anlatilan her seyi giinlik hayatla
iliskilendirebilmek ve bunu hayal edebilmek... hayal edemiyor bazi
cocuklar nasil hayal edecegini bilmiyor ama siz bunu gorsel olarak
sundugunuz zaman ha o zaman ¢ocuk bir seyler aklinda olusmaya bagliyor
ve anlamaya ¢alistyor. (this method... being able to link everything that is
taught with daily life and being able to imagine it. They cannot imagine,
some kids don’t know how to imagine but when you present it visually to
them then the kid starts to have an image in mind and he tries to
understand.) -INT16-
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Although these two teachers mainly talked about the use of technology as a visual
and audial support for students to see, hear and thus imagine the content more
easily, there were others who mentioned technology and visuals as a tool to make
students active participants in activities that use technology, rather than to make
students passive watchers and listeners of videos. The quotations below show that
visual aids are used with the participation of the students into game-like or
interactive tasks used for revision of content, which is thought to have increased
their achievement in tests taken afterwards.

...iste  bir tane Ornek verip daha c¢ok gorsellere onlar1 katarak

oyunlastirarak bu sekilde igliyoruz. (we give one example and then mostly

teach through involving them into visuals in games. ) -INT17-

...konular1 islemistik isledigimiz konularla ilgili eee bir degerlendirme
yapmak istedik Avea smifin1 kullandik cesitli testler uyguladik ondan
sonra gelen uzman arkadasimiz ...onlar1 yapinca ... ¢ocuklarin ... mesela
once konular1 gorselledik gorselledikten sonra sorulart sorduk sorulari
sordugumuzda g¢ocuklar zaten o gorselleri aldigi zaman hemen sey eski
bilgileri toparlamis oldular hemen akabinde yapilmis olan test sinavlarinda
cok keyifli cevaplar verdiler. (we wanted to do a revision of content that
we taught. We used the technology classroom together with the specialist
to do some tests. First we visualized the content, which made them recall
previously learned content, and them they gave very nice answers in the
test that we did afterwards.) -INT14-

Another teacher emphasized the active nature of students when visualization is
used through a comparison of how multiplication table was taught in the past and
how it is learned now:

. Biz demisiz iki iki daha dort eder. Evet carpim taplosunu Oyle

ezberledik. Sadece kerat cetvelini, anlamini bilmeden. Ama simdi iki tane
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kiraz ¢iziyor, iki tane daha kiraz ¢iziyor, iki kiraz iki kiraz daha diyor. (We
said two plus two makes four. Yes that is how we memorized the
multiplication table. Just the table, without the meaning. But now the
student draws two cherries and two more, and says two cherries plus two

more cherries make four cherries.) -INT3-

Students are also made active through visuals in the book when teachers use the

pictures in the book to make students talk, which means the use of authentic

materials in order to inquire students’ understanding of concepts:
Gorsellik...ben kitapta o konuyu islerken kitabin {izerindeki o tiir resimleri
inceletiyorum, ... resimdeki ayrintilart gérmeye c¢alistyorum... mesela
GAP'la ilgili konumuz vardi, orada bir 6grencimizin yapmis oldugu gap'la
ilgili bir resim vardi...orda ben gap sudur budur diye anlatmak yerine,
resme bakin ve gap neler getirmis seklinde sordum, orda da cocuk
resimdeki gordiigiinli aktararak, iste fabrika getirmis, is alanit getirmis,
veya iste okul olmus, efendim folklor oynuyorlar, bu sevinglerini
gosteriyor, seklinde ne yaptigmi ifade etti, ama onu diiz bir sekilde
anlatsaydim, gap kalict hale gelmeyebilirdi. (Visualisation... I make the
students examine the pictures on the book when teaching the book, try to
see the details in the picture. For example, we had GAP (Southeastern
Anatolia Project) in the book and a painting by a student in the region.
Instead of telling them what GAP is, | asked them to look at the painting
and tell me what it brought. They shared what they saw in the picture:
factories, job opportunities, schools, and happiness brought by GAP. If |
had only lectured about GAP, it would not be permanent knowledge.) -
INT10-

Retention, expressed as ‘knowledge being more permanent’ by this teacher, is a

very significant advantage of using visuals for teachers.
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...Clnkili eskiden ¢ok daha agirdi bizim konularimiz matematik dersi
olarak. Hani 6grenciye simdi ...gorsel olarak yaptigimiz i¢in akillarinda
kalmas1 daha fazla oluyor. (In the past maths was far more loaded. Now we

teach it visually to students, and they retain the content longer.) -INT20-

...ama onu gordiiglii zaman, gorsellerle canlandirdiginda, gordiigiinde o
ogrenme daha kalic1 oluyor. (But when the student sees it, visualizes it, that

learning is more permanent. ) -INT17-

...Hani sizin sozel olarak anlattiginiz seyleri gorsel olarak de
desteklediginizde son derece kalic1 oluyo. (When you support what you

teach them verbally with visuals it is really makes it permanent.) -INT6-

Despite all these positive comments teachers uttered during the interviews
regarding their experiences with the increase of the use of visuals to aid their
teaching, there was also some sort of questioning in their minds whether it really

helped the teacher teach better or the student to learn better.

Technology was expressed to be a tool for teachers to increase the attention span

of students, as it kept them occupied for a longer time, an occupation which is

rather passive and receptive, though.
...Sinifta televizyon var, ¢ok zevkli ders isliyoruz. Miifettis geldigi zaman
bakti, sinif ortamina. Hocam ikinci sinif ¢ocugu hi¢ birininin ¢isi gelmedi
gelmez mi dikkat ettim ii¢ ders boyunca kimse tuvalete gitmedi dedi.
(There is a TV in the classroom, and we have enjoyable lessons. When the
inspector visited us he said: These are 2™ grade kids but | am surprised
that nobody asked to go to the loo for three hours.) -INT2-
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...bizim isimizi hem kolaylastirtyo, hem ¢ocuklar1 yakalamamiza sebep
oluyor bana gore bilgisayarli egitim. (Computerised instruction both makes
our job easier, and enables us to attract the students.) -INT6-

...¢linkii benim dersim sosyal bilimler dersi, gorsellik gerektiren bir
ders...yoksa tarih sikici gelebilir sirf anlatmakla. (because | teach social
studies, a lesson that requires visualization. Otherwise history could be

boring for students if I only lecture.) -INT10-

Using computers in order to visualize the content certainly required teachers to
adopt new qualities such as computer literacy and also the ability to use the
computer to create new tasks and materials for the students. The following teacher
mentioned computer literacy as the most significant teacher quality required by
this curriculum:
...Birincisi, bilgisayar kullanma becerisi. Sadece bilgisayar degil tabi
interneti de etkili kullanmali. Biseyler arastirmali. (First of all, computer
literacy. Not the computer only but also the Internet should be used
effectively by the teacher. The teacher should use it to do research.) -
INT7-

...Yapmak zorundasiniz. Yani siirekli etkinlikler iiretmek zorundasiniz,
konuyla ilgili degisik materyaller bulmak zorundasiniz, bilgisayari
projeksiyonu kullanmak zorundasiniz. (You have to do it. You have to
produce new tasks all the time and find new materials about the subject

matter. You need to use the computer and the projector.) - INT 1-
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4.1.6 Use of Real Life Situations in Class

Contextualisation of content is one of the major elements of a constructivist
learning environment. To contextualize, students may observe authentic artifacts
anchored in authentic situations, or access background and contextual materials of
all sorts to aid interpretation and argumentation (Black & McClintock, 1995). For
this, students are put in real life situations in class and asked to think or act as
apprentices of real life. This makes them easier to connect material with their
personal knowledge and previous experiences, and then combine the information
gathered with target knowledge, the aim of which is to have students apply this

reconstructed knowledge to current issues in real life.

Having students apply the knowledge in their real lives was expressed to be the

primary goal of education according to the constructivist curriculum by most

teachers. They said that this very goal is the rationale behind all activities and

tasks that they engage students in, such as dramatization, and using students’ or

teacher’s lives as material, all aiming to “bring life into the class” (INT12).
...Yani bir seyi neden Ogreniyoruz, iste yeni miifredatta aslinda bu
sorgulama var, yapilan etkinliklerle, o etkinlikler ¢ok giizel hazirlanmas,
yapilan etkinliklerle biz onu giinliik hayatta nasil uygulayabiliriz, nereye
tastyabiliriz bunu 6greniyor ¢ocuklar. (Why we teach certain stuff, this is
questioned in the new curriculum through activities. Those activities are
very well prepared, children learn how to apply knowledge in daily life,
where to transfer it through those activities.) -INT20-

Not only the activities but also the texts in the books help the contextualization of

knowledge in real life through themes from daily life, as in the following example:
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... konular zaten. her konu demiyorum ama bazi konular zaten gercek
hayatla birebir ilgili. Mesela ne vardi ...Hayvanlara ¢ip takilmasi bu sokak
hayvanlarina ¢ipli takip yontemi denilen bi parca isledik gegen giin. O
parcada iste...Ogretmenim iste biz nereye bildiricez? Iste orda belediyenin
adresi falan vardi, buraya bildirebiliriz dedim. Bu birebir gercek hayatla,
yani parcadan hareketle ger¢ek hayata ulastigimiz bisey. (It is all about the
themes in the book. Not all but some themes in the book are directly
related to real life. For example we had a text the other day about the
chips placed on street animals to track them. Some students asked where
they can report such animals and | told them we could report to the
municipality, the book gave the address of it. This is something we reached

in real life starting from a text.) -INT18-

...Ciinkii 15ledigimiz konular zaten hayatin i¢inden kolay ulasabilecegimiz
materyaller. Onlarin temini de ¢ok zor olmuyo. (The subject matter is
already from real life, stuff that we can easily reach, so the provision of

materials from real life is not so difficult.) -INT6-

Piaget’s theory of constructivism is based on that the child’s own actions in the

world were important to cognitive development, which makes the social context

crucial in this development process. His theory tried to explain the intellectual

development in the individual as a form of adaptation to his environment, and

focused on the social aspect of the learning process especially in his later writings

(Fosnot, 1996). How teachers at this school made use the students’ own lives and

their environments to help their cognitive development is exemplified by them as

follows:

..Ee oOzellikle aligverislerde, mesela ben onlara 06dev veriyorum
marketlerdeki arastirmalar, fiyatlar, onlarin oranlari, istatistik bilgilerinde
ozellikle, apartmaninizda mesela yas grafikleri, yas ortalamasi, bunlarla

ilgili hep etkinlikler veriyoruz. (Especially in shopping, | assign them tasks
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about prices in the supermarkets, their proportions; when working on
statistics for example, age graph of those living in your apartment
building, averages, are kinds of activities we assign.) —-INT 20-

...diin anlattim sekizlere anlattim elinizde hepinizin ¢aydanlik var degil mi?
var. e peki caydanlig1 olmayan bir ev var m1 yok ¢iinkii bizim tiirk gérenek
goreneklerimiz i¢in ¢ay vazge¢ilmez. tiirk kiiltiirlinde yeme adabinda
vazgecilmez. hatta bazi evlerde iki tane {i¢ tane misafir ¢caydanligi yok
bilmem ne caydanligi var. ama evde isterseniz bes tane caydanlik olsun
bana Oyle bir ¢aydanlik {iretin ki 0yle bir ¢aydanlik hayal edin ki evde kag
tane caydanlik olursa olsun annenin ben onu alabilmeliyim demeli parasi
olmasa bile mutfak masrafindan kisip onu alabilmeliyim demeli diyorum.
(1 taught this to 8" grades just yesterday. | asked them whether they have a
teapot in their houses. Every house has at least one teapot because tea is
indispensable in our culture. But | wanted them to dream about and design
a teapot every mother would want to have in their kitchen no matter how

many teapots they already have.) -INT13-

...smif i¢cinde de ben ¢ok anket yaparim mesela, niifusu konusuruz veya
okuma yazma oranini konusuruz, kaginizin anneannesi babaannesi okuma
yazma biliyor, kacinizin annesi babasi bilmiyor, iste simdi bakin hepiniz
okuldasiniz napiyoruz, gecmisten giiniimiize dogru iste okuma yazma
oraninin nasil arttigina neden arttig1 sonucuna anketle ulasmis oluyoruz. (I
usually use questionnaires in class for example; when we are talking abut
population, or literacy rate. | ask how many of their grandmothers know
how to read and write, and how many of their parents know how to read
and write. | tell them every kid is at school now and we compare the
results in time and reach the conclusion how literacy rate increased.) -
INT10-
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Although teachers used the words ‘drama’ and ‘dramatisation’ very frequently
while talking about creating real life situations in class, most of the examples they
gave to this concept did not really involve dramatization of a real life situation in
class by students, but rather the verbal dramatization of an anecdote or
hypothetical situation by the teacher himself, which does not engage the students
in the learning process as actively as the former. It is still possible to engage the
students in a productive dialogue as a result of making use of teachers’ own lives,
as could be seen in the last quotation below:
...Herseye basimdan gecmis gibi bir hikaye uydurarak, hani
inandiriciligim artiyo tiyatrodan dolay1 ama yalan sdylemekten...Cocuklar
biiyliylince fark ediyolar belki bu kadar da olmazmis diye, ama simdilik
inaniyolar. (I tell them everything as if it really happened to me; because
of the use of drama my credibility increases but I actually tell a lot of lies.
Kids notice this maybe when they grow up but for now they believe in me.)
-INT5-

...Bisey oldugu zaman ben hep 6grencilere kendi hayatimdan ornekler
veririm. Cocuklar ben s6yle okudum.Okumami hemen 6rnek veririm iste
su sartlarda biliylidim benim sunum yoktu benim buyum yoktu diye
ornekler veriyorum sinifta. (I always give examples from my own life. | tell
them how | studied, under what conditions | grew up. | didn 't have this and
I didn’t have that.) -INT2-

...Mesela siz bir olayr karikatiirize ettiginiz zaman ve bir drama halinde
oynadiginiz zaman veya nasihati fikravari verdiginiz zaman ilging seyler
cikiyor. Ogretmenim diyor mesela bizim soyle bir olayimiz olmustu diyor
o da katilim veriyor. ee o zaman digeri de her tiirlii olaya hazirlikli olmak
icin ya arastirma yapiyor filan veya hatirlamaya calisiyor gecmisinde neler
var neler yok filan. o bakimdan hani birliktelik de saglaniyor. (Interesting

things come out of students when you caricaturise an event, or dramatise
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it, or share an advice in an anecdotal tone. Students share interesting
events that happened to them, so he participates too. The others start
thinking about how they can participate and they do some research and try

to remember his past. Thus a wholeness is created in class.) -INT14-

What was reported as a real example of using drama in class through an activity in

which students take part is quoted below:
...mesela iste...eee... Selamlagsmak (...) Bi metin isliyoruz mesela
biiyliksehirlerde insanlarin birbirlerine ¢ok iyi iletisim kurmadiklari, selam
vermedikleri falan bunlar1 konusurken ¢ocuk apartmanini anlatiyo evini
anlatiyo. Soruyorum mesela sabah geldiginde arkadasina giinaydin diyo
musun? Ogretmenine giinaydin diyo musun? Diyo ki bazilar1 diyorum ama
cevap vermiyo diyo bunlari anlatiyo. Sonra ...diyorum ki hadi bi dramatize
delim diyorum. iki kisi ii¢c kisi kalkiyolar. Kendini hayal et. Selam
veriyosun almayan bi arkadasin olabilir kendini nasil hissediyosun onu
siifa yansitmaya ¢alig. ya da selam verdigin zaman ne hissediyodun, bu
sekilde dramatize ettigimiz konular oluyor. (For example, greeting. There
was a text about the decrease in greeting in big cities, and the children talk
about their own building and the community. I ask them if they greet their
friends and teachers in the morning when they arrive at the school. They
respond that some greet them back but some don’t. Then we start to
dramatise this situation. Two or three students come to the board. They
start imagining themselves in the same situation. You greet and don’t get a

response. Try to reflect how you would feel to class.) -INT1-

4.1.7 Simplicity and Reduced Load of Content

What was interesting was to find out that teachers thought the new curriculum is
easier, or simpler for students’ cognitive level than the former one, as it was not

something encountered in the literature into the implementation of constructivist
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curricula. This was reported to have been caused by both the reduced load of
content in certain lessons and also the simplicity of what is expected from students
in activities and tasks. While most teachers mentioned this as an advantage both
for the student and the teacher, a significant number expressed that it is now more
difficult for them to challenge students.
...tam tersine bize ¢ok hafif geldi bu program, biitiin arkadaslarim ayni
seyi sOyliiyor ama, sonradan anladik ki ¢ok giizel bir sey, 0grenciye...
miifredat olarak biz simdi Oyle agir bilgiler veriyorduk ki onlarin hepsi
kaldirild1. (In contrast to the former one we think this one is very light, that
is what all of my colleagues say. But later we realized this is very good for
the student. We used to give so high level knowledge as content to the
students. Now it’s all abolished.) -INT 11-

...Yani iste matematik programi az diyolar, yani ... basit, eskisine gore. (I
mean they say maths program is light, [ mean... easier, compared to the

earlier one.) -INT4-

...Daha anlaml1 bir degisiklik oldu, daha giizel oldu. hani gereksiz bir siirii
formiil bir siirli agir problem ¢ozme onlarin yiikiinden kurtuldu ¢cocuk daha
glincel hani kullanabilecegi bilgiler ediniyor. (It is a more meaningful
change, to the better. Children got rid of the burden of learning a lot of
unnecessary formulas and solving hard problems; they gain knowledge
that they can use.) -INT12-

...eski miifredatta cok yogun bir konu vardi. Mesela 6. siniflara ¢ok yogun
bir bilgi birikimi yiiklilyoduk...Ama simdi dyle degil. Yani ne kadarini
anlayabilirse o kadarin1 veriyoruz. Fazlasin1 vermeye gerek duymuyoruz.
Ha bu ¢ocugu gereksiz bilgi birikiminden arindiriyo, ¢ocugu kurtariyo.
(There was a load of subjects in the former curriculum. For example in the

6" grade, we used to load the students with a very intense program...But
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now it is not the case. We give the student as much as he could get. Not
more than that. This relieves the child from unnecessary load of
knowledge.) -INT18-

Despite the benefits reported above, some teachers expressed the discomfort they

felt about the simplicity and reduced load of content in the new curriculum.
...Bu c¢ocuklar diisiinmeyi ve hayal etmeyi biraktilar. Halbuki biz bu
egitimle yani 6grenci merkezli egitimle bunu yapmay1 amaclarken ¢ocuk
mesela Oyle basit etkinlikler filan kondu ki... (These kids abandoned
thinking and imagining. Although we were trying to do exactly that
through student centered instruction, the activities brought are so simple
that we could not...) -INT1-

...diyorum ya verimsiz  ge¢iyor gibi  geliyor ders, tam
uygulayamadigimdan,  bisey  Ogrettigimi  hissedemiyorum...6dev
veriyorsun performans gorevi diyorsun ¢ocuk yapacak uygulayacak sinifta
okulda yaptirin basit sey verin diyorlar basit sey veriyorsun ama kirk
dakkada yetmiyor hadi diyelim iki ders, iki ders ¢cocuk birseyle ugrasir m,
ugrasmaz, miimkiin degil. (I feel as if my class is not efficient as | cannot
fully implement, I cannot feel I am teaching anything...You assign a
performance task for the kid to do and to apply. They say it should be
something simple, something to be done in class but 40 minutes is not
enough, sometimes 2 hours. But a kid cannot be busy with something for 2

hours, it is impossible.)  -INT9-

...daha 6nceki sistemde daha ¢ok bilgi yiikleniyordu ¢ocuga, birdenbire bir
stirli etkinlik olunca, etkinlikler sanki bir sey 6gretmiyormus gibi oldu. (In
the former curriculum there was a bigger load of knowledge to the child.
All of a sudden it is all activities now, and it feels as if activities do not
teach anything.) -INT19-
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4.1.8 Student-centered Assessment

Constructivist assessment emphasizes process rather than the outcome, which
makes the performance of the student significant as it shows evidence of how he
constructs meaning. This was reported to be experienced as a change in
assessment approaches by the teachers, although not as frequently as other aspects
of change is assessment such as having to consider the individual differences
between students while evaluating them, and the holistic evaluation of each
student, which were said to have increased teacher workload through assessment

oriented paper work.

In constructivist learning environments, performance assessment is favored over
standardized tests as evaluation of quality is more important than that of quantity,
which may result in problems of reliability. To ensure reliability, authenticity of
assessment, or the student’s ownership of a task is necessary. The effectiveness of
authentic assessments depends on the clarity of the criteria set, which should be
clearly stated to the students in advance through interaction and negotiation
(Windschitl, 2002).

According to the teachers, the new curriculum brought to schools a new
assessment approach that is more student-centered, which they expressed as
considering the individual differences between students while evaluating, rather
than comparing them to each other regardless of varying interest and ability
levels, and intelligence and learner style types. This is possible through
assessment not being solely dependent on standardized tests, and having to track
each individual student separately through individualized criteria documents.

... Obiir tiirlii...soru soruyorsunuz cevabi almak zorundasiniz...ama burda

gozlemleyebilmek, ¢ocugu taniyabilmem daha miimkiin...derse de iste

katilmiyor kimisi ama sinavda yapabiliyor klasik sorular soruyorduk

cekingen olabiliyor karakterleri farklt ¢ocuklarin iste ona gore
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degerlendirdiyorduk notla, kesin sinirli notlar vardi, burda daha esnek
davranabiliyorsun, biraz daha gevseklik mi artik...simif i¢i performansi
daha onemli. (The other way, you ask a question and have to get the
answer...but now it is possible to know the child and observe him more
closely. We used to evaluate according to exam grades only, but some do
not participate in class and succeed in the exam due to personality
differences. Now you can be more flexible, as in-class performance is more
important.) -INT12-

While the above teacher mentioned different student personalities as the cause of

varying performances, another teacher emphasized the impact of other outside

factors related to the background of the student:
...Farkliliklar1 iste ge¢cmis yasantilar... ¢iinkii 6gretmenin disinda g¢ok
etken var, gilinlimiizde ozellikle, arkadas c¢evresi, aile, beslenme, ailevi
sorunlar, o ¢ocugun ge¢mis yasantisi, ogrenci Ogretmenleri yani hepsi,
onceki okulu, hepsi birbirinin bir pargasi. (Differences are due to past
experiences... because there are so many factors other than the teacher,
nowadays especially peer group, family, nutrition, family problems, past
experiences, past teachers and school, all are a part of each other.) -
INT10-

Holistic evaluation of the student, which included in-class performance in the

activities and tasks, and also participation in extracurricular activities is another

aspect of the new student assessment approach that the teachers experienced.
...Ama 6grenciyi bir biitlin olarak degerlendirmek gerekiyor, sadece notla
degil, sinif i¢inde katilim1 sundugu etkinlikler, performansi bunlar1 da goz
Oniine katarak bir biitiin olarak, artik mesela ben suna da ¢ok Onem
veriyorum, o ¢ocugun sosyal faaliyetlere katilimi, o bile bence notunu
etkiliyor. (A student has to be evaluated holistically, not merely based on
grades but activities that he presented in class, performance, by taking all
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these into consideration. Now I also give importance to participation of the

kid in extracurricular activities, it influences the kid’s grade.) -INT20-

...Obiir tirlii de iste o 5-6 6grenciniz ¢ok problem ¢ozer, ¢ok derse katilir
onlar sinifin goézdesidir, digerleri de nedir bilmiyorum, yani onlar1 nasil
degerlendiriyorduk. Onlar da iste lisede sosyalci olacak tipler goziiyle
bakilir.... simdi 6yle diisiinmiiyoruz iste. ¢ok yonlii goriiyoruz ¢ocuklart.
(the other way 5-6 students you have solve a lot of problems, they are the
favourites of the class, I don’t know the others. The others were seen as
students which will choose social studies not science in high school. Now
we don’t think that way. We see the students from multiple perspectives.) -

INT12-

The fact that assessment is more performance based with the new curriculum
requires the follow-up of student performance in multiple steps for the teacher as it
requires the commitment of student effort in a more extended period of time,
rather than being limited to standardized test achievement. The teachers at this
school shared their understandings of the new approach in the same way, focusing
on the fact that process oriented evaluation rather than product is what they
understand as a change brought to their assessment practices with the new
curriculum.
...stirekli...stire¢ degerlendiriyoruz simdi daha c¢ok yani. Sonugtan g¢ok
stirece bakiyoruz. Cocugun bir iki yaptigiyla etttigiyle O6yle cocugu
degerlendiremiyorsun ki. (Constantly...we evaluate the process more. We
consider process rather than final product. You don’t just evaluate the kid

based on what he had done once or twice.) -INT19-

...simdi ¢ocugun genel manada sene igersindeki veya ay icersinde, hafta
icersindeki degisimlerini gozlemleyerek kiigiik kiiclik notlar tutarim ben,

bu notlar1 eee degerlendirmeden sonra notlan degerlendirmenin ¢ok da
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yararli oldugunu zannetmiyorum ben (now | take little notes through the
year, or month or week about my observations of the general changes in
the child, and I use this for evaluation. I don’t think when you do this,

evaluating based on grade is that much beneficial.) -INT14-

Some teachers also emphasized the comparison of the student not with others in

class but with himself, in other words, according to the level of improvement he

has gone through over time.
... Temel esas aldigim sey, yani illa da, o bilgiyi tamamen almis olmasina
degil de, yani birseyler gelisiyor mu, kimisinde ¢ok gelisir, o kazanimla
ilgili mesela. (What | primarily look at is not whether the student has
acquired the knowledge completely, but whether there is some
improvement... some acquisitions improve better in some students for
example.) -INT11-

...Cocugu kendisiyle yarigtirma, yani ¢ocugun kesinlikle bir bagkasiyla,
simif igerisindeki bagka biriyle yaristirmadan, kendi kapasitesinde bir
gelisme varsa, kendisiyle yarista bir gelisme varsa, ben bunu baz aliyorum.
(Making the child compete with himself, absolutely not with someone else
in the class, if there is improvement in the competition with himself, that is
what | take into account.) -INT6-
One of the characteristics of constructivist assessment is that it requires self-
evaluation of the student, which came out as a problematic experience from the
teachers, probably because of the lack of strategy training for this aspect both for
the teachers and the students.
...Milli egitimin bize gonderdigi ...kilavuzun arkasina koymus 06z
degerlendirme kendimi degerlendiriyorum. Cocuk kendini
degerlendirirken hi¢ dogru diizgiin degerlendirmiyo biiylik bi ¢ogunlugu.
Hepsini biliyorum diyo. Cok da hi¢ de anlamli olmadigini diisliniiyorum.

Yani 30 kisinin icerisinden en az 10 tanesi diiriist degil. Biliyorum yaziyor,
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giilen yliz ¢izin diyorum 6grendiyseniz, ¢ocuk hepsine giilen yiiz ¢iziyo.
Niye diyorum eksi surati sevmiyorum diyor. Kendini dyle goriiyo hepsi
kendini mitkkemmel goriiyo ¢ocuklarm. (At the back of the guide books sent
by the ministry we have self evaluation forms for students. The child does
not do this properly, most of them. He says I know all of them. I don’t think
it is meaningful at all. At least 10 out of 30 students are not honest about
it. He writes “I know”, I tell them to draw a smiley if you have learned,
and they put smileys to all of them. When I ask him he says I don’t like
sulky face. He sees himself that way, all kids think they are perfect.) -
INT3-

The lack or insufficiency of training for teachers so that they could feel more

confident in adopting such critical changes in assessment approach was expressed

very commonly by the teachers, the most striking one quoted below:
...Bizim evragimiz neydi giinliik plan yillik plan. Simdi 0 matbug olarak
geliyo sen istedigin oynamayi yapiyosun. Onun yerine daha Ogrenci
merkezli bir evrak¢ilik ¢ikti. Ama bu evrak¢iligin hayatta bir karsiligr yok.
Ben onlar1 degerlendirecek donanima sahip Ogretmen gormiiyorum...
Bunun i¢in ben napicam, nereye gidicem, kimden nasil yardim alicam. Bu
donanim olmayinca, bu sistem de olmayinca, onlar biraz yapilmis olmak
icin yapiliyo. (Our paperwork was daily and annual unit plans. Now we
have it ready you can adopt it as you like. Instead now we have a more
student-centered paperwork. But it does not have a point in real life. |
don’t see myself as a teacher equipped to evaluate those papers. What will
1 do for this, where will I go for help? When I don’t have the training in the
system, those are done for the sake of doing.) -INT5-

...Performansi yapmak felan simdi giizel de, bunun temel yaklasiminda,
Olgme degerlendirme uzmani olmak lazim simdi. Ben, kendim

yapamiyorum dogrusu. Yaptigim nedir, bi etkinlik yapiyorum. Kendimce
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iste bi etkinlige, bizde simdi yazili degerlendirme yok. iste smif ici
etkinlik. Ama o giinkii o etkinligi yapiyor ¢ocuk da, ya bakiyodur ya sey
yaptyodur ama az ¢ok ¢ocugun ne bildigini ne kadar bildigini bilirsin yani.
Smaifta etkinlik yapiyo arkadasina bakiyo, ondan yapiyo biliyorum napiim
simdi 100 mi veriim kalkiyim? (It is nice to do the performance tasks, but
you need to be an expert in measurement and evaluation. I can’t do it
myself. What do [ do? I do an activity. WE don’t have written evaluation
any more, it is just in class performance. The child performs the activity of
that day, but maybe he cheats but you know how much a child knows any
way. He performs the task in class but cheats from his friend, and | know
this. What should I do in such a case? Give him 100?) -INT3-

The teachers both complained about not being trained enough to be able to assess
the students individually through performance tasks, and also about the increase it
brought to their workload, because of the paperwork that student-centered
instruction requires. This paperwork was mentioned to consist of the creation of
evaluation forms with individualized criteria on them and their filling in for each
student, and the follow up of deadlines. This finding is parallel to what Kidd
(1993, as cited in Littledyke, 1997) reported following the national curriculum
change in Britain, where teachers were found to criticize the change excessively
because of cumbersome assessment arrangements and the unrealistic workload as
an inevitable consequence of it.
...bir simifta diyelim ki 27 kisi var...bir degerlendirme 6lgegi her biri igin...
Art1 projenin nasil yapilacagina dair bir hazirlik, bunun agamalari, art1 iste
nelerden ne kadar not kiracaksiniz onlarin planlamasi, her 6grenci igin ii¢
tane form doldurmamiz gerekiyor, bunu veliye gondermeniz
gerekiyor...mesela proje getirmeyenler oluyor tarihinde, ben not verilecek
giiniin sonuna kadar onu bekliyoruz, ¢ocuk onu vermediyse velisine imza
bekliyoruz, oglum imzalattin m1 yok yok yok, yani telefon ediyoruz,

buraya c¢agiriyoruz veliyi, yani siirekli takip etmek gerekiyor, bu
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doldurdugunuz formlar biraz isinizi o zaman artirdi, proje acisindan
ozellikle. (Suppose you have 27 students in the class. An evaluation scale
for each of them. Plus a preparation of how to do the project, the steps of
it, plus the planning of the assessment criteria, three forms for each
student. You need to send one to the parent. Sometimes they don’t handi in
the project on time, we wait till the end of the day, if he does not hand in,
we ask for the signature of the parent. First we check with the student, if
not signed yet, we telephone the parent. So you need to follow it constantly.
These forms increased our workload, especially in terms of project tasks.) -
INT20-

...Inanamazsiniz, miithis hem de yani...6gretmen kitabinda bu yapilacak
biitiin etkinlikler sunlar bunlar haricinde en son sayfada formlar vardir
ekler vardir bakarsimniz iste seyler hari¢ performans gorevleri ve gozlem
onlar falan harig, kontrol listeleri felan, dereceli puanlama anahtarlarindan
tutun mesela bazilarimi biitiin 6grencilere uygulamaniz gerekiyor, bazilarin
her konu i¢in uygulamaniz gerekiyor, simdi bir 6gretmenin yaklasik ee 150
tane 0grencisi oldugunu diisiinilirseniz, 6gretmenler i¢in miithis bir angarya
bu yani. ha faydasi, tabi yapildiktan sonra, bunlar giizel bir analiz edilip de
degerlendirilmeye alindiktan sonra bir sonu¢ ¢ikarilip da ona gore bir
uygulama yapilsa hadi gene neyse... (You wouldn’t believe me. In the
guidebook other than the activities we also have these forms as appendices
at the back. Checklists, grading scales for performance tasks and
observation forms, some of them for all students, some of them for all
subjects, thinking that a teacher has around 150 students, it is horrible red
tape for the teacher. It could be beneficial, but only in the event that all
these forms and scales are analysed thoroughly and findings are used to

update the implementation...) -INT16-

147



Increased paperwork was generally expressed as a burden by the teachers,

especially because of the inconfidence they feel.
...Daha ¢ok kirtasiyenin ¢ok oldugundan sikayetci arkadaslar. Yani
gereksiz yere gercekten kagit harcadigimizi diisiiniiyolar ben de buna
katiliyorum. ...bu seyle ilgili programla da ilgili, 6lgme degerlendirme ile
ilgili sok fazla. Her 6grenci i¢in bir kagit hazirlamaniz gerekiyo. O da
vaktinizi alryor gereksiz gibi geliyor bana. Olgme degerlendirmede ¢ok
fazla kagit var... Bir de biz bunun egitimini de almadik. Tam ne
yapcagimizi da bilmiyoruz. (My colleagues generally complain about
having too much paperwork unnecessarily, and | agree with them on that.
This is mainly about the program, about measurement and evaluation. You
need to prepare a paper for each student. It takes your time and | feel it is
useless. Too many papers in assessment. Plus we aren’t trained to do it.

We don’t actually know what to do with them.) -INT2-

4.1.9 Group Work

Group work, or cooperative work groups for problem solving and learning is seen
as a facilitator of generative learning by constructivist learning theory. In groups,
students can refine their knowledge through discussion and structured controversy,
while trying to solve complex and authentic problems posed to them by the
teacher with the support of others. Group work is a common instructional strategy
used in constructivist classrooms as it creates an active learning context where
students develop initiative and responsibility for their own learning, and take

responsibility of the timing and monitoring of their work.
It was extremely surprising to find out that teachers mostly perceived group work

as an alternative to individual project tasks assigned for the whole semester, rather

than an in-class instructional strategy. Although there were some teachers who
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also mentioned the use of group work for performance activities suggested to be
done in class in the guidebook, all except one of them regarded group work as a
time killer, which was the main reason why they said they do not implement it
much. Nevertheless, teachers are still aware of certain benefits of using
cooperative work in class or outside class such as increasing student motivation,
teaching students to take responsibility, and increasing whole class participation of
students.

Although the following quotations show that some teachers make use of group
work to complete performance activities and tasks in the guidebook, it is
understood that they do not allocate any class time for this, but rather students
prepare the tasks at their leisure in groups and then present it in class. In the
following quotation, it is clear that even though group work is assigned at least for
outside class, cooperation is still quite low since students in groups are expected to
share tasks among each other and do not really work together to solve a complex
problem. Despite the benefits mentioned, it was quite interesting not to hear any
teacher mentioning the benefits of group work for better learning through the
application of knowledge in problem solving activities. Thus, it could be stated
that teachers mainly perceive group work as a new technique for assigning
homework to groups of students, rather than a classroom strategy used to save
time and increase participation through the interaction of the students with an aim

to make them solve complex problems through discussion.

...3imdi linite iinite boliiyorum, mesela ilk donemki ilk ii¢ tinite diyelim bu
lic liniteyi smifta diyelim ki ...27 kisi var, 27 kisiye dagitiyoruz, ondan
sonra her lnitenin konular1 var, konular1 o 6grencilere dagitiyoruz ve iki
kisi ya da en fazla {i¢ kisi olarak grup halinde o konuyu hazirliyorlar biri
mesela konuyla ilgili birinci etkinligi yapiyor digeri ikinci etkinligi yapiyor
kendi aralarinda boliisiiyorlar hem kendi aralarindaki o yakinlagmay:

arkadagligi hem onu kazaniyorlar hem de o konuyla ilgili bilgi sahibi
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olmus oluyorlar ve diger 6grencilerin de dikkatini ¢cok ¢ekiyor, aralarinda
bir yarig oluyor, benim etkinligim daha gilizel olcak hayir 6gretmenin
benimki daha gilizel olcak, oldu diye. Hem bu sekilde bir yarigsmaya
doniistiyor, daha zevkli hale geldigini diistiniiyorum derslerin. (I divide the
units among students. Suppose | have 27 students, | distribute the subjects
in each unit to students grouped in twos or threes, and they prepare that
subject in their groups. One of them does the first task, the other does the
second task. They share tasks among each other, which makes them closer
and also they need to learn the subject to do the task. It also attracts the
attention of other students; there is a competition, so it is more enjoyable.)
-INT20-

...bi kere paylasmay1 6greniyorlar...Birlikte hareket etmeyi, paylasmayi
ogreniyorlar. ...sorumluluk almay:1 biliyolar, sorumluluklarini  yerine
getiriyolar. Birbirleriyle anlagarak onlar da kendi aralarinda sorumluluk
dagilimiyla bir sonuca ulagsmay1 Ogretiyo. (they learn to share. To do
something in cooperation and to share. They know they have to take
responsibility. It teaches them to reach a conclusion through the
distribution of responsibilities.) -INT6-

One of the teachers who was rather new at the school expressed her
discontentment regarding the branch decision not to assign project tasks as group
work, which makes it clear that in some branches group work is not used for
outside class tasks either, mostly because of parent related problems, as could be
seen in other quotations explaining to what extent they use group work.
...S1imdi soyle, onceki calistigim ti¢ yilda, ben performans proje dédevlerini
ben bu sekilde grup halinde veriyordum ve gergekten basarili olduklarini
diisiiniiyordum fakat bu okula geldikten sonra eski donem ddevi sistemi
gibi verildigini... gordiim...herkese bireysel ddevler veriyorlar, o sekilde,

birinci donem ben de o sekilde uyguladim, fakat iste bunun ben hosuma

150



gitmedi benim uyguladigim sistem ¢ok daha iyiydi, bir de performans
Odevlerinde mesela sunum yapilmiyor dendi, hadi yaptirmadim oysa ben
yaptirtyordum Onceki okulumda...ama burda genel yaptirmiyor, ben de
genele uyuyim diye yaptirmadim ama performans proje o6devlerinin
sunumlar1 ¢ok giizel oluyor...sunumlar aslinda gerekli, olmasi gerekiyor
ve glizel oluyor ve grup halinde ¢aligirlarsa giizel oluyor. (In my former
school | used to assign project tasks to groups and I think it really works
well but at this school | realized teachers assign old style individual term
paper like projects. That is what | did too first semester. But I don'’t like it,
the system I used to apply was better. They also told me they don’t have
presentations for performance tasks. | did the same not to be an exception,
but those presentations work very well too. Presentations work really well,

when they work in groups.) -INT 10-

While explaining why they choose not to assign performance or project homework
to groups, teachers mostly complain about the fact that it is difficult for students to
come together after school hours due to their homes being distant from each other,
not having the space to stay and work in the school, differences between family
structures, or overinvolvement of some parents.
... Tabii ...soyle bir sorun var bizde. Genelde servisle geliyorlar, her biri
ayr1 semtten geliyor, grup calismasini da genelde evde hazirlamalar
gerektigi zaman aileler arasinda bir sey yok, Yok, o saglanamaz da.. ¢ok
farkli kiiltiirleri ¢ok ¢ok farkli.(The problem is, they usually take the
service buses from various neighbourhoods. When they need to work
together at homes, there is no... between the families. It is impossible to

build. They have so different cultures from each other.) -INT15-

...Grup calismalarinda sdyle, yani gruplarda cocuklar hani, ailece

goriistiikleri veya birbirlerine yakin hissettikleri ¢ocuklarla birlikte
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paylastyorlar, genellikle gruplari. (in group work, students usually choose

kids whose family his family knows or feels closer.) -INT14-

...eve verdigimiz zaman da iste sikayetler geldi birinin evine toplaniyorlar
orda anne memnun kalmiyor diyorlar ki iste bize geliyorlar sdyle oluyor
boyle oluyor sikayet yani veya evde yapip burda birlestirin diyoruz orda
aksakliklar oluyor. yapamadik. grup calismasi i¢in saniyorum okullarin
tam giin olmasi gerekiyor (parents complained when we assigned group
work as homework, so I think for group work school should be whole day)
-INT12-

As for the reasons for not being able to allocate class time to group work
activities, teachers generally talked about time, the physical insufficiencies of the
classroom atmosphere such as the lack of space, the increase in the noise level,
and some assessment related issues as well.
...Uygulayamiyoruz, bir de su var, yani biz bu programi uygularken
...hadi bugiin sinifta bu performans etkinligini her grup kendisi ¢aligsin
ortaya bir Uriin c¢ikarsin diyemiyoruz, c¢iinkii zamanimiz buna uygun
olmuyor veya smif kosullar1 uygun olmuyor kiiclik bir sinifta boyle grup
masalar1 olusturamiyorsunuz, ortamlar1 yok...bir kargasa bir curcuna
rahatsizlik veriyor ortaya bisi de ¢ikmiyor biz bunu yapamadik. evet
yapamiyoruz yani. (We cannot implement it. When we are implementing
this curriculum, we cannot say let’s do this performance task in class in
groups to produce an outcome because our time is not available, or
classroom conditions are not suitable. In a small classroom we cannot

move the desks... chaos and noise disturbs so we cannot do it.) -INT12-

...Smuflarin daha boyle konforlu olmasi gerekiyo...Grup ¢aligmasi
yapacagl alanin daha genis olmast gerekiyo...Sinifta olmuyo iste

gruplasamiyo da. Elimizden geldigi kadar yapmaya calisiyoruz mecburen.
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(Classrooms need to be more comfortable. The space should be larger for
group work. The students cannot get into groups in classroom. We try to
do as much as we can, though.) -INT4-

The following quotation emphasizes the problems related to the assessment of

performance tasks assigned in groups, at the same time indicating that group work

is not used by this teacher as an in class activity that is not assessed at all.
...5imdi gecen sene ben bu grup c¢alismalarinda basar1 saglayamadim.
Neden saglayamadim, biri yapti biri yapmadi. Biri onunla ayni notu almak
istemedi. Iste bunu ben yazdim o yazmadi, hep boyle sikayet sorun oldu.
Degerlendirmesinden kaynakli, birbirleri arasinda anlasamadilar. Calisan,
caligmayan... olmadi. Yapamadilar ama bireysel gorevlerde daha basaril
oldular. (Last year | was not able to successfully implement group work
because one student did all the work the other did not. They did not want
to receive the same grade so they complained about their grades. So it’s
assessment related. The active and the inactive... It didn’t work. They were

more successful with individual tasks.) -INT18-

The last two quotations were intentionally put one after another as they indicate

how two different teachers understand group work differently from each other,

one as a time saver, and the other as a time killer.
... mesela eskiden yetismiyo bu tek tek biitiin 6grencileri kontrol et anlattir
olmuyo 45 lik smnifta diyoduk. Bu grup ¢alismalarinin bir siirii yontemi var,
onunla mesela 40 dakikalik dersin yarisinda halledebiliyosun, diger tiirli
tek tek 3 dersin yetmedigi zamanlar i¢in. mesela bu gibi su an aklima
gelmiyo ama bu tarz faydalar1 oldu...Simdi gruplara ayirdim 5 gruba
ayirdim, 1,2,3,4 5 saydim iste birler buraya ikiler buraya ayirdim. her
konuyu herkes yapti tartisti, daha sonra bu yaptiklar1 caligmalar astik.
Simdi her gruptan, bes grup var ya bes grubun birleri bir yere geldi. ikileri

bir yere geldi. Ugleri bir yere geldi. Her birinin niine o ¢alisma kiminse o
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anlatt1 ve herkes 6grenmis oldu. Ciinkii hepsini de gezdiginiz zaman hepsi
birbirinden haberdar olmus oluyo. (In the past we used to complain about
not having enough time to check all students’ learning in a class of 45
students. Group work has a lot of variations, through that you can handle
checking in 20 minutes of a 40 min. lesson, otherwise you would spend
three hours to do the same thing. For example | divide them into 5 groups
as 1s, 2s, 3s, 4s and 5s. | bring 1stogether, 2s together, and so on. Every
group discusses and does the task, and then we display all outcomes. Next,
all 1s in different groups and 2s and 3s come together to share their
original group work with others in the new group so everybody learns

each group’s subject.) -INT5-

...Ikinci kademede, daha ¢ok uygulaniyo, mesela bu sene daha hi¢ grup
caligmasi yapamadik. belki yilin bu zamanindan sonra yapabiliriz vakit
kalirsa. (It is implemented more in grades 6,7 and 8. For example this year
we haven'’t been able to do group work yet. Maybe if we can find the time
after this time of the year.) -INT3-

4.2 Constraints to the Implementation of Constructivist Curriculum

Teachers notice the changes brought to their classroom practices by the new

curriculum either through in-service training at the initiation phase or in time

through the experience of the curriculum implementation. However, this does not

come to mean that they can fully implement those changes, because of many

factors that were found to be perceived by teachers, and will be elaborated in this

section: physical insufficiencies of the school, teacher resistance, parent profile of

the school, insufficient training of teachers, cultural factors, poor participation of

teachers in the design and initiation processes, principal’s insufficient knowledge

of the curriculum, systemic incongruities, and the student profile.
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4.2.1 Physical Limitations of the School Environment

As Fullan (2001) argues, educational change depends on what teachers do. In this
sense, what teachers do may be dependent on what they think about whether
change is possible in reference to their own school conditions. Thus, it is not
sufficient on its own to expect curriculum change to happen when teachers’ views
and beliefs are changed, though these are to be seriously considered. The working
conditions and contexts where curriculum change is to be implemented need to be
altered, too. In Turkey, Ekiz’s (2001) work demonstrated that teachers have
inadequate resources and overcrowded classrooms, which would have even more

serious implications for the implementation of a constructivist curriculum.

Caligkan and Tabancali (2009) state that the new curriculum requires a learning
environment that is supported by technological infrastructure and various other
learning materials. Although most of the classrooms at this school are now
equipped with that technological infrastructure necessitated by the curriculum
thanks to parent support, some teachers still expressed the lack of it as an obstacle
to their implementation. It was not just the computers and projectors that teachers
mentioned as physical insufficiency, though. They also complained about the lack
of specialized classrooms for teachers, class sizes, classroom space, and double-
shift education.
...eger mesela bir dil 6gretmeni dil sinifin1 kullanabilme sansina sahip
olsa...bir miizik O6gretmeni miizik siifinda sinifa girmesi daha giizel
etkinliklere ¢ocuklar1 davet edebilir. (if a language teacher had the chance
to use a language classroom... a music teacher taught in a music

classroom, they could better motivate the students.) -INT14-

...Ogretmenlerin smifi olmasi lazim. Universitedeki gibi ya da yabanci

okullardaki gibi. Yani Tiirkce smifi olcak 6grenci oraya gelcek benim
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biitin malzemelerim elimin altinda olcak...Ben istiyorum ki bdoyle
dolaplarim olsun bilgisayarim projektoriim kendime ait bir siifim olsun.
Ben o smifta hakimiyeti koruyim, biitiin malzemelerimi koyiiyim oraya.
Cocuk geldigi zaman oraya neyi nerde bulacagini bilsin Tiirk¢e sinifina
geldigi zaman dille ilgili bi seyler yapicagin bilsin. (Teachers need their
own classrooms like at universities or foreign schools. I mean there should
be Turkish classroom for students to come to the Turkish class, all my stuff
should be there. I want lockers, computer and a projector in that class. |
want to have sovereignty of that class. The kids should know when they

come there they will be doing stuff about language.) -INT1-

Although class sizes are rather low compared to Ankara and Turkey average at
this school, teachers still expressed their discontent with crowded classes in
relation to the problems it creates regarding the implementation of a constructivist
curriculum. The suggested ideal class size for this program range from 8 to 15, as
mentioned below:
...ama tabii 6grenci merkezli olmasi ¢ok giizel bir sey. buna ragmen tam
uygulayamiyoruz, o da neden, sinif sayisinin ¢oklugundan...Tamam, biz
diger okullara gore ¢cok ¢ok avantajliyiz, 26-27 kisi ne demek, ¢ok giizel,
ama bu bir, 15 kisi olsa ideal olur siiper olur. (student-centered instruction
is very good, but we cannot fully implement it, why, because of the class
size. OK, we are better than many other schools with 26-27 students in
average, but 15 students would be great.)-INT 11-

...Aslinda bu programda 8-9-10 6grenci olursa daha giizel islenir. Ciinkii
herkesten bi ses ¢ikinca ¢ok kalabalik siniflarda basari orani diisiiyor. (In
fact this curriculum could better be implemented with 8-9-10 students per
class. Because when there is a cacophony in crowded classes, success rate
decreases.) -INT4-
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Classroom space came out as a constraint to full implementation in terms of three

issues, the first one being the lack of student lockers, which was found critical by

one of the teachers for the continuity of student production.
... etkinlik yapacaz sinifta bir etkinlige basliyorsun dolabi yok ¢ocuk eve
gdtiirliiyor ne oluyor yaptigi etkinlik ya bozuluyor rastgele eve gidip tekrar
bastan aliyor bastan alinca hadi dokiintii yapiyor diye annesi veya velisi
yardimci1 oluyor kendi fikri gene ne oluyor ¢ocugun orada boliiniiyor. (We
start an activity in class, students don’t have lockers so they take their
work home. What happens is either the work is spoilt and he has to redo it,
or the parent does not think it is good enough and helps, so the child’s own
idea is disrupted.) -INT9-

Double-shift education is a very commonly expressed constraint to the

implementation of the curriculum, as it gives students no time and place to come

together with peers after school hours.
...yani bu yarim giinlik donemde olmuyor, okullarin tam giin olmas1 de
Ogleden sonra bir saat bu calismalar i¢in hergiin bir ders i¢in bir zaman
ayrilmas1 gerekir ki c¢ocuk okulda kalsin bizim gozetimimizde bisiy
yapsin,.. bu program i¢in tam giin okul daha uygun gibi geliyor bana. (It is
not easy with a half day schedule. Schools should be full day, and an hour
for each lesson should be allocated in the afternoon for extra work so that
the student could stay at school and work under the monitoring of the
teachers.) - INT12-

4.2.2 Teacher Resistance to Constructivist Curriculum

Curriculum implementation literature generally accepts resistance as a natural
habit for people and organizations, and focuses on ways to overcome or prevent

resistance to change. However, there are others who have attempted to think
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resistance in the light of teacher identity (Carson, 2008), which is structured
through the discursive practices of the curriculum commonplaces. In our case, too,
teachers’ identities have been formed in time through the discursive practices of
the former curriculum, which are to be ‘unlearned’ now. Britzman (1998, p. 118)
points out that “learning is a psychic event, charged with resistance to
knowledge”, and forming a new curriculum identity is actually a process of both
learning and unlearning. According to this perspective, resistance is not a wrong to
overcome, but a precondition for learning and structuring a new identity. In this
section, teacher resistance will be discussed as it was what teachers came up with
as one of the most influential constraints to the implementation of change.
Teachers actually discussed resistance with reference to certain factors such as
experience of the teacher, lack of teachers’ inclination to self-development,
conservativeness, low level of involvement of teachers in the design and
presentation processes of the curriculum, insufficient training, and strong teacher
individuality. All these factors, according to the teachers, made it difficult for
them to ‘unlearn’ the discourses of the old curriculum, and work through the new

knowledge required for the new one.

First of all, it was not surprising to find out that teachers’ experience, or old age,
came out as a reason for teacher resistance. This is because in the worldwide
debate about schools and teachers, the issue of ‘reform resistant’ teachers against
‘progressive’ teachers is mostly understood as a question of ‘old’ versus ‘young’
teachers (Beck & Hansen, 2009). Teachers at this school, too, expressed
experience both as an obstacle they witnessed to have influenced teachers at the
initiation process, and a phenomenon that still influences their responses to the
implementation.

...ben ¢ok kolay uyum sagladim ama... ilk 6gretmenlik yaptigim senelerde

benim yasimdan fazla Ogretmenlik yapmis zlimrelerim oldu...catisma

demiyim ama, ben fikrimi sdyledigimde kesinlikle kabul edilmedigi oldu.

Ben bunu uyguliycam, anlayan anlar mantigi, eskide 1srar vardi. (I adapted
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very easily but in my first teaching years | had colleagues in the same
teaching branch whose experience was more than my age. I don’t want to
say ‘conflict’but when I shared my opinion, there were times it was
definitely rejected. There was an insistence in the old, as in: | will do this

regardless of student comprehension.) -INT18-

...bence yeni nesil 6gretmenler bunda daha basarili olabilir, simdi bir kag
program uygulamis 6gretmenler kolay kolay degisemiyor biliyor musunuz,
nasil alismigsa Oyle gidiyor. (I think new generation of teachers could be
more successful in this. You know teachers who have implemented a
couple of other programs cannot change easily, they do as they are used to
doing. ) -INT16-

...¢cok kidemli olan arkadaslarimin eski diizende gittigini goriiyorum. yani
¢ok az kisi bu yeni programa tam anlamiyla uyuyo. bazi1 arkadaslar daha
onceden kazanmis olduklar1 bi takim seyler var onlar1 alip gétiiriiyolar. ¢ok
fazla bu programa uyan yok agikgast. (I see that very experienced teachers
so as they used to do in the old system. | mean very few go with this system.
There are not a lot of teachers sticking to this system.) -INT2-

What the teachers quoted above mean by ‘do as they are used to doing in the old

system’ was elaborated very well by one of the teachers as follows:
...bu simdiki Ogretim sisteminin, ¢ocufu giiya arastirmaya sevkettigi
sOyleniyo ama ig gene 0gretmende bitiyo. Kitabi anlatan 6gretmen. Ben
sunu gorliyorum: eski smif ogretmenlerinin eski aligkanliklarini devam
ettirdigini. Yani projeksiyon cihazini kullanmiyo, ne biliim interneti fazla
kullanmiyo. gene klasik defter kitap yazi ¢izi olayinda. Eger su andaki
miifredata uyuyor isek, bunu daha gen¢ Ogretmenler iistleniyo. (This
curriculum is said to guide the students towards researching knowledge,
but it is still down to the teacher. The teacher who teaches the book. What |
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see is: old classroom teachers continue their old habits. [ mean they don’t
use the projector, or the Internet. It goes on in the same old way of
notebook book taking notes. If we are following the new curriculum now, it

is the younger teachers who do so.) -INT7-

Retirement of those teachers who resist because of their age and experience was
recommended as a solution by some teachers, based on their hopes and beliefs in
the new generation of teachers who they think are better equipped for the
profession and for this curriculum. This makes us think about the quality issues
related to in-service training, just like these teachers who believe pre-service
training is the only way to have open-minded teachers. In addition, it shows us
that teachers feel the work they are expected to do now was not the job they had
trained for or entered teaching to do (Troman & Woods, 2000). Thus, they choose
retirement as an alternative for themselves and for others instead of adaptation,
possibly because they want to avoid the stress of adaptation, or they are hopeless
that a new identity formation or self-actualisation is likely to occur for
experienced teachers in the current system.
...Ben s0yle ¢ok absurd bir diisiincem var: 20 yilin1 dolduran herkesi bir
kenara ayirmak gerektigini diislinliyorum. yeni gelisen 6gretmenlerden ¢ok
umutluyum. Onlar daha genis bir perspektifle geliyolar, onlar drama alarak
geliyolar, onlar yaratic1 yonlerini kendilerini gelistirmis olarak geliyolar.
Yani okuduklar1 sistemde buna zorlaniyolar. Bu sistemde hala 8 ay kurs
gorlip O0gretmen olan var. Yani sistem i¢inde kendini gelistirmis sudur
budur, artik bunlar bir kenara atip, yenilere yol agmak lazim. (I have an
absurd idea like this: We need to put aside every teacher over 20 years of
experience. | am hopeful of the newly trained teachers. They have a wider
perspective, they have been trained for drama, they have developed
themselves and their creativity in the system they study. We still have
teachers who have been certificated at the end of an 8- month training.
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They say they have improved during their service in the system but, we

need to get rid of them and make place for the new teachers.) -INT5-

... yani kafalarimizi degistirmek ¢ok zaman alacak ben onun i¢in bizim
emekli olmamiz gerektigini distiniyorum ve gengler o kadar giizel Ki
gegen sene ben hayran kaldim... eminim ¢ok daha basarili olcaklar, yani
yapamayanin ¢evrilmesi gerekiyor, mutlaka gengler gelmeli, program
genglere hitap ediyor, teknolojiyi ¢ok giizel kullantyorlar. (It wil take too
much time to change our heads so | think we need to retire. Young ones
are so good that I admired them last year... I am sure they will be more
successful. I mean if you cannot do it, you should leave. The program is for

the young teachers, who can use technology very well.) -INT12-

Although teachers are aware that adaptation to change involves some kind of self-
development of the teacher, they think it is lacking in most teachers, which to
them is a constraint to the implementation of change.
...ama bu programa uygulamakta direnen O6gretmenler de var. kendini
gelistirmeyen Ogretmenler de var. bakis acgisin1 degistirmeyen ogretmenler
de var. (But there are teachers who resist implementing this curriculum,
who don’t develop themselves, who don’t change their perspectives.) -
INT16-

..yani burda Ogretmenlerin c¢ikmazi yontem bilememek, bulamamak,
yontem aramaya merakli olmamak. (I mean here the handicap of teachers
is not to have knowledge of method, not to be able to find it as they are not

curious about new methods.) -INT10-

...Sen biseyler yapmazsan, sistem senden daha fazla bigeyler istemiyo. ben
cocuklara kitap okuma aligkanligini edinemiyolar, neden? Ciinkii gretmen

okumuyo. Simdi cocuklar kitap okumalisiniz, okumazsaniz sdyle olur
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boyle olmaz ciimlesini kurarken bile ¢ocuk bu 6gretmenin kitap okuyup
okumadigini, c¢antasim1 karistirirken o c¢antayr ¢ocuklar gormiistiir
cantasinda kitap tasiylp tasimadigini, ya da teneflislerde okuyup
okumadigini. (the system does not ask you to do anything anyway if you
are unwilling to do anything. Children cannot acquire the habit of reading.
Why is that? Because the teacher does not read. When the teacher lectures
: You should read, if you don’t read, this and that happens, the child knows
whether the teacher reads, whether she has a book in her bag, whether she
reads her book in the breaks.) -INT5-

Teachers’ lack of interest in development opportunities was observed in meetings
of teachers teaching the same level as well. In these meetings chaired by either the
principal or the vice principal, two training courses, in computer skills and
communication, were announced for those who are interested; however, no
teacher registered on the list in a total of five meetings observed by the researcher,
due to the so-claimed impracticality of waiting for the course to start for two hours
after the classes finish. Some teachers also mentioned the expected low quality of
the training especially for the computer skills course as an excuse for their lack of

interest.

Similar to lack of an inclination in teachers to self-development, another teacher
related constraint was worded as the conservativeness of teachers, shortly worded
by a teacher as “what you say teachers is a law-like structure” (ogretmenler
dedigin kanun gibi yapt). Conservativeness was mostly mentioned in relation to
resistance to change classroom practices, but it was also expressed as a constraint
to other less direct changes brought by the new curriculum, such as collecting
money from parents for the required infrastructure, as could be seen in the last
quotation below. Going back to what Britzman (1998) said about resistance, it is

possible to say that what teachers identified as ‘conservativeness’ is actually
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related to the fact that unlearning of the practices of the old curriculum has not

taken place yet for those teachers.
...bir de biz ¢ok sabit goriigliiyiiz, toplum olarak boyleyiz, yeniliklere ¢ok
acik degiliz... ziimre arkadaglarimdan hala tebesir elinde ders anlatip, hala
deftere yazdirip hala eski usiil uygulama yapan arkadaglarim var. olmuyor
diyor, Oyle olur mu diyor. toparlayamiyor, hani smifi aktif hale
getiremiyor, dinlemezler o zaman diyor, mutlaka yazdirmamiz gerekir
diyor. (and we are too fixed minded as a society, not open to developments.
There are colleagues from my teaching branch who still lecture with a
chalk at hand, making students copy to their notebooks in the old style. He
resists bacuse he cannot control the class or make it active. He says they
don’’t listen that way if we don’t make them copy the board.) -INT12-

...gelenekei olan bir kesim var...ne verirsem o kadar ne kadar susturursam
0 kadar kar. bu zihniyetten 6gretmen arkadaslarin vazgegmesi, anlatmak
istedigim. (There is a group of traditionalist teachers. They think the more
| give to students and the more | keep them silent, the better it is. What |

want to say is teachers need to give up on this understanding.) -INT8-

...mesela gecen giin bir toplant1 yapiliyor diyor ki ...katki sunalim biz de
gelelim veli toplantilarina biitiin siniflarda gorsele uygun olarak iste pcler
alinsin, sistem kurulsun, onun iizerinden yapilsin falan, ee simdi herkes
burun kivirdi. e bunu idare arzu ediyor talep ediyor e 6gretmen iste ya para
toplamak yasaldi yasal degildi. devlet iste parasiz okul Oneriyor biz niye
toplayalim biz paract miyiz, para toplamamak lazim filan. dogru olduklar
yonler de var ama devlet hepsini kargilamiyor Karsilayamiyor dolayisiyla
okulu ee isler hale getirebilmek i¢in daha aktif hale getirebilmek i¢in bizim
de bir takim c¢abalar sarfetmemiz gerektigine inaniyorum...bu adamcagiz
yenilik¢i yani agik da bir insan. (In a meeting the other day the principal
suggested that he go to parent teacher meetings to ask for financial
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support for pcs to classrooms so that teachers could use. Everybody
rejected as teachers think collecting money is not legal and it is not their
job. They say the state is responsible for free education but the state
cannot meet all needs so we need to pay some effort too in order to make
the school working. This poor man is innovative and open minded.) -
INT14-

Low involvement of teachers in design and presentation stages of the new
curriculum was a major factor leading to teacher resistance according to findings.
Some teachers even expressed the shock they experienced at the first year as a
‘trauma’, although time made things better for them later on.
...yani o kadar travmaydi ki bizim i¢in duvara toslamistik hani bizim
sesimiz de kesildi de eskisi gibi degil kabullendik olayz...ilk yillarda hani
tenefflislerde baska konu yoktu o zaman gelseydiniz de bir gorseydiniz,
ama sesler azaldi. yok artik yani. siire¢ i¢inde insanlar alisiyor. (It was such
a trauma for us that we thought we crashed a wall. Now our voices are
gone as we have come to accept. In the first years there was no other talk
in the breaks, you should have come and see then. But now we are silent.
People get used to everything in time.) -INT13-

This trauma obviously would have been avoided if teachers had been more

actively involved in the design process, or at least if they had been presented with

the change and its philosophy in a better way at the initiation process.
...uygulayan Kisileri toplayip ona gore yazilmasi lazim, bu isin iginde,
hayatinda 6gretmenlik yapmamig bir yere gitmeyim diye oturmus orda
adamu var kitap yaziyor olmaz boyle uygulama. (Textbooks must be written
by implementers of the curriculum. It was people who had never taught in
their lives but working there just to stay in Ankara because he has contacts
to keep him in that position.) -INT15-
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...soruldu mu sorulmadi. yani her Ogretmene sorulmayabilir...her
ogretmene de sorulabilir sayfa acin herkes goriisiinii paylagsin bir 6n
hazirlig1 olsun alacaklar1 cevabi bildikleri i¢in higbir 6gretmen bunu kabul
etmez. (We were not asked to express our opinions. They needn’t ask
everybody. They can do it, though, through the web. Open a page where all
teachers can share their reactions for you to use in the planning. But they
know what reaction they will get, no teacher will accept this in that case.) -
INT 13-

... Alismak zor oldu...hakli olarak ilk zamanlar anlamadigimiz i¢in tam
anlamiyla. Biz direk girdik. Herhangi bir 6n c¢alisma, bir hazirlik
yasamadan direk sistemin i¢ine girdik. ( It was hard to get used to. Clearly
because we didn’t fully understand it at the beginning. It was very direct.
We entered a new phase with no preparation, no pre- examination, just
like that.) -INT6-

In his study of the relationship between teacher professionalism and curriculum
change, Ekiz (2004) found out that there cannot be curriculum implementation in
any way if it is designed without teacher development. Although in our case it is
not designed as such, the insufficiency of the training makes it a constraint to
implementation, since it leads to teacher resistance.
...biz Ogretmenler de bdyle kisa bir birer aylik seminerlerle bdyle bir
sisteme bagladik...biz de onlarla birlikte 6grendik gercegi sOylemek
gerekirse, degil mi, bizim de yarim yamalak bilgimiz vardi bu
sistemle/programla ilgili. (we the teachers started implementing the system
through short trainings of one month. We learnt together with students as a
matter of fact. We had insufficient knowledge when we started.) -INT9-
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Insufficiency was expressed by teachers with reference to being short, not

continuous, not given in an appealing atmosphere to teachers, and most

importantly, not being given by competent trainers in an inspiring way.
...bir de ben bunlarin da pek yararli olduguna inanmiyorum...kurslari
veren insanlarin...s1g olmasi, verim olmamasi yorum giicliniin az olmasi,
bilgi giliciiniin daha az olmasi, kendinin bile kavramamis olmasi, yani
verilen gorev gibi...(I don'’t believe trainings are useful.... when trainers
are not well equipped, when they don’t have the ability to interpret, and
when they don’t know much but just do it as a duty to perform...) -INT8-

...5 glnliik bir is degildi. Valla 6gretmenlerin hoslanacagi bir ortamda,
zevk alcagi bir ortamda, 6gretmenlere O6grenci gibi hissettiren. Eski
yontemle yapildi zaten, otur dinle bakiim. Ne hissediyosun, ¢ocuk da ayni
seyi hissediyo iste. (It was not a 5-day job. If it were in an appealing
atmosphere for teachers, where they would feel as students. It was
delivered through the old system anyway. Sit down and listen. How do you
feel? That is exactly how the student feels.) -INT5-

...dedigim gibi bu sistemi bize ¢ok iyi tanitmadilar, tanitamadilar. Iste 33-
35 kark yillik miifettisleri bize seminer vermesi i¢in gonderdiler. Onlar da
bizim gibiydi halbuki. bu sistemi tam olarak 6grenmemislerdi. (They could
not present the system well to us. They sent inspectors with 33-35 years of
experience as trainers. They were just like us. They had not learned the

system themselves yet.) -INT2-

4.2.3 Parent Profile

It was already discussed in earlier sections of this chapter that for teachers the new
curriculum meant higher involvement of parents in educational processes. This

change, according to teachers, apparently created discrepancies among schools
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and classes in the same school, as well as among student performances in the same
class. The discrepancies are said to have been caused by the variations between
socio-economic statutes of parents, including both income and education level,
and related to this, the variations between the levels of support provided by the
parents not only for their children but also for the school’s facilities in general.
When asked to talk about expectations from parents, one teacher illustrated how
this overdependence on technology makes parent financial support a more critical
element leading to inequality among different schools in different
neighbourhoods, whereas when we look at what another teacher shares, the

inequality among classes of the same school emerges:

...5imdi bu okuldan okula farkediyo. mesela maddi olarak cok zayif bir
okulda higbirsey bekleyemem. Ama bu ilkdgretimde mesela herseyi
isteyebilicegimi diislinliyorum. ne biliyim projeksiyon var zaten, ne
isteyebilirim  bilgisayar isteyebilirim. Okuldan okula degistigini
diistinityorum maddi olanaklar1 agisindan. (Well, that changes from school
to school. In a school financially weak I cannot expect anything. But in this
school | think I can ask for anything. We already have a projector but I
may ask for a computer. | think this changes from school to school.) -
INT18-

...tabi burda velinin biiyiik katkis1 var, bu okul icin sdyleyeyim. biz hala
bir bilgisayar aldiramadik, ne yapiyoruz bilgisayar laboratuari veya sinifini
kullanma durumunda kaliyoruz. (parents’ contribution is definitely high in
this, at least for this school. We school could not make them buy a
computer. What we do is we have to use the computer lab or class.) -
INT14-
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Elsewhere teachers also commented on more direct effects of the insufficiency of

the parents’ financial support due to low SES level of the parent profile of a

certain class on the implementation of the activities in the course book:
...Materyal eksikligi yasiyoruz. Okullarimizda higbisey yok dedigim gibi
herseyi biz velilere aldiriyoruz. o yiizden olmadigi zaman da onlar
yaptiramiyoruz ¢ocuklara eksik kaliyo o etkinlikler. (We experience lack of
materials. We have nothing at our schools, we make parents buy
everything, so when we don’t have them, we cannot do the activities in
class.) -INT2-

Even if the parents’ economic status is well enough to provide the classrooms with
the required technology and other materials for the implementation of the
curriculum, parents’ socio-economic status is still crucial for teachers as the
involvement of parents is not expected only for classrooms but also in terms of the
cultural capital they provide their kids with, which is a factor influencing

variations in individual student performance according to teachers.

...simd1 bilgisayar1 olan ¢ocuk internetten arastirtyor ediyor ya da anne
baba destekli olan yapiyor ediyor getiriyor miikemmeli yapiyor obiir
cocugun ana baba okumamis evde bilgisayar yok zaten ekonomik durum
kotii o cocuk arada harcaniyor obiirleri costuk¢a cosuyor o cocuk da arada
harcaniyor. (now the kid who has a computer does his research on the
Internet or his parents support him to do it so he does a perfect job. The
other kid’s parents haven’t gone to school there is no computer at home
and economic condiditon is bad so that kid is wasted. The others always

outperform themselves but this one is wasted along.) -INT13-

...0gretmen anlatmiyor hep c¢ocuga ylikleniliyor...cevre okul aile maddi
sorunlar hepsi birbirinin i¢inde oldugu igin tek olaraktan bu sistem ¢oK iyi

ama az Once g¢ocuklara internetten mesela bir sey veriyorsun arastirma
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gbrevi vermis ¢cocugun evde interneti yok ailesinde okur yazar yok simdi
bu ¢ocuktan ne beklersin. (The teacher does not lecture but puts the burden
on the child. The environment, the school, the family, economic probems
all are entangled in this system, which is very good individually. But just
today you assign a research task to the child from the Internet and if they
have no Internet at home and parents are illiterate what would you expect
from this child.) -INT9-

The issue of poor presentation of the philosophy of the new curriculum and what it
entails, which was already mentioned as a constraint for teachers also refers to
parents. Teachers think that parents, who constitute one of the major stakeholders
of the change, were not included in the initiation process. Since the participation
of the stakeholders is significant for the success of a change process, this seems to
have exacerbated the problem of low level of conversation and participation of
stakeholders in the change process.
...Evet onlar da bilgisizdi. Onlarin da egitimden ge¢mesi gerekiyo. Hatta
bana gore 6gretmenlerden once velilerin seminerlerden ge¢meleri lazimdi,
hazirlanmalar1 lazimdi. Birdenbire bizi bu sistemin igine ativerdiler. (Yes
they were ignorant too. They were supposed to be trained as well. | even
think parents needed to have been trained before teachers. They should
have been prepared for this. They threw all of us into this system all of a
sudden.) -INT2-

4.2.4 Student Profile

One of the constraints that teachers saw to their implementation of the new
curriculum emerged as the changes in the student profile over years of their
teaching life. While some teachers tied this to the new curriculum, there were
others who argued that low motivation, lack of responsibility or poor creativity

169



and imagination are problems of the whole new generation, caused by having too
many distractors around such as TV, the Internet, and the computer. Either way, it
has certain drawbacks in terms of teachers’ implementation as student
responsibility is now as critical as it has never been before.
...son bes senede alt1 senede ¢ok biiyiik bozukluk oldu, gerek davranig
bakimindan gerek de ders bakimindan, yani zorla sey yapiyoruz, zorla
yapiyoruz, hep bizim c¢abamizla. sadece en fazla bes kisi var,siiflarda,
yani teyp gotiirliyorum sey yapiyorum, hani her konu da eglenceli olmuyor
ki, mesela diyorlar ki hi¢ eglenceli degil. (there has been great change to
the worse in both behavior and performance in the last 5 or 6 years. |
force them, it is all our effort. It is 5 students at most who are interested. |
take a tape recorder and everything, but they say it is not enjoyable at all.

But not everything can be enjoyable.) -INT22-

fakat ... 6grenci profili de degisti...bu yontemde, yetisme tarzi midir artik
nedir bu nesilde boyle fazla boyle, isi ciddiye almak sorumluluk sahibi
olmak, bunda tabi bir ¢ok etken var, tv, internet falan. bunlar ¢ocuklar1 bu
tiir seylerden uzaklastirdi... 6grencilerin ¢ogu isteksiz sorumsuz oldugu
icin tabi onlarda bir fayda saglayamiyoruz. (But ...the student profile has
also changed. It is either this method or parents’ bringing up but this
generation does not have the notion of taking things seriously and being
responsible. There are so many factors leading to this such as TV and the
Internet. These things took students away from them... Because most of

them are not motivated and responsible, we cannot help them.) -INT16-

...Ama nedendir bilmiyorum hakikaten séyliiyorum ... bu yeni gelen nesil
hayal etmeyi bilmiyo. Bu seyden kaynaklaniyo sadece bu yapilandirmaci
egitimden degil. Bu teknoloji ve bizim bazi kiiltiirel unsurlarimizin ortadan
kalkmasindan kaynaklandigini diisiiniiyorum. Cocuklara da sdyliiyorum.

Cocuklar sokakta oynamiyo. Cocuklar arkadaslarla gruplarla oyun
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oynamay1 unuttu. Cocuk bilgisayarin basinda hayalden uzak mekanik bi
sekilde. Birbirleriyle iletisim bile kuramiyo bu ¢ocuklar. (...I don’t know
why but this new generation does not know how to dream. This is not only
because of this constructivist education but of technology and the loss of
certain cultural aspects. Kids don’t play out in the streets with friends in
groups. The kid is in front of the computer screen, all mechanically, far

from imagining. They can’t even communicate with each other.) -INT1-

4.2.5 Systemic Incongruities

Two aspects of the central education system turned out to have constituted a
constraint on teachers’ implementation of the new curriculum, which are the
student assessment regulation issued by the ministry, and the pressure of central
exams that students have to take at the second stage of primary education. The
problem created by the assessment regulation is that teachers are not entitled to
fail any student either in case of poor achievement or in case of not completion of
performance or project tasks. This regulation was so central to the issue of
evaluation that it was read out loud by the vice principals at the beginning of each
meeting held to discuss student related issues observed by the researcher.
...tabi zayif veremiyorsunuz, mesela 6grenci getirmiyor, velisine on kere
telefon agiyorsunuz zorla getirtiyorsunuz, en ufacik sagma sapan bir sey de
yazsa kirkbes veriyorsunuz, cilinkii zayif verseniz olmuyor,yonetmelik ee
sey oluyor yani. (Of course you can’t fail a student upon incomletion.
When the student fails to hand in the assignment, you phone the parents
ten times to make him hand it in, and even if it is nonsensical or too short,
you give him 45, because you can’t fail him due to the regulation.) -INT22-
...8. smuftaki 6grencilerin profiline baktigimiz zaman, bence 8. sinifta da
olmamasi1 gereken c¢ocuklar var ama ne yapiyorsunuz bunu bdyle

kabullenmissiniz, ee ge¢sin mezun olsun biz kurtulalim, ne olursa olsun
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seklinde bir mantik var. (When you look at the student profile in 8th grade,
there are students who are not supposed to be at 8" grade, but what you do
IS to accept them as they are. The logic behind this is to let the student
graduate in any way no matter he is doing satisfactory or not, and get rid
of him.) -INT16-

Formal public examinations have a significant backwash effect on all aspects of
the curriculum, especially on styles of teaching and learning (Zembylas, 2010,
p.45), as they have on the curriculum change process in our case. Teachers are
forced at times to choose between allocating class time to preparation for central
examinations and focusing more on student production and active learning; and
usually the latter is sacrificed for the former on account of the pressure created on
them by parents, administrators, students, and other teachers.
...konuyla ilgili performans 6devlerini verip ¢ocuklardan bunlar1 toplayip
bunlar1 koridorda sergiler mesela ben mesela bunu yapmiyorum... onu
yapacak zamanim yok, yani onu o sekilde yapmaktansa derste o konu
iizerinde ...bir ka¢ tane daha fazla soru ¢6zmeyi tercih ederim, ¢iinki
cocuklar siava girecek, bir merkezi sinava. (He assigns performans tasks
on a particular subject and collects them from students and exhibits their
work on the walls. I don’t do this. I don’t have the time. I mean instead of
it | prefer to solve a couple of tests in class time, since kids are taking an

exam, a central exam.) -INT16-

Even though standardized multiple choice type testing, which does not permit
students to reflect their own construction of learning, is not compatible at all with
constructivism, the existence of a formal central examination for access to next
level of education influences assessment strategies as well as classroom practices.
Instead of individualized performance based assessment or even essay type exams,
teachers are forced to design multiple choice tests or use the ready made ones

offered to schools by publishers. This is strongly enforced to schools by the policy
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makers as well, as they are highly concerned about the comparability of school

performances.
...bir de su var bir de eskilerde yazili siavlar klasik smnavlar oluyordu
simdi egitim sisteminde yok artik. yok degil ama..test sinavlar1 var ya
smavla alinacak ne kadar siirede ne kadar soru c¢ozecegi ¢ok onemli ya
cocuklar duygu ve diisiincelerini kagida dokmekten acizler. (one more
thing, in the past we used to have essay type exams now we don’t have
them in this system. We have tests as students go to next level through an
exam so it matters how fast they are. Kids are unable to reflect their

feelings and opinions on the paper.) -INT13-

The following quotation is worth sharing as it reflects the dilemma the teachers are

facing very well:
cocugun sorumlulugu artti. cocuk yapa ede Ogrenecek, 0gretmen biraz
daha disardan seyrediyor, yol gosteriyor...ee iste arkasindan gelen sinavlar
cocuklarda bunun yapilmasin1 zorlastirtyor...programi uyguluyorsunuz
cok giizel. cocugun da bir seyleri gergekten 6grendigini hissediyorsunuz
siifta O0greniyor ama boyle agir agir testler ¢ézmiiyorsunuz artik bu
programda, ee, daha smirli oluyor, onu yapmam gerekmedigini de
diigiiniiyorum, bu program onu da yapmami gerektirmiyor, ¢ocuk bunu
hayatin i¢inden uygulayabiliyor, yapabiliyor ama karsisina Oyle testler
koyuyorum ki. sinav olmasa ¢ok giizel 6grenecek. bildigini hayata
uygulayabilecek ama 6niine dyle sorular koyuyorum ki ay ¢ocuk afalliyor
yani ne yapacagini bilemiyor...o zaman bir yerde bir eksiklik var... sinav
olmamasi gerekiyor. (the responsibility of the child has increased. He will
learn by doing as the teacher is watching and guiding...but the exams that
follow this practice makes it difficult. You implement the curriculum well,
and feel that students are actually learning. You don’t solve hard tests in
this program, it is more limited. And I think I should not do it anyway as
the child can apply his learning in real life. But then | put him through
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such exams that he is misguided. Then there is a problem. There should not

be a central exam.) -INT12-

The extent of the pressure put on the teachers’ shoulders pervades teacher talk in
the staff room as well, as they are forced to compare students, classes and
naturally in a way themselves with others based on the results of the common
exams administered to students. Common exams are also a top priority agenda
item in all meetings where teachers come together, either student related or branch
meetings. The administrators used these meetings as an opportunity to remind
teachers of invigilation procedures and have them sign the documents related to
these exams.
...bizim en Dbiiyilk problemimiz ¢ocuklarin yaptigimiz deneme
sinavlarindaki basarisizliklart oluyor en ¢ok onu konusuyoruz ¢ilinkii bizi
de ona gore degerlendiriyorlar yani sen dersi sevdirmissin bu c¢ocuk
gergekten bisiler Ogrenmis hayatin i¢inde uygulayabiliyor hayata
gecirebiliyor o onemli degil artik, o testteki sorulara bakiliyor, iste ne
kadar basarili olmus, fende kag¢ soru yapmis, ka¢ tane yapamamaslar, bizim
bir araya geldigimiz zaman programla ilgili degil de daha ¢ok bununla
ilgili problemlerimiz var, yani niye basarisiz oluyorlar. (our biggest
problem is the failure of students in common mock exams we administer to
them. That is what we most talk about because they evaluate us based on
that too. | mean it does not matter whether you motivated the child or he
really learned something that he can apply to real life. The test results
matter, how well the student performed in science. This is what we

generally talk about when we come together.) -INT12-
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4.2.6 Constraints Regarding the Principal’s Role

The shift to constructivist curriculum has brought changes to the role definitions
of school administrators as well, in a way that extends their responsibilities to
include instructional leadership qualities. Hallinger (2003) defines instructional
leadership qualities as the role of school administrators in coordinating,
supervising and evaluating curriculum to enhance students’ learning at school.
Coordinating entails that principals have a profound knowledge of the curriculum
both in terms of the paradigm underlying it and its interpretation for
implementation; and being a model for the teachers at the school. These are also
among the roles redefined and enumerated by the Ministry of National Education
in 2005 in order to meet the requirements of the new program. Despite this
redefinition issued by the Ministry, it appears that not much has been done for
principals to be able to realize these roles and responsibilities in the system. The
principal at this school was not reported to have sufficient knowledge of the
curriculum, which made it impossible for him to share his expertise with the
teachers. Interestingly, or rather expectedly, teachers did not talk about this as a
disappointment or dissatisfaction, as instructional leadership was not among their
expectations from the administrators at all. Regarding the curriculum change
process, all they expected from the principal especially during the first few years

was to help the suppliance of the materials required to implement the program.

okul midirleri bilmiyor...kesinlikle bilmiyor, yine burda bu
yapilandirmaci egitim sistemi bilinmedigi gibi bir de diger olan sey
kirtasiyeciligi ¢cok ve okul miidiirleri aynen bunu acik soyliiyorum, okul
miidiirleri icerikten ¢ok kirtasiyeye hizmet ediyorlar...yani gelen miifettis
sunlar1 sunlar1 gorsiin ¢ocugun bilgisi, davranis1 diislincesi, olmus olmamis
onemli degil. (Principals don’t know it. They definitely don’t know.
Besides this they serve paperwork more than its content. | mean they are

175



worried about the papers that the inspector will want to check, not about

the learning or behavior of the child.) -INT2-

4.2.7 Cultural Factors

Curriculum change projects have usually ignored the larger national culture in
which the curriculum is embedded, which defines the constructions of both the
implementers of the curriculum and the students as the target group of the project
(Tobin & Dawson, 1992). Teachers in our study shared the same concern
regarding the curriculum change, especially emphasizing its borrowed nature.
According to teachers, the fact that the change is based on a borrowed policy
makes the teachers’ job more challenging as they are expected to adapt it to our
culture in practice.
...Ben yenilik olarak gormeyecegim o isi, yani yapilan miifredat
degisiklikleri felan nedense baska {tilkelerden alinti, yani bizim iilkemizin
insanina ne kadar uydurulabilir, tamamen yiik yine 6gretmene diisiiyor. (|
don’t see it as an innovation, I mean the curriculum change. It is taken
from other countries, so to what extent could it be adapted to our country’s

people? It is all a burden on the teacher again.) -INT15-

...ama bunlar biraz da A iilkesinden biraz ordan biraz burdan alinip monte
edilmis bir hali, kiiciik amerika olma hali herhalde.... Evet tiiketimi
pohpohlamak, kazancini harcamak, tiiketilmisleri pohpohlamak, bunlarla
yani diisiince bazinda daha az daha boyle yurtseverlik filan daha az. (but
these all taken from country A a bit and the other another bit and mantled
to each other with an aim to become little America...Yes to encourage
consumption, to spend your income, to create a less thinking and less

patriotic society.) -INT 8-
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...egitim sistemimizin bir ¢ok seyi yurtdisindan karma olarak alinmis bize
uygulanmaya ¢alisiliyo. Ama orda ¢ocuk sinifta sokakta nasil yapicagini
yapmazsa hangi tiir yaptirnmlarla karsilasicagini biliyo. Tamam bu yasta
cocuga ceza verilmez diyosun ama bi sekilde yapti§i seyin bi karsiligi
olacagini bilmeli. (A lot of the things in our education system are borrowed
from abroad in a mixed way. But there the child knows what sanction he
will face if he does not do what he is supposed to do in class and on the
street. It is OK not to punish a kid at this age but he should know that he
won't get away with what he does.) -INT1-

In this section, based on mainly interview and also observation data, the obstacles
that teachers face when they are trying to realize the changes that the new
curriculum entails in their classroom lives were discussed. These obstacles
emerged as quite intertwined and overlapping at times; therefore, they were
analysed in seven main categories as separate as possible from each other, which
were: physical insufficiencies of the school, teacher resistance, parent profile of
the school, insufficient training of the teachers, student profile, systemic

incongruities, and cultural factors.

4. 3 Teacher’s Work Beyond the Classroom

The working lives of teachers, which does not only consist of time spent in the
classroom, have been going through dramatic changes as a result of the demands
of the curriculum change on working times or teacher roles (Klette, 2000).
Grimmett (1996) argues that the time teachers spend outside the classroom is even
more significant at times of curriculum change; since teachers need to be engaged
in an experience that involves rich conversation about pedagogical issues with
other teachers or trainers, which is not possible in the classroom. In line with this,
the focus of educational research into curriculum change has started to expand in a

way to include teachers’ professional lives as well as their teaching practices.
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Hargreaves and Fullan (1992) concur that teachers’ experiences outside the
classroom play a critical role in the change process, arguing:
For teachers, what goes on inside the classroom is closely related to what
goes on outside it. The quality, range and flexibility of teachers’ classroom
work are closely tied up with their professional growth—with the way that

they develop as people and as professionals. (p. ix)

The analysis of the data for this study takes up a similar emphasis at this point as it
gets out of the classroom and the meaning of classroom experience for teachers;
and focuses on the aspects of the teachers’ work beyond the classroom, such as
planning and preparation, teacher cooperation versus teacher isolation, paper
work, and teacher development. Some points might have already been mentioned
in two earlier sections of this chapter due to the difficulty of separating
experiences that are so entangled to each other at times; however, they will be
elaborated in a more focused way here.

4.3.1 Planning and Preparation

While discussing how teachers’ work beyond the classroom was transformed by
the new curriculum, lesson planning and preparation for class time emerged as the
most significant aspect of teachers’ professional lives. Almost all of the teachers
interviewed mentioned as a new experience the teacher guidebooks, which is a
brand new component of teaching for them introduced by the new curriculum.
Guidebooks include ready-made lesson plans for teachers for the student book and
the workbook, as well as tips and checklists for student based assessment of
performance tasks and project assignments. The standardization of the teaching
practice, which had already started with the widespread use of computers and the
Internet with an aim to copy ready made annual and unit plans, is now legitimized

by the Ministry, who aims to help teachers with the confusion and inconfidence
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they have been faced with due to curriculum change. Besides standardization,
teachers also mentioned guidebooks as a time saver for their preparation, a handy
material providing them with ideas, activities, and new techniques, and finally as a

teacher training book especially for novice teachers.

In general, teachers agreed that guidebooks eased their jobs both in terms of time

and labour saving.
...bunlar tek tek ellen yaziyorduk su anda 6gretmen kilavuzu ¢ikti, zaten
seni yonlendiriyor ne yapman gerektigini sdyliiyor siz sadece ordan iste
mesela konuyu aldiginiz zaman kilavuz kitabiniz size diyor ki 6grencilerin
eee On bilgilerini harekete gecirebilmek i¢in su su su sorulari sorun diyor...
o arkada sana neler yapman gerektigini madde madde zaten iletiyor. daha
once ben napiyordum, kag ders var, alt1 ders var, alt1 ders yapiyorum, onun
islenisini yapiyorum, islenisini zaten mevcut kilavuz kitapta gordiigiiniiz
icin  napiyorsunuz, siz bos vakit sahip oluyorsunuz, yazmadan
kurtuluyorsunuz, tek yapacaginiz sey ee derse girmeden once, gireceginiz
ders Oncesi o kilavuz kitaptaki o metinleri okumak.... Dolayisiyla ¢ok
kolaylast1 tabi. (We used to write all these at hand but now we have the
guidebook. It guides you, and tells you what you need to do, what
questions to ask in order to activate students’ schemata... At the back it
tells you what to do step by step. Before this, | used to prepare the plan for
the six lessons, but now you have the plan ready, so you have free time and
you don’t have to write. You only have to read those texts in the guidebook

before you go into class. Thus, it has become much easier.) -INT14-

...Hazir elimizde oluyor, Onceden kendim gece yarilarina kadar
hazirlardim mesela, simdi Oyle bir sorunum yok. Kendiniz etkinlik
yaratmak zorundaydiniz. Stirekli, siirekli. simdi ¢ok daha rahat. simdi
ogretmen olanlar bu konuda sansli, gergekten daha sansli. (Now we have it

ready. In the past | used to prepare plans until midnight, now it is not a

179



problem. You had to create activities of your own. All the time. Now it is

easier. Teachers of today are lucky, they are really lucky.) -INT15-

...bizi de c¢ok rahatlatti. ¢iinkii her sene aymi seyin giinlik planini
yapiyorduk, ayni seyi anlatcaksiniz tekrar yaziyorsunuz, o yiikten bir kere
kurtulduk, Ogretmen kilavuz kitaplarimiz ¢ok giizel, ¢ok giizel
yonlendiriyor iste etkinlikleri var, bazi sorularin cevaplari var, hani
tereddiite diisebiliriz, her konuyu ¢ok iyi bilmeyebiliriz, orda bizi
aydinlatan bilgiler var, hani kilavuz kitaplarimiz felan ¢ok giizel, isimize
yartyor. Cok ¢ok kolaylastirdi. (It eased us too. Because we used to
prepare plans for the same thing every year, we used to write down the
same thing, now we are freed of that burden. Guidebooks are very nice,
they guide us very well. They have activities, and answers to certain
questions, which is helpful as we cannot know the answer for everything.
There is knowledge that the teacher needs, so we make use of them.) -
INT12-

Standardization of the teaching practice was both perceived positively by the

teachers with regard to inequality of opportunities that teachers in different regions

experience, and negatively as it might be limiting teachers’ creativity.
...Yani Ogretmene yol gosteriyor, hemen hemen Tiirkiye'deki biitiin
cocuklar ayni1 sistemle, ayni bilgiyle, yani fark olmadigini diistiniiyorum,
ya ¢ok da faydali goriiyorum, daha Once eskiden Ogretmene bagliydi,
biliyorsunuz plan yapardiniz, plan yapar sonra uygulardi, her 6gretmende
farkli tabi, farkl kisiligi vardi farkli seyi vardi, ama simdi hepimizin elinde
kilavuz kitap yani o dogrultuda, belirli standart oldu. (I mean it leads the
teacher, almost all students in Turkey go through the same system, same
knowledge, so | think there is no variation between them and this is useful.
Earlier it was dependent on the teacher, you know you used to plan and
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then implement. Every teacher had a different personality, but now we all

have guidebooks at hand, so there is a certain standard.) -INT19-

...planin nasil yapilacagini gosteren hi¢ kimsenin olmamasi, koydi ¢tlinkii
calistigim yer, sonra zaten planlar kalkti, sonra elle yazdik bir ara gergi,
ondan sonra internet ¢ikt1 falan derken, hep o zamanlar ig¢imden derdim ki
keske su hazir olsa ve Tiirkiye'de herkes bu hazir olsa metinden ortak
kullansak yapsak derdim, nitekim 12., 13. yilimda bdyle bir sisteme
gecildi. (when | was teaching at a village school, there was nobody to
show me how to write plans, later on writing plans was abolished,
everybody copied from the Internet. At those times | used to wish it were
available ready for the use of all teachers in Turkey so that we could all do

it commonly from the same text.) -INT10-

...Yani aslinda baz1 konularda, kolaylik olarak bakabiliriz, kolaylik, ben
size ne diyebilirim ki, ama bazi agidan da sinirlayabilir 6gretmenin
yapacaklarini. (I mean, in fact we could see it as an ease, what can | say,

but in certain aspects it might limit what the teacher will do.) -INT19-

Guidebooks were a novice teacher’s dream, as mentioned in one of the quotations
above. The fact that it provides you with practical ideas, activities to involve
students, and other techniques that might be of use in class as well as clues on the
subject matter knowledge is an advantage according to teachers especially for the
inexperienced teacher.
...yani ilk yillarimiza gore diislinlince meslegi 6gretiyor yonlendiriyor ¢cok
glizel bir sekilde rahat rahat 6gretmenlik herkes yapabilir yani isterse. (I
mean when compared to our novice years it teaches you the job, everybody
can very easily teach now if they want.) -INT12-
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Despite the common opinion that teacher guidebooks are beneficial for them in
terms of saving teachers’ time and labour; and also for overcoming inequalities
between classrooms resulting from differences in teacher habits, teachers’
preparation time and planning habits are still to a large extent dependent on their
personal choices. Thus, it is difficult to say that the new curriculum has resulted in
a standard teacher profile with regards to planning and preparation. Most teachers
accept that during the initiation process, preparation took more time of theirs due
to confusion, ambiguity, and perhaps inconfidence created by the new curriculum.
...1Ik zamanlar ¢ok tedirgin oluyordum acaba ben dogru anlamig miymm.
Evdeki hazirlik galismalarini tabi ki etkiledi bu yiizden. Ne hazirlamam
lazim nasil gitmem lazim, ne sekilde bunu islemem lazim diye oldu. ama
sonra tabi ki tecriibenizin verdigi kolaylikla da astik. (At first days | was
very uncomfortable about being on the right track. So it naturally affected
preparation work at home. What do | need to prepare? How should 1
prepare? How should | teach it type of concerns. But later we overcame

these with our experience.) -INT6-

On the other hand, as teachers got used to teaching the new curriculum and started

feeling more confident and comfortable with it, how teachers experienced

preparation all came down to be dependent on their personalities and habits.
...alternatif Oneriler alisgtirmalar var konuyla ilgili. bagka bir etkinlikler
yaptirabilirsiniz diye bagka etkinlik Ornekleri de var. kendiniz bagka
etkinlikler hazirlayabilirsiniz diye de var, ama bunlarin hepsi zaman
gerektiriyor iste. Ya ikisinde de ayni bende, obiiriinde de hazirlarsan
obiiriinde de hazirliyordun, hazirlamasan burda da yok yani.ihtiyag
hissetmeye bagli. (There are alternative suggestions or exercises about the
topic. It says you can do these alternative tasks or even prepare your own
task, but all these require time. So it is the same with both (curricula) for

me. If you felt the need, you used to supplement in the former, if you don’t
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feel like it, you don’t supplement here either. It depends on whether you
feel the need.) -INT9-

...O tamamen benden kaynaklaniyor. bunu O&gretmen isterse yapar
istemezse yapmaz. (It is all because of me. This the teacher does if she

wants, she does not do it if she does not want.) -INT13-

...hani eger gercekten hakkiyla bu yeni sistemi uygulamaya kalkarsaniz
yikii de geliyor yani geliyor ama bu is sevmek meselesi onunla ilgili bu da
kisilik meselesiyle ilgili. bunun bir genellemesi olmaz gibi geliyor bana. (
if you truely try to implement this system it has burdens too. But it is all
about dedication. It is all about personality. There is no generalization to
this.) -INT13-

What teachers might spend extra time of theirs if they are motivated to do so is
preparing daily supplementary task sheets for students to revise daily content at
home. However, this also depends on teachers’ personal choices. While some
accept that they make parents buy supplementary resource books for extra
homework, others are in the habit of preparing their own sheets as they do not see
outside resource books as to the point as the ones tailored by them for specific
class needs. The following gquotation makes the significance of the uniqueness of
each classroom case explicit while discussing supplementary resource books
recommended by teachers.
...ben simdiye kadar hi¢ kaynak kitap kullanmadim 25 yillik meslek
hayatimda...Eski programda da mesela planlarimi kendim yapardim asla
dergilerin sunlarin bunlarin verdigi planlar1 kullanmazdim. Ciinkii sinifin
bir seviyesi var. O seviyeye gore plan program hazirlamak zorundasiniz. O
kaynak kitaplar1 var simdi de var ziimreden kullanan arkadaslarim. Ama
ben her aksam kendi 6devimi evde hazirliyorum o giin ne vereceksem

cocuklarima. Cok zamanimi aliyo ama yapiyorum. Ben o kaynak Kitaplarin
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yararina da inanmiyorum. Gergekten ¢ocuga miifredatin disinda bagka
seyler de veriyo. Bu sefer veli diyo ki kitaptan surayr yapamadi buray1
yapamadi bagka sorunlarla karsilasiyo veren arkadaslar. ( | have never used
a resource book in my 25 year- experience in teaching. | used to write my
own plans too | never used the plans provided by journals or other
persons. Because the class has a certain level which you need to consider
while planning. There are colleagues in my branch who use those books.
But | prepare my own task sheet at home every night, although it takes too
much time. I don’t believe in the benefit of those books. They deal with
stuff outside the curriculum. And then the parent complains that the child
could not do this part or that part. They face other problems like this.)
INT2

4.3.2 Teacher Cooperation vs. Isolation

This section covers the analysis of results on the complex and multifaceted nature
of collegiality and collaboration in teachers’ lives as part of their experiences of
the curriculum change. Goffman (1959) argues that teachers spend considerable
amount of time in the back regions, which are areas where teachers can relax; and
when they are backstage, unwinding or fraternizing with their peers. In addition to
relaxation, this time spent at the backstage is also significant for their onstage
performance. A sharing and caring atmosphere in which teachers cooperate with
each other frees the teacher from feelings of uncertainty especially in
environments where there is no regular evaluation of their work. All teachers
agree on that teacher cooperation is a must for the new curriculum, and the major
ground for it is the branch meetings where teachers teaching the same subject
matter to the same level are supposed to come together to discuss curricular issues.
On the other hand, some teachers pointed out that apart from branch meetings,

which are very rare and formal, the real cooperation should be what takes place on
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a more daily basis and informally in break times or after class. When we look at
how teachers experienced collegiality and cooperation at our school, we see that
they mainly mentioned branch meetings as the ground for teachers to share
teaching ideas, evaluate the curriculum needs of their classes, and to make
common decisions or come up with solutions targeting those needs. It would be
wrong to assume that there exists no other cooperation or collaboration other than
during these formal meetings; however, what teachers mentioned as shared work
or shared responsibility in decision making only takes place in a couple of issues
such as school trips, and the preparation of student based assessment criteria and

common examinations, rather than regarding day-to-day teaching practice.

First of all, while some teachers experienced an increase in cooperation as a result
of the new curriculum starting in the initiation process due to confusion and
continuing to the present day, others reported that there would be no cooperation
at all if teachers did not have to come together in groups to organize school trips
or to prepare common exams for students.
...Biraz miifredat dayatt1 bunu. Hani denetleyiciler de hep bunun bdyle
olmas1 gerektiginin altin1 ¢izdiler. Etkinlikleri ortaklastirmaya ¢alisiyoruz,
degerlendirme Olgiitlerini  ortaklastirtyoruz. Geziye gozleme dayali
faaliyetleri ortaklastiriyoruz. (this is partly the enforcement of the
curriculum. Inspectors too emphasized that this should be the case. We are
trying to make performance activities, assessment criteria, and trips

common.) -INT5-

Daha fazla birbirimizden fikir alma, daha yakinlagsma ziimre 6gretmenleri
arasinda daha bir birliktelik sagladi. siirekli konusuyoduk soyle mi yapsak
boyle mi yapsak, anlayamadigimiz i¢in siirekli birbirimize acaba bunu mu
demek istiyo, ben dogru mu anlamigim gibi birbirimize yaklastirdi yani
iliskileri giiglendirdi. (It caused us to exchange ideas among each other,
and made us closer and more unified among branch teachers. We would
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always talk about what to do and how to do it as we could not understand.
We would always ask each other what the curriculum meant, so it brought
us closer, made our bonds tighter.) -INT6-

...Yok yok, birlikte fazla c¢alismiyoruz, sadece ziimrelerde birlikte
oluyoruz, ziimrelerde ortak karar aliyoruz.. Grup c¢alismasi iste ...gezilerde
oluyor, simdi, ben diyorum ki filan yere bir geziye gidecem diyorum,
arkadasim diyor ki ben de geleyim, tamam diyoruz. (No no, we don’t work
together much, only in branch meetings shared decisions are made. Other
than that group work is only about trips. | say | am going to x place for a
trip, and my colleague says let me come with you, | say OK. ) -INT8-

The following quotation depicts that teachers use backstage time largely for

relaxation, not for cooperative work targeting the curriculum needs except for

discussion of school trips and common exams.
...ah bir araya gelseler de konussalar, yle bir seyimiz yok ki. yok yani. Ha
goriis farkliliklart illa ki var, yani ee, sistemin, tabi tabi yani sistemin
anlamsiz oldugunu, ya eski sistem daha i1yiydi filan, bazilar1 diyor ki yok
ya biz bu kadar elestiriyoruz ama bu sistem iyidir diyen bir grup var tabi.
ama sundan dolay1 sudur, bundan dolay1 budur diye 6zel olarak bir sohbet
malesef Ogretmenler arasinda zaten bu sohbeti bulma sansimiz yok. ( |
wish teachers came together and talked. We don’t have that kind of thing.
Of course there are conflicts between teachers. Some say this system is
meaningless and the former was better, and some say that despite all this
criticism this system is better. But there is discussion of why it is better or
why the former is better. We have no chance of finding that talk among
teachers.) -INT14-

Just as it was the case with the influence of teacher motivation on the preparation
of daily task sheets discussed in the previous section, cooperation was also
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mentioned by the following teacher as being dependent on teachers’ choices rather

than being a requisite of the new curriculum.
...burda ziimre caligmalar1 tam yapiliyor mu diyeceksiniz.. tam bir
birliktelik saglandi desem bence yani..ya 6gretmenlerin yapisiyla ilgili
diyelim. yoksa sistem sistemdir, kanun herkese kanundur yani. ama onu
uygulama arzusu paylasim arzusu kisilere kalmis bir olay yani. (If you ask
me whether teacher branches work properly here, | would hesitate to say
there is complete unity. It is related with the teacher structure. It is
actually a must in the system, but the desire to implement it and share is up
to the people.) -INT20-

Another point that seemed to have changed with the new curriculum with regards
to teacher cooperation is the decrease in a sense of competition between teachers,
especially class teachers. While some teachers pointed out that this was caused by
the increase in the tendency of teachers to work together or share ideas with each
other owing to the new curriculum, others mentioned the abolition of the central
examination which used to be at 5™ grade as another factor declining the level of
competition between teachers. Competition, in Nias’s (1989) study was found to
be a manifestation of unresolved historical rivalries among teachers stemming
from internal promotion or appointments, whereas in this study we see it mainly is
caused by too much ownership of the caring mother-like class teacher of her class.
The system of class teaching is seen as a factor leading to mother-like intense
attachments and too much dedication in primary schools all over the world,
possibly caused by spending long hours with their children in isolation from other
adults in an intimate atmosphere (Acker, 1999).
...Eskiden ne vard: 5. smifta Anadolu Lisesi smavlari vardir. Ogretmenler
benim c¢ocugum kazansin diye ister istemez paylasimdan kagiyolardi.
Simdi paylasim daha ¢ok.Program etkili olmustur, yani daha ¢ok program
etkili. Mecburen paylagsmak zorunda kaldilar 6gretmenler. (we used to have
Anatolian High School entrance exams at 5" grade. Teachers avoided
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sharing so that only their students would pass the exam. Now there is more
sharing. The curriculum is a factor too, more effective factor. Teachers
were forced to share.) -INT3-

Daha iyi... Daha ¢ok birbirimize, eskiden dyle bisey yoktu. mesela ben
Oyle arkadaglar taniyorum ki 1. sinifta yaptig1 fis verirdi, obiir 6gretmen
gormesin diye silerdi. Rekabet vardi heralde. Ben ¢ok mutluyum boyle
olmasindan yani. (It is better now. We are closer to each other, this was
not the case in the past. For example | know such friends who would clean
his work from the classroom so that the other teacher wouldn'’t see it. |
think there was competition. | am very happy with the way it is now.) -
INT4-

What also appeared as a reason for the decrease in the sense of competition
between teachers is the common examinations administered to students in order to
prepare them to the central exam. The pressure of increased accountability as a
global trend in education seems to have had a rather positive implication in our
school, though it is not possible to comment on the reflections of the degree of
cooperation due to common exams on either student performance or better
implementation of the curriculum, as neither of these are among the focal points of
this study. However, it is quite interesting to find out that teachers experienced a
relief from the pressure of competition among themselves because of the increase
in the competition among students and classes, created by the significance of
accountability and comparability trends that were brought about by formal exams
for access to next level of education.
...bunu herkes yapmiyor bu sistemle daha da az yapiliyor, ¢iinkii 6biiriinde
benim c¢ocugum daha basarili, simdi fen bilgisi 6gretmeni giriyor ortak
siavlar oluyor iste 6gretmenler ingilizce 6gretmeni giriyor, ortak sinavlar
oluyor, sen ne kadar, cocugum iyidir desen de iicliikk cocuga bes versen de

ortak sinavlarda, cocugun durumu ortaya ¢ikiyor, iste sen sorunu ona gore
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versen de ortaya ¢ikiyor. (Not everybody is doing it. It is less in this system,
because in the other one they said my kid is more successful. Now branch
teachers are also teaching the class such as science teacher, English
teacher, and there are common exams. No matter how much you give 5 to
a student who deserves 3, the real success of the student is clear in the

common exams.) -INT13-

In general, teachers appeared to be unaware of the importance of their
relationships with their colleagues in the staff room on their development as a
teacher, and other teachers are only visible to them at the backstage as ‘friends’ to
chat and relax, not as mentors or professional coaches from whom they can always
ask help and learn things. Actually, most teachers referred to other teachers as
negative role models, who were more resistant to change than themselves and
continued the habits that the new curriculum expects them to eschew. However,
this sense of ‘the teacher that I am not’ is largely based on only partial inferences
that they could make from staffroom behaviours or talks, as classroom doors are

tightly closed to other teachers.

4.3.3 Paper Work

Apart from time spent on planning and preparation and on collaborating with other
teachers, what takes up most of teachers’ time after the introduction of the new
curriculum is what they refer to as paper work. It is noteworthy that teachers
mostly called it ‘paper work’, ‘stationary work’ and ‘red tape’, none of which
reminds us of teaching or student related work, inspite of the highly teaching and
classroom related content of the work they are talking about. This might be
because teachers have not been able to internalize the meaning of student based

assessment and its implications for classroom teaching yet, or simply because they
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are culturally not accustomed to the extent of filing and documentation required

for student based assessment.
...Bu proje ddevlerinin uygulanmasi, ozellikle performans ddevleri onlar
dedigim gibi yiikiimiizii.... bunlar i¢in bir degerlendirme 6lgegi her biri
icin, her bir 68renci icin. Art1 projenin nasil yapilacagina dair bir hazirlik,
bunun asamalari, art1 iste nelerden ne kadar not kiracaksiniz onlarin
planlamasi, her 6grenci igin ii¢ tane form doldurmaniz gerekiyor, ...yani
stirekli takip etmek gerekiyor, bu doldurdugunuz formlar biraz isimizi o
zaman artirdi, proje acisindan oOzellikle. (The application of project
assignments, especially performance tasks increased our... an assessment
scale for each task, and for each student. Plus a preparation of how to
conduct the task, the steps, the planning of how to grade students, three
forms to fill in for each student. So you need to follow it up all the time.
Those forms increased our work, especially in project assignments.) -
INT20-

...Inanamazsiniz, miithis hem de yani...mesela bazilarin1 biitiin
ogrencilere uygulamaniz gerekiyor, bazilarin1 her konu i¢in uygulamaniz
gerekiyor, simdi bir 6gretmenin yaklasik ee 150 tane 6grencisi oldugunu
diigiinlirseniz, 6gretmenler i¢in miithig bir angarya bu yani. (You wouldn’t
believe; it is incredible. For example some of them you apply to each
student, some you apply to all subjects, thinking that a teacher has 150
students, it is a terrific time killer for the teachers.) -INT16-

...Biirokratik islemleri ¢cok ¢ogaldi. Kagit isleri...Bizden simdi 6grenciyle
ilgili bir siirii bilgi isteniyo. Sey yapiyosun performansla ilgili kriterler
olusturuyosun her 6grenci i¢in ayri kriterler yaziyosun performans 6devi
icin her proje i¢in ayr1 kriterler yapiyosun bir siirii kagitlar sunlar bunlar.
Dinleme i¢in ayrilmis ¢izelgen var okuma i¢in ayr1 yazma igin ayri

konusma i¢in ayr1. (The bureaucratic type of work has increased. We are
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asked to hand in a lot of information about the student. You form criteria
about performance tasks. You write a scale for each student separately for
each performance assignment and each project work, a pile of papers and
so on. You have a different scale for listening, reading, writing and
speaking.) -INT1-

As a result of this kind of increase in teacher work, referred to as ‘technocratic
forms of curricula’, especially when they are not trained enough to operate it
meaningfully, teachers are becoming deskilled (Apple & Weiss, 1983). In our
case, too, they are not equipped well enough to engage in the conception required
by this new type of work they are expected to execute, which brings us to the

discussion of the quality and extent of teacher development opportunities.

4.3.4 Teacher Development

As mentioned before in the earlier sections of this chapter, many teachers did not
have the know-how or the self-motivation to learn how to implement the changes
successfully. Moreover, many teachers resented the central administration’s
disregard for their professional knowledge and insight. Fullan (2001) concurs that
the difficulty of learning new skills and behavior and unlearning old ones is
underestimated and that changes in beliefs, practice, and methods represent
profound changes that affect teachers’ professional self-esteem. This study found
out that teachers do not necessarily become more certain and confident through
implementation, as they still shared a great need for training. They were aware that
without training to assist them in understanding the initiative and to guide them
throughout the implementation, successful implementation would never be

completely realized.
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Instructional improvement of teachers, as Grimmett et. al (2008) argue, must be
transformed into an experience of of rich conversation about pedagogical
possibilities aiming to address the questions and dilemmas inherent in daily
teaching practice. However, by our teachers improvement is rather seen as a
personal experience highly dependent on outside short term in-service training
activities, with which most of them are dissatisfied. Thus, what was named as
teacher isolation in the previous section to refer to lack of cooperation between
teachers is also apparent when it comes to teacher development, as this isolation is
an obstacle for teachers to learn from each other on a daily basis. The lack or
insufficiency of teacher development opportunities both on a compact and
continuous basis definitely constitutes a constraint on teachers to implement the
curriculum, and to operate their teaching roles as professionals. Limited
professional learning and development opportunities that were experienced by the
teachers at this school is parallel to what Ekiz (2001) found out in his case study
on Turkish teachers, who he claims are ‘constrained professionals’. What
constrained our teachers in terms of teacher development came out as the
insufficient quality of inservice training due to poor knowledge of trainers and
poor delivery and organization of trainings, and the lack of adequate focus on
especially student based assessment and computer assisted learning.
...5imdi bastan 6gretmenleri kurstan gecirmeleri gerek biliyosunuz, o da
baz1 kurslar verildi ama tam anlamiyla yeretli olmadi bu kurslar. ben ona
inamyorum. Yoksa eskiden de bu arkadaslarim c¢ok basariliydi. hala
basarililar ama. dedigim gibi bu sistemi bize ¢ok iyi tamitmadilar,
tanitamadilar. Iste 33- 35 kirk yillik miifettisleri bize seminer vermesi icin
gonderdiler. Onlar da bizim gibiydi halbuki. bu sistemi tam olarak
ogrenmemislerdi. (Now you know the teachers needed to be trained from
scratch, for that some courses were delivered. But they were fully
satisfactory, that is what | believe. These friends were very successful
teachers in the past, they are still successful; but as | told you before they

did not or couldn’t present this system well to us. They sent inspectors
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with 33-35 years of experience to train us. They were like us, though, not

having learnt the system properly yet.) -INT2-

...Performans1 yapmak felan simdi giizel de, bunun temel yaklasiminda,
O0lcme degerlendirme wuzmani olmak lazim simdi. Ben, kendim
yapamiyorum dogrusu. (It is nice and that to do the performance tasks, but
you need to be an expert of measurement and evaluation now. To tell the
truth | cannot do it myself.) -INT3-

...Baz1 seyler hani, hizmet i¢i kurs dedigin 5 giin. 5 glinde dedigim gibi
aliskanlik zor edinilir, zor terkedilir bizim topraklarimizda. 5 giinliik bir i
degildi. (Some things you know, in-service training takes 5 days. Habits
are hard to abandon in 5 days, especially in this country. It wasn'’t a five-

day job.) -INT5-

...fakat bu yapilandirmaci egitimin hala bizim okullarimizda uygulandigini
sanmiyorum. neden? nedeni su: 6gretmenler bilmiyor. diyeceksiniz bir
stirii hizmet i¢i kurslar agildi filan. bu hizmet ici agilan kurslara en ¢ok
devam edenlerden biri benim. ama simdi bu hizmet i¢i kurslarda suna sahit
oldum. Kurslara gelen kisiler vakif degil. miifettisleri sunlar1 bunlar1 vakif
degil...ben su ana kadar devam ettigim kurslardan birinden fayda gordiim,
bir hafta gittigim, aktif 6grenme metodlar1 kursunda ben bunun 6ziinii
anladim orda. (but I still don’t think this constructivist education is being
implemented in our schools. Why? Because teachers don’t know how to.
You could say a lot of courses were offered. 1 am one of those who
participated in these courses most. But | saw that trainers are not well
trained themselves, the inspectors and so on. | only benefited from one of
various courses | attended, that was an active learning course which took

a week. There | understood the core of this stuff.) -INT8-
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...1sin gercegi cok detayli bir bilgiye sahip olamiyoruz malum, ee, ben
bunlan ilgili sunlar1 séyledim. bu konular1 bize aktarabilmeniz i¢in seminer
donemlerinde yani 15 giin okul 6ncesi 15 giin okul sonrast denen seyde,
detayl bir sekilde bunlarin tartisilmasini istiyoruz, fakat yok. yani sizden
bir laf duyuyoruz ordan bir laf duyuyoruz, veya iste kitaplardaki 6gretmen
kilavuzlarindan bir takim seyler goriiyoruz. (The truth is we don’t have a
very detailed knowledge of it. We want a thorough discussion of these
issues during 15 day school seminars at the beginning and end of the year,
but it does not happen. | mean we hear something from you, another thing

from somebody else, or see certain things in the guidebook.) -INT14-

4.3.5 Crisis in the Sense of Competence

This section is dedicated to the changes in the reality of teaching and ‘being a
teacher’ as experienced by the teachers at this school along with the changes they
have been experiencing as a result of the national mandated curriculum change.
Actually, Nias (1989) argued that primary school teaching is largely self-
referential in the ways in which teachers conceptualise and carry out their jobs (p.
25).

First of all, teachers at the school were found to have developed feelings of
incompetence in their professional lives, which was reflected as a crisis in their
sense of competence and certainty, and as guilt caused by this. Lortie (1975, p.
136) writes: “The teacher’s craft is masked by the absence of unclear models for
emulation, unclear lines of influence, multiple and controversial criteria,
ambiguity about assessment timing, and instability in the product.” Rosenholtz
(1991) agrees, describing uncertainty as the lack of unclear agreement, common

definition, or collective confidence in shared teaching technologies.
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Hargreaves (1994) discusses teacher emotions as matters of personal disposition
and commitment for teachers, as well as phenomena that shapes how teachers
construct their professional identity. One of the emotions central to our data was
found to be teacher guilt, which emerged as a result of the incompetence that
teachers felt. Hargreaves (2005) discusses guilt under two categories. The first
derives from doing something that is forbidden by an external authority or failing
to do something that is mandated by others. In teaching, this kind of guilt comes
from accountability demands and bureaucratic controls, which in our case appears
to be the pressure of common exams where achievementof classes are compared.
The expected outcome as teacher behavior was experienced as teachers’ believing
they must cover the required content for common exams such as doing multiple
choice test practice instead of creating more stimulating or active lessons. The
second occurs in situations where individuals feel they have ignored or betrayed
the people or values that they represent. Teachers in our study felt this guilt when
they did not believe they were meeting the needs of their students, and thus were
emotionally forced to give up doing what the curriculum change requires for the
sake of doing what the common exams require. The teacher in the following
quotation, for instance, shared the pressure she faced both from the principal and
other teachers as if she had been guilty of the low achievement of her class:
...beni de baski altinda tutan seyler var. mesela hicbir zaman ben, bu
listeleri almamistim. Ama o kadar ¢ok baski oldu ki. Niye baski oldu iste
7-E smifi ¢ok basarisiz ¢ok basarisiz neden boyle? Idareden tiim
ogretmenlere kadar herkes bunu sorgulayinca, ... tabi o idari ve 6gretmen
baskisini lizerimde hissettim. (There are things that put me under pressure
too. | had never received those lists. But there was so much pressure. Why,
because class 7-E is a big failure, and why is it the case? When all
including the administration and all teachers questioned their failure, |

certainly felt the administrative and peer pressure on me.) -INT18-
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...daha onceki sistemde daha ¢ok bilgi yiikleniyordu ¢ocuga, birden bire
bir siirii etkinlik olunca, etkinlikler sanki bir sey 6gretmiyormus gibi. Biraz
daha soyut kaliyor demi...gerek kalmiyor aslinda, yan sinifta ben o kitab1
kullaniyorum niye ben eksik kaliyim, ¢ocuklarim geri kalmasin diye, iste
ortamin hirsindan kaynaklaniyor, ben burda sinif aldigimda kaynak kitap
almadim. Bizim miidiirimiiz karsiydi, tamam mi1? Ama diger ziimre
ogretmeni arkadaglarim almig kullantyorlarmis gizli gizli. Ortak smav
yapild1 benim ¢ocuklar dokiildii. Allahim kafama dank etti. Tamam mu.
Niye benim g¢ocuklarim basarisiz oldu. Sonra bir baktim ki ben karara
uydum, c¢ocuklar1 bunaltmadan sirf miifredat dogrultusunda birebir ders
yaptim, Oyle isledim, kaynak kitap kullanmadimm. (there was more loading
of knowledge to the child in the former system. Suddenly we have a lot
activities, and it feels as if activities do not teach anything to the child.
They are a bit more abstract, aren’t they? There is actually no need for
resource books, but why should I be behind others? | use it so that my
children are not left behind, because of the ambition in the environment.
When 1 first had a class here | did not have the students buy resource
books, the principal was against it too. But it turned out that other teachers
in my branch were using it secretly. There was a common exam and my
children failed badly. Then | realized it is because | sticked with the
decision and did what the curriculum required without using the resource
book.) -INT19-

Apart from the guilt and incompetence triggered by the failure of students in

common exams, teachers also felt guilty and incompetent because of the new roles

attached to them with the constructivist curriculum, and also because of not being

able to fully realize these roles.

...ben bu gecisi daha kolay atlattim gibi ki ben de sancilarin1 yasadim ilk
iki sene aldigimiz parayr bile hak etmediginizi disiiniiyorsunuz size

yapilmig bir hakaret kabul ediyorsunuz hizmet i¢i egitim kurslarinda da
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diger 6gretmen arkadaslar da ayni seyi diisiiniiyordu kime sorsaniz ayni
cevabr alirsiniz zamanla oturuyor siz de alisiyorsunuz siz  de
Ogreniyorsunuz o siireci atlatiyorsunuz. (I went through this transition
more smoothly, but even | faced some pain. The first two years you feel you
don’t even deserve the money you earn, you feel insulted. Other teachers |
met in in-service training courses felt the same thing, you would hear the
same response no matter who you ask. It gets better in time, you learn and

get accustomed, so you overcome that feeling.) -INT13-

...kadmn giyinmis siislenmis boyanmis oturuyor ondan sonra eee ¢ocuklar
naptiniz peki sunun bakalim sunuyor arada miidahale etmesi gereken bir
sey varsa ediyor iste oglum dinle, sunu unuttunuz unutmayin gibi peki zil
caliyor gidiyoruz, biz gidiyoruz baskasi geliyor, bu kadar, oturdugum
yerden para kazaniyorum gibi hissediyorum, yani ille bisi vericen yani.
(There is a woman dressed up, wearing make up and all, and she asks the
students what they have done, and children present what they have done.
The woman interferes if necessary, she reminds things that students forgot.
It is the bell and we leave, another woman comes, that is it. | feel | earn as

I sit, as [ don’t give them anything)-INT13-

...diyorum ya verimsiz geciyor gibi  geliyor ders, tam
uygulayamadigimdan, bisey 6grettigimi hissedemiyorum. (As I said, | feel
the lesson is inefficient for the students, because | cannot fully implement

it, | feel I cannot teach them anything.) -INT9-

This study aimed to investigate the manifestations of mandated curriculum change
on teacher culture. The findings manifested themselves in three general themes.
First of all, teachers experienced significant change in nine different aspects of
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classroom practices together with the constructivist curriculum, the most
prominent being the exchange of teacher and student roles and the increased use of
visual aids. Second, findings indicated that teachers experience a number of
constraints to the implementation of changes such as the physical limitations of
the school and teacher resistance. Finally, findings demonstrated how teachers’
work beyond the classroom is shaped after the curriculum change in terms of
aspects such as planning and preparation and teacher development.
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CHAPTER YV

CONCLUSIONS AND IMPLICATIONS

This chapter includes conclusions drawn from the three general themes that have
emerged from the data as an answer to the research questions, the implications of

these conslusions both for practice and for further research.

5.1 Changes in the Meanings Regarding Classroom Practices

In order to look at how the practice of changing an instructional delivery method
is experienced by the teachers, what is required for the purposes of this study is to
examine the teachers’ underlying assumptions about their practice as a teacher, not
to examine their behaviours while they are in the classroom. First of all, data
revealed a change in teacher and student roles in the perceptions of teachers
compared to past. While discussing the new roles attached to teachers and
students together with the constructivist curriculum, teachers largely mentioned

higher rate of student activity and productivity, towards which they generally

demonstrated positive attitudes; and more listening and guiding time for the
teacher. Regarding their new roles, teachers seem to have experienced a great deal
of change, which transformed their views about themselves into facilitators
guiding the students as they learn by themselves and ensuring that resources are
available for students to use to support their learning. In constructivist classes,

teacher is responsible for providing learning environments in which students take
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responsibility of their own learning through guiding, focusing, suggesting,

facilitating and evaluating the process (Marlowe & Page, 1998).

The teacher as controller of students is a myth that pervades classrooms, which
has led to highly controlled learning environments in many classrooms (Tobin &
Dawson, 1992). The alternative myth, brought by the new curriculum is that
students should have control of their own learning. This myth appears to have

been echoed by the teachers at this school at least at the discursive level. As was
the case with the Rosenholtz (1991) study, teachers primarily judged their work on
the immediate reactions of the students and from a perspective of their interaction
with them. The teachers mainly discussed this change in relation to the care and
concern the teachers have for their students and their future needs for the changing
context of employment markets, which depicts them as Fullan’s “moral change
agents” aiming to make a difference in the lives of their students (2001). This is
also in line with the findings of Littledyke’s (1997) study into educational change
in a primary school, where teachers largely depicted sensitivity both to the future

needs of the children and the society.

Another aspect of change worded by teachers was the increased involvement of

parents in educational processes, which enhanced the significance of the influence
of the socioeconomic backgrounds of families on the learning process. According
to the Vygotskian perspective, knowledge is not merely constructed within the
individual’s mind, but rather within the interactions that learners are engaged in
while sharing, constructing and reconstructing their ideas and beliefs (Jadallah,
2000). This knowledge construction is based on building on previous knowledge
experiences, which makes previous intellectual constructs very significant in
teaching. Windschitl (2002) argues that this is the reason why teachers need to be
aware of students’ life experiences and their local knowledge. Constructivism,
then, binds together teachers, students, and parents as it involves phenomena
distributed across multiple contexts of learning (Windschitl, 2002). Not only
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teachers are aware of the increased involvement of parents in their classroom
practices, they also think the significance of the family background on the learning
of the students has boasted. This increased involvement was reported by teachers
to be caused by both curricular factors such as performance tasks and the financial
support of the parents for technological maintenance of the classrooms; and also
by the pressure of central examinations. In addition to the obvious inequality the
enforced financial support of families brings to educational standards both in class
and outside class even among two different classrooms of the same school, this
also puts the pressure of having to organize such a donation system through
communicating with the parents upon the teachers, with which most of them are
discontented. Aslanargun (2007) pointed out the importance of building a
cooperative relationship between the school and the parents especially regarding
school activities and the solution of educational problems; however, he added that
collecting donations as part of this cooperation adversely influenced the
integration of parents with the school.

Besides, teachers also experienced a change in the extent and nature of their

communication with parents, which they expressed as the presence of the parent in
the classroom. This presence, teachers felt, is one of the many factors brought by
constructivism undermining their total sovereignty in the classroom and leading to
anxiety. While, prior to the curriculum change, teachers used to complain about
the indifference of parents about the educational processes (Karakus, 2002), now
this seems to have partly started to change to the better, though teachers are still

confused about the implications of this for their practices.

Another factor undermining this sovereignty of the teachers in the classroom is

student centered instruction, which was mostly worded by the teachers as

“learning by doing and living”. Teachers discussed learning by doing not only as
bringing together concrete material to visualize input, but also as a way of input

provision by the students themselves. Teachers argued that the primary source of
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knowledge in the learning is no longer the teacher alone, but also the input
provided by research tasks realized by students. Despite the partial dissatisfaction
with this loss of sovereignty and authority in class, teachers were seen to have
developed awareness towards differences of ability, learning style, intelligence,
and life experiences as a result of student-centered approach in the new curriculum
at the discursive level. However, similar to the findings of Acker’s (1990) study
into teacher culture in two primary schools, teachers are also faced with the
complexity and overload of absorbing detailed and restricted guidelines for every
subject and assessing dozens of achievement targets for each child. Thus, teachers
are worried about not finding the time and spontaneity for a student-centered
focus.

As to classroom management, teachers’perceptions revealed a fundamental shift in

their classroom management patterns from teacher based to student based, which

they thought made them more permissive and tolerant. The increase in student
talking time through the shift in instructional patterns and the increased physical
mobility of the students in the classroom resulted in a need for teachers to revise
their behavioural expectations from the students, while also having to make them
adopt new habits for still keeping the classroom order under control.

One of the most satisfying aspects of the new curriculum for teachers turned out to

be the increased use of technology and other visual aids despite the insufficiencies

experienced. Teachers believe that technology use is beneficial to the
implementation of the new curriculum because of the visual support it provides
them with, and also it helps them to link content with real life, as well as helping
student retention. Technology was also expressed to be a tool for teachers to
increase the attention span of students as it kept them occupied for a longer time.
Most teachers mentioned this rather passive and receptive occupation of the child
as an advantage of technology and visuals, though this is not supposed to be the
actual benefit of visuals according to constructivist learning philosophy. Using
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computers in order to visualize the content certainly requires teachers to acquire
new qualifications such as computer literacy and more importantly the ability and
knowledge to use the computer and the projector to create new tasks and materials
to challenge the students. This was what boasted the feeling of insecurity and

incompetence in teaching especially for more experienced teachers.

Contextualisation of content is one of the major elements of a constructivist

learning environment. To contextualize, students may observe authentic artifacts
anchored in authentic situations, or access background and contextual materials of
all sorts to aid interpretation and argumentation (Black & McClintock, 1995). For
this, students are put in real life situations in class and asked to think or act as
apprentices of real life. This makes them easier to connect material with their
personal knowledge and previous experiences, and then combine the information
gathered with target knowledge, the aim of which is to have students apply this
reconstructed knowledge to current issues in real life. Making students apply the
knowledge in their real lives was expressed as the primary goal of education
according to the constructivism curriculum by most teachers. Although teachers
used the concepts ‘drama’ and ‘dramatisation’ very frequently while talking about
creating real life situations in class, most of the examples they gave to this concept
did not really involve dramatization of a real life situation in class by the students,
but rather the verbal dramatization of an anecdote or a hypothetical situation by
the teacher himself, which does not engage the students in the learning process as
actively as the former.

Teachers generally thought the new curriculum to be easier or simpler for

students’ cognitive level than the former one, which was mostly expressed as a

concern rather than an advantage, since it is more difficult now for them to
challenge the students. Besides, in an atmosphere which is getting more and more
competitive each day due to the pressure of central exams, this has created a sense
of guilt and incompetence for the part of teachers.
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In constructivist learning environments, performance assessment is favored over

standardized tests as evaluation of quality is more important than that of quantity,
which may result in problems of reliability. To ensure reliability, authenticity of
assessment, or the student’s ownership of a task is necessary. The effectiveness of
authentic assessments depends on the clarity of the criteria set, which should be
clearly stated to the students in advance through interaction and negotiation

(Windschitl, 2002). The new curriculum brought to schools a new assessment

approach that is more student-centered, which they expressed as considering the

individual differences between students while evaluating, rather than comparing
them to each other regardless of varying interest and ability levels, and
intelligence types and learner styles. This is a rather process oriented and
individualized approach towards the assessment of student learning, as a result of
which teachers are torn within the conflict of process oriented learning and
assessment and the product oriented expectations and pressures of the national
tests. Apart from this, there is also an issue of not being prepared enough to
implement such an assessment approach. This whole new experience of
comparing the student with himself or herself, self-evaluation of the student,
assessment of in-class or outside class performance turned out to be a problematic
process for the teachers because of the lack of strategy training provided to them
by the ministry. Teachers both complained highly about not being trained enough
to be able to assess the students individually through performance tasks, and also
about the increase it brought to their workload because of the paperwork that
student-centered instruction requires. This increased paperwork was expressed as
a burden by the teachers, especially because of the inconfidence they feel towards
the task. This finding is parallel to what Kidd (1993, as cited in Littledyke, 1997)
reported following the national curriculum change in Britain, where teachers were
found to criticize the change excessively because of cumbersome assessment

arrangements and the unrealistic workload as an inevitable consequence of it.
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It was extremely surprising to find out that teachers mostly perceived group work
as a new technique for assigning homework to groups of students, rather than a
classroom strategy used to save time and increase participation through the
interaction of students with an aim to make them solve complex problems through
discussion. As for the reasons for not implementing group work in class, teachers
generally mentioned time and the physical insufficiencies of the classroom
atmosphere such as lack of space and the increase in the noise level, and some
assessment related issues as well. Apart from very few teachers who understand
group work as a time saver, most of them see it as a time killer, which reminds us
of what the teachers mentioned regarding the insufficiency of their training for the

new curriculum.

All in all, the findings grouped under this theme reveal that although teachers
perceived the change as a ‘threat’ at the beginning, they generally express
approval of the discourses of the curriculum change and state that they have
embraced the beliefs and values pertaining to it. However, as will be elaborated in
the next section, when it comes to issues requiring some effort on the part of the
teachers, they constantly indicate a constraint to their implementation as an
excuse. This might be claimed to be stemming from “one’s experiencing lack of
choice” (Burke, 2011, p. 109); in other words, the reason they constantly come up

with excuses for implementing change might be the imposed nature of change.

5.2 Constraints Experienced to the Implementation of Changes

Following the discussion of what teachers noticed to be the changes brought to
their classroom practices, it is time now to talk about the constraints that teachers
experience to the implementation of these changes. The most commonly shared

constraint is the physical insufficiencies of the classrooms, mainly those of

computers and projectors, as well as lack of specialized classrooms for teachers,
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class sizes, classroom space and double-shift education. Lack of computers and
projectors built in classrooms turned out to be a very popular ‘excuse’ for not
being able to implement the curricular changes for teachers who do not have
access to these facilities, whereas for others class sizes, classroom space and
double-shift education came out as constraints to their full implementation. This
finding is similar to that of Cinar, Teyfur and Teyfur’s (2006) study, as they also
found the physical insufficiencies of schools being the biggest obstacle for
successful implementation. What is noteworthy is that teachers always define
outside factors as constraints, and hardly ever go through a questioning of either
their qualifications or the legitimacy of the change effort. Besides, the lack of
computers and projectors built in every classroom does not seem to constitute a
real constraint; as the school has a computer classroom where all students can
have access to a computer, which is even better in terms of the level of
participation of students. However, according to the researcher’s observation in
the staff room, the room was almost never used by teachers, due to another outside

constraint defined by teachers as hectic schedules of instruction.

Since most teachers valued constructivist curriculum in a highly positive way and
developed an ownership of its implementation, they largely mentioned these
constraints as reasons for other teachers not to implement it, excluding themselves
from the non-implementing group of teachers. Thus, what came out as the actual

constraint on the non-implementation of ‘other’ teachers was teacher resistance,

which was discussed by teachers with reference to certain factors such as the
experience of the teacher, lack of one’s inclination to self-development,

conservativeness, low-level of involvement of teachers in the design and

presentation processes of the curriculum, insufficient training, and strong teacher

individuality. All these factors, from the perspective of the teachers, made it
almost impossible for them to ‘unlearn’ the discourses of the former curriculum
and work through the new knowledge required for the new one. Firstly, teachers

expressed experience as an obstacle they witnessed to have influenced teachers at
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the initiation process, and a phenomenon that still influences their responses to the
implementation, though again in a way that is excluding themselves from those
who resisted because of old age or experience. Despite this general tendency, there
were also teachers who choose retirement as an alternative for themselves and for
others as they feel that the work they are expected to do is not the job they had
trained for and entered teaching to do. This might be because they want to avoid
the stress of adaptation, or they are hopeless that a new identity formation or self
actualization is likely to occur for experienced teachers in the current system.
Although teachers are aware that adaptation to change involves some kind of self
development of the teacher, they think an intrinsic motivation to do so is lacking
in most teachers, which to them is a constraint to the implementation of change.
Similar to this lack of inclination in teachers to self-development, the
conservativeness of the professional teacher culture is also a factor leading to
teacher resistance. Low involvement of teachers in the design and presentation
stages of the new curriculum was a major factor leading to teacher resistance
according to findings, which even caused some teachers to call their first year as a
‘traumatic’ experience. This trauma would have partly been avoided if teachers
had been more actively involved in the design process, or at least if they had been
presented with the change and its philosophy in a better way at the initiation
process. Teacher involvement in the conceptual and development stages of the
reforms was also worded by teachers as a must for the success of the reform in
another study by Bantwini (2010), who looked at how teachers perceive the new

curriculum reform.

In our case, then, the insufficiency of the training for teachers turns out to be a
constraint to implementation since it led to teacher resistance. Moreover, the fact

that change is based on a borrowed policy makes their job more challenging as

they think they are expected to adapt it to the national culture in practice. Finally,
it would not be wrong to claim that teachers are talking about resistance of other
teachers, but when it comes to their own practice, they do not label themselves as
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resistant. This clashes with the findings of TIMMS video surveys where almost no
association was found between what teachers report doing and actually do in class
(2006). This is why it is hard to explain teachers’ non-implementation as ‘teacher
resistance’ in our case, as teachers’ perceptions reveal an acceptance rather than

resistance.

Two aspects of the central education system turned out to have constituted a
constraint on teachers’ implementation of the new curriculum, which are the
student assessment regulation issued by the ministry, and the pressure of central
exams that students have to take at the second stage of primary education.
Teachers are forced at times to choose between allocating class time to preparation
for central exams and focusing more on student production, a dilemma which
usually results is the sacrifice of the latter due to the pressure created on them by
parents, administrators, students, and other teachers. This sacrifice is enforced to
schools by higher level administrators as well, as they are highly concerned about
the comparability of school performances. The extent of the pressure put on
teachers pervades teacher talk in the staff room as well, as they compare student
and class performances and in a way themselves with others based on the results

of common exams administered to students.

Administrator related issues came out as a constraint but not because of the

expected instructional leadership role of the principal. Hallinger (2003) defines

instructional leadership qualities as the role of school administrators in
coordinating, supervising and evaluating curriculum to enhance students’ learning
at school. Coordinating entails that principals have a profound knowledge of the
curriculum both in terms of the paradigm underlying it and its interpretation for
implementation; and being a model for the teachers at the school. These are also
among the roles redefined and enumerated by the Ministry of National Education
in 2005 in order to meet the requirements of the new program. Despite this
redefinition issued by the Ministry, it appears that not much has been done for
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principals to be able to realize these roles and responsibilities in the system. The
principal’s lacking curriculum expertise and guidance did not appear to be a
matter of disappointment or dissatisfaction for teachers, which revealed that they
did not have such an expectation from the administrators in general. The principal
was seen more as a financial executor responsible for creating funds and resources
than a model or mentoring teacher, or a change agent. This finding shows major
contrast to what Caligkan and Tabancali found in their case study aiming to find
out how principals perform their new roles and responsibilities defined by the new
curriculum (2009), as teachers in their study expected principals to have in-depth

knowledge of the curriculum and to guide teachers through its implementation.

5.3 Teachers’ Work Beyond the Classroom

As for the third and the final of the three themes emerged from the data, the
working lives of teachers was analysed with a special focus on what goes on
outside classroom. The working lives of teachers, which does not only consist of
time spent in the classroom, have been going through dramatic changes as a result
of the demands of the curriculum change on working times or teacher roles
(Klette, 2000). Grimmett et. al (2008) argues that the time teachers spend outside
the classroom is even more significant at times of curriculum change; since
teachers need to be engaged in an experience that involves rich conversation about
pedagogical issues with other teachers or trainers, which is not possible in the
classroom. In line with this, the focus of educational research into curriculum
change has started to expand in a way to include teachers’ professional lives as
well as their teaching practices. Hargreaves and Fullan (1992) concur that
teachers’ experiences outside the classroom play a critical role in the change

process.
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Teachers’ work beyond the classroom manifested change in aspects like planning
and preparation, teacher cooperation versus teacher isolation, paper work and
teacher development. To begin with, teachers’ perceptions on lesson planning and
preparation habits and practices of teachers were transformed significantly by the
new curriculum. The standardization of the teaching preparation and planning had
already started with the widespread use of computers and the Internet as teachers
used these media to copy ready made annual and unit plans. Although it is difficult
to say content-wise these copy plans were actually used by teachers in a
meaningful way to prepare for a lesson, this practice had already triggered the
realization of a teacher-proof curriculum to a certain extent. However, the
standardization of the teaching practice is now legitimized by the ministry itself
through guidebooks, who in fact aims to help teachers with the confusion and
inconfidence that have been faced with due to curriculum change and poor teacher
training opportunities. This has partially caused what is referred to as teacher
intensification in the literature as teachers are deprived of the trust of the policy
makers, and the ability to use their expertise in class because of a highly
prescribed program and very explicitly and minutely predetermined mode of
instruction. The feelings of guilt and incompetence created by this intensification
is in a way compromised by teachers through certain advantages of the guidebook
such as being a time saver, a handy material providing them with ideas and
activities, and finally a self training tool especially for novice teachers.
Standardization of teaching practice was also perceived positively by some
teachers with regards to inequality of opportunities that teachers in different
regions of the country experience. However, it is a question mark whether this
would be a solution to the huge problem of inequality central to the education

system.

What is interesting regarding the issue of standardization is that the curriculum
change initiative did not actually aim at standard practices but a destandardization
and increased flexibility in teaching; however, through supplementing teachers
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with guidebooks which prescribe every moment and every action of teachers, the

opposite was realized.

Still, it would not be wrong to say that teacher intensification and standardization
have occurred only partially as teachers’ preparation time and planning habits are
still manifested to be largely varying and dependent on their personal choices. The
reason for this contrast to what relevant literature says regarding teacher
intensification in other contexts might be taken as the lack of a decent inspection
and control system, and the inefficiency of the principals’ curriculum/instructional
leadership roles. Teachers might have believed that the innovations would be
discontinued since no one was monitoring or assessing the implementation. All in
all, despite efforts of the guidebook, teachers reported that they are still highly

autonomous professionally especially behind classroom doors.

To what extent a collegial and cooperative culture is manifested in teachers’
professional lives is the second aspect of their professional cultures under scrutiny.
It seems that teachers share the opinion that teacher cooperation is a must for the
new curriculum, and the major ground for this is the branch meetings; however,
the real cooperation takes place on a more daily basis and informally during break
times or after class; as these meetings are held only to pay lip service but not for
genuine communication and cooperation. The problem is not the time or formality
of the cooperation but the content of it. What teachers understand by cooperation
is not a real and voluntary exchange of teaching ideas or discussion and solution
of curricular issues. Instead, job-related teacher talk in the staff room is pervaded
by daily assessment chores such as preparation and evaluation of common exams.
Teachers admitted that cooperation increased especially at the initiation process
due to the confusion regarding the new curriculum although it is quite limited at
the moment. Teachers use backstage time largely for relaxation, not for
cooperative work targeting the curriculum needs except for the discussion of stuff
like school trips and common exams, which are bound to be cooperatively dealt
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because of their nature. Thus, cooperation is not something naturally and
voluntarily occurring in the school. Despite limited cooperation, a decrease in the
sense of competition between teachers was manifested in teachers’ discourses,
which they think has been caused by the pressure of common examinations.
Competition, in Nias’s (1989) study was found to be a manifestation of unresolved
historical rivalries among teachers stemming from internal promotion or
appointments, whereas in this study we see it mainly is caused by too much
ownership of the caring mother-like class teacher of her class. The system of class
teaching is seen as a factor leading to mother-like intense attachments and too
much dedication in primary schools all over the world, possibly caused by
spending long hours with their children in isolation from other adults in an
intimate atmosphere (Acker, 1999). Teachers experienced a relief from the
pressures of competition among themselves because of the increase in the
competition among students and classes, created by the significance of
accountability and comparability trends that were brought about by formal central

exams.

In general, teachers’ discourses did not manifest an awareness of the importance
of their relationships in the staff room on their development as a teacher. Other
teachers are only visible to them at the backstage as ‘friends’ to chat and relax, not
as mentors or professional coaches from who they can learn. It was interesting that
most teachers referred to other teachers as negative role models, who were more
resistant to change than themselves. However, their sense of ‘the teacher that [ am
not’ is largely based on only staff room behaviours and talk since teachers’
classroom doors are tightly closed to other teachers. The fact that teachers do not
manifest a collective know-how regarding their roles and professional identities
was what Caria (2007) too found in her ethnographic study of the professional

culture of the primary school teacher in Portugal.
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Paper work is what teachers referred to as taking up most of their time after the
introduction of the new curriculum. Teachers mostly call it ‘paper work’, or ‘red
tape’, either of which reminds us of teaching and student related work, despite the
highly teaching related content of the work they are talking about, that is of
student based assessment. The main reason for teachers’ intense complaints about
student based assessment related load of paper work mainly stems from their
inconfidence in fulfilling this responsibility due to the so-reported low quality of
training of teachers to operate the new curriculum meaningfully, which results in

an increase in teacher work.

This study revealed that teachers resented the central administration’s disregard
for their professional knowledge and insight. They believe teacher improvement is
highly dependent on short term in service training activities that generally take
place outside school; however, they are not satisfied with the quality of those
activities, which lowered their professional self-esteem. What the ministry
assumed was that successful implementation would be realized in time as teachers
practice the changes. However, this study found out that teachers do not
necessarily become more certain and confident through implementation, as they
still shared a great need for training. They were aware that without training to
assist them in understanding the initiative and to guide them throughout the
implementation, successful implementation would never be completely realized.
The lack or insufficiency of teacher development opportunities both on a compact
and continuous basis constitutes a constraint on teachers to implement the
curriculum, and to operate their teaching roles as professionals, and makes them
‘constrained professionals’. Teacher professionalism was also found to be
constrained by outside pressures, time limitations, scarce resources and limited

professional learning opportunities in the Turkish schools by Ekiz (2001).

All these constraints and teachers’ reactions to them have caused teachers to

develop feelings of incompetence in their professional lives. This is reflected as a
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crisis in their sense of competence and certainty, and as guilt caused by this. This
guilt was also revealed in teachers’ word choices while mentioning classroom
practices. It was observed that teachers generally use the verbs “vermek”,
“aktarmak”™, or “anlatmak” (translated as “to give”, “to transfer” and “to tell”
respectively), which have a rather one-directional connotation in terms of
communication and remind passivity on the part of the student. Nevertheless,
some teachers corrected themselves as soon as they realized the conflict between
the connotations these words carry and the content of the talk during the
interviews. In other words, they were aware of the need for a change in their
vocabulary, and felt guilty when they accidentally sticked to the wording of the

former curriculum.

Guilt was a central emotion that emerged from the data, which stemmed partly
from the pressure of common exams where achievement of classes are compared,
and partly because of the feeling of failure to meet the needs of their students. In
both cases, teachers were emotionally forced to give up doing what the new
curriculum requires as they were overwhelmed with the conflict between burden
of new roles attached to them with the constructivist curriculum and the pressure

of central exams.

Overall, it would not be wrong to conclude based on the findings that the
curriculum change initiative failed to produce a congruent and integrated
transformation in teachers’ professional cultures. Instead, teachers go along with
new ideas and new ways of doing things without fully understanding or supporting
the underlying principles, which makes their compliance rather superficial. In this
case, it is nearly inevitable that over time the teachers will gravitate back to the old
ways simply because those are closer to the basic assumptions they hold in their
minds. This is even more likely to occur thinking of the low level of
communication among teachers. The professional orientation of the content of

inter-teacher communication is quite low in this school; and it is structured,
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through branch meetings, in a way that obstructs open exchange of ideas. In other
words, teachers rarely spoke about instructional matters, and there was no format
or guidance on which to build strong professional exchanges between them.

5.4 Implications for Practice

The central conclusion of this study is that for a change initiative to make a
difference in the success of schooling practices, the beliefs and actions of the
people who actually implement it need to be taken into consideration as all the
programs, policies, plans, and procedural prescriptions are filtered through their
cultural lenses. Therefore, while it is vitally significant to have sound policy
suggestions and good research based training programs prior to their
implementation; the importance of the human element in executing these should
not be overlooked. Thus, especially considering the need for such a dramatic
change did not stem from teachers, the necessity to build a commitment in them to
collectively change their beliefs and values becomes even more significant. The
implication of this for policy makers is that teacher education and more active
involvement of them in curriculum development and evaluation processes are an

essential component of curriculum reform.

Time is a vital element for the recognition of the teacher factor in realizing
educational change. Therefore, the change initiative should allocate adequate time
for meaningful cultural change to take place inside schools, which is to be used for
collective and individual professional development, for discussion and meaningful
exchanges of the instructional staff, for teacher experimentation and reflection,
time to receive feedback from others, for informal and formal decision making at

the individual and collective level, and finally, time for program evaluation.
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The role of a curriculum leader based in every school setting gains importance
especially to make this time and opportunity available for teachers. Unfortunately,
the administrators in our school did not have such a responsibility given to them
by the authorities to help these points be realized, and thus teachers did not have
such an expectation from them. Thus, what needs to be done is to transform the
roles and responsibilities of the school administrators from solely being chief

executive officers to being instructional/curriculum leaders at the same time.

This study demonstrated that teachers do not necessarily become more certain
about what they are doing through implementation. Instead, without leaders to
assist teachers in understanding an initiative and to guide them throughout the
implementation, teachers’ uncertainty might even boost in time. This greater
uncertainty may occur from not seeing desired results, which was mentioned as
guilt in our findings too, and not feeling more comfortable as they progress in the
implementation. It is in the critical stage of implementation, then, that teachers
will decide individually if they will continue their efforts in the restructuring
endeavor. Their frustration may cause them to abandon the initiative in the case of
continuing uncertainty. When the administration fails to evaluate the success of
the initiative, thus the success of the teachers who struggle to implement it, the
feeling of uncertainty pervades the ones who would be deemed successful by any
evaluation effort. Clearly it is unreasonable to evaluate teachers’ competence on
the basis of knowledge and skills that they are just beginning to learn. To do so in
a case such as this where little technical support is provided would be immoral.
However, teachers still need to be able to hear that they are doing fine with it, at
least from an in-school curriculum leader, which would be the principal in an ideal

change context.
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5.5 Suggestions for Further Research

Future research may be fruitful if other types of symbolic data are used such as
metaphors, which have great potential to be studied, and has not received much

interest in educational change literature yet.

For this study, the focus was the culture of teachers in a school, but for others
other members of the school community could be taken as the direction such as
students, administrators, parents or alumni, in a way that explores their culture,

and how educational change is reflected in those cultures.

This study focused on the culture of the actual practitioners of the educational
change. Since the extent of implementation is shaped through the confrontation
between two cultures, the culture of teachers, the actual practice, and that of policy
makers, it might be another direction for further research to investigate the culture
of policy makers as well.

This study was conducted 6 years after the time change was first implemented, but
it would be really interesting to see how teachers experience a change effort from
the very first moment of initiation. To do this, not a curriculum change but a
related innovation to be started this year at schools, the Fatih Project, could be
taken as the focus of other studies, to study the actual initial reactions of teachers
before uncertainty, guilt and feelings of incompetence pervade all teacher talk and

culture.
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Appendix A: Interview Protocol for Teachers

(gretmenler icin Goriiyme Sorular::
1) Okulunuzdaki hayati bir benzetme ile ifade etmenizi istesem onu neye
benzetirsiniz? .

2) Ogretmenlerin rutin bir giinii nasil geger?

3) Ogretmen olarak egitim felsefenizi kisaca tanimlar misimz?
a. Egitimden anladiginiz nedir?
b. Ogretmenin rolil nedir?
¢. Okulun genel amact ne olmalidir?
d. Ogrencinin rolii nedir?

4) Yapilandirmac egitim felsefesi deyince ne anliyorsunuz?

5) Sizce ilkdgretimde pgretilmesi gerekdi olan nedir? Temel bilgi mi? Hayat
becerileri mi?
a) Hangisinin daha snemli ve oncelikli olmasi gerektigini diistiniiyorsunuz?
b) Yeni program hangisini hedefliyor sizce? ‘
¢) Butemel farklilik sizin yapuigimiz isin doBasim ya da icerigini nasil etkiledi?

6) Ogrenci merkezli egitim ile ilgili ne hissediyorsunuz?
a) Ogrenci merkezli mi 6gretmen merkezli egitim mi akademik basariya daha
" cok ulastirr sizce?
t) Yeni program bagariy ya da 6grenmeyi hangisi yoluyla gerceklestirmeyi
hedefliyor?
¢) Ogrencinin 63retmene daha az bagimli olmasi sizin mesleginize olan
bakisimizi nasil etkiledi?

7) Bir 6gretmen igin hangi beceri ve yetenekler sizce daha degerlidir? Neden?

a. Daha énceki miifredatla kargilagtirdiginizda hangisi 8gretmenlerin
kendilerini bu agidan gelitirmelerine daha fazla yardimer oluyor?

b. Yeni miifredat 6gretmenlerin sahip olmas: gereken beceri ve yetenekleri
degistirdi mi? Nasil?

c. Siz bir 6gretmen olarak alan bilgisinde uzmanligin/ iyi olmanun ne kadar
dnemli oldugunu diisliniiyorsunuz?

d. Alan bilgisi uzmanhgt ya da eksikliginin sizin 6gretmenlik tarziniza nasil
yansidigini diisiinityorsunuz?

e. Opretmentik aligkanliklarimz yeni programdan nastl etkilendi?

f Programin uygulayicis olarak deneyimlerinizden yola cikarak, bu
program nasi bir 6gretmen istiyor sizce?

8) Sizce dgretim materyallerinin etkili ve iyi calismast i¢in gerekli olan dzellikler
nelerdir?




a. Daha dnceki miifredatla karsilagtirdigimzda hangisi 6gretmenin etkili
dgretim materyali gelistirmesine daha fazla yardimei oluyordu?

9) Simfinizda izlediginiz 6gretim yontemiyle ilgili birkag sorum olacak:
a. Ogrencinin hata yapmasint nasil kargilarsiniz? Hatalarla nasil basa
cikarsimz? -
b. Derse katilimin 8nemi nedir sizce? Yeni program dgrencilerin derse
katilimim nastl etkiledi? '
¢. Daha 6nceki miifredatla karsilagtirdigimzda, yeni mitfredat izlediginiz
dgretim yontemini genel olarak ne yonde etkiledi/degistirdi?

10) Sinifta gergek hayati yansitan ortamlar yaratilmasi hakkinda ne diistiniiyorsunuz?
a. Siz bu ortamlari ne dlgiide yaratiyorsunuz?

11) Sizce etkin bir simf yonetimi yaklagiminin szellikleri nelerdir?
a. Daha dnceki miifredatla karsilagtirdiginizda, yeni miifredat simf yonetimi
uygulamalanimzda ne gibi degisikliklere yol acii?

12) Yeni miifredat pgrenci degerlendirme yaklasimimzi nasil etkiledi?
a. Degerlendirmenizde temel yaklasim nedir?
b. Yeni miifredatla birlikte temel yaklasimimz ne yonde degismistir?

13) Ogrencilerin isbirligi iginde birlikte tek bir amag iin cahigtign etkinlikler hakkinda
ne diigiinityorsunuz? Ne slgude uyguluyorsunuz?

14) Miifredat bir 63retmen olarak sizin farkl vygulamalarimza ya da yorumlarimza
nastl yaklagiyor sizce?
a. Egitim 6gretim etkinlikleri konusunda esneklige ne dlciide yer var?
b. Amaclarla ya da uygulamayla ilgili bir sorun yasadiginizda kiminle
paylagirsimz?

15) Ogretmenlerin bir araya geldiklerinde programla ilgili konustuldar: konular
genellikle nelerdir?
a. Hangi problemler daha stk paylastliyor?
b. Sizce miifredatin etkinligi/uygulanabilirligi hakkinda gretmenler arasinda
gorilg farkliliklan var m?
c. Opretmenler arasinda hangi konularda fikir aynhklar gozlemlediniz?

16) Bu miifredat ogretmenler arasindaki iletigimi nasil etkiledi?

a. Yeni miifredatla birlikie ogretmenlerin birlikte calistig1 durumlar oluyor
mu? Ornegin hangi konularda diger gretmenlerle grup olarak
ahgtyorsunuz?

b. Ogretmenlerin ortak caligmast konusunda ne hissediyorsunuz?

17) Yeni programla birlikte bir dgretmen olarak okul digmdaki giinlitk yasaminizda ne
gibi degisiklikler oldu? -




4. Yeni miifredatin is yiikiiniize nasil bir etkisi oldi?
b. Zaman ydnetiminizi nasil etkiledi?

18) Kendinizi bir 6gretmen olarak isinizle ilgili en dzglir hissettiginiz anlar nelerdir?
isin hangi kisminda kendi kararlarimizi uygulayabiliyorsunuz?
a. Kendi kararlarimzi uygulamanizin éniine gecen durumlara ek verebilir

misiniz?
19) Velilerle olan iligkiniz yeni programla birlikte nasil degisti?
20) Ogrencilerle olan iligkiniz yeni programila birlikte nasil degisti?

21) Yeni program okul midiiriiniizden olan beklentilerinizi ne yénde etkiledi?
a. Okul midiiriiniin bu degisim siirecinde dgretmen olarak size destegi
yeterli miydi?
b. Sizce yeni miifredatin yonetim anlayistyla ne tiir bir ilgisi var?

22) Ogrencilerin okula ve sinifa tasidiklar: problemler neler olabilir? Bunlar sizi nasi
etkiliyor? Bunlarla basa cikmada okulun ve dgretmenin rolii ne olmalidir sizce ve
bu konuda ne kadar etkili oldugunuzu diistiniiyorsunuz?

23) Bu okulun gegmisinden paylagilarak gelmis hikéyeler duydunuz mu hi¢?

a. Sizin hatirladigimiz biri var mi 8rnegin parlak bir “iyi 6gretmen” ornegi?
b. Bir 8grenci ile ilgili hatirladiZimiz bityiik bir basari hikdyesi var mi?

24) Okulda 8nemli addedilen ve aligkanhik haline gelmis bazi 6gretmen uygulamalar
var mi? Ogretmenlerce siirdiiriilen bir gelenege drnek verebilir misiniz?

25) Eklemek istediginiz bir goriig var m?
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Appendix C: Example Coded Interview Transcript

Reflective Transcript of Interview 2: A Wiarginal Notes
Remarks

Hocam simdi 6nce bir iki genel soruyla sizin kigisel hikayenizi
agrenmek istiyorum. Neden ve nasil 6gretmen oldunuz?

(Laughter)... Kendimi burda bulmadim gercekten isteyerek oldum
ben. Aile sartlanyla ilgili biraz da. Babam kiz gocugu okumaz dedi
beni okula gdndermedi. fikokuldan sonra bir yil ara verdim. Ama o
arada ben kendim yatil okul sinavlarina caligtim kazandim. Ben
styleyemedim babama iste (.. ee...) kahve ortaminda &gretmenim
soylemis, o sekilde agretmen lisesine bagladim bastan. Ortaokulu
liseyi yatili okudum. daha sonra babam iste yine kiz gocugu
okumaz dedi. iste sadece iki yillik editim ygksek okuluna izin
verdi baska okulda okutamam seni dedi. madem orta liseyi
okudun. bir hak tanidi. ben de sadece egitim yiiksek okulunu
yazdim ilk ve tercihimdi ama isteyerek gercekien égretmenlige
girdim. Severek de yapiyorum 25 yildan beri.

o 3 ‘,'.L of
Anladim. Peki bu 25 yilda eminim bir srd sistemse! degisiklikler L‘ e oL lagchine
eklemeler ofmustur, gbrevinizde dogasinda degisiklikler olmustur. |~ '
BUnlardan hangisi en gok sizi etkiledi? En kritik degisiklik olarak
hatifadiginiz ne var?

Simdi eski programda da begendigim yonler vardi. Yeni
programda da begerndigim yonler var. Yani ikisini de ben olumiu
yonlerini strekli zaten aldim kendime uyarladlm‘.

Ama sizin igin ciddi bir degisiklik olugturdu mu bu yeni program? Hyro ‘U "

Tabi ki olusturdu. Olugturdu. yeni programda ok fazla degisiklik $vdes :’i\' IN
var. hele kirtasiye anfaminda gok fazla degigikiik var. Ama onun e il o ileel

disinda diger yonleri olumiu. s ot g:’j‘“' A

Peki bu okuldaki hayat sizin icin bi seye benzetmenizi istesem

neye benzetirsiniz? = Wrosad [’a? ;‘
@ \ oy Ty

Benim en mutiu oldugum anlar. Yani buraya geldigim zaman, Lﬂ\&c‘ﬁ\“ ‘E.’Jf M\Q a1 £ /5

arkadaslanim bile diyo 6. saate gelmigiz ne gabuk gegti zaman .

diyorurn benimle dalga gegiyolar. Sen diyolar 7. dersi de yap. € \—\ alb tNess >

Gergekten bir keresinde de birkag defa oldu, son dersten glkmisiz
daha dogrusu ben gocukiarn teneffise ggnderiyorum arkadaglarim
girmig agagdiya sira olmuslar. Dediler yani gerdekten biraz simdi
sey olcak ama yuh sana dediler. Biz son saatleri iple gekiyoruz
diyolar gerdekien meslegimi severek yaptyorum benim en mutiu
oldugum anlar okuldaki zamanlarim.

Anladim, mutluluk yani sizin icin.

Evet benim igin mutiuluk.
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Evet peki suif diginizdaki rutininizde baska neler var okulda ? ‘Cg T
Onun disinda diizenli olarak sunu da yapiyoruz dediginiz neler Lo
var? . FUSIEES R Xre

Ogretmen arkadaglarla diuzenii olarak gérigliyoruz. Burdaki oriam Lochvs
gok giizel. Onu begeniyorum arkadasg ortamint. Yani digarda
gorostugim arkadaslanm (... eee... ) olmasa da burdaki ortamt
cok begeniyorum ben.

J

Yg g_z,-,' & g.'f:i‘/‘::r‘v"’., 7"""Ij“‘:':ay‘:} i’
ey e e -y P - - i —
Peki bi 6gretmen olarak egitim felsefesini kisace nastl L

tammiarsiniz? Yani egitimden anlaciginiz nedir?
Eveeeet...

belki biraz genel olmasin diye: 6gretmenin rold nedir egitimde? Pw("‘;"”" ’

Ogretmenin rolii yénlendirmedir egitimde. yani 6gretmen sadece | - a-b\ir_\ﬂ’i‘%

yonlendirme yapar velilerle 6grenciler buna ister uyarlar ister {
uymaziar. Sadece yénlendirir 6gretmen. , 0
{('i wdenty TP
. . " = 4
Ogrencinin rold?
Yani... ege...
Yani bir egitim 6gretim faaliyetinin bagarili olmast igin égrenci ne dor ste ‘i”i‘"‘j
.. e . ) AL H
yaparsa sizin yénlendirmenizi kolaylastirir? o j ~ . -
: ot \ v Ao b
o_gfiﬂ"- P50 . N . s Lodo s rotizn o TRC /
— &1 Planh galigmast lazim ilk basta. ve dizenli caligmast lazim. | . .,
R Al ARAT P PR — . e ee mems st - . e 15
gidieel OTET 7 | Dedigim gibi 6gretmen ogrencl ve veli isbirligi icinde birlikte dudent L pw’q” '
Y g ool el k
L\“a P dasg {zoch haraket edecekler. Bagka trli baganya ulasilamaz. e s antiol.
: .. . : . e - - o g ae '3 - . M
Veiinin etkisi nasil... yani... dgunun isbirligi onemli diyosunuz biraz ( Joih rol !
e . . " 18,55 Ll
daha acabilir misiniz veli nasil yardimei olur bu sirece? L o -
H N
Evet.. velinin etkisinin gok biyik oldugunu dastiniyorum ben s g Al R _
. - . s ] . - i JRPRE AR M
clinkd veli gocuguna belli bir egitimi veriyo okuta gelmeden once. , 'u{ U e/ seneT
" e " - Yups N
veli gok énemfi. bazi seyleri vermek zorunda. Vermedidi zaman ’;" ol j }
dgretmen gok zorlaniyo sinifta. yani velinin vermesi gerekeni de T N

vermeye kalkiyo isi gok zorlagtyo. i :
= ) di"qcuh
&

. " -

Yani davraniglardan mt bahsediyosunuz? o opned |
Trodniag  MEANS _j

Tabi davranis olarak da var velinin gocugunu okula hazirlamasi — Jian of Chite

e . . - prgpalfei oy
lazim. ondan sonra (...) yine ogretmenle birlikte haraket etmesi i |
tazim 6grencinin bagaril olabilmesi igin. o st {rosning
— ‘ozb\awg‘-”':"\ -
Peki yaptlandirmact egitim felsefesi diyolar ya bu yeni programin N vl aduc odt ;’
. . IR T R B Kl Tide
felsefesine. Ondan ne aniyosunuz? Yapilandirmac ile ne Corp THaETRAS {
kastediyolar sizce? \3vu‘ lose ‘ch] i

Yapilandirmaci derken daha gok 6grencinin aktif olmasi gerekiyo.
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(eee ...) .C')Qrencinin yaparak yagayarak Bgrenmesi gerekiyo. Oda |-lzorrire !31’) deolne ond

kalici editim oluyo. P ANUA f)\" i

. N}
s Sarpanent /
!

Kalici olmast igin mi bu yontemi uyguluyoruz?
Tabi ki...

Peki ilkégretimde hangi bilgi 6nemlidir? mesela temel bilgi okuma
yazma mi yoksa yasam pecerileri mi hangisi daha dénemlidir
sizce?

ikisi birlikte gitmesi gerekir bence. Yani saedece bilgi dnemii
degildir. Becer de verilmesi lazim gocugu hayata hazirlamak
gerekir.

Peki bu program hangisine hazirliyo daha gok sizce?Ya da

hangisini vurguluyo? .
Benim anladigim kadariyla ikisini birlikte gotiirmek gerekiyo. o 2 p Yy i
',’;__’_.‘:,“u ipdan K. AT
O zaman ne olgiide gerceklegtirdiginizi distiniyosunuz ’ ;?{ Jant this ol
bunu?Yani sadece siz degil. ama genel olarak bu programin [THhe 0777 40 e
uygulanigt agisindan ikisi birlikte gergekten kazanabiliyo mu l:"w"f’*' ws o T ;
sgrenciler ya da ne slgide kazanabiliyolar? R L o oo ching
» do plas -
Simdi (... eee...) bakigim zaman(... eee..) Gok kidemli olan el 'II oc e
arkadaslarimin eski diizende gittigini gérayorum. yani gok az kigi ~;\}a§ L teoc hers gl
bu yeni programa tam anlamiyla uyuyo. bazt arkadaglar daha ML . Lebits
anceden kazanmus oldukalr bi takim geyler var onlar alip cang to =i ’

goturiuolar. cok fazla bu programa uyan yok agikgast. yani biz
dgretmenlerin de jkendini degistirmesi gerekiyo. yapilan
yeniliklerde olsun, eeee(...)

Ne oldu peki ne oldu da bu dénigim fam olarak gerceklesemedi R fRAL ’ ’(
sizce eski ya da daha deneyimli Sgretmenlerde? 3 —

Simdi bagtan agretmenleri kurstan gecirmeleri gerek biliyosunuz,
o da bazi kurslar verildi ama tam anlamiyla yeretli olmadi bu 1 inedeg 2o
kurslar. ben ona inaniyorum. Yoksa eskiden de bu arkadaglanm : o 2 i
gok bagariydi. hala bagarililar ama. dedigim gibi bu sisterni bize |’ ‘,3'-"0" F’& o ‘
ok iyi tamtmadilar, tanitamadilar. Iste 33- 35 kirk yillik mifettisteri {7 of Ahz lo 2ad A

bize seminer vermesi igin gonderdiler. Onlar da bizim gibiydi RN o
halbuki. bu sistemi tam olarak sgrenmemiglerdi. Onlar da bi s l—"""” i 1 ,} e
bocalama devresi gegiriyoruz ama bu yillarda yavas yavag thainees VRS ‘9‘?2‘(' e
oturacak gibi gériniiyo bana bu sistem. I~ 2 chors ol 1 Fc)o{“»

! J .Q, oln cuf £
Yani o zaman yagadikga problemieri kendiniz deneyimieyip feasw \“"3' T
gozmeye mi gah§1yosunuz? oived +ia (On?}g

i o
3 TIOQ(QJ’W) §

driph ond 2S00

Deneyerek goziiyoruz aynen oyle. Bize bunun seminerini
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vermediler. Birdenbire girdik isin icine. ne oldugunu anlayamadik. |, sy s Jagiaaat

B Fachs

herkes kendi becerising gére bazi seyleri yapmaya calisti. Yavas | . ! :
yavag oturuyo tabi Ama igte herkes ayni noktada degil. )

Peki Ogrenci Merkezli egitimle ilgili ne hissediyosunuz? Onemli
nokialarindan birisi oldugu igin yapilandirmac! egitimin?

Simdi OM olmast glzel fakat buna aileler de hazir degil. Veliler
bize katki saglayamiyolar. Yani dedgim gibi bu programi biz
acikca velilerden dolay: da oturtamadik.

Aslinda veliler igin de yeni kavramlar bunlar degil mi?

Evet onlar da bilgisizdi. Onlann da egitimden gegmesi gerekiyo.
Hatta bana gere 6gretmenlerden gnce velilerin seminerlerden
gecmeleri lazimdi, hazirlamalari lazimdi. Birdenbire bizi bu
sistemin icine ativerdiler.

Peki bu program égrenci merkezli editimi mi hedefliyo sizce?

Tapi Ogrenci Merkezli egitimi hedefliyo.

Sizin yaptiGiniz igi nasil etkiledi? Artik simifta farkli bir 6gretmen mi

A o Aorme”

oldunuz? OM olmast o anlama mi geliyo? Nast! bir fark var? . Lo VO" {137 i
C/u/r,'owlv"""\' RNPIEE £+ 4
Simdi eskiden konuyu hep daretmen anlatirdi. Gocular merak —yaache” "‘“"jlr ‘“ —r e
ettikleri seyleri sorarlard.. Simdi ise biz gocuklara hissettirmeye g in g = V*"'-S:" fond
galigiyoruz. Onlar araghrmact oluyolar.( ee..) Konuyu onlar soru y M\{b{- 4A3TRD 2
cevap seklinde igliyolar. iste yapamadikiar zaman &gretmene >/ ,.D/',s’ (ol = e

soruyolar. Sinifta hep gey yaplyoruz yani 6ocukiar kitaplardan
acip bakip bulmaya galistyolar. Yapamadiklari yerlerde de biz
yénlendiriyoruz.

Yani 6gretmen eksiklikleri giderme rolini mil yerine getiriyo
smifta?

Aynen o gekilde oldu sinifta. Eskiden durmadan biz konuguyoduk i
ogrenci oturdugu yerden dinlerdi. cok stkiciyd gergekten. iste ﬁ "7}” > ) 3)' ;
poyle gok becerikli olan agretmenler zevkli iste ogrenciyi de
katarak ders isliyolardi. gimdi daha da giize! oldu.

Peki bunu yaparken 6grenmeyi nasil etkiledi? yani simdi artik
daha gok akademik bagarinin geldigini soyleyebilir misiniz?

Daha kalici olduguna inamyorum ¢inki ogrenci kendisi ulagiyo s \D'\j
kendisi basariyo o yiizden daha kalict olduguna inaniyorum. foarniss due 4o T
Eskiden sadece dinliyodu. Dinlediklerinin biri gider biri kalir. h .

Tenefiiste zaten hepsi ugup gidiyodu. Yiizede 70 i belki de. 30 da \_a‘:f/:/‘j 1
belki bir hafta sonra ok az bigey kahyodur.

Peki 6grenci artik 6gretmene daha az bagimh hale geldi di mi bilgi
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acisindan da bilgi kaynagi sadece 6gretmen olmadidi igin. Bu sizi
nasil etkiledi?

Bilgi zaten istendigi zaman her taraftan ulasiiabilir. Onemli olan
beceridir, onu oturtmaktir. Burda 6gretmene gene bityiik rol ”
dustiyo burda. Yani agretmenin (...) nasil diyim...

Bilgini kaynagi degil ama ona ulagtiracak arag mi oldu?
Evet evet .

Peki baska hangi yetenekleri snemlidir? Mesela biraz 6nce renkli
ogretmenler vard onlar farkli igliyolard dediniz...

Evet evet...Sey alcak mesela 8gretmen ogrencileri stkmadan ders
anlaticak. Ara sira onlara bakiigi zaman sinifa’gocuklar
hareketlendigi zaman ya da ilgileri dagildi rmi zaman onlara bir
bilmece sorarak ya da sarki soyleterek ya da kendi sdyleyerek
dersi daha ilging hale getirebilir 6gretmen isterse.

Yani dadilan ilgiyi toplamak mi anemli bir beceri sizce?
O gok onemli zaten.

Bagka ne olabilir? mesela konusunu iyi bilmek mi ogretmenligi iyi
bilmek mi sizce daha énemlidir?

Tabi ki iyi bilmesi énemli ama gocuklann seviyesine inemezse
bildigi kendisine kalir. Bildigini aktarmak ¢ok énemli. Onlarin
seviyesine inip onlarla birlikte eglenbeli bir sekilde ders anlatmak
en anemli beceri. ' bold

Peki 6gretmenlik ahgkanliklariniz nasil etkilendi yeni programdan?
Simdi soyle soylim...

1 Eskiden yapmadigimz ama artik yaphigiiz seyler var mi mesela
sinifta ya da sinif disinda aligkanlik haline gelen?

Yapmadigim(...) Dedigim gibi daha dnce sirekli ders anlatmak
zorundaydim. $imdi o yiik tizerimden kalkti, daha aktif hale geldi
dgrenciler. Strekli konusmaktan yoruluyodunuz. O daha sikiciydt
simdi daha iyi ama, yani ben zaten karigik zaten uyguluyodum
eskiden de simdi de.

Sizin kendi tarziniz var onu devam eftiriyosunuz.

Evet onla devam ediyorum ben.

Anladim. Simdi yeni bir ahgkanitk olarak kazanmadiniz onu zalen
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vardi sizde. ‘l

Evet vardl.
Peki ... - B )
c'{l 2.‘.:“:::2:’@; i odof

Mesela ben ders programina uymar. Beden egitim dersi din
yokiu gocuklara yaptirdim. Ginki baktim gocuklar sikiidilar.
Diinks program baktim biraz sey oldu. Ykl oldu (...) Hemen
dedim hadi seye siz hakettiniz ‘siz dedim derste dinlediniz hadi bi
ders beden yapalim dedim. Yani ben o ders programina
uymuyorum yok sali ginii miizikmis yok efendim cuma gtni
serbset etkinlikmis, cocuklarin 0 anki durumuna gore hareket
adiyorum. eskiden de oyle yapardim simdi de dyle yapiyorum
gocuklan sikmadan. istedikleri zaman.

4.

ba o], nEL

Buna imkan var o halde bu programda da. Bu konuda
Szgirligindzd kisitlayan herhangi bi sey yok?

Yok hayir. [Niye bedene gikarttin diyen yok zaten. Gocuklarin
ihtiyacina gore hareket ediyorur. Yani ayriyeten bir miizik dersi
yapmam mesela ben. hadi bakalim gocuklar gikariin miizik
defterlerinizi bu ders mizik yapicaz demem. Ne zaman sikilirlar o
zaman muzik yapnyorum} > quate-

? 1
Peki bu programia birlikte kullanmaya bagladiginiz kitaplari ya da | {[is T LJJG“C"x . :\01;1\
Aferdas /gy
diger materyalleri dastniirsek, bunlarin ne kadar etkili oldugunu ( howt Q’( ge 2

Gsint i i ? - L
dU§unuyorsunuz? Yapmay! amagladigi geyi yapiyo mu: s on teaching
. dpparagnt
‘g&u‘rvwé: Yapiyo ama yine Kisi fizerinde kitap {izerinde bazi seyler kaliyo. wb i\'.' Lo Ir .‘,-:]iz,s b N
. 2 s . . H . . —\\Jo\:"o gl
) \/\,"gua{ Ornedin ben sinifima televizyon aldirmasaydim, bilgisayar depandeit =7 [

aldirmasaydim yani eski bir programin bi antami kalmiycaktl.

- éfWYeni sistemde. O ylzden
gorsele agirhk verilmeli diger siniflarda. Daha kalici olur gunki.
Conkd sinifta cesit gesit zeka tiiriinden gocuklanimiz var. Ayni
zeka torinden gocuklar bir araya getirmiyolar O yizden o zeka
tirlerine uygun yontem ve tekniklerin kullaniimas: gerekiyo. iste bi
projeksiyon makinasinin televizyonun kullaniimasi tazim. Dedisik
arag ve gereglerin sinifta mutlaka olmast lazim bu programda.

L fechnoledy

{ 0 Gi ol )
Peki bunlarn eksikligi durumunda bi segenek birakiyo mu? Yani C“".W v : . L A jock
mesela televizyonunuz yoksa bunu sekilde yapabilirsiniz gibi 0?'“:’”'5 n Lo v
éneriler getiriyo mu? L,r teebe =l -

. ~ ]
Yok programda yok oyle seyler. Ogretmene birakiyo veliye de , no ot pdives °ﬁ e

birakiyo. veli olumiu bakarsa bu seylere. $imdi deviet aimiyo o
seyleri karglilamiyo biliyosunuz. Velisine s6z gegiren ya da

vélisinin egitime ne kadar deger vrdigi ile ilgili bazi seyler. (ee...) deaendl 97
ben sinifima hergeyi aldirdim diger sinif aldiramadi istemedi £ et ol < art,
velileri. Ogretmen arkadagimiz o da isterdi oyle bi sinifta ders paenerees PP

N
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anlatsin.

Dolayistyla otomatikman uygulamada da farklihklar olugsuyo.
Tabi ki oluguyo.

Ama bunlarin telafisi igin yontemler Snerilmiyo diyosunuz.
Yok hi ht yok.

Peki siz gene de stkistiginiz durumlar oluyo mu bi geyi nasil
anlaticaginiz bi problemi nasil gbzecedinizi bilemediginiz
durumlarda napiyosunuz?

Materyél eksikligi yagiyoruz. Okultanimizda higbigey yok dedigim
gibi hergeyi biz velilere aldinyoruz. o ylizden olmadi@i zaman da
onlarn yaphiramiyoruz gocuklara eksik kaliyo o etkinlikler.

Peki gene sinifla ilgili bi geyler sorucam: Ogrencilerin yaphigi
haialaria nasi baga gikarsiniz? Hatayi nasil karsilarsiniz?

Hosgoriyle karsiiamaya caliglyorum benim sinifimda da var
problemli dgrenciler. Ogretmenin elinden bisey gelmiyo hos
kargilamanin diginda. Rehberlikle gbrustirmeye ailesine
ulagmaya galiginz.

Peki biraz daha bilgi hatas! davranig degil de oldugunda?

Yani bu ailenin verdigi mi diyosunuz? Yani penim sinfimda var
boyle bir iki tane aileler 3. simf mifredatini veriyolar gocuda. ¢ok
hevesliler cok istekliler. gocuk sikiliyo ve bana sikildigini ifade
ediyo benim yapabilecegim bisey yok ki o konuda. Anne baba
okumarmnig, dyle hirshiar ki gocugu kurban ediyolar ama ne kadar
sdylersen soyle dinletemiyosun bazi seyleri mecburen elin kolun
bagh olmus oluyo.

O bayagi farkl bir durummug. Gergek hayat yansitan ortamlar
yaratilmasi ile ilgili ne dagiintiyosunuz sinifta? ne olgiide
yaratabiliyosunuz? gergek hayaltan Srnekler olabilir ya da
dramatizasyon olabilir...

Bigey oldugu zaman ben hep 6grencilere kendi hayatimdan
srnekler veririm. Gocuklar ben sbyle okudum.Okumami hemen
arnek veririm iste su gartlarda bityGidiim benim gunum yoktu
benim buyum yokiu diye arnekler veriyorum sinifta. Dogru mu
anladim soruyu?

Evet evel.

Ginkil onlar dgretmen kendi hayatindan bigey ya da dgrencilik
hayatindan bigey anlathigl zaman etkileniyolar 6gretmenin
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basindan su gegmis diye Ailelerine de anlatiyolar. Hocam diyo
aileler sen séyle seninki daha otkili oluyo. Siz soyleyin bizi
dinlemiyo falan o tiir seyler

Halbuki anne baba da anlatiyodur ama...
iste dgretmenin verdigi drnekler daha etkili oluyo.

Sinif yonetimi le ilgili biraz konusmak istiyorum. Sizce etkin bir
sinif yonetimi yaklagimi nasil olmalidir? Yani disiplin
problemleriyle bag eimek biraz énce sizin sbylediginiz sey..simdi
asil ona gelebiliriz. Yani...

Simdi gocuk ne kadar ogretmenini severse o kadar da
koydugumuz kurallara da uyuyo. ik 6nce sgrenciye kendinizi
sevdirmeniz gerekiyo. Bi de daha gok duygularina hitap etmeye
caligtyorum. iste diyorum ki bak gunu yaptiniz ben gok Gzoldim.

Pargalaniyolar mi biraz?

Birbirlerine sey yapiyolar biraz sgretmenimizi Gzdindz diye sen
yaptin bu yapti. Diyorum tamam artik onu kapatin bi daha
yapmayin diyorum. Cocuklar agretmeni izmemek icin kendilerine
engel olmaya calistyolar. ama oluyo tabi gene de oluyo.

Peki yeni programla birlikte farkh disiplin problemleri ortaya gkt
mi? Sizin farkl yéntemler uygulamanizi gerektirdigini
hissettirdiginiz oldu mu hi¢?

Simdi eski programda siniflardan tip hig ses gtkmazdi, ama gimdi
guriiltii oluyo bi anda baya bi. Grup galigmast yapildigi zaman,
ister istemez digardan bakan birisi 6dretmen sinifta disiplini
saglayamamis gibi gorebilir ama §oyle bir baktigin zaman zaten
susuyo dinliyo seni simif.

Ama ashnda grup galigmasi oldugunda farkir bir sinif var ama
fazla bir yeni problem yok mu diyosunuz o halde?

Hayr yok.

Anladim tamam. Ee bu grup galigmasi degisken ashnda bundan
da bahsedebiliriz. Ne distinfyosunuz édrencilerin bir amag igin
beraber biseyler yaparak sgrenmesi etkili oldu mu sizce?

Gozel bi galigma bence. Eskiden de biz buna kiime galigmasi
diyoduk ashnda vardi. bazi seylerin sadece ad defisti gibi geliyo
bana. Gocuklar birlikte arkadashg 6greniyolar paylagmay!
sgreniyolar dayanigmayl dgreniyolar. Gozel bi galigma. Stk stk
sinifta yaptirmaya galigtyoruz. Ama iste sehir ortaminda
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Bitbirlerinin evierine gitme durumu olmuyo. Sadece sinifia
yaptirabiliyosunuz. Digarida bi ddev verdiginiz zaman gocuklar bir
araya gelemiyo. Birisi bi yerde birisi bi yerde oturuyo. Gok arada
mesafeler oluyo sadece sinif ortaminda glizel bir galigma oluyo.
Cocuklar evde sadece bireysel hazirigini yaptyolar sinifta isté
bagira cagira bu sekilde gazete gtkaritik mesela 3 tane. Sinifi Gg
gruba ayirdim ben, bayad! bi guriiltiili bi ortam oldu sinifta ama
en sonda cok giizel bi galigma ¢ikli ortaya ve panomuza astik.

Miifredat sizin farkli yorumlamalariniza farkli uygulamalariniza izin
veriyo diye biraz 6nce s6yledik. Pski kitaplaria ilgili ya da diger
materyallerin igerigi fle iigili esneklige ne dlgiide yer var bu
programda? Yani uygulayan uyguluyo uygulamayan uygulamiyo
dediniz ya biraz 6nce..Yani o esneklikte bi sinirlama yok mu?

Simdi ilk 6nce program sunu saylayo: ilk 6nce diyo.. ders kitabi
olarak iste MB nin verdigi ders kitabi ve caligma kitabi olucak diyo.
Kaynak kitaba gelince ben simdiye kadar hig kaynak kitap
cullanmadim 25 yilik meslek hayatimda. Hig énermedim. Siz
dedim istiyosaniz alip yaptirabilirsiniz efer gocugunuzun
seviyesine goreyse. Yani bos kaliyosa evde ben onu bilmiyorum
¢linki. Siz diyorum yaptirabilirsiniz ya da herhangi bir kursa
suraya buraya istiyosaniz g6nderebilirsiniz ama ben sinifta 6dev
olarak da kaynak kitaptan vermedim bu giine kadar. Eski
programda da mesela planlarimi kendim yapardim asla dergilerin
sunlarin bunlann verdigi planiari kullanmazdim. Cankil sinifin bir
seviyesi var. O seviyeye gore plan prohgram hazirlamak
zorundasiniz. O kaynak kitaplan var gimdi de var zomreden
Kkullanan arkadaslanm. Ama ben her akgam kendi 6devimi evde
hazirliyorum o giin ne vereceksem cocuklanma. Cok zamanimi
aliyo ama yapiyorum. Ben o kaynak kitaplarin yararina da
inanmiyorum. Gergekten gocuga miifredatin diginda bagka seyler
de veriyo. Bu sefer veli diyo ki kitaptan guray! yapamadi burayi
yapamad) bagka sorunlarla karsilasiyo veren arkadaglar.
Sagolsun birinci simifi okuturken de ben ddevlerimi kendim
hazirliyodum. aliyo mu kayit?

Tabi aliyo ama siz s6yleyebilirsiniz ben dinliycem onu bagka
kimse dinlemiycek.

Kaymakam velim vard: dedi ki hocam dedi madem 6yle bu yil da
siz hazirlayin. Dedim valla yazicim bozuldu ne zaman alirsam o
zaman hazirlamaya bagliycam. Dedi ki ben alicam size yazici, -
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gelmedi gelmez mi dikkat ettim tg ders boyunca kimse tuvalete
gitmedi dedi.

Stkiimadi glinkd.

Evet sikilmadilar bir de yani biz carpma yapiyoduk. Bakin ben
dedim ya bi sekilde bi seyleri uyarliyorum diye. Aslinda ¢arpma bu
{initeden sonra var ama ben sene bagtndan beri verdim onu
gocuklar 6inki onu zevkle ¢oziyolar problemleri. Siralamay!
degistiriyorum ¢linki programda sene baginda toplama var sonra
¢ikarma var sene sonunda carpma balmeyi almis. aslinda bana
gére dort iglem pirbirleriyle baglantiidir degil mi?

r‘ £ '.L-‘ h
chorad 7Y

Sizin séylemediginiz ne kaldi ben ona bakiim gtinkil bazilannin E”f o ai ‘f'}ur} men |
saten tistinden gegmis oluyoruz. Ogretmenlerden biraz P frochen s i RS
pahsedelim. Ogretmenler biraraya geldiklerinde pragramia ilgiline | — ,
tarz problemler konuguyolar? ol W dew A2 0B

‘X ' PN o,r;:;.'ncv.‘_h
Daha cok kirtasiyenin gok oldugundan sikayeci arkadaslar. Yani | w20 oA METE TR
gereksiz yere gergekten kagit harcadigimizi dustiniyolar ben de (
buna katiiyorum. ;
Kirtasiye derken sinifta kullandigimiz materyal anlaminda mi \‘;
yoksa idari iglerle ilgili mi? hadant osad ouEET &
Hayir bu seyle ilgili programla da ilgili, dlgme degerlendirme ile Yoo - Healmiaa BT

ilgiti sok fazla. Her agrenci igin bi kagit hazirlamaniz gerekiyo. O
da vaktinizi altyo gereksiz gibi geliyo bana. Olgme
degerlendirmede cok fazla kagit var.

Peki bu her égrenciye ayr ayri kriter hazirtadiginiz igin mi haoyle
oluyo?

Tabi ki.

Peki bunun olumlu bi yani da var mi?

Olgme degerlendirme agisindan var tabi ki ama bizim diyorum ya
dgretmenin gok fazla zamanini aliyo. O yiizden iste égretmenin de
gok fazla zaman ayirmast lazim. Zamani da yok 6gretmenin. 0
yiizden, hem zaman hem de ugrashrma agisindan. Bi de biz
bunun editimini de almadik. Tam ne yapcagimizi da bilmiyoruz.

Kafa kanisikhg mi var bu konuda hala?
Biraz var. Hi h.

Yani kazarm yaziyosunuz gordagim kadariyla. Ya da

performansina gére degerendiriyosunuz. Bu kagitlarda tam olarak
nasil degerendiriyosunuz?
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Ee cocugun igte performansina géire degerlendirme yaptyoruz
ama cok aynntih bir sekilde hazirlanmis iste sizi seye
indirebilirsiniz diyolar ama yine onu yapmak igin hern zaman hem
de (eee ...) $eY.-.. gerekiyo onun igin. girdi lazim dlgme
degerlendirme ile ilgili.

Peki fikir ayriliklar gozlemlediniz mi ziimrenizde ya da genel
olarak 6gretmenier arasinda miifredatin uygulanabilirligi ile ilgili?

Tabi. bagtan sey yaptt bazi arkadaslarimiz ben bunu kullanmam
dediler. Sonra igine girdikge olumlu yonlerinin gok oldugunu
gorditler. Dedigim gibi yavasg yavas...

ilk basta bi direng oluyo galiba di mi her yeni seye oldugu gibi?
Bilmedigimiz icin bazi seyleri.
Simdi ne dlgiide alisildh sizce bi degigim gerceklesti mi?

isterseniz ylizde 80 onu biz gozdik diyelim. Onu biz uyguluyoruz
o dlgiide ama iste ¢bzemedigimiz sorunlar var dlgme
degerlendirme ile iigili.

Ogretmenler arasindaki iletisimi galrgma bigimini degigtirdi mi?
Daha gok birlikte galigmanizi gerektiren durumlar oldu mu?

Oldu tabi. Paylagmadan bigey yapamiyosunuz. Zumre
galigmalarina agurlik verdik. Dedigim gibi daha dnce herkes kendi
yetenegi dlglisiinde haraket ediyodu bu da bagariy! bence
engelliyodu. Simdiki galigmalar ziimre calismalan oldugu icin
herkes birbirinin yeteneginden tecrilbesinden yararlandi@t igin
daha basarili oluyo gocuklar. Benim stnifim duygusu yavag yavag

kalkiyo.

Onu soracaktim ben de, bu ayrim biraz azaldi mi1 acaba?Bunu
olumlu bigey olarak mt goriyosunuz?

Azaldi bi miktar. Bence olumlu giinkii sizin gok giize! bildiginiz
bisey var ama ben onu bilmiyorum ve sinifima uygulayamiyorum
benim sinifimdakiler o zaman geri kaliyo. Yani biz nigin varnz.
Ogrencilerimiz igin vanz degil mi?

Peki sinifta heralde kendinizi 62gur hisssediyosunuz,
Tabi
Hig bunun énidne gegen durumlar oldu mu?

Simdi tabiki dgretmenieri denetleyen insanlar var biliyosunuz.
Midarler ve mifettigler. Benim bugtine kadar dyle bir elestiriime
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durumum olmadi ama arkadaglarimiz yagiyolar etkileniyolar ister




istemez sinifa girdikleri zaman gocukiara ters davranabiliyolar N F"“'A‘ wpel — un{-’ P
yani. Gok énemii. Midurin de sey yapmast lazim tabi daha !
arkadaglan onore edici galigmalar yapmast lazim adil davranmasi Y
lazim digil mi dgretmenler arasinda ki simif ta bundan olumiu % dzeaginy el
olarak etkilensin. i

Yani sinifta bir denetleyici oldugu zaman mi kendinizi daha az
&zgiir hissediyosunuz sadece? onun disinda bir 6zgdridginize
aykini bir durum yok.

Biraz bahsetiiniz ama velilerle olan iliskiniz nasil degisti nasil
etkilendi bu programdan?

Tabi tabi yok. . TS 'é,q":'i }
Fm? it O]

. no chons
Vani eskiden de velilerte fliskim ok iyiydi, simdi de dyle dedisen bi | /v Lulu'.‘v"«
sey yok.

— H t
. relship weriy
Ogrenciler peki, 6grencilerle olan iligki agisindan bi degigiklik var (:
mi? PR a‘f-l'of‘
Fofet Y 4

Ya égrencilerle daha fazia iletigim icindeyiz icindeyiz su an.
Eskiden degildik o kadar. Simdi daha fazla iletigim igindeyiz. simdi
daha iyi oldu.

Yénetimden beklentilerinizi okul madirdnden beklentilerinizi
degistirmis olabilir mi bu program? Yani televizyon prajektor gibi

seylerden bahsettiniz mesela. Bu konularda yénetimden ne tir bir o wpp2 A s Ao
‘ destek aldimiz? « 0O ST
}"Doc/’f g s bud et qsLwes
T K[{ Destek hig alamadim ¢linkd okulun biitgesi stnirl o da dogalgaz J

T !su gibi seylere gidiyo. Onlar bizden destek istiyolar tam tersine. \ . L sareats

iR oL N an L reploced b i

g 7 (2 Lot . 1
\7",\; JUPEN by Programla ilgili o agilardan bi destekleri olmadi yani? : {;/\Gﬂi} ok S uf FC‘/ "+
U e
. 1eot™ Olmadi. Giinkil dedigim gibi hergeyi veliler aliyo. i

Bu bi eksiklik mi sizce?

Bence bi eksiklik ¢linkii devletin kargilamas! gerekiyo veliler degil 4y ~
fi A o
de. , loth °.{ Lod 627 irD.
- ]
Benim sorularim agadi yukari bu kadar. Sizin eklemek <t ate CovseD
istedikleriniz varsa duymak isterim, yoksa... . o | lncie
l/\&qu& Et TJ bive. C 20555

iste dedigim gibi yani igin siirmesi agisindan bu kaynaklar
devletin kargilamasi lazim, benim velilerim egitime dnem veriyolar
buna hazirlar ama llhami Beyin arkadagimizin sinifinda yok
Gizillyorum. Zaman zaman onlar simfimiza davet ediyoruz ii




sinif sikis depis ders yapiyoruz yani ama baska yapabilecegimiz
bi gey yok.

Cok tesekkiir ederim.

Bigey degil.

5%
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Appendix D: Interview Protocol for Adminisirators

Okul Yéneticileri icin Goriisme Sorulars:

1) Okulunuzdaki hayati bir benzetme ile ifade etmeniz gerekse onu neye
benzetirdiniz?

2) Yéneticinin rutin bir giini nasil gecer?

3) Bir okul yoneticisi olarak egitim felsefenizi kisaca tammlar misiniz?
Egitimden anladigimiz nedir?

Ogretmenin rolii nedir?

Okulun genel amaci ne olmalidir?

Yoneticinin rolii nedir?

Ogrencinin rolii nedir?

o oo oP

4) Yapilandirmaci egitim felsefesi deyince ne anliyorsunuz?

5) Sizce ilkégretimde opretilmesi gerekli olan nedir? Temel bilgi mi? Hayat
becerileri mi?
a) Hangisinin daha 6nemli ve sncelikli olmas: gerektigini diigiinliyorsunuz?
b) Yeni program hangisini hedefliyor sizce? ) .
¢) Butemel farklilik sizin yapti giniz isin dogasim ya da icerigini nasil etkiledi?

6) Orenci merkezli egitim ile ilgili ne hissediyorsunuz?
a) Ogrenci merkezli mi 6gretmen merkezli egitim mi akademik basariya daha
cok ulagtirir sizce?
b) Yeni program basariyl ya da 6grenmeyi hangisi yoluyla gerceklestirmeyi
hedefliyor?

7) Bir 6gretmenin hangi beceri ve yetenekleri sizce daha degerlidir? Neden?

a. Daha énceki miifredatla karsilagtirdiginizda hangisi tgretmenlerin
kendilerini bu agidan gelistirmelerine daha fazla yardime: oluyor?

b. Yeni miifredat 63retmenlerin sahip olmasi gereken beceri ve yetenekleri
degistirdi mi? Nasil?

c. Siz bir 6gretmen icin alan bilgisinde uzmanhgin/ iyi olmanin ne kadar
snemli oldugunu diigliniiyorsunuz?

d. Bu program nastl bir 8gretmen istiyor sizce?

8) Miifredat dgretmenlerin farkl: uygulamalarina ya da yorumlarina nasil yaklasiyor
sizce?
a. Egitim §gretim etkinlikleri konusunda esneklige ne dlgiide yer var?




b. Bir 6gretmenin farkh bir uygulamasiyla karsilastigimzda nasil tepki
verirsiniz?

9) Ogretmenler sizinle hangi konularda konugurlar?
a. Hangi problemler daha sik paylagiliyor?
b. Sizce miifredatin etkinligi/uygulanabilirligi hakkinda 6gretmenler arasinda
goriis farkliliklar var mi?
¢. Opretmenler arasinda hangi konularda fikir ayrihiklart gézlemlediniz?

10) Bu miifredat 8gretmenler arasindaki iletisimi nasil etkiledi?
a. Yeni miifredatla birlikte 63retmenlerin birlikte calisti1 durumlar oluyor
mu? Ornegin hangi konularda bgretmenler grup olarak caligtyor?
b. Ogretmenlerin ortak ¢alismast konusunda ne hissediyorsunuz?

11) Yeni program sizce sgretmenlerin okul yoneticisinden beklentilerini ne yonde
etkiledi?
a. Ogretmenlere bu degisim stirecinde yonetici olarak ne tiir bir destek
saglamaniz bekleniyordu?
b. Yéneticinin bu siiregte rolii nedir?
c. Sizce yeni miifredatin yonetim anlayistyla ne tiir bir ilgisi var?

12) Sizin y&netici olarak merkezden beklentilerinizi ne yonde etkiledi?
a. En cok ne tiir ve hangi konuda destege ihtiyac duydunuz?

13) Bu okulun gegmisinden paylagilarak gelmis hikayeler duydunuz mu hig?
b. Sizin hatirladigimz biri var mi drnegin parlak bir “iyi 6gretmen” Ornegi?
c. Bir8grenci ile ilgili hatirladiginiz biiyiik bir bagar hikayesi var m?
d. Yéneticilik alaninda iistiin hizmetleri olan biri var m1 okulun tarihinde?

14) Okulda 6nemli addedilen ve aligkanlik haline gelmis bazi yGnetim
uygulamalari var mu? Ttim kadronun birlikte siirdiirdiigii bir gelenege drnek
verebilir misiniz?

15) Sizin bu konuyla ilgili eklemek istedikleriniz varsa duymak isterim.




Appendix E: Consent Form

GORUSME iZiN BELGESI

Merhaba,

Ben Asu Altunoglu. Tiirkiye ve Orta Dogu Amme Idaresi’nde dgretim elemantyim.
Aym zamanda Orta Dogu Teknik Universitesi Egitim Bilimleri Boliimii doktora
grencisiyim. Su anda ulusal miifredat degisikliginin okul ve 6gretmen kiiltiiriine
nasil yansidig: tizerine bir aragtirma yapmaktayim.

Bu goriisme, zorunlu katihim gerektiren bir siire¢ degildir. Bu goriismeye katilmak
bulundugﬁnuz konum agisindan ne riskli, ne de yararhdir. Eger bu goriisme icin
goniillii olursaniz kimliginiz ve bize sapladifimiz analiz edilmemis bilgi okulunuz,
grencileriniz ya da diger hicbir kurulus ya da kimseyle paylasiimayacaktir. Gontlla
olarak bu goriismeye katildigimz swada gorlisme mekaninda tiglincti bir kisi
olmayacaktir. Bu goriisme, katilanlara zarar getirebilecek herhangi bir psikolojik ya
da fiziksel bir i icermemektedir. Goriigmenin, katilanlarm kendi bakis agilari ve
meslekleri hakkindaki diisiinceleri ile ilgili bir egitim arastirmasina katilmis olmalari
disinda onlara sagladig bir yarar yoktur. Fakat sonuglarinin caligmakta olduklar
alanda ileride karar verilecek olan ve galigmaya katilan ve katilmayan biitlin
gretmenleri igine alan uygulamalara yararli bir etki yapmas1 beklenmektedir.
Calisma kapsaminda yer alan gorligme 15 ana sorudan olusmakta ve yaklasik olarak
bir buguk saatlik bir zaman alacagl varsayilmaktadir. Goriigmeler bire-bir ortamda
gerceklesecek sekilde planlanmustir.

Calismann herhangi bir aninda sorularinizi sorabilirsiniz. Eger goniillii olmaya karar
vermeden Once Ofrenmek istedikleriniz varsa liitfen sormaktan ¢ekinmeyin. Bu
calismada yer almamak, yer aldifimiz halde herhangi bir anda yarim birakmak ve
cevaplamaktan rahatsiz oldugunuz sorular1 atlamak hakkina her zaman sahipsiniz.
Eger bu gorugmeye katilmak i¢in goniillii olursaniz, kigisel bilgileriniz miimkiin olan
en gizli sekilde korunacaktir. [sminiz kayitlartmizda tutulacak, ancak herhangi bir
baska kisiye ya da kurulusa verilmeyecektir. Sadece arastirma ekibinin bu bilgilere
erisebilme hakk: vardir. Sagladigimz bilgiler diger kisilerin ulagamayacagi giivenli bir

yerde saklanacaktir.
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Bu form biri sizin kendinize ait kayitlarimz icin, digeri de aragtirma igin olmak tizere
iki adet hazirlanmugtir. Adimz ve imzaniz, size goniillii olmak isteyip istemediginizi
sordugumuz igin, yalmzca bu iki kopya formun tizerinde yer alacaktir. Bir kopyasi
ileride sizinle baglant1 kurabilmemiz i¢in aragtirma ekibine ait olup, diger kopyast ise
size aittir ve o kopyay1 sizden istemeyecegim. Arastirmaya sagladifmiz bilgiler bes

yil saklanacak ve bes yil sonunda yokedileceklerdir.

Eger ileride bu galigma hakkinda daha ok soru sormak isterseniz litfen agagidaki
iletisim yollarindan birini kullanarak aragtrma ylriitiiciistine ulagimz (tercihinize

bagli olarak isim belirtmeyebilirsiniz):
Asu Altunoglu
saltunoglu@todaie.gov.tr, sahinasu@gmail.com

312 231 73 60- 1002

Eger bu caligma i¢in goniillii olmak istiyorsamz liitfen asagida verilen yere adimzi,

soyadimizi ve tarihi yazip imzalayimz.

Katkilariniz ve ayirdiginiz zaman i¢in cok tesekkiir ederim.

Ad, Soyad: Imza:

Tarih

Tercih ettiginizbﬂeti§im yolu bilgisi:

TIf: (Ofis) (Cep)

Elektronik posta:
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Appendix F
TURKISH SUMMARY

Bu arastirma, program degisikliginin, bir ilkdgretim okulunun orgiitsel kiiltiiri
iizerindeki  gOstergelerini, O63retmen algilari  cercevesinde incelemeyi

amaclamigtir.

Tirkiye'de son on yilda ilk ve orta &gretimde bir program degisikliine
gidilmesine karar verilmis ve ilk olarak ilkdgretim programinin icerigi
olusturmaci bir bakis acisiyla yeniden sekillendirilmistir. Egitimde program
degisikligi, dogrudan o6gretmen rollerini ve yiikiimliiliiklerini degistirmeyi
amacladifindan, egitimin tiim bilesenleri arasinda en cok Ogretmenleri
etkilemistir. Bunun gibi temel felsefeyi yikip yeniden inga etmeyi gerektiren bir
egitim reformu girisiminin, 6gretmenlerin Onemli bir 6gesi oldugu ﬁrgﬁtsel.
kiiltiire bﬁyﬁk‘ olciide yansimamas: diistiniilemez. Ogretmenlerin 6nce yeni
yaklagimin nasil bir birey yetistirmeyi amagladigini ve bunu nasil yapmaya
calisigim anlamalari, daha sonra da pratiklerini bu yeni yaklagimla
uyumlagtirmalar1 beklenir. Onlarin yeni bir programa nasil baktiklari, mesleki
yasamlarimin degisen dogasi ve yapisina ne gibi anlamlar yiikledikleri, bir okul
orgiitiinde birlikte caligan Ogretmenleri bir kiiltiir olarak goren bir yaklasimla

incelenebilir.

Kiiltiiriin pek ¢ok tamimindan bu c¢alismaya en uygun diiseni Geertz (1973)
tarafindan soyle yapilmustir: kiiltiir insanlarin deneyimlerini yorumlamak ve
eylemlerine rehberlik etmek ic¢in yarattiklari anlamlardir. Burada anlam bir seyin
bir kimse tarafindan dznel bir bicimde nasil yorumlandigina isaret eder. Kiiltiir
dedigimizde ise, bu bireysel anlamlardan ¢ok bir grup icindeki tiyelerin
paylastiklar1 ortak bir anlama biciminden bahsederiz. Bu anlama bicimi ortak
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degerler, roller, inanclar, semboller ve varsayimlar gibi boyutlar altinda
tartisilagelmistir. Kiiltiir insan eylemlerini gériiniir ve ayirt edici kilan bir. gli¢ ise
(Inglis, 2004), bu boyutlar da hem eylemi gerceklestiren insanin hem de eylemi

izleyenin onu anlamlandirmasina yarayan isaretlerdir.

Kiiltiiriin drgiitsel analizde kullamlmasi da bu ortak boyutlarn bir is érgiitiinii
tamimlarken ya da iyilestirmeye c¢alisirken yararli olabileceginin anlagilmasiyla
baslamigtir (Ouchi, 1981). Toplumsal kiiltiir gibi orgiitsel kiiltiiriin de rgiitii bir
arada tutan normatif bir yap: oldugu 6ne siiriilmiis, bu yapinin hem 6rgiite yeni
katilanlarin toplumsallagsmasinda hem de orgiitii daha istikrarli bir yap1 kilmada
Oonemi tartisgihmistir. Geleneksel Orgiit kuraminin bir hayli nesnel olmasindan
sikayet eden orgiit arastirmacilart ise kiiltiir kavramim orgiitlere iliskin daha
derin, daha zengin ve daha gergekei bir bakis acis1 kazanmalarini sagladig: i¢in
heyecanla karsilamuslardir. Orgiitsel kiiltiiriin bir ilgi alam haline gelmesi
genellikle karmasik ve kaotik olan orgiitsel yasamin dinamiklerini daha iyi

anlamamizi saglamigtir. -

Orgiitsel kiiltiir calismalar kiiltiirii ele alis bigimleri ile iki ana akim geklinde
karsimiza cikar. Ilki, kiiltiirii bir degisken olarak goriir ve kiiltiiriin nicel olarak
hesaplanip orgiitsel amaclar dogrultusunda tasarlamp uygulanabilecegini 6ne
siirer. Buna gore, orgiitsel kiiltiir bir yonetim ya da liderlik araci ve orgiitiin
gelismesi ya da degismesinde kritik bir stratejik de8isken olarak amaglar
dogrultusunda sekillendirilebilir. Bu aragsal bakis acis1 dogal olarak bazi 6rgiit
kiiltiirlerini digerlerinden daha giiglii olarak kabul eder ve gii¢lii bir kiiltiire sahip
olmak i¢in lidere yapmas: gerekenler konusunda Sneriler getirir. Kiiltiirii ele alan
ikinci bakis a¢isi1 ise orgiitlerin giiclii ya da zayif bir kiiltiire sahip olmadiklarini,
fakat her birinin benzersiz bir kiiltiir oldugunu 6ne siirer. Orgiitsel kiiltiir orgit

yapbozunda bir parca degil, yapbozun kendisidir (Putnam & Fairhurst, 2004).
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Kiiltiir belli yonetimsel amaclar icin sekillendirilebilecek nicel bir degigken

degil, anlamay: gelistirmeye yonelik bir kavramsal ara¢ olarak kabul edilir.

Kiiltiire iliskin bu iki yaklasimdan ilki, kiiltiiri okullarda daha iyi 6grenme
diizeyleri elde etmek icin yararlanabilecegimiz bir mekanizma olarak goren
'etkili okul' kavramim etkilemistir. Etkili okullar elde edebilmek i¢in okul
kiiltiiriiniin yoneticiler tarafindan degi§iklige ugratilmasi fikri tizerinden stiren bu
etkilesim, egitimde degisim, bagarili degisim yonetimi gibi kavramlarin da énem

kazanmasina yol agmistir.

Okul 6rgiitiintin bu degisim ¢abalarindan en ¢ok etkileneni olarak 6gretmenler de
bir aradaliklarindan dolayi bir '6gretmen kiiltiiri’ olustururlar. Bu olgu hem
evrensel hem de ulusal diizeylerde G6gretmenler arasinda ortak deger, varsayim,
ya da inanglar olmasmdan yola ciksa da, yerel gevresel sartlar ve sistemsel
farkliliklar nedeniyle 6gretmen ya da 6gretmenlik meslek kiiltliriiniin akiskan,
cogulcu ve degisken bir yapiya sahip oldugu iddia edilmistir (Cherryholmes,
1987). Bu calismada, orgiit kiiltliri 6gretmenlerin  bakis acilann ve
anlamlandirmalari iizerinden ele alinirken, her okulun kendine 6zgti bir kiiltiir
oldugu ve politika yapicilarin degisim taleplerine verilen tepkilerde bu kiiltiiriin

belirleyici oldugu varsayimindan yola cikilmistir.

Tiirkiye'de 2004 yilinda baglatilan program reformu girisimi, 2005 yilinda
ilkégretim programlarimin temel felsefesinde ve ogretim metotlarinda biiyiik
degisim Ongoren bir sekilde olusturmaci programlara  gecilmesiyle
gergeklesmistir. Bir 6gretme degil 6grenme kurami olan olugturmacilik (Brooks
& Brooks, 1993), égrencinin simf icinde ya da disinda 6grenme stirecine etkin
katilimim gerektirir. Bu katilim, 63renirken gecmisteki deneyim ve bilgilerin

karsiikli  konusma ve yansitma yoluyla paylasilarak yeni bilgilerin

yapilandirilmasim saglar. Bilgi, goreli, 6znel, smmrli ve uyumsal olarak kabul
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edilir; 6grencinin bilgiye ulagmasi bir sonug degil yeni bilgi icin kaynaktir. Bu da

6grenmede sonug yerine siire¢ odakli bir yaklagim getirir.

Olusturmaci suuf ortamini yaratacak olan dgretmene de yeni roller yiiklenmistir.
Ogretmen &6grencinin bilgiye ulasmas: i¢in ona kaynak ve imkan saglayan,
rehberlik eden, 6grenciyle birlikte O6grenen ve aragtirandir. Bu rollerin
Ogretmenler tarafindan yerine getirilmesi yeni programin basariyla uygulaniyor
olmasimin anahtaridir. Fakat degisim yalmzca kagit {istiinde 6gretmenin roliine
iliskin tiim gerceklikleri degistirerek -degil, bu rollerin gerceklesecedi yap,
Ogretmen ve kiiltiir arasindaki etkilesimle gerceklesir (Helsby, 2000). Bu
etkilesim, ancak Ggretmenlerin de etkin olarak katildig1 bir doniistim siirecinde,
onlarin yeni degerleri ve rolleri anlamalarina, onlar {izerinde diistinmelerine ve
birbirleriyle ve politika yapicilarla diyalog halinde olmalarima imkan

yaratildiginda miimkiin olabilir.

Tiirkiye'de olusturmaci programlarin uygulanmaya baslamasiyla birlikte sayisiz
calisma yapilmis olmasina karsin, OZretmenlerin bu degisimi nasil
anlamlandirdiklari, bir drgiitsel kiiltiir bakis acistyla ele alinmamistir. Bu bakis
acis1 degisim girisiminin uygulamada bagariya ulastigimi gorebilmemiz igin bir
okuldaki dgretmenlerin kiiltiiriinde de doniistim yasanmas: gerektiinden yola

cikar: Bu calisma asagidaki arastirma sorular: kapsaminda yiiriitiilmistiir:

1) Ogretmenlerin olusturmaci programa gegise iliskin deneyimlerinden elde
ettikleri anlamlar nelerdir?

2) Olusturmact programa gegis Ogretmenlerin kiiltiiriinde nasil kendini
gostermektedir?

3) Ogretmenler olusturmacilifin 6gretmenlige ve 6gretmenlere yiikledigi yeni rol

ve degerleri nasil algilamaktadirlar?
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Arastirmanin yéntemi

Bu calismanin amaci olusturmaci egitim felsefesine gecisin Orgiit ve 6gretmen
kiiltiirti tizerindeki gostergelerini ortaya ¢ikarmaktir. Arastirmada, nitel arastirma
yontemlerinden olgubilimsel desen kullamilmistir.” Veri toplamak igin
arastirmacinin  kendisinin hazirladigi yart yapilandinlmis goériisme formu
vasitasiyla 6gretmenlerle yiiz ylize goriisme yontemi kullanilmistir. Goriismeler
kayit altina almip aymi sekilde desifre edilmis ve daha sonra a.ra$t1rmac1
tarafindan yazin ve arastima sorulari ag¢isindan anlamli birimler halinde
kodlanmistir. Elde edilen birimler igerik analizi tekniZiyle dnce temalara sonra
da kategorilere ayrilmis ve bunlardan yola cikarak olusturmaci programin
Ogretmenlerin kiiltiriinde ne gibi yansimalart oldugu sorusu cevaplanmaya

calisiimistir.

Arastirmanm katilimcilari

Arastirmaya Ankara ili- Cankaya il¢esinde bir ilkdgretim okulunda ¢alisan altmis
Ogretmenden 22'sine ulasilmig ve bunlarla bire bir goériisme yapilmistir.
Katilimeilarin = segiminde program degisiklifine gecis siirecini yasamig
deneyimde olmalarina dikkat edilmis ve oOnce okul ydneticisinden alinan
isimlere, daha sonra da kartopu yontemiyle diger Ogretmenlere ulasilmigtir.
Goriisiilen 6gretmenlerden dordi erkek on sekizi kadin, dokuzu brans on ticii
smif 6gretmeni olup, deneyimleri on ile otuz iic yil arasinda degismektedir.
Aragtirmacinin kendisi tarafindan 25 ile 100 dakika arasinda degisen siirelerde

tamamlanan gdriismeler gerceklesmistir.

Bulgu ve sonuclar
Ik olarak, bulgular yeni programla birlikte O3retmenlere gére 68renci ve
ogretmen rollerinin degis tokus edildigini gdstermigtir. Ogretmenlerin bu rol

degisimi dolayisiyla yasadiklar1 olgular dgrencilerin artik daha aktif ve tiretken

olmasi, kendi Ogrenmelerinin sorumlulufunu almalanmin  gerekliligi,
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Ogretmenlerin dinleyen ve rehberlik eden konumuna gecmesi, &grencilere
kaynak saglamaktan sorumlu olmalari olmustur. Ogretmenlere gére velinin de
rolii oldukc¢a degismis, egitim siireclerine katilimi ve dolayisiyla 6nemi artmustir.
Bu durum, Tiirkiye'de egitimdeki esitsizliklerin mevcut kaynaklarindan biri olan
ailelerin sosyo-ekonomik diizeylerinin egitime etkisini daha da 6nemli kilmistir.
Ogretmenler bu artan nemin hem programin gerektirdigi finansal katki hem de
Ogrencilerin toplumsal sermayelerinin diizeyl agisindan ciddi bir esitsizlik

yarattigin dile getirmislerdir.

Velilerin katilimimin daha kritik hale gelmesi 6gretmenlerle onlar arasindaki
iliskinin dogasim da etkilemis, o6gretmenler artik velinin solugunu sinifta
hissettiklerini paylagmislardir. Bu da, O6grencilerin yeni rolleriyle birlikte
dgretmenlerin simftaki eski mutlak hakimiyetlerini sarsan baska bir unsur
olmustur. Ogretmenin artik yegane ve mutlak dogru bilgi kaynagi olmamasi
dgretmenlerin kismi memnuniyetsizligine yol agnmus olsa da, 6gretmenler bundan
¢ok yeni rollerini yerine getirmeleri icin gerekli kaynaklarm, zamanmn ve

birikimlerinin olmamasindan sikayet etmiglerdir.

Ozellikle programin teknolojik donamm, imkan ve bilgiye ne slciide dayal
oldugu diisiiniildiigiinde kaynak eksikliginin &gretmen rollerini yerine
getirmedeki olumsuz etkisi anlamhdir. Buna karsin, 6gretmenler yeni programla
ilgili en ¢ok hoslarma giden degisiklik olarak teknoloji kullanimimin ve gorsel
malzemeye dayali 6gretimin artmasini isaret etmislerdir. Bu 6zellikle daha
deneyimli 6gretmenlerde giivensizlik ve yetersizlik duygusunu da beraberinde

getirmistir.

Ogretmenlerin yasayip yeni anlamlar yiikledikleri diger onemli degisiklikler de

daha 6grenci merkezli bir siuf yonetimi anlayisi, ddevlerde grup calismasi,

icerigin gercek hayattan malzemelerle sunulmasi, degerlendirmenin performans
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esash ve siire¢ odakli olmasi ve son olarak genelde programin eskisine oranla

daha az dolu ve basit algilanmasi olmustur.

Bulgularin ortaya cikardigina gore, Ogretmenlerin ¢ogunlukla olusturmaci
programi baslangicta bir tehdit olarak algilayip, sonradan ona uygun degerler ve
inan¢lar edinmis olduklarini gorebiliriz. Fakat uygulamayla ilgili anlam ve
algilarina bakildiginda, uygulamanin Oniindeki engellerin bu deger ve

inan¢lardan daha belirleyici oldugu ifade edilebilir.

Ogretmenler olusturmaci programi uygulamalari sirasinda  karsilastiklar:
sorunlarin programin tam olarak uygulanmasmé engel teskil ettigini ifade
etmisler, bunlarin en basinda da fiziki sartlarin yetersizligini g6stermislerdir.
Fiziki sartlarla kastedilen, en basta siniflarda bilgisayar ve projektdr gibi
elektronik donanimin eksik olmasi, smuf boyutlarmin kiicik olmast ve
mobilyanin esneklife uygun olmamasi, brans &gretmenleri icin 6zel siniflar
olmamas1 ve ikili 6gretim yapilmasindan dolay: smiflarin paylagiliyor olmasi
olmustur. Arastirma yapilan okulun merkezi konumu disiintildiigiinde,
olusturmaci programi ailelerin sosyo-ekonomik diizeylerinin daha diisiik ve
genel fiziksel sartlarin ¢ok daha yetersiz oldugu kirsal bélge okullarinda ya da
kentlerin ceperlerindeki okullarda uygulamaya calisan 6gretmenlerin daha

sorunlu bir déniigiim siirecinden gectikleri tahmin edilebilir.

Uygulamanin 6niindeki engeller olarak karsimiza ¢ikan diger olgular deneyim,
degisimin bati kaynakli 6diing bir politika olmasi, okul yoneticilerinin
yonlendirme ve bilgi eksikligi, 6gretmenlerin deisim karar siirecine yetersiz
katilimlar1 ve konuyla ilgili yetersiz egitilmeleri olarak ortaya ¢cikmugtir. Tiim bu
engeller,  Ogretmenlerin  eski  programin  sOylemlerini  yenileriyle

degistirebilmelerine ragmen, basarili uygulamadan alacaklari tatmin duygusunu
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eksik yasamalarina, sugluluk ve yetersizlik duygularina kapilmalarina ve simf ici

yasamlariyla ilgili daha da ice kapanmalarina neden olmustur.

Okuldan kaynaklanmayan ama uygulamanin 6niindeki en ciddi engellerden biri
olarak dgretmenlerin karsisina ¢ikan olgu merkezi sinavlar olmustur. Bir sonraki
Ogretim asamasina gecis icin yapilan bu smavlann 6gretmenler, 6Zrenciler,
veliler ve hatta yoneticiler tlizerinde olusturdugu baski, 6gretmenlerin
olusturmaci programi uygularken yapﬁklari secimleri ciddi bir bicimde
etkilemekte, zamamin 63renci etkinligi ve Uretiminden c¢ok smav hazirligina
ayrilmasina neden olmaktadir. Bu 6gretmenler arasi diyalogda da baslica konu
haline gelmis, siif karsilagtirmalart yoneticiler tarafindan vurgulandikca
Ogretmenler  programin  gerektigi  Olclide  etkin  uygulanmasindan

uzaklasmislardir.

Son olarak, 6gretmenlerin ders planlama ve hazirhgi, difer 6gretmenlerle
kurduklar isbirligi, evrak igleri ve 6gretmen gelisimi konularinda da olusturmaci
programla birlikte degisim yasadiklari ve bu degisimin onlarin mesleki
yasamlarina da etki ettigi ortaya cikmistir. Kilavuz kitaplarla birlikte, ders
hazirh@: olgusu biiyiik olgtide standartlagsmis, 6gretmenler ise hem zamandan
kazandirdig: hem de yeni fikirlerle dolu oldugu i¢in kilavuzu benimsemislerdir.
Yine de hala ders planlama ve hazirhigi olgusunun OZretmenlerimiz igin
programdan ve kiiltiirden bagimsiz bir sekilde, agirlikla kisisel tercihlere ve
adanmuglik diizeyine bagli olarak degiskenlik gosterdigi soylenebilir. Meslek
yasami agisindan 6nemli olan diger bir konu ise dgretmenler arasi isbirligidir.
(")gretmenlerin_ isbirligi diizeylerinin oldukga disiik oldugu ve &gretmenler
arasinda ozellikle simif i¢i siireclerle ilgili mesleki paylagim, fikir aligverisi ya da
yardimlasmanin ¢ok az oldugu ve 6gretmenlerin bunlarin énemine iliskin bir algi
gelistirmedikleri ortaya ¢ikmistir. Bu da olusturmaci felsefenin ruhuna aykin bir

durumdur.
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Oneriler

Bu arastirma, 6gretmenlerin program degisikligi gibi kriti_k bir reform stirecinde,
hem yeni programin gelistirilmesi, denenmesi ve degetlendirilmesi stireglerinde
daha etkin rol almadan ve uygulama konusunda etkili bir sekilde egitilmeden
yeni programin ne bir pargasi ne de uygulayicisi olabileceklerini ortaya
koymustur. Bir program reformu girisiminin bagariya ulagmas:t icin
ogretmenlerin i¢inde bulundugu kiltiriin ve bu kiltlirii olugturan deger ve
inanclarin g6z oniinde bulundurulmasi gerekmektedir. Ogretmenlerin sartlari
uygun bile olsa yenilizgi ne &lciide uygulayacaklarimin denetimi diizgiin
yapilmadigindan, yenilige yonelik bir baglilik gelistirmeleri mecburidir. Bu
nedenle, boylesi program degisikliklerinde, bu baghh@in gelisip 68retmen
kiilltiirtiniin  bir pargas: haline gelebilmesi i¢cin &gretmenlerin daha c¢ok
dinlenmesi, katilimlarimin saglanmasi ve desteklenmesi gerekmektedir. Bu
nedenle, okul yoneticisinin de rollerinde de bir doniisiim gerceklesmeli ve
miidiirler yalmzca kaynak aramak ve fiziki sartlan1 giiclendirmek gibi mali ve
idari konularda degil, programla ve dgretimle ilgili de daha fazla inisiyatif alacak

bilgiyle ve sorumlulukla yiiklenmelidir.
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