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AESTRACT

This ethnographic study investigated the process of empowerment in the context of

Turkish higher education. Data were collected through participant observation of teachers

working in a collaborative action research project over a period of three years. The three

sources of data were observational, interview and documentary data.

The participants of this study were teachers working at the Department of Basic English,

School of Foreign Languages, the Middle East Technical University, Ankara where the

researcher has worked as a teacher and teachertrainer. All participants of this study have

been given pseudonymsfor purposesof confidentiality.

This study used the interactive model of qualitative data analysis and phenomenological

interview analysis. The procedure was as follows: Firstly, raw data were processed.

Then, observational data were analyzed by open and axial coding, hence twolevels of

analysis. Segmented field notes were identified as emerging themes, coded and

categorized. Data were displayed and conclusions drawn using three techniques from

ethnographic data analysis: Plot and Characters, Natural History, and Thematic

Organization. As is the case in an interactive model of analysis, implicit coding was

happening from theoutset of the study, thus making "a continualblurring and intertwining

of coding, data collection and analysis" (Filstead, 1970, p.291). Naturalistic criteria for

reliability and validity were used along with intercoderreliability.



The research questions askedin this study were as follows:

1. What competencies do teachers need in Conversations with Self in order to be able to

decide on what knowledgeand values are beneficial for them?

2. What competencies do teachers need in Conversations with Self in order to be able to

voice their own opinions in dealing with unequal powerrelationships?

3. What competencies do teachers need in Conversations with Settings in order to

understand andinterpret their teaching situation?

4. What competencies do teachers need in Conversations with Settings in order to take

action to change their teaching situation?

5. What resources and support do teachers need in Conversations with Settings in terms of

the powerrelationships within the organization in order be able to change their teaching

situation?

6. What is the role of the change agent in facilitating the competencies required in

Conversations with Self and Settings?

The findings of the study indicate the feasibility of teacher empowerment as

Conversations with Self. Among some of the domainsofactivity described in the process

of empowerment were consciousness raising, working with other people, knowingself

better and listening and observing both self and others better. The findings of the study do

not reveal a feasibility of teacher empowerment in terms of the political agenda of

Conversations with Settings. Such conversations remainedat the level of job involvement.

Thatis to say, the political agenda of Conversations with Settings, was feasible in terms of

autonomyand control in the classroomsofindividual teachers.
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CHAPTER 1

INTRODUCTION

1.1 The Meaning Of Educational Change

Oneofthe mostfundamentalproblems in education

today is thatpeople do not have a clear, coherent

sense ofmeaning about what educational change

isfor. what it is and how it proceeds.

Fullan (1991, p. 4)

Despite the multitude of attempts at planned educational change across the Western world

in the last three decades,it is argued that nothing has changedin practice . In other words,

despite the constructive value of attempts at "conscious, deliberate, and collaborative

effort to improve the operations of a human system.. through the utilization of valid

knowledge" (Bennis et al, 1976, p.4) , there is still significant misunderstanding about

achieving desired changes . One possible source of this misunderstanding could be the

inability to arrive at a shared understanding of the wnat, the why andthe how of change

by all those actors involved in changeat all levels, that is to say at classroom, school,

local and national levels (Fullan, 1991: White etal., 1991).



This issue has not received enough attention in educational literature. However, there is

increasing evidence that there are "limitations that mediate the translation of planned

changes at the system level into new practices at the level of the classroom" (Lewin and

Stuart, 1991, p.22). We are informed that educational change rarely gets implemented in

the way it was intended (Clough et al, 1989; Everard and Morris, 1990; Fullan, 1991;

Rudduck, 1991; White, 1991). Thus, it can be argued that it is difficult to achieve a

shared understanding in the planning and implementation of planned educational change.

Achieving a shared understanding of educational changeis closely related to the ways in

which the actors in any change enterprise view events . Actors within an organization are

involved in a constant process of interpreting the world around them as social life is

"produced by its component actors precisely in terms of their active constitution and

reconstitution of frames of meaning whereby they organize their experience" (Giddens

(1993, p. 86). If this is true, then the meanings social] actors ascribe to intended actions

may not be the same. In other words, the actors involved in any effort at educational

change in formal organizations, whether they be managers, teacher educators, teachers or

students, may have different interpretations of change. Thus, there can emerge a problem

of finding a shared meaning of educational change.In fact, the difficulty of achieving a

shared meaning is becoming more and more apparent with the increasing evidence on

lack of success in the implementation of change.

The problem of achieving a shared meaning of educational change in implementation is

exacerbated depending on the changestrategies used. In fact, we have historical evidence

of the difficulty of creating a shared understanding when change is coerced or mandated



from above (See Chapter 3 for a discussion ofthe history of educational change), whether

this change is a new policy or curriculum change. Teachers are said to resist change, thus

making the issue of implementation problematic. It is not so much that teachers resist

change butthat they do not understandasthey will have different interpretations.

Is it not possible then to bring about a shared meaning in educational change? In other

words,is it possible to have such a means of educational change that will make sense to

all those involved in any change enterprise? Is there such a way that can bring about a

shared understanding of what is to change, for what purpose and how that changeis to be

implemented? This thesis argues that a possible meansof creating a shared meaningis

bringing teachers to the center of educational change.If teachers are "the front line people

whowill eventually make it work" (Wideen, 1992, p.124), then should wenotinvest in a

different role acknowledging the key role that teachers play in the implementation of

educational change? Could we not invest in teacher empowerment, a concept that is

readily saluted in some educational and business contexts? Could we not encourage

teachers to create their own agendaofchange and work towards their own empowerment?

The term empowerment can be considered as one of the most popular in educational

literature. It can be located in most professional educational journals or conferences

during the past five years (Smith and Lotven, 1993). Educationalists and theorists seem to

agree on the inevitability and necessity of teacher empowerment (Hargreaves and

Hopkins, 1991; Romanish, 1991). Yet, there seems to be less agreement on whatthe key

dimensions of empowerment are, hence a comprehensive definition of empowerment.



Sometheorists for example, stress the decision-making aspect, while others argue for the

poweror freedom aspect (See Chapter 4 for a discussion of empowerment).

There is also disagreement concerning the process of empowerment. How doesthis

processtake place? Is it the individual that needsto initiate his or her own empowerment?

Yet again, will that be possible without the larger social and political forces at work?

Putting it differently, there seems to be less agreement on the "context" and the "agenda'

of the process of empowerment both of which have personal and_ social and political

implications or dimensions (Prawat, 1991, p.738). Recalling the essence of planned

change as collaborative and deliberate effort through valid knowledge, how is the

individual expected to develop his knowledge? Can this development take place on a

personal level or through negotiation with the other actors within the larger social and

political context, in other words the working environment? How is_ collaboration to

happen? To sum up,there is considerable disagreement on the nature of the context and

agenda of empowerment which,in turn, casts doubt over the suggested implementational

procedures.

This thesis puts forth the argument that teacher empowerment can be brought about or

initiated by a research-based approach to be conducted in collaboration with teacher

educators. A collaborative research-based approach (CORBATE) can enable teachers and

teacher educators to work out their own agenda of change (See Chapter 4 for a discussion

of CORBATE). Teachers by doing action research on the issues that are of particular

concern to them can decide on whatis to change . In brief, CORBATEcan be used as a

model to bring about empowermentandthus achieve a shared meaning.



Such an approach has particular relevance to the field of English Language Teaching

(ELT) which is said to have "undergone many fluctuations and dramatic shifts over the

years" in terms of methodology and "is currently in a state of flux" (Celce- Murcia, 1991,

p. 3). Of the two educating strategies for teachers (Freeman, 1989), the moretraditional

educating strategy is training, with developmentas the more recentstrategy (See Chapter

for a discussion of educating strategies in ELT). Current ELT literature puts forth the

argumentthat teachers cannot be educated solely throughtraining for mastery of skills and

that developmentis essential. The training paradigm has hadtimeto refine its techniques

whereas development has yet to design its models. If this is true, than the current

educationalinitiatives aimed at training or developing teachers and hencefacilitating the

professionalization of teaching do not seem likely to achieve a shared understanding of

change, notwithstanding the pressing need or apparent usefulnessof suchinitiatives.

What CORBATEproposes is moving beyond the current educating strategies in foreign

language teaching (See Chapter 4 moving beyond received wisdom). Although the

integration of training to a certain extent is inevitable, the core of the idea is that

teachers can be encouragedto initiate their own re-education. This should on no account

be considered as the wish to give powerto the teachers but should be viewed as enabling

teachers to create their own agenda of change through their own re-education,hence the

use of the normative-re-educative strategy of change. In this way, it may be possible to



ensure the implementation of planned change with a meaning that will be clear to all the

actors involved in change.

This does not certainly mean the exclusion of the other strategies to change, the

power-coercive and the empirical-rational. Each strategy has its own potential use. In fact,

as Fullan (1991) notes, "planned change has become a matter of both motivating from

without and orchestrating from within" (p.73). This thesis takes up the challenge of

investigating the possibility of an integrative approach to change whereby teachers are

empowered to "achieve their own goals best by directing their own efforts toward

organizational objectives" (Bennis, 1969, p.42). This thesis further argues that such an

approach can provide a modus vivendi between the adopters and the implementers of

change and brings forth the faith and hope that such a modus vivendi can bring about a

shared meaning of educational change.

1.2 Motivation of the Study

This [Turkish] education aims at developing in

individuals the ability offree thought, competence for

action, a sense of national identity and love of

humanity.

Ataturk (in Alkan, 1981, p.138)



This is the main aim of Turkish higher education as stated in the current Higher

Education Law (Article 4, p.3) enacted in 1981 to remedy the educational problems

facing Turkish higher education in the 1960s and 70s (See Chapter 2 for a discussion of

educational change in the context of Turkish education). The ultimate aim is to create

free-thinking individuals loyal to their country and humanity, an educational philosophy

instituted by Kemal Ataturk, the founder and first president of the Turkish Republic

following the establishment of the Republic in 1923. Such an aim maybeperceived as no

different than the aims of most educational systems around the globe; yet it is a

phenomenal achievement--a scheme so ambitious and unprecedented in Turkish history

(Karal, 1967) (See Chapter 2 for an historical overview of Turkish higher education).

Today, the problems facing Turkish higher education seem to be moreorless similar to

those experienced in most educational systems in the world (See Chapter 2 for an

historical overview of Turkish higher education and discussion of current problems). On

the one hand, we witness attempts at planned educational change to remedy educational

problems; on the other we have evidence ofdissatisfaction with educational outcomes.Is

this not proof of the misunderstanding between those involved in educational change? Is

the pursuit of a shared understanding not valid for the context of Turkish higher

education? Could we not find a modus vivendi between adopters and implementers of

change in the context of Turkish higher education?

The main research interest in teacher empowermentis rooted in the Kemalist philosophy

of educational change, the essence of which is the development of free thought and

competence for action. The major motivation for this study is the wish to see Ataturk's



philosophy and principles grow in the context of the formal organization which gives a

certain sense ofsecurity andstability. A second source of motivation for this study is the

position and experience of the researcher whose experience and faith in working with

and training teachers has in effect led to the investigation of the topic of teacher

empowerment.

To sum up, this thesis takes up the challenge of investigating teacher empowerment as

one means of educational change that may provide meaning to change. For such an

investigation, it seems appropriate to look for evidence of similar cases both in the

Turkish context and the Western world in general to understand the working of similar

systems, what problems have to be overcome and explore what modesofaction have been

used and are being used soas to be able to adapt them to our purposes and in our own

context. This is what Kanter (1992) calls integrative thinking in dealing with changethe

essence of which is "the willingness to move beyond received wisdom, to combine ideas

from unconnected sources , to embrace change as an opportunity to test limits" (p.270).

This is not a perspective that is culturally alien to our way of thinking. Recalling the

philosophy of Turkish higher education, the essence of which is free thought and

competencefor action,this is in fact a sine qua non for Turkish higher education.



1.3 Aims of the Study

The following were the aimsofthis study:

1. To initiate a collaborative research based approach to teacher empowerment
(CORBATE)

1.1 To encourage teachers to engagein reflective thinking, i.e.,Conversations with
Self so that they can decide on what knowledge and values are beneficial
for them andbeable to voice their opinionsin dealing with unequal power
relationships

1.2 To encourage teachers to engagein reflective transactions with the
environment, i.e.,Conversations with Settings so that they can take
action and help in providing the resources and support neededforaction

2. To trace and describe this process of teacher empowerment in terms of domains of
activity

3. As a result of the above, to determinethe feasibility of such an approach as a model for
educational change

1.4 Research Questions

This study aimed to answerthe following research questions:

1. What competencies do teachers need in Conversations with Self in order to be able to

decide on what knowledge and values are beneficial for them?

2.What competencies do teachers need in Conversations with Self in order to be able to

voice their own opinions in dealing with unequal powerrelationships?

3. What competencies do teachers need in Conversations with Settings in order to

understand andinterpret their teaching situation?

4. What competencies do teachers need in Conversations with Settings in order to take

action to change their teaching situation?

5. Whatresources and support do teachers need in Conversations with Settings in terms of

the power relationships within the organization in order be able to to change their

teaching situation?



6. What is the role of the change agent in facilitating the competencies required in

Conversations with Self and Settings?

1.5 Research Design

If our purposes are to uncoverreality by trying "to understand people from their own

frame of reference" (Taylor and Bogdan, 1984, p.13), and to understand

events--Verstehen, then the choice of a method which emphasizes "holistic and

qualitative information" is suitable for our purposes (Husen, 1988, p.17).

This study adopts ethnography, one form of qualitative approach, for three reasons.

Firstly, as it is a humanistic method, it can enable us to understand people from their own

perspectives of reality and in their natural contexts. As Taylor and Bogdan (1984) note

"When studying people qualitatively, we get to know them personally and experience

what they experience in their daily struggles in society" (p.77). Secondly, because

qualitative research is inductive it means that the patterns in data can enable researchers to

develop concepts, insights, and understanding which can helpto shedlight on the process

of teacher empowerment. Finally, as qualitative research is naturalistic, it can enable the

researcher to interact "with informants in a natural and unobtrusive manner " (Taylor and

Bogdan, 1984, p.5), as result of which important insights may be revealed about a natural

context for teacher empowerment.
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1.6 Contribution Of The Study

This study aims to contribute to the literature on educational change in the world and in

particular in developing countries. It is difficult to trace the history of educational change

in developing countries. Despite the fact that there are "documented examples ofstudies

of educational change" (Lewin and Stuart , 1991, p.9), there seems to be a false

impression that educational change doesnotexist.

There are four major reasons behind this false impression. First of all, studies on

educational change are not easy to access. Secondly, they are spread out in various parts

of the world. Thirdly, the documents of studies may not be catalogued properly. Another

reason is that not a considerable amount of studies on educational change may get

published internationally.

One documented and published sourceis that of Lewin andStuart (1991) which presents

eight case studies done in China, Malaysia, the Sudan, the Gambia and Nigeria. They

comprise efforts at curriculum reform in a subject area, innovations to support change

amongst teachers, the institutional contexts of change and innovation at the whole system

level. We can infer that educational change could bein anyofthese areas.

A second contribution of the study can be considered in terms of the approach. As Adler

and Adler (1987) assert, ".. ethnography has neither solved society's social problems nor

offered us a comprehensive theoretical and empirical model of society" (p.16). Yet,

ethnography can make valuable recent contributions, offering "thick description" of

various social arenas, and "of the processual unfolding of events over time" (Geertz,
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1993, p.6) . The powerof ethnography lies within the depth of analysis of penetration of

a topic or area: it canyield "explanatory insights into the reasons why people, groups, and

organizationsact as they do, and how conflicting social forces are resolved" (Adler and

Adler, 1987, p.17).

1.7 Organization Of The Study

This chapter is an introduction to the study and presents the argumentofthis thesis:

teacher empowerment as one means of educational change . It then presents the

motivation for the study, aims of the study, research questions, research design,

contribution of the study and organization of the study.

The second chapterdiscusses the history of Turkish higher education to find evidencefor

a shared understanding of educational change. Chapter 3 continues the search for

evidence in order to synthesize and model response teacher empowerment. Chapter 4

culminates the argument by introducing a model for teacher empowerment. Chapter 5

discusses the research methodology and the rationale for the research design and the

research techniques, clarifying the research- implementation relationship. Chapter 6

presents the analysis of data collected by means of observational, interview and

documentary data. Chapter 7 ends the thesis with summary and conclusions, discussing

the findings of the study in the light of the research questions and assessingthe feasibility

of CORBATE as a modelfor educational change.
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CHAPTER 2

EDUCATIONAL CHANGEin THE TURKISH CONTEXT

2.1 Introduction

As mentioned in the first chapter, this thesis argues for teacher empowerment as one

possible meansofarriving at a shared meaning of educational change thereby enabling

successful implementation of change. In order to develop an understanding of what

educational change meansin Turkey,this chapter investigates educational change within

the political, social and historical context in which that change is embedded.

The first part of this chapter presents an historical overview of higher education in

Turkey, briefly mentioned in the first chapter. The secondpart of this chapter investigates

higher education since 1981, the enactment of the Higher Education Law whichis the

educational instrument shaping Turkish higher education today. The Higher Education

Law is analyzed and its implications for higher education discussed followed by a

discussion of the problems facing Turkish higher education today. The final part is for

summary and conclusions discussing the possibility of achieving ashared meaning of

educational change given the present context and its concerns.

2.2 An Historical Overview of Turkish Higher Education

It is not within the scope of this study to provide an in-depth investigation ofthe historical

background of the country; nor is it the aim. It is rather a concern for analyzing the
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phenomenon of educational change within the rich historical context out of which the

present system of higher education evolved, together with the implications that this may

have for the present. In other words, educational change is analyzed within its wider

historical, political and social context so that one can draw conclusionsaboutthepolitical

and social climate pervading higher education and attempt to make the meaning of

educational change clear in the context of Turkish higher education today. Let us now

turn to a preliminary observation of educational change in the Turkish context. Although

it runs the risk of over-simplification, for purposes of practicality, the analysis will be

pursued under three headings: the Pre-Republican Period, the Republican Period, and

the period between 1933-1981. Each section integrates summarizing comments that will

help to build the argument on the shared meaning of educational change.

2.2.1 Pre-Republican Period

What can be considered as the first example of higher education institutions is the

Medrese of the Turkish-Islam world, established during the time when the Turksliving in

Anatolia converted to Islam in the eleventh century unde: the reign of the Seljuks

(1071-1299). Although the Medrese wasan Islamicinstitution, in the hands of the Seljuks

who valued education highly, the education of the time was not based onreligion only but

scientific investigation and experimentation were also encouraged (Kocer, 1981; T.C.

Yuksekogretim Kurulu Baskanligi, 1993).

The Medrese continued to be the primary higher educationinstitution during the period of

the Ottoman Empire (1299-1918) until the end of the sixteenth century. The Medreses,

built within close proximity of mosques by the Sultans (the rulers of the Empire), their
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ministers and wealthy people, were bureaucratic organizations, controlled and supervised

by the Ottoman State. Similar to the time of the Seljuks, the curriculum of the Medreses

comprised both science and religion with the addition of specialized Medreses giving

courses in special knowledge andskills, for instance medicine. Until the sixteenth century,

many scientists were educated and published widely (Akgunduz, 1989; Uzuncarsili,

1975).

Although the Medrese had beena prestigious andefficient institution in the fourteenth and

fifteenth centuries in the heyday of the Ottoman Empire and had educated manyscientists

and scholars, because ofpolitical reasons, in the seventeenth century, it fell into the

hands of the clergymen who tried to exert political power to influence the Sultans and

the public with a view to bringing the country underthe rule of Shariah--the Religious

Law. The education now provided in the medreses seemed to be based solely on the

teaching of the myths of an unknown mystical world--the teaching of the Koran-- based

mostly on memorization and rejected any other kinds of teaching. The clergymen with

their dogmatic and hostile attitude to science and progress, continued to systematically

oppose any change (Oktay, 1970).

The need for reform in the 17th century was entirely political. In the 1600s, while

Europe was going through the Renaissance, the Ottoman Empire was declining. As the

Empire was experiencinga series of major military defeats, the Sultans felt the necessity

to initiate innovations in the military arena, hence the attempts to train the once highly

esteemedandhighly professional army of the Ottoman Empire. The reform attempts in the

seventeenth century thus culminated in the establishment of military schools like
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Hendesehane (Akgun, 1986; OSYM, 1990; Villalta, 1979).We thus see no particular

concern for educational reform but reform attempts by the rulers of the country in the

military arena. The educational profile of the time was such that the Medreses continued

to educate students along with the newly established military schools.

Thus, in the Pre-Republican Period, that is to say in the period before the nineteenth

century, despite the well-established institution of Medrese,it is difficult to talk about any

general educational policy of the Ottoman State, which strongly believed that religious

instruction "met the needs of the Moslem people" (Turkish Ministry of Press Broadcasting

and Tourism, 1961, p.202). In the nineteenth century, however, reforms in higher

education came about. One such reform was in 1846, the opening of the Darulfunun

which can be considered as the first contemporary and secular university of the Ottoman

Empire as it functioned separately from the Ministry of Religion and offered courses in

sciences, letters, law and medicine with the later addition of theological sciences. The

second innovation was the founding of vocational and technical schools albeit the fact

that these schools did not admit female students who were in fact not encouragedto take

on professional roles . A third innovation was the opening of minority or foreign schools

that were run by various European nations according to their own curricula and all

different in their focus of instruction (Akgun, 1986; Oktay, 1970; Tan, 1981).

From this overview of the Pre-Republican period , wefirst see the prosperity then the

decadence of the Medrese and the establishment of military schools, a university, new

state and foreign schools. Despite the attempts at reform, due to a lack of an educational

policy and standards, and the dominanceofreligion, the various educationalinstitutions
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of the time only served to educate students in religious, parochial, or separatist values.

This was the educational profile at the beginning of the 1920s (Oktay, 1970; Tasdurmaz,

1982; Turkish Ministry of Press Broadcasting and Tourism, 1961; Villalta, 1979).

Concerns about educational change, if any at all, seem to be political in nature, with the

impetus for change coming from the rulers of the country, hence a power-coercive

approach to change.

2.2.2 Republican Period

In the transition period from the Ottoman Empire to the establishment of the Republic

(1918-1923), educational change has radically different meaning than in the previous

periods. It is radical when considered from twoperspectives:firstly, educational reform is

used as the driving force for national development. Secondly, for the first time in Turkish

history we see attempts at planned educational change. Let us now turn to an

investigation of how this attitude to planned change cameabout.

A concern for national development can bejustified given the political profile of the time.

Following the collapse of the Ottoman Empire in 1918, and the occupation of Istanbul

during World War I, Kemal Ataturk started the National War of Independence. With the

Turkish territory secured, he announced the abolition of the monarchy in 1922 andstarted

the Turkish revolution stipulating his aim as_ reaching "..a contemporary civilization

through revolution", to create "a balanced and civilized society" in other words, to bring

about national development (Alkan, 1981, p.137). Ataturk's statementof the ultimate goal

of Turkish society was to be expressed in the 1982 Constitution of the Republic as "....the

determination to safeguard the everlasting experience, prosperity, and material and
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end, the administration of Istanbul University was given to a "rector" to be appointed by

the Ministry of Education and approved by the president of the Republic. It then became

the responsibility of the rector to coordinate the educational, financial, and administrative

issues of the university in cooperation with the "dean", and the "university senate"

(OSYM, 1990, p.15). In sum, as a result of Ataturk's initiatives, the existing traditional

schooling system evolved into a philosophy of education with secularism, equality and

democracyas the three main characteristics.

Whenweview the Republican Period, we notice that the aim of educational change was

to bring about social change. Education was reconstituted to support nationalism and

national development.

=

Educational change for this period meant transition from a

religious to a secular and modern society. Secularism saw schooling as an organization

that would function on scientific and technological principles. Modern in this context is

used to indicate the kind of society that is of Western therefore, contemporary character,

hence a positive connotation in the Turkish Language. Thus, Turkish education was

transformed from an Islamic character to a more modern system and from anelitist to a

democratic character with the aim of educating students that would beloyal to their

country and to humanity. This is indeed a major transformation considering how

multi-dimensional and radical the changeeffort has been.

Turningto a discussion of the meaning of the Kemalist view of educational change and

focusing on the what of change, we can define it as a social reformation process with

scientific and rationalist thinking as its primum mobile aiming to educate free thinking

individuals, with competence for action and loyalty to their country and humanity
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(Alkan, 1981; Baydar, 1973; Lewis, 1993). Changing was planned through deliberate and

conscious modes ofaction with the promotion of the conscious use of scientific

knowledge "as an instrumentor tool for modifying patterns of established practice" (Chin

and Benne, 1976, p. 22). We can thus argue that it was planned change.

Asfor the how of educational change, the changestrategies used, we can observe the use

ofall the strategies of change, namely the powercoercive, the empirical rational and the

normative-re-educative. Judging by the way Ataturk set about improving established

practice in education--"the reforms-by-diktat" (Goltz and Gillotte, 1988, p.58), we may

conclude that a "power-coercive strategy" to change was used (Chin and Benne, 1967,

p.200) as such strategies imply the use of political power or coercion to get changes

implemented (Chin and Benne, 1976; Everard and Morris 1990; Horvath, 1990; Kennedy,

1987). An example would be the issuing of the National Education Act (Egitim Birligi

Kanunu) in 1924 "in order to effect the social change necessary to become a creative

powerwithin the modern world" (Kocer, 1981, p.66).

At the same time however, Ataturk made use ofthe rational-empirical strategy of change

knowing that the use of the power-coercive strategy of change would not be sufficient in

effecting educational change andthat it was_'"a decreasingly effective strategy for gaining

real commitment" ( Everard and Morris 1990, p. 274). Hence, in order to gain real

commitment to educational change, Ataturk focused his attention and efforts on the

training of the people (Yavuz, 1995); thereby employing the empirical-rationalstrategy of

change which presupposes that scientific investigation and research are seen as the key to

change (Chin and Benne, 1976).
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Evidence of Ataturx's use of the empirical-rational strategy of change can be found in the

investigations done before embarking on the restructuring of the existing education

system. The innovative models of school systems, curriculum, teacher education, and

personnel policies in the Western world were examined and researched by Turkish and

foreign scientists and researchers before the education reforms could be instituted in the

Turkish context (Bursalioglu, 1990; Lewis, 1993). It was these investigations that led to

the establishment of national schools and teachertraining colleges.

Further examples of the Kemalist normative-re-educative approach to change can be

found in the establishment of the Regional Educational Offices and Village Institutes . The

former had the responsibility of assessing the local needs of schools and the latter

provided vocational education for the young people living in the villages, female well as

male . Hence, change was made scuble through research and education seen as_ the

"agencies ofhuman progress" (Chin and Benne, 1976, p.24) .

What is perhaps the most striking in all the Kemalist reforms is the use of the

normative-re-educative strategy of change in combination with the power-coercive and

the empirical-rational strategies of change (Yavuz, 1995). In a normative-re-educative

approach to change, a change agentintervenesin "the life of a client system be that system

a person, a small group, an organization, or a community" within a " consciously worked

out theory of change and of changing" (Chin and Benne, 1976, p.32). This conscious

program of change is not assumed to be one that "can be met by moretechnical

information, though that possibility is not ruled out" (Chin and Benne, 1976, p.32). It is a

program in which both the change agent and the client system seek solutions to problems
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and achieve "collaboratively determined solutions " (Chin and Benne, 1976, p.32). It is

this collaborative relationship that enables the client system to participate in his own

development, hence his own re-education. Ataturk's attitude towards collaborative

solutions, then, can be taken as an attempt towardsthe re-education of the Turkish people.

Paradoxical as it may seem, Ataturk, despite the claim for his so-called reforms by diktat,

sought collaborative solutions to shape the new educational policy of the new Turkish

Republic (Dogan, 1981). What Ataturk attempted was not an indoctrination of his values

but rather a clarification and reconstruction of the values of the Turkish people in order to

secure the functioning and operation of a new democratic and secular educational system

which in turn would contribute to national development. Admittedly, such reconstruction

of the values of the people was an ambitious scheme given the newly established republic.

The Turkish people, for centuries, had lived in a country whoseinstitutions of law,

justice, education and the government had been under the dictate of religion (Villalta,

1979) and hence did not have the experience of living in a democratic society with

democratic values. This is why Ataturk's transactional and collaborative approach

towards the re-education of the people is phenomenal (Yavuz, 1995).

How did Ataturk establish the re-education process of the people? In other words, how did

he achieve the changing of old commitments and help to develop new ones? Firstly,his

attitude should be mentioned. He was a true believer of "humanitarian and popular

principles" drawing his strength and inspiration from his own people (Villalta, 1979,

p.335). His faith in the people materialized in the Constitutional Law of 1921,which
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stated that "The system of administration rests on the principle that the people personally

and effectively control their destiny" (Villalta, 1979, p.335).

A second major principle of the re-education process of the people, was to provide role

models for the people. The intellectuals and teachers of the country were encouraged to

act as role models for the public, that is to say they were encouraged to motivate the

public by acting according to the new principles of the Republic. Addedto these attempts

to institute educational reform through the normative-re-educative strategy to change,

Ataturk himself encouraged the public by touring the country on a systematic basis and

talking to the people on the principles of educational reforms. The public had a chance to

discuss the various ramifications of the reforms directly with the leader who had in fact

planned and decided on them.It should be noted that such an approachis not easily found

in the literature of statesmanship or leadership (Baydar, 1973; Bursalioglu, 1981; Dogan,

1981; Villalta, 1979; Lewis, 1993).

A final means for bringing about change through the normative-re-educative strategy used

by Ataturk was assessing and meeting the local needs before making decisions. The three

groups he consulted prior to taking educational decisions were teachers, intellectuals and

the press both in formal and informal contexts (Yavuz, 1995, Akgun, 1986). An example

would be the meeting of the Educational Council in 1921 with the participation of two

hundred andfifty teachers which was a milestonein outlining the educational policy of the

country as it prepared the groundsfor the issuing of the National Act of 1924.
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To sum up, we can say that the Kemalist approach to educational change was a

combination of the power-coercive, the rational-empirical and the normative-re-educative.

Because of this combination, it can be called a "functional approach" (Alkan, 1981). It can

be arguedthat this functional approach enabled a shared meaning of educational change as

it enabled collaborative relationships between adopters and implementers "in the

identification of needs of change" and "in the working out of improved knowledge and

patterns of action in meeting those needs" (Chin and Benne, 1976,p. 31).

2.2.3 The Period between 1933-1981

The period following the death of Ataturk enjoyed a mixed fate. There were further

reforms in higher education until the 1960s, when problems of various dimensions arose

and continued until 1981 when a new law the Higher Education Law of 2547 was enacted

to remedy these problems.

The 1940s saw the establishment of new higher education institutions in various cities of

Turkey. In 1946, for example, the Academy of Engineering was reformed into Istanbul

Technical University. Some of the higher education institutions that were established

between 1955-1967 are as follows: Karadeniz Technical University in Trabzon, Ege

University in Izmir, Ataturk University in Erzurum, and the Middle East Technical

University in Ankara (Tasdurmaz, 1982).

Meanwhile, the unification process of higher education initiated by Ataturk continued.

In the 1940s, higher education institutions previously affiliated to ministries were united

under one authority--the Ministry of Education. In addition, various faculties were

2



united under The University of Ankara. In 1946, inspired by democratic trends and

demands for academic freedom and administrative authority, a new law (number 4936)

was passed, thereby putting universities and faculties under rectors, deans, university

senates, faculty councils to be directly elected by staff members. The selection and

promotion of the academic staff was left to academic juries (OSYM, 1990).

The higher education institutions continued to operate in this atmosphere of unification

and democracy until the late 1960s when higher education became the target of severe

criticisms. One source of dissatisfaction was related to the use of university autonomy.It

was argued that autonomy was practiced at the cost of accountability. Furthermore,

university autonomy was said to have become somesort of political immunity for

academics who were accused of using their power for purposes of promotion to

professorial ranks, hence an upsurge of professors in the country. In fact, there were 574

professors in the three major cities in 1975 (Dogramaci, 1989). A second source of

discontentment seemedto be related to the low successrate of students. We are informed

that between 1946 and 1981, only 175 students per thousand were able to graduate

(Higher Education Council , 1987, p.18). Yet another problem wassaid to be the scarcity

of research publications. A fourth problem wasclosely linked to the political turmoil of

the country manifesting itself in the educational arenaas increasing studentactivism and

eventually leading to the military coup of 1981. Finally, given the progressive numbersof

newly-established universities, academies and vocational schools, it was becoming

increasingly difficult to coordinate the activities and the use of scarce resources of higher

education institutions each growing in their own directions. In fact, with the opening of
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the State Academies of Architecture and Engineering , 44 private higher education

institutions had been established by the year 1971.

To sum up, given the problemsthat had arisen, there seemed to be an urgent need for

"an efficient and coordinated central planning for all the levels of education" (Higher

Education Council, 1994, p.1) and the Higher Education Law of 1981 wasputinto effect

(Higher Education Council, 1987; Higher Education Council, 1991; Higher Education

Council, 1994).

When weview the period between 1933-1981 in terms of the what, why and how of

educational change, from the 1940s to the 1960s, we see a preoccupation with mainly the

unification and coordination of the higher education institutions and the enactmentof the

HEL to remedy educational problems . The problems experienced in this period are

vastly different from the Republican period which saw major restructuring moves to

change from an Islamic society to a modern country and education wasusedto bring about

social change.

2.3 Higher Education since 1981

This section unfolds in two parts: the first part examines the Higher Education Law in

some detail as it is the instrument shaping higher education today. The second part

discusses the goals and approach of this law andthen turns to a discussion of the current

situation in Turkish Higher education.
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2.3.1 Higher Education Law

A new higher education law was passed in 1981 with the aim of remedying educational

problems summarized in the previous section. This section discusses the Higher

Education Law of 1981 (Law number 1457; HEL hereafter) in terms ofits goal and

approach to change (Mastenbroek, 1987). How does HEL bring about educational change?

Asit is an instrumentfor change, it gives "..a general outline of the goals of change" and

provides "an approach"to change,that is to say, it provides the "way in which changes can

be achieved" (Mastenbroek, 1987, p. 28).

The HEL undertook to achieve the following aims:

a) To provide education to more young people, to increase the numberof higher education

institutions and to open schools throughoutthe country,

b) To train the teachingstaff in sufficient numberand quality,

c) To raise the quality of education and to see to the betterment of publications both in

quality and quantity (Higher Education Council, 1991).

The HELis considered as a major educational change dueto several reasons.Firstly, this

was a restructuring move towards the unification of higher education institutions,

re-organizing academies and vocational schools into universities, and transforming

three-year teacher training institutions into four-year programs. In addition, the authority

for higher education became the Higher Education Council that is a "national board of

trustees" (Higher Education Council, 1994, p.10). Thirdly, graduate schools were

established. Finally, the concept of accountability was introduced. The HEL is a thirty-six

page comprehensive document stipulating the definitions, aim and scope, and function of
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the governing bodies in Turkish higher education today. Figure 2.1 lays out the Structure

of the Higher Education System.

Concerning the goals of change, we see that HEL articulates the purpose of higher

education as continuous improvementwhichentails the raising of the standards and the

betterment of the quality of the academic personnel . The principles of higher education

have beenset (See p. 3) according to the "national, ethical, human and cultural values of

the Turkish nation" (HEL, Article 4, p.3). Therefore, the aim is continuous improvement

towards the fulfillment of these values. In other words, the goal for planned educational

change is continuous improvementin the quality of teaching and learning whichis to be

implemented by the changeagents trained locally and abroad.

HEL defines the components of Higher education which include Higher Education,

Governing Bodies, The Institutions of Higher Education, the University, the Faculty, the

Institute, the School of Higher Education, The Department, Teaching Faculty Members,

Teaching Staff Members, Ancillary staff, Pre-License (pre-baccalaureate) Stage, License

(Baccalaureate), and Post-Graduate Study (HEL, Part I, Article 3, pp.1-2) (See

Appendix T) The University is a "....higher education institution possessing academic

autonomy andlegal personality, conducting high-level education scientific research and

publication..... and the Department "the unit of a Faculty or of a School of Higher

Education giving instruction, and carrying out research; it embraces similar or related

areas of sciences or arts, forming a whole in aim, scope and character" (HEL,Part 1, art. 1,

Pd).
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The aims of the HELare stated in Part One which specifies the aim and scopeofthe law.

Article 1, given under "Aims"is as follows:

The aim of this article is to define the goals pertaining

to higher education and to establish principles related

tofunctioning, duty, competence, and responsibilities

in connection with education, research, publication,

teaching staff, students and other personnel as well as

the institutions ofhigher education and their governing

bodies (p.1).

Article 2 continues with "Scope" and states that HEL "....coversall institutions of higher

education, basic principles related to their activities as well as their governing bodies"

(p.1).

A further elaboration of the aims is in Part Two whichpresents the "General Provisions".

The aims of Higher Education are to educate studentsin line with Ataturk's reforms and

principles; to enhance the welfare of the country economically, socially and culturally, and

to:

assist progress and development at the national level,

and through cooperation with national and

international institutions, to become a_ recognized

member within the world of science and thus to

contribute to universal and contemporary progress

(Part II, Article 4, p.3).
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Whois to be responsible for this progress and development? We understand that this

responsibility lies with the Higher Education Council (HEC) whose functions are

articulated more explicitly as follows:

To prepare short and long-term plans for the

establishment and development and realization of

educational activities of the higher educational

institutions andto see to the training ofthe teaching

staff, locally and abroad, according to the aims,

goals, and principles set down in this law, and to

supervise efficiently the resources allocated to

universities within the framework ofthese plans and

programs(Part Three , Article 7, Item a, p.6).

This article makes clear the educationalactivities and the training of the staff which are to

be planned and organized by the HEC. Concerning thetraining of the academicstaff , we

are informed that higher education institutions themselves are responsible for their own

training:

both at home or abroad, in order to meet their own

needs and those of other higher education institutions

either newly established or yet to be established...., and

in accordance with the principles and objectives of the

Development Plan and also in accordance with the

needs and principles set down by the Higher Education

Council (Article 35, p.21).

32



The forms of training are seminars, meetings, workshops, conferences and congresses

whichare held at national and/orinternational level with the purpose of providing the staff

with up-to-date knowledge in their respective fields. A further form of training is graduate

programs reorganized to meet the need for more qualified academic staff members. In

other words, teaching assistants are sent to universities abroad for their M.A. and Ph.D.

studies. The expectation is that they will return to their universities as future staff

members "upon completion of their education" (OSYM, 1990, p.23).

From this investigation of HEL,it becomes apparent that the higher education system has

a powerful hierarchical structure intended to guide staff members towards continuous

improvementin order to improve the quality of teaching and learning.It is a stable system

with each academic staff member informed of where they stand, whom they are

responsible to and whotheir subordinates are (Gedikoglu, 1995).

2.3.2 Higher Education Today

The previous sections have given an overview ofthe social, political and historical context

of the what, why and how of educational change in the Turkish context to clarify the

meaning of educational change and to provide evidence for a shared meaning established

in the early years of the Republic through the Kemalist approach to change, namely the

functional approach. The following sections have made explicit the need for educational

change andthe resulting efforts, the Higher Education Law. This section reviews the

changes that have occurred since 1981 so that conclusions about the meaning of

educational change can be drawn in the context of Turkish higher education today.
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Within the ten years following the establishment of HEL,it is said that the changes that

have taken place have been both beneficial and counteractive. The proponents of the

Higher Education Lawstress the beneficial aspects while some academics, businessmen

and lay people emphasize the counteractive aspects. The very existence of such a

dichotomyin the perception ofwhat HEL hasbeenableto achieve proves the argument of

this thesis: the same issues are interpreted differently by adopters and implementers. In

fact, for each positive argument, a counter argument can be advanced in terms of the

reasons why HEL wasenacted.

Thefirst source of misunderstandingis relatedto thefirst aim: that of providing education

to more young people. An investigation of the reports issued by the Higher Education

Council reveals the increase in the number of universities admitting students on the

basis of a central entrance examination. As can be seen in the following figure, the

numberof students rose from 40,000 to 200,000 betweenthe years 1981-1991.

The number of universities has also increased. Figure 2.3 shows the number of

universities established between 1933 and 1993. Wesee that the numberof universities

has increased from 28 in 1982 to 57 in 1993. Thefirst aim in bringing HEL thus seems

to have been achieved (TUSIAD,1993, p. 165 ).

Yet, at the same time, the increase in student number has been criticized on the

grounds that universities have not been established or restructured within the framework

of a plan designed to meet the socio-economic needsofthe country. As an example,it is

said that the students fromthe rural areas who donot have the same educational
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Figure 2.2 The Numberof Students between 1981-1991 (HEC, 1991, p.14)
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background as those educated in the cities may not stand an equal chance of university

admission. As Gedikoglu (1995) asserts, the students are admitted to the institutions of

higher education on the basis of a central selection process and concludesthat "there are

no privileges or exemptions provided for the student applications who have educational or

economic disadvantages" (p.13). Another point is that these disadvantaged students ,

although they may be admitted, may not be able to graduate. A further complicating factor

seems to be the conflicting nature of the laws in the establishment of new higher

education institutions whichhasled controversies in functioning. The same discipline may

be, in some cases a department but a faculty in others . For example, we see a Nutrition
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Figure 2.3 NumberofUniversities Established between 1933 and 1993
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unit at Ege University (Izmir) but the Department of Nutrition and Fermentation at

Hacettepe University (Ankara) and The Faculty of Chemical Engineering at the Middle

East Technical University (Ankara). As a result of separate restructuring in different

contexts, it is said that human and physical resources have been squandered for the

quality of education provided in the samediscipline but at different universities may not

be equal in quality (HEC, 1991).

As regards the second aim of HEL,the training of the teachingstaff, again relying on the

sources from the Higher Education Council, we understand that there has been an

increase, from 150 to 1088 in the numberofresearch assistants sent abroad for post-

graduate studies between the years 1986 and 1991. Figure 2.4 illustrates the number of

students sent to various countries in the world. At the same time, the numberof staff

trained locally has increased to 14150 (HEC, 1991). Such progressis indeed auspicious.

Yet, when welookat the distribution of those undergraduates sent abroad according to

academic disciplines, we are informed that only 10 out of the 124 sent in 1993 are students

in the social sciences with none in foreign languages. Furthermore, in a 1993 report

prepared by the Association of Turkish Businessmen (TUSIAD)it is said that the country

is in dire need of qualified staff members for the future with an estimated number of

50,000 membersof staff and 20,000 Ph.D.holders. It is also suggested that evaluation or

supervision of the trained members be coordinated upontheir return to the country. This

supervision or coordination is said to be done in a piece-meal manner at the moment

(Tasdurmaz, 1982; TUSIAD,1993). Although the responsibility of the Higher Education

Supervisory Board (HESB) is to supervise andto controlthe activities of the universities
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Table 2.1 The Numberand Field of Research Assistants Sent Abroad for Post Graduate

 

 

 

 

 

 

 

Studies

YEAR MEDICAL PHYSICAL SOCIAL TOTAL

SCIENCES SCIENCES SCIENCES

1987 14 88 48 150

1988 36 224 141 401

1989 17 93 51 161

1990 42 136 53 231

1991 28 74 43 145

TOTAL 137 615 336 1088      
 

and the units and the teaching staff (HEST, 1994), it is admitted that supervision is mostly

done for the promotion and dismissal of teaching staff (HEC, 1991). Thus, the problem

of training of the staffto meet the future needs of the country remains a problem.

Concerning the third aim, raising the quality of education by the betterment of research

publications, am examination of the figures of the research publications in refereed

journals indicate a considerable increase. As for the raising of the quality of education,

three indicators are suggested: the numberof students per academic, student successrates,

and the acceptance of the university graduates in universities in industrialized countries

(HEC, 1991). Quantitative evidence shows that there has been in fact increase in all the

three areas of indication.

Misinterpretation continues with the issue of research publications. It is claimed that two

issues need to be handled cautiously. First of all, it is claimed that the research done at

universities is mostly literature review which cannot contribute to the quality of teaching

and learning (Guruz, 1988). Still another impedimentto research publications may be the
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work overload ofthe staff hindering the attempts at research and publication (Tasdurmaz,

1982). It may also be the case that even whenthe staff do wish to publish, although the

law undertakes responsibility for the publishing ofresearch, this may not materialize given

the financial difficulties the universities are faced with today. In other words, there may

not be sufficient publications solely because of limited allowances which also mean little

allowanceto libraries and books (Akbulut, 1994; Tasdurmaz, 1982). In view ofthe current

situation, it is suggested that the budget allocated to universities be increased or that new

and different sources of funds be formulated.In fact, the lack of resources should come as

no surprise given the fact that the state is the main funding system in higher education

with 1 percent of the total budget coming from studenttuitions.

What we are witnessing in this discussion is evidence of misinterpreted meanings in

educational change. The adopters--the policy makers and administrators--see educational

change from their own frame of reference and changes as implemented with quantitative

evidence to prove their points. The implementers--teachers--on the other hand, stress the

fact that changes have not been Ponienenred to resolve the problems facing Turkish

higher education today. It seems then, that, it is difficult if not impossible, to arrive at a

shared meaning of educational change in the context of Turkish higher education.

What exacerbates the situation is the issue of university autonomy which has been

discussed widely by both the teaching staff and the proponents of HEL. Some academics

maintain that university autonomy which existed before HEL, no longer exists. In fact,

there seems to be a change ofattitude which can be observed by a comparison of the

constitution of 1961 and that of 1981. In the former, university autonomyis defined as
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"autonomy with regard to teaching and administration" (p.6), whereas the latter mentions

autonomy in teaching. It could be that university autonomy has been interpreted as the

election of the university administrators by the staff (HEC, 1993). There seemsto be a loss

of administrative autonomy; however,it is justified by the claim that higher education

institutions in Anglo-Saxon models of education are accountable to society and that there

can not be administrative autonomy because of the commitment to accountability

(Guruz, 1988). The proponents of HEL maintain that the teaching staff have the benefit

of absolute autonomy and that "..as institutions of higher education, the universities with

their own governing bodies have full autonomy to make their own academic and curricular

by-laws, and, on the basis of guidelines recommended by the HEC,theyare fully free to

determine their own academic standards and policies" (HEC, 1994, p. 5) . It is difficult to

judge to what extent academic autonomyreally exists as there is no empirical evidence. In

the absence of such evidence oneis led to believe that there may be different applications

in different contexts depending on the discretion of the individual administrators.

In addition, we may expect the hierarchical structure of HEL, to cause further

misinterpretation of the meaning of educational change. As formal organizations ensure

the survival and effective operation of cultural and social systems (Worsley, 1975), the

same is true in the context of Turkish higher education system. The HEL secures the

survival of the Turkish educational system with its "hierarchical structure of power, in

which each individual in each level of the organization has a clearly defined position and a

clearly set of defined set of duties, according to a set of written rules" (Banks, 1968, p.

14).
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Yet, simultaneously, the very nature of the Turkish system, that is to say, bureaucracy,

can be dysfunctional and stifle development. In fact, Gedikoglu (1995) points to the

"coercive" characteristics of the system and asserts that, as a result, "sound human

relations and greater job satisfaction are not so commonplace" in the Turkish Higher

education system (p. 10).

We understand that because of the hierarchical structure of the system, the

power-coercive strategy will be used. Putting it differently, because of the very nature of

the system it is likely that the changes produced will be of one kind, those initiated from

the top. In fact, the higher education system hasbeencriticized forits

tight centralized control with regard to finances; the

selection, assignment, and promotion of academic staff

members; the elaboration of curricula and_ the

distribution of course offerings; and the recruitment and

selection ofstudents

(OSYM,1990,p. 102).

We can also expect the use of the empirical-rational approach to change relying on the use

of research. However, it is unlikely that the normative-re-educative approach will be used .
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2.4 Summary and Conclusions

This chapter has analyzed educational change within its historical context and the context

of Turkish higher education today and has_ established two facts. Firstly, the historical

overview of Turkish higher education and a detailed discussion of HEL display one

significant characteristic of educational change in Turkey: the implementation of laws to

remedy the problems that arise in Turkish education. Today, it is the HEL that is

intended to remedythesituation.

The second is that the HEL is an instrument for planned change which sets forth the

vision of this change as continuous improvementin the quality of teaching and learning.

Due to the structure of the HEL, the change strategies that are likely to be employed

within such a system are the power-coercive and empirical-rational strategies of change.

The normative-re-educative strategy of change is not likely to be used. Given thatit is

meaning that determines action, this study argues that without the integration of the

normative-re-educative strategy of change, it will not be possible to arrive at a shared

understanding of educational change.

What must be emphasized is the fact that we only have evidence for the lack of a shared

understanding of changes brought by HEL in the name of educational reform. We do not

have evidence of an understanding of the process of change, that is to say the how of the

changes. This could be due to the fact that we do not have qualitative evidence. As

becomes apparent from the above discussion, educational change has been investigated

quantitatively, mainly through statistical analyses of the increase in the number of
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newly-establishedinstitutions, the teaching staff or the success rate of students (TUSIAD,

1994).

The overriding concern of this study is to look into the possibility of how the normative

re-educative strategy in combination with the other two strategies of change can bring

about a shared meaning. In brief, the argument thai this study puts forward can be

considered as a way of encouraging the dynamic quality of educational change. This

thesis now turns toa review of the international literature to see what lessons have been

learned in the past and howthese can help us to design a modelthat can be applied to our

particular situation and in our own context.
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CHAPTERS

AN INTEGRATIVE STEP TOWARDS THE MEANING OF EDUCATIONAL

CHANGE: EXPLORING WESTERN THOUGHT AND ACTION

3.1 Introduction

The second chapter has investigated educational change in the Turkish context as first!

step in moving beyond received wisdom and has provided evidence that a shared meaning

does not necessarily exist given the different claims of the adopters and implementers in

Turkish higher education. This chapter provides the second step in moving beyond

received wisdom and explores the Western thought and action of educational change to

unfold the meaning of educational changein its past, present and future and to determine

whether a shared meaning can possibly be achieved. Such an investigation in turn will

shed light on a possible course of action for moving beyond received wisdom in the

Turkish context. As Handy (1985) asserts, we should first explain the Past in order to be

able to understand the Present and thus predict the Future.

The first part of this chapter discusses "the getting of the wisdom" (MacDonald in

Rudduck, 1991) and the lessons learned from the past. The second part presents the

current trends in educational change--the what of change-- which have resulted from the

lessons of the past. The chapter then turns to investigate the why of change within the

context of the current trends followed by a discussion of the how of change. Having

established the meaning of the what, why and how of change, the chapter then attempts to
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reassessthe feasibility of finding a shared meaning of educational change . This discussion

further enables a reassessment of the what, why, and how of change in the context of

Turkish higher education. The chapter ends with implications for Turkish higher

education.

3.2 Analysis of Received Wisdom: Lessons from the Past

This thesis argues that a shared meaning of educational change first needs to be |

established by acknowledging the received wisdom. This section discusses the lessons |

learned from the past which are intended to lay the foundation for a better understanding

and justification for the current trends in educational change in the Western world.

As mentionedin the Introduction,the last three decades have seen a multitude of attempts

at planned educational change. Fullan (1991) notes that the historical study of the process

of educational change is a new enterprise arguing that a concern for the understanding

of how educational change works in practice dates back to as recent as the 1960s. Fullan

(1991) has classified the evolution of educational change in North America into four

periods as follows:

Phase 1: 1960s: Adoption

Phase 2: 1970-1977: Implementation failure

Phase 3: 1978-1982: Implementation success

Phase 4: 1978-1990: Intensification vs. Restructuring

In the adoption phase, we are informed that people were immersed in adopting

innovations and were primarily concerned with "how many innovations of the day were

45



being taken on or adopted", hence the name adoption (Fullan, 1991, p. 5)... These

innovations were mostly large-scale curriculum innovations which becamecharacteristic

of progress. McNergney and Carrier (1981) define these curriculum innovations as teacher

proof curricula of the 1960s.

The second phaseis called implementation failure for this was a time when educators

realized that innovations were being implemented without a real concern for purpose.

This resulted in the reports exposing the problem, for example Goodlad's "Behind the

Classroom Door", and Sarason's "The Culture of the School and the Problem of Change"

(Fullan, 1991, p.6).

In the third phase, with the results of the lessons learned from the implementation failure,

educators, this time, turnedtheir attention to school improvement, effective schools, staff

development, and leadership. The implementation success phase of the 1970s saw both

success and failure in implementing school improvement, effective schools, staff

development, and leadership. In particular, research on effective schools was conducted

in the early 1980sin order to be able to characterize good schooling (Schulman in Brandt,

1990).

These accomplishments had evidence for success but the stories of success were

documented independently of one another. The implementation or effective schools

initiatives gradually came under European criticism and it was said that these

innovations were "quickfix, ad hoc," and "small-scale" and "piecemeal" (Fullan, 1991,

p.6) The document A Nation At Risk issued in 1983 by the National Commission on

46



Excellence in Education announced the need for more comprehensive reforms in the

United States . In addition, educational researchers took interest in Japanese education and

tried to emulate the characteristics of such an education while the Japanese did not seem

to be satisfied with their own education system and were trying to improve it (Lewis,

1990). Despite the agreement on the need for more comprehensive reforms, the waythat

people set about these new reform attempts was different, hence, the birth of the two

current approachesto change: intensification and restructuring.

Turning to the U.K. in the 1960s, we understand that change meant external agencies

formulating the content of the curriculum and determining what was to be taught and

supplying teachers with "better books and packaged pedagogies" (MacDonald, in

Rudduck, 1991, p.23). In other words, to improve the quality of the curriculum provision

of schools, change was to be planned by experts from outside schools. Although the

establishment of the Schools Council for Curriculum Development and Examinations

which was a major initiative in this direction with The Humanities Curriculum Project

(HCP) as one ofits well-known projects, it was soon discovered that curriculumreform

as such was not enough . It wassaid that these attempts did notcreate substantial change

for change was imposed on teachers in packets oftraditional pedagogy (Rudduck,1991;

Walford, 1990; Whitaker, 1993). The conclusion of the reform attempts in those days was

that "curriculum changeis not a simple, mechanical process that needs an expert kick to

get it going whenit stalls" and that "the quick fix of the curriculum package is not

enough" (Rudduck, 1991).
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What can be considered as the second phase of educational change in the U.K. was the

effective schools movement which came about largely because of the disappointment

with large scale curriculum reform andled to an interest in identifying the conditions

which created better learning. Researchers who had directed their efforts towards

learning more about better schooling discovered that "the quality of the teachers

themselves andthe nature of their commitment to change" was important to the success of

educational change (MacDonald, in Rudduck, 1991, p.3).

This discovery had a great impact on in-service teacher education in the 1970s. As a

result, curriculum change wasbroughtbackintolife in the form of in-service education.It

is in those days that the 'teacher as researcher’ movement began and action research

became popular. Those who had played central roles in curriculum reform set about a

different strategy based on this finding andstarted working in the teachertraining colleges

to contribute to the development of teachers. Thus, throughout the 1970s, teacher

education becamea revitalized source of curriculum change (Rudduck, 1991).

This third phase, which maybecalled the teacher development phase, wassignificant in

that it did acknowledge the crucial role teachers had to play in educational change and

put teachers in the limelight. However, despite the success stories of the many

innovations of the time, these innovations were condemned as_ piecemeal and ad-hoc

(Fullan and Hargreaves, 1992). Teacher development, therefore, turned out to be a

limited paradigm of educational change making the need for more comprehensive

reforms apparent.
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Finally, the 1980s was a time of organizational concerns, marking a shift from piecemeal

to systemic change. Asa result of this thinking, today, we are talking about school-based

improvement with the conclusion that "..the local enterprise is more likely to improve

quality than national enterprise..and psychological support just as essential as material

support" (MacDonald, in Rudduck, 1991, p.4), an issue which will be discussed in the

following section.

Whenweviewthe evolution of educational change in the Western world, we can identify

a shift from package development to teacher development and finally to school

development. Wesee that there are lessons to be learned from this evolution process. To

begin with, the curriculum reform attempts both in North America and in the U.K. did

add knowledge to how educational change may be implemented. The HCP, for example,

provided insights into the levels of decision-making andthe spread of ideas and practices.

As MacDonald (in Rudduck, 1991) observes "Teachers are, on the whole, poor

implementers of other people's ideas" (p.3). It is claimed that when teacherstry to adapt to

an innovation which has been mandated from above, they usually fail in adapting forit is

in marked contrast with their line of thinking, character and background. Thus,

curriculum change was not enough to produce substantial change; nor was is a simple

process with experts prescribing conducts ofaction for the practitioners. There were also

lessons learned from the teacher development phase. It was discovered that teachers

played a key role in change with a new teacher image of teacher-as-researcher being

important for the success of change. The most important lesson learned was, however, that

there were no "easy solutions" for educational change ( Rudduck 1991, p11). Whatis

acknowledged today is that change needsto be systemic.
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3.3 Investigating the What of Change

Despite the fact that it may be difficult to makea true classification of the trends of what

is currently argued to be systemic change, such an attemptis essential in understanding

what has worked and what has not worked in educational change. It is also such an

attempt that can help us achieve a shared meaning. This section, therefore, turns to a

review of the current trends of educational change with the intent of presenting theory and

research in terms of the current trends, not solely to provide models of change but to

inquire about and identify the issues that are explored and unexplored in the current

reform of Western discourse of educational change.

3.3.1 The What Of Educational Change: Current Treads

As a result of the lessons learned from thepastinitiatives of educational change, today we

about talking about two majortrends which as Fullan (1991) notes are intensification and

restructuring. When wetry to characterize change by examining these twotrends, we see

that they differ radically in their philosophy. This is because intensification is essentially

an approach that favors centralization while the restructuring approach derives its

strength from decentralization.

Intensification refers to the attempts at intensifying the what and how of teaching by

specified curriculums, "mandated textbooks and standardizedtesting tightly aligned with

curriculum" (Fullan, 1991, p.7). The National Education Act of 1988 in the U.K.is a

good example of the intensification movement with the government increasing its

control over the education system by imposing on schools a national program based on
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subjects, stages of learning, attainment targets and assessment and testing (Whitaker,

1993):

Intensification reminds us of the package development of the 1960s. The question is

whether this is no different, or whether this is change presented under the guise of

systemic change. If so, would it not have similar negative effects? In fact, Hargreaves

(1994) provides evidence of the negative effect of the intensification of teachers’ work as

a result of the intensification movement. One of the findings of a study done in

elementary schools in Ontario is that under the intensification movement "..teachers'

work is portrayed as becoming more routinized and deskilled" and that teachers are

"increasingly controlled by prescribed programs, mandated curricula and step-by-step

methodsofinstruction" (Hargreaves, 1994, p. 118). This brings us back to the issue of

imposed change:it seems that the "educational villain" as Goodlad (1991) notes, the long

debated bureaucratic control ,a coercive approach to change is makingits existence ever

more apparent.

Yet, at the same time we see attempts to move away from bureaucratic control or

centralization in the form of restructuring towards more decentralization, taking into

consideration " the more subtle ingredients in human and organizational behavior"

(Everard and Morris, 1990, p.231). There is more discussion of issues like attitude,

motivation, change facilitator styles, and inner states. One such attempt is restructuring,

the current paradigm that focuses on the "devolution of control" , comes in the form of

school-based management, and implies enhancedroles for teachers (Murphy 1991, p.13).

Murphy (1991) draws our attention to the goalof restructuring as_no longer being "the
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maintenance of the organizational infrastructure" but rather "the development of human

resources" (p.18). Thus, the emphasis seems to be on the decentralization of operations

as opposedto the centralization of educationaldelivery. Figure 3.1 lays out the conceptual

schemeofrestructuring.

Figure 3.1 A Conceptual Framework for Restructuring Schools (Murphy, 1991, p.11)
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Proponents of restructuring have been inspired by modern managementtheory,realizing

the potential for growth for the business sector. Businesses have been decentralizing

their operations by "pushing decisions down to the level of the organization in closest

contact with the customer, by reorienting their management philosophy from control to
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empowerment" (Murphy, 1991, p.13). (Everard and Morris, 1990; Kanter, 1992; Peters

and Waterman, 1990; Plant, 1987; Scott and Jaffe, 1991; White, 1991). As Reigeluth

(1992) notes , businesses are trying to move away from the bureaucratic system where

decisions are "bureaucracy-driven" to a more team-based organization relying more on

"client-driven" decisions (p.12). Underlying this reorientation towards a client-driven

approachis the realization that workplaces are organizations of people. In fact, when we

examine the performance of well-known companies wesee that long-term results can be

achieved through managementprocesses whichstress " personal empowermentand the

active involvementof all workers" (Whitaker, 1993, p.4).

A newly emerging trend in educational change that may be considered underthe rubric of

restructuring is one that has been inspired by the movement of Total Quality Management

(TQM hereafter) in business. In the U.K. Harveyet al. (1992) talk about the Quality in

Higher Education (QHE) project started in 1991 and sponsored by both various

educational institutions and business organizations. Crawford (1991) argues the most

useful definition of TQM as "Quality-Fitness for Purpose" andasserts that the extent to

which quality can be achieved depends on whether the purpose "to which effort is being

directed is clearly defined" (p.2). Ingram (1991) asserts that for TQM to be taken as a

serious operation then these main issues need to be resolved: the establishment of the

criteria for quality and excellence in teaching, "the way in which high levels of motivation

can be produced through improved teaching across the whole sector, and the need to

introduce particular incentives to reward teaching excellence in exactly the same way as

has been done for research " (p.1). Crawford (1991) concludes that "..to develop a

powerful quality ethos, staff development is necessary" (p.1).
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TQMis also experienced in the United States and particularly advocated by Tribus (1990)

who emphasizes Quality Management in Education. This kind of a management system is

different than the traditional management systems in that it is a different way to

organize the efforts of people" and that "any approach to the introduction of quality

management must begin with the education of the staff" (Tribus, 1992, p. 20). A quality

role is "what makes learning a pleasure and joy" (Tribus, 1992, p.6). When measures in

the form of threats or competition for grades are taken, student performance may be

increased but will not create independent learners. To achieve quality, teachers must

constantly "wed" students to learning, and in this way, teachers can make students more

responsible and changetheir indifferent attitude to learning (Tribus, 1992, p.7).

Weare informed that educators are under substantial pressure to adopt these blueprints to

renew educational systems in line with the organizational revolution taking place in the

business sector. Restructuring has in fact come to be prominent in education; however,

as Murphy (1991) notes," Despite a good deal of informed opinion about the salutary

effects of school-based management , teacher empowerment, and choice, the empirical

evidence is troublesomely thin" (p.75). In other words, despite the well-formulated

conceptualrationale, restructuringisstill in its infancy.

What evidence then, do we have for restructuring? Murphy (1991) for example, provides

evidence of transformed schools in Cincinnati, Dade County Florida and Hammond,

Indiana where teachers are said to be involved in decision making and evaluation.

Teachers in these restructured schools are taking on new responsibilities that extend

beyond those limited to the classroom.
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Two other examples of restructuring come from the cases of British Columbia and

Ontario, Canada. The former scheme called Year 2000. A Curriculum and Assessment

Frameworkfor the Future was initiated in 1990 and the latter Restructuring the

Education System \aunched in 1989. Three important observations are reported: the

legitimate role that the state has in shaping the new imageof educational reform, the use

of exceedingly rational strategies and limited national and provincial capability for policy

research on the evolution of these restructuring schemes(Fullan, 1991).

Another research project is cited by Henderson (1992) who argues that restructuring

"conjures up vague imagesthat are easily misinterpreted" (p. 40). In the research project

done in an elementary school in Aurora, Colorado, U.S.A., it is reported that in order to

initiate the process of the restructuring of their school, the principal and faculty of the

school had to start the process without any models, manuals or an abundance of

recommendations from the literature. Yet, Henderson (1992) defines this process as

"exciting and rocky but with tremendous rewards"(p.40).

Boles and Toren (1992) "two tenured teachers with no power, beholden to no one" as

they define themselves, report that their self-initiated involvementin restructuring started

by writing articles for journals and sharing their ideas for restructuring at conferences

around the country, gradually succeeding in forming coalitions (p.18). The first project

that started in 1987 has now turnedinto a project with the collaboration of 4 Brookline

schools and three Boston schools.
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The evidencefor restructuring as can be seen from the above examplesis varied with most

evidence coming from secondary education. We do have evidence however, of successful

applications of TQM in higher education. Clayton (1993) for example, reports the

establishment of Quality circles, a Quality Council and cites the various projects to

implement the Quality ethos at the University of Aston in Birmingham. Harveyetal.

(1992) report the Quality in Higher Education (QHE) project started in 1991 and

"sponsoredby a partnership of education, government and business"(p. 1). The aim of the

QHEproject is to "develop a methodology for assessing quality in higher education" (p.1)

Furthermore , the principles of Quality Management are reported to be successfully

applied at the Mt. Edgcumbe High School, Sitka, Alaska (Tribus, 1990).

Ascan be seen from the existing research evidence, we can see that restructuring is under

way in some contexts. However, as mentioned in the Introduction,it is still early to talk

about real achievements for we do not have sufficient empirical evidence showing

positive gains. Despite the weaknesses of theory or lack of empirical evidence, Fullan

!(1991) argues for restructuring as " a theme for implementation because of its obvious

importance and potential" and addsthat restructuring will be the major source of action

in the 1990s (p.88).

As a result of discussion of the lessons learned from the past and a review of the current

trends in educational change in the Western context, we can make the following

observations:
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1. Today's educational change is comprehensive in nature which is claimed to be

significantly different than the thought and action of the 1960s and 70s when change

was piecemeal and ad hoc. The current paradigm is systemic change, thus, there has been

a fundamentalparadigm shift from piecemealto systemic change:that is to say, changeis

intended to spread through all levels of a system.

2. Due to the comprehensive tae and scope of educational change, it is an ambitious

agenda, which means more is required for implementation which brings to the fore the

importance of the process of change.

3. Although the two recent trends in educational change,intensification andrestructuring,

rely on systemic change, they do this quite differently. Intensification relies on control

whilst restructuring claims decentralization with focus on teacher empowerment.

3.4 The Need for Systemic Change

Having conceptualized the what of change as systemic change, we can now proceedwith a

discussion of the why of change. Why are such comprehensive reforms felt needed? One

wonders the need for such kind of reforms for they are radical in nature, not to mention,

"difficult and risky" (Reigeluth ,1992, p.48).

There are said to be three motives for the attempts io reform the quality of American

education, one is mainly economic (Murphy, 1991; Reigeluth 1992). The otheris related

to the existing model of governance, organization, program delivery and management of

schools, that is the bureaucratic infrastructure of schools, which has come under severe

criticism. And the third is what is considered as "the emerging crisis of quality in the
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teaching force" (Murphy, 1991, p.11), a crisis that has led to a call for the

professionalization of teaching and the organizations in which teachers work.

The main focus of restructuring schools seems to be on fostering the work environment

to enable teacher empowerment and promote continuous professional development in

order to address the three pressing issues in educational problems. The message for

educators is clear: greater professionalism. The call for professionalism is expressed

together with demands for new structures to replace the current debilitating bureaucratic

infrastructure of the schools. It is essential that these new structures allow for teacher

autonomyand that the school becomethe essential decision-making entity within the

educational system (Goodlad, 1990; Murphy, 1991).

The need for comprehensive reforms seems to be similar in the British context ,

where the impetus for change is market-based, revealing the pressure to meet the

needs of a competitive society in this information age oftoday (Davies, 1990; Whitaker,

1993). Barnett (1993), for instance, talks about the need for expansion in British higher

education and points to the "possible conflict of interest" between expansion and "the

squeezing of resources" (p.1). He discusses the impact this may have on theinterest in

quality, which has becomea key issue both in the United Kingdom and the western world

in general. Barnett (1993) further draws attention to the statement expressed in the

NCUP Policy Document Number: “teachers at all levels in higher education are under

pressure from increased student load and diminishing resources both in staffing and in

research support"(p.6).

58



In brief, the above discussion of the w/y of change in the Western world provides a

justification for the need for systemic change. Whether in the form of intensification or

restructuring or TQM, the need for radical reforms seems necessary to respond to the

needs of a changing society that is more competitive with the key element being the

professionalization of teaching. Restructuring has the claim for teacher empowerment as

the professionalization of teaching. As Romanish (1991) argues, "The goal..is not merely

to empowerteachers but to professionalize teaching thereby opening the door to improved

teaching and education"(p.xi).

3.5 Managing School-Based Reform: The Problem of Meaning

Having discussed the what and the why of change, this section continues to discuss the

how of change, that is to say the implementation issues, and to assess the possibility of a

shared meaning in the context of educational change today.

Despite what may have happenedat the policy formulation or decision-making stage or

putting it differently at the adoption orinitiation phase, "a lot of things can be done or

undone when a guideline is introduced for use" (Fullan, 1991, p.274). Thus, the greatest

issue of concern remains one of implementation that is to say the process of change

(Everard and Morris, 1991; Fullan, 1991; Whitaker, 1993; White, 1991), which, as

mentioned previously, has not received enoughattention. Fullan (1991) points to the

complexity of the process of educational change emphasizing the fact that "Change is a

process, not an event" (p. 49). This is a process of "how changes becomeinitiated to

how or whether they get put into practice and becomeinstitutionalized" (Fullan, 1991,

p.9). Change is admittedly more social than technical (Fullan, 1991, p.65).
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Whyis the implementation of change or the process of change, which is popularly

described as the managementof changein the U.K., a very complex and sensitive matter?

There seems to be one major reason for this complexity : the simple fact that educational

change is concerned with people. Bernard (1972) draws our attention to the fact that

innovation "is not something that happensto and from things" (p.414). As mentioned in

the introduction, what is frequently taken for granted as "seen", which in the case of

educational change is the adoption of a change, may not be" seen", therefore understood

in the same waybyall parties involved in change. This is due to the fact "different people

see things differently" and "human beings behavein, and in responseto, the world as they

perceive it" (Buchanan and Huczynski, 1985, p.33). Hence, the implementers or the

practitioners may not ascribe the same meanings that the adopters have in initiating

change.

As mentionedin the Introduction, the issue of interpreting the reality of change may be

resolved or become more problematic depending on the way a changeis introduced.In

other words, the change strategies used will have critical role to play in achieving a

possible shared meaning. This will determine the success of implementation in that the

intended changes may notget done hence established practice may or not may not change.

This study argues that in order for the implementation of change to be successful, a

change necessarily needs to employ all of the change strategies with the focus on the

normative-re-educative strategy of change. Let us attempt to argue further why this needs

to be so by reconsidering the current approaches to change in terms of their assumed

approaches to change,to the professionalization of teaching.
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Given that the new trends are "philosophically at odds" (Fullan, 1991, p.2), it is highly

likely that they will have different approaches to change. We can expect the

power-coercive and the empirical rational strategies of change to be used in the

intensification attempts while we may expect the use of empirical rational and the

normative-re-educative strategy in restructuring efforts.

If we accept that we live in a world of "multiple realities" and that "our view ofreality

depends on our social position and is influenced by organizational position" (Worsley,

1967, p.62), it should become clear why a coercive approach to change is not likely to

produce the intended changes. As a power-coercive strategy assumes "the application of

power of some form", this means "those with less power" are expected to comply with "

the plans, directions and leadership of those with greater power" (Benne, in Benniset al,

1976). In such an approach, intended changes are not likely to lead to action or

"meaningful behavior" which entails "things that people do and the reasons that they have

for doing them" (Buchanan and Huczynski, 1985, p.19). Given that it is the practitioners

who have to cope with the everyday demands of classroom and schoollife and are busy

marking tests, planning the next day's or next week's lesson, trying to cover the syllabus,

and various extra-curricular activities can easily take all their time and energy. The

proposed change may simply be seen as adding new demands . Hence,a teacher whois

under the pressure of the demandsinvolved in maintaining the status quo, "..cannot be

expected to change readily when the change does not seem needed, is unclear or

unrealistic in timeline or resource support" (Bell and Day, 1991, p.21). Thus, we can see

that the way in which teachers see events or putting it differently, the teachers’

construction of the social world is conditioned by their own experiences which may run
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counter to the other social constructions of the world (Giddens, 1993; Worsley, 1969;

Zollschan and Hirsch, 1964), hence no shared meaning. We can thus claim that

intensification is not likely to bring about a shared meaning of educational change

because of its power-coercive approach to change.

As wehave seen, in the case of the packaged pedagogies of the 1960s, imposed change

can leave the teachers out of the process of change, leading, in many cases to what

Fullan (1991) has termed "non-events" (p. xiii). In a power-coercive approach to planned

change, change may not get implemented in the way it has been intended or planned

(Fullan, 1991; Sikes, 1992; Tyler, 1990). What is meant by a non-event or change not

being implementedin the intended wayis usually attributed to resistance to change on the

part of the teachers. That seems to be a rather simplistic view of reality. The truth of the

matter is that reality is socially construed by teachers who attach meanings to what they

do according to their own "theories and understanding of how the world works"

(Buchanan & Huchzynski, 1985).

In the case of restructuring, Wideen (1992) informs us of a small but growing body of

literature documenting success in school-based educational reform but adds that "even

though we may know what successful school-based innovation lookslike, delivering it is

another question" (p.123). We hear more of school development plans to create

empowered schools ( See Hargreaves and Hopkins, 1991 for the development plan

designed in connection with the Department of Education and the Local Education

Authorities--Planningfor School Development). The very fact that teachers are "allowed"
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to make decisions raises serious doubts about the allure of decentralization in which case

we may argue that restructuring has the deceptive allure of decentralization. Is

empowerment then no different than compliance required in centralized systems? Is

structural change as Murphy (1990) argues practiced at the cost of attitude change? The

question remains whether empowered schools are really the "hope of the future"

(Goodlad, 1991, p.26) .

The empirical-rational strategy of changeis likely to be used in both intensification and

restructuring to enable professionalization of teaching by educating the teachers for more

professional roles. Despite the recent move away from training towards development in

education, we are informedthat the educating strategies employed in most contexts do not

seem to go beyond quick-fix workshops in classroom methodologies (Gebhard et al.,

1990; Goldenberg and Gallimore, 1991: Lanier and Little, 1990). Such training schemes

point to use of the empirical-rational strategy of change. By undertaking suchstrategies

we are assuming that men are rational; however, we are informed by the business world

that rationality only does not work. As Peters and Waterman (1990) assert

"Professionalism in managementis regularly equated with hard-headedrationality" and

further claim that "The rational approach to management misses a lot" (p.31). Although

the term rational denotes that which is sensible or reasonable, it has come to be defined

narrowly in education as the only right answer which seemsto missall thatis udiah, that

is to say people.

The usefulness of training cannot be denied; however, as a strategy on its own and as

practiced currently,it is a limited view of change and cannot bring about a shared meaning
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in change. As Chin and Benne (1976) note, a change in practice cannot be enabled only

"in the rational informational equipment of men[sic]" but that change needs to happen at

a personal level and at the sociocultural level where "changesarealterations in normative

structures" (p.31). It can thus be argued training is practiced at the cost of ongoing

personal and professional development (See Chapter 4 for a discussion of the current

educatingstrategies in foreign language teaching).

We can make two observations concerning the possibility of a shared meaning of

educational change through intensification and restructuring in terms of their approaches

to change. Firstly, if we accept that intensification relies on the power coercive approach

to change, this may pose problems due to the multiple meanings actors may prescribe to

the changeeffort . Secondly, if the professionalization of teaching is to be brought about

by educatingstrategies in other words, the empirical rational strategy of change, change

will be implemented in cases where teachers are ready to accept the call for

professionalization.Hence, it can be argued that the two strategies that are likely to be

employed in intensification and restructuring will not bring about successful

implementation of change.

A normative-re-educative strategy of change, on the cther hand, can bring about success

in implementation becauseofits potential for a shared meaningif weare to look closelyat

the assumptions it makes. In this view of change,intelligence is assumed to be "social,

rather than narrowly individual" (Chin and Benne, 1976, p. 31). Action can be enabled

through social meanings and norms,that is to say a normative culture. Ifpeople participate

in their own re-education, change can happen. Onepoint should be clarified however;this
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is not the re-education of teachers in order to change them towards given ends. This

agendaof changeis radically different that in the other two approachesin that it advocates

problem-solving in groupsto create their own agenda of change (Chin and Benne, 1976).

This is important in creating a workforce that is committed to change which is summed up

in MacDonald's words: " Their [teachers'] understanding, their sense of responsibility,

their commitmentto the effective delivery of educational experience for their pupils, is

significantly enhanced when they own the ideas and author the means by which ideas are

translated into classroom practice" (MacDonald, in Rudduck 1991, p.3).

If the aim oftoday's trends in educational changeis the professionalization of teaching,it

should becomeclear that the cornerstone for change is teacher development which entails

personal and professional development. There are two seemingly different but

complementary reasons whythis houll be so.First of all, no single strategy, other than

ongoing personal and professional development can contribute to the meaning of

educational change. Secondly, ongoing personal and professional development can be one

of the most powerful weapons to combat boredom, dissatisfaction and alienation of

teachers which is unjustly dismissed as resistance to change. It should be acknowledged

that the essence of educational change is ongoing personal and professional development

of teachers.

Understanding teacher development is the first step in understanding teacher

empowerment. When we discuss empowerment, there seem to be many underlying issues

at conflict with one another. We can perhaps understand how empowerment can be

enabled through a normative-re-educative strategy by first exploring the relationship
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between educational change and teacher development. This can in turn enable usto arrive

at possible conclusions concerning teacher empowerment. This chapter now turns to an

analysis of the relationship between educational chanye and teacher development. Such

an analysis will help us to wrap up the argument on the what, why and how ofchange

and further explore the possibility of a shared meaning of educational change within the

context of empowerment.

3.6 Educational Change and Teacher Development

Wecan thus argue that past practices have not been able to accommodate change because

educational change has not paid attention to the deveiopmentofteachers. In fact, little

systematic attention has been given to understanding the relationship between educational

change and teacher development. Fullan and Hargreaves (1992) remindusthat "..the focus

of the link between teacher development and educational change is barely fifteen years

old" (p.1). Research on teacher development since 1975 showsthat teacher development

as a result of the education reforms followed similar patterns and went through two

phases: the innovation-focused phase and the total teacher and thetotal school phase.

The innovation-focused period parallels the line of thinking that was prevalent at the

time: curriculum development and improvementin instructional practice, a period when

teachers were involved in specific innovations. The second phase, be total teacher and

the total school phase, deals with teacher development within the context of the

individual school and considers the following components:

i. The teacher's purpose: What teachers value or disvalue is important. Teachers want to

be able to achieve what they want and avoid what they do not want. Fullan and Hargreaves
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(1992) summarize whatis at the core of the matter: "Because teaching is a moralcraft, it

has purpose for those whodoit"(p.5)

ii. The teacher as a person:Doall the teachers react to attempts at developmentin the

same way? How can we argue that certain prescribed procedures will work for every

teacher? Do we have evidence to support oura priori assumptions?

iii. The real world context in which teachers work :Fullan and Hargreaves (1992) argue

that most attempts at development do not take into consideration "the social contexts in

which learning and teaching take place" (p.6). One context of teaching may well be

different from another. As result, what worksin onesituation may not workin the other.

In addition, we are not informed of how teachers experience change in their contexts. In

fact, the studies that inform us of the careers of teachers do not seem to "focus on the

experience or the influence of attempts to improve professional practices" (Huberman,

1988, p.120). Lortie (1977) further warns us against assuming "that the presence of

alternatives, even though thousandsofpeople are motivated to diffuse them, automatically

produces change"(p.218).

iv. The culture of teaching: It is becoming apparent that the culture of schools is the real

key to teacher development. In particular, a collaborative work culture can promote

teacher development actively. However, it is observed that such cultures are observed

rarely in schools (Fullan and Hargreaves, 1992).

67



As Rudduck (1991) notes, "We are beginning to see changes not simply as a_ technical

problem but as a cultural problem that requires attention to context and to the creation of

meaning within working groups" (p. 32). Rudduck (1991) deplores the use of term the

management of change which implies that we see change as a technical problem . In a

similar vein, Hopkins (1988) emphasizes the fact that culture has been left out of the

current attempts at the conceptualization of change, and concludes that "this myopia" has

resulted in models and characterizations of educational changethat bearlittle relationship

to empirical reality" (p.107).

Bell and Day (1991) confirm the need for a school culture in which individuals can

interact and learn from one another arguing that "..the interdependentrelationship of the

school and the teacher is crucial" and that " a teacher cannot improve his or her

performance consistently if the organization is in poor health, and the total functioning of

the school rests on the sum ofthe individual teachers’ contributions" (p.4).

To sum up,in the relationship between educational change and teacher development, four

particular issues have been neglected. First of all, the teacher's purpose has been

neglected and as a result not developed as a potential source of innovation. Similarly, the

teacher as a person has not been given priority in the planning of any change schemes.

Moreover, the real world context of teachers has not been an area of investigation. Finally,

collaborative work patterns that form the basis of the culture of teaching have not

received attention.
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Given the above neglected areas of teacher development and the call for the

professionalization of teaching under the bannerofrestructuring, it remainsa difficult task

to conceptualize how this move towardsprofessionalization, in particular empowermentis

expected to happen.In fact, as Murphy (1991) further reminds us "..empowering personnel

at the site level" has not been given "enough attention" (p.77). Although empowermentis

suggested as a panaceaforall institutional problems, the very fact that it has not been

rigorously dealt with challenges notions of implementation. It is therefore, a possible but

semi-exploredvista.

What then, is the received wisdom in Western thought and action ? Currents trends with

their call for and emphasis on the professionalization of teaching seem to rely on two

strategies of change as mentioned previously. This study has argued that empowerment

can be possible through a combination of change strategies with the

normative-re-educative as the starting point. Yet, what is empowerment? It is a concept

that is readily saluted in most educational contexts; however, it is also used to mean a

variety of concepts. Let us now turn to define empowerment in order to enable a

comparison of whatis feasible and whatis not.
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3.7 Teacher Empowerment: A Close Inspection for Meaning

Use of the term teacher empowerment is no longer

simply fashionable in educational discourse, it is

almost mandatory. Despite the popularity of this

term--or, alternatively, because of it--it is used in

multiple and often conflicting ways, especially when

applied to teachers.

(Prawat, 1991, p. 737)

Empowerment seemsto be the key issue in the new reform attempts of today whetherthis

is restructuring or TQM. What i empowerment, the buzz word of today's change

discourse? As Ripley and Ripley (1993) note empowerment has turned out to be "the

single most driving philosophy" both in the business world and in educational contexts in

the world" but that "very few people really understand exactly what empowermentis and

how to implementit" (p.3).

Turning to the business world, we see that empowerment is one of the 3 Es (George,

1991). Empowered employees are those that "play their part through appropriate and

increasing levels of responsibility, accountability, delegation and trust” (George, 1991,

p.140). Similarly, Scott and Jaffe (1991) define empowerment as "a fundamentally

different way of working together" (p.14).They argue that although empowermentis

thought of something one doesto other people, it is in fact a process, "something that

happensin a relationship between people" (p.15). In this relationship, people are partners

with employees being able to make their own decisions and not having to follow
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prescribed courses of action. The empowered workplace is one characterized by team

work with collaborative teams working towards commonlyset aims. This is different from

the traditional competitive workplace.

Most definitions of empowerment discuss the issue of power, albeit in differing

perspectives. Price (1993) for example, defines empowermentas delegation. In order for

empowerment to happen, it is argued that the employees need to be educated. To

achieve empowerment , then "educated power" seemsto bea first essential step (Price,

1993). In fact, in the TQM literature , it is argued that "understanding power and how

people relate to the wordis the first key step to take when contemplating the creation of a

truly empowered workforce" (Smith, 1991, p.125).

If employees can make their own decisions, one would then question whether this can

affect the power of the managers? Kanter (1979) points to the fact that employee

empowerment does not necessarily lead to the powerlessness of managers. On the

contrary, she argues that "organizational power can grow, in part, be shared" (Kanter,

1979, p.73). Similarly, Scott and Jaffe (1991) assert that managers should not feel

powerless with empowered employees. On the contrary, managers will be gaining power

as they will have help in getting the job done. Ripley and Ripley (1993) argue that

empowerment may notbe achieved in the case of managers with "personalized power" as

opposedto those with "socialized power" whotend to use their power "for the purposes of

serving and benefitting the common welfare" (p.5).
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As mentioned in the Introduction, the term empowerment has also cometo be prominent

in education. One can encounter empowerment in mostprofessional educational journals

or conferences during the past five years (Smith and Lotven, 1993). Yet, similar to the

lack of agreement as regards empowerment in the business world, multiple educational

definitions for this term can be discerned. This is primarily due to the fact that educational

theorists conceptualize the context of empowerment in multiple ways and focus on

different issues in the discussion of the process of teacher empowerment (Prawat, 1991).

Sprague (1992) for example, in her comprehensive literature review of teacher

empowerment, has found three particular areas of focus. One is that the teacher's role is

critiqued. A second area of focus is an analysis of the factors that have brought about

teachers' powerlessness. A third area is the proposed alternatives for bringing about

teacher empowerment. When weconsiderthese areas of focus, we realize that these in fact

correlate with the four areas of teacher development that have been neglected (See

previous section on the relationship between educational change and teacher

development).

Most educational definitions of teacher empowerment appear to focus on the issues of

enabling, shared decision-making, and increased occupation autonomy. Glickman (1990),

for example, notes that empowerment is the suggested alternative to bureaucratic control

whichtraditionally lies with the administrators. In a similar vein, Murphy (1991) asserts

that empowermentnecessitates new roles and relationships for administrators and teachers
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with the former "moving from the apex of the organizational pyramid to the center of a

complex network of interpersonal relationships" and the latter " becoming leaders of

learners" ( p.35). Maeroff (1988) offers a concise but comprehensive definition for

teacher empowerment: "It is the power to exercise one's craft with confidence and to shape

the way the job is to be done" (p.4). Similarly, Brederson (1989) defines teacher

empowerment as "the possession and exercise of power, by instructional professionals,in

the pursuit of occupational improvement, professional autonomy, and the overall

improvementof the educational process" (p. 25).

In addition, definitions of empowermenttend to focus on the poweraspect of the concept.

Similarly, Sprague (1992) defines empowerment __"as enabling those who have been

silenced to speak" (p.189). Simon (1987) further discusses empowerment as "helping

teachers to develop a sense of agency, become challengers, and take initiatives" (p.60).

Bolin (1989) defines empowermentalong similar lines: " investing teachers with the right

to participate in the determination of school goals and policies and to exercise professional

judgment about what and how to teach " (p.33). Willis (1977) again drawsattention to the

power aspect of empowerment and notes that "One path to empowerment is through

passive or active resistance against the forces that have stripped teachers of their

professional powerand dignity" (p.158 ).

One of the themes strongly advocated in the empowermentliterature is the necessity for

teachers "to break out oftheir isolation and discover their shared condition" (Sprague,
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1992, p.190). Research shows that when teachers go through successful group

experiences, they usually wantto continue to meetdiscussing their concernsandtrying to

find problems (Goodlad, 1990; Brandt, 1991; Lortie, 1975). In other words, collaboration

is one way that empowermentcan be broughtabout.

Summarizing these different and varied perspectives on teacher empowerment, Prawat

(1991) suggests two dimensions as particularly significant in empowerment:

Conversations with Self and Conversations with Settings which in turn have both

epistemological and political concerns. Table 3.1 summarizes the key issues that the two

approaches to empowermententail.

Table 3.1 Key Issues in Approaches to Teacher Empowerment(Prawat, 1991)

 

Context Agenda
 

Epistemological Political
 

|Conversations with Self |reflective thought process as aldealing with unequal power
type of conversation with Self [relations

. discovery mode:

understandingthe situation

ii. design: doing something
aboutsituation

iii. a hybrid ofi and ii
 

Conversations withireflective transactions with the]i. commitment to the
Settings environment to bring about}workplace

changesin classroom teaching _Jii.autonomyandcontrol     
The Conversations with Self mean the context in which empowermentis to happen.

Educators argue that by changing these conversations, hence an epistemological concern,

teachers can access more control over their thinking and thus be able to reassess the
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"knowledge claims advanced by experts in the field" (Prawat, 1991, p.739). The political

dimension of these Conversations with Self has to do with the notion of freedom, the aim

being the resolution of the problemsthat hinder a teacher's personal development.

The Conversations with Settings, focus on the teaching/learning environment, in other

words, the workplace. Such conversations, in an epistemological sense, are intended to

enable teachers "to look at their world through new conceptual lenses as they converse

with the settings" and thus provide "new opportunities for development and change in

their classroom teaching" (Prawat, 1991, p. 741), hence a knowledge oriented approach.

The political agenda of the Conversations with Settings is less tangible than the

epistemological. The commonly accepted aim is providing teachers with "greater control

and autonomy in the workplace and in the profession" (Prawat, 1991, p.748). However,

how this is to happen given that current decision making lies with the authorities and not

with the teachers is a dilemma. In fact, Romanish (1991) argues that teachers' authority

"must be assured, not allowed" (p.5). He further points to the dilemmaof bringing about

teacher empowermentbystating that "For teachers to gain decision makingability, it must

be granted or authorized by the present authorities" (p.5). Romanish (1991) brings

clarification to the two meanings that empowerment mayhave: oneis in the narrow sense

of the teacher's decision making within the confines of the classroom. The other sense in

which empowermentcan be taken is a broader view assigning the teacher freedom inall

aspects of the education system. In brief, Conversations with Self entail self-critique,

whilst Conversations with Settings meaninstitutional critique.
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These approaches to empowerment, Conversations with Self and Settings, remind us of

whole-person learning (Rogers, 1983). As Rogers (1983) argues this kind of learning

includes personal involvement, "the whole person in both feeling and cognitive aspects

being in the learning event" andthatit is "self-initiated" (p.20). The fact that such learning

has to be self-initiated deserves discussion of how that is to happen.Self-initiated does not

necessarily mean that the impetus for change comes from the individual. What is

important is that despite the fact that the impetus may come from the outside, "the sense

of discovery, of reaching out, of grasping and comprehending comes from within"

(Rogers, 1983, p.20). This addresses an inherent contradiction in the term empowerment.

If teachers are to be empowered, as Sprague (1992) argues "To empoweranotheris, in one

sense, to perpetuate dependency"(p.193). Yet, she further claims that 'There is no personal

self-empowerment...it is always a social act" (p.194), drawing attention to the fact that

teacher education hasthusa critical role and has to be reformulated. This thesis builds on

the idea that empowermentis social and only when it is social can empowerment be

achieved.

There may possibly be three kinds of Conversations with Settings: suggestion

involvement, job involvement, and high involvement (Eccles, 1993). In suggestion

involvement, employees do not operate without the confirmation of the management. In

other words, suggestions have to be accepted by the firm before they can be put into

action. The responsibility of the managementis to provide the planning, resources and

control for action. Job involvemententails involvementin the classroom level. Finally,

high involvementis strategic power-sharing.
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One of the hypotheses about employee empowerment is that most empowerment

programmesstay at the suggestion involvement and job involvement levels hardly ever

reaching the stage of high involvement. Another hypothesis is that in organizations,

empowerment would have to go through the stages in a hierarchical order: first

suggestion involvement, then job and then high which in fact "only occurs at the

professional and managerial levels" (Eccles, 1993, p.20).

Is teacher developnient then no different than teacher empowerment? Are wetrying to

change the teacher development discourse without resolving the issues that call for

attention? Is empowerment the panacea that can in fact resolve all educationalills and

miraculously lead to the professionalization of teaching? If this is so, how is

empowerment to happen? This study chooses to label the personal and professional

development of teachers as teacher empowerment. Taking Prawat's (1991) definition as a

basis and starting from a Rogerian point of view (Rogers, 1989) being empowered means

to change--to let go of limitations, to activate our full possibilities--personal and

professional. Teacher empowermentis a process in which practitioners gain awareness of

their personal and professional powers and thuscreate the capability of using those powers

for their own agenda of change. (Giil, 1992 ). In other words, by building on

Conversations with Self--personal development of teachers and Conversations with

Settings--professional development, this study argues that we can bring about teacher

empowerment which can in turn bring about a shared meaning of educational change.

Such an aim howeverneedsto be expressed cautiously; if empowermentis to be achieved

both in the personal and professional sense , that is to say, as Conversations with Self and
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with Settings, these conversations may be working against the tide in bureaucratic or

centralized contexts.

3.8 Summary and Conclusions: Implications for the Turkish Context

As mentioned in the previous chapter, the instrument for change in Turkish higher

education, the Higher Education Law of 1981 (HEL) was enacted to restructure higher

education to remedy the existing educational problemsat the end of 1970s. As mentioned

previously HELhas beenthe subject of both praise andcriticism. Recalling the problems

in Turkish higher education (See Chapter 2), we can reassess these problemsin the light

of the literature review ofthis chapter, the review of received wisdom in Western thought

and action and be able to draw some conclusions which can enable usto initiate action in

the Turkish context.

First of all, the problems that Turkish higher education is confronted with seem to be in

fact no different than what the educational systems in the industrialized world are

experiencing. These difficulties seem to arise dueto :

1. the bureaucratice structure ofthe education systems,

2.the "increasing pressure" on the education systems "to ¢o more" with limited resources,

3. insufficient attention being paid to the process of change.

Secondly, the need for systemic changeis similar. As an example wecan give the need for

systemic change as a response to a rapidly changing information age wherethere is more

competition, hence the need for professionalization of teaching. In Turkey, the same need

for professionalization is expressed in the most recent and comprehensive review of
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higher education preparedfor the first time with the cooperation of Turkish Businessmen

(TUSIAD)andfive professors from various universities in Turkey. According to the

report issued by TUSIADin 1993, the need for professionalization of teaching is urgent.It

is argued that it is not the existence of the law-HELitself on paper that has worsened the

situation in universities but the irresponsible application of HEL. The greatest problem of

Turkish higher education is reported to be the lack of qualified teachers. Unless this

problem is solved, it is claimed that it will not be possible to raise the quality of teachers

as the ultimate aim in Turkish higher education is to create a community of people who

have the knowledge capacity of universal standards along with the creative ability to put

this knowledgeinto use at the beginning of the 21st ceutury. Recalling the creationof free

thought and competence in Turkish Higher Education as the major aim of Turkish

education,this is indeed an issue that requires urgent attention.

Thirdly, there seems to be a tension betweenefforts at centralization and decentralization.

The HEL has beencriticized by academics and partially by the lay public in termsofits

bureaucratic approach which implies a certain sense of powerlessness on the part of the

academics. This is also true in the Western context as has become apparent from the

argumentof this chapter. Teacher empowermentis suggested as a resolution to the tension

between centralization and decentralization. Yet, the way empowermentis suggested to

happen raises doubts aboutits feasibility. Teacher empowerment maybeparticularly

difficult in a context where change has always been implemented through powercoercive

and empirical rational strategies neglecting the use of the normative-re-educative

strategies of change except in one casethat is to say in the Kemalist reform age.
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This study takes up the challenge of enabling teacher empowermentin a context that has

beentraditionally exposed to the two strategies of change, namely the power coercive and

the empirical rational, and aims to investigate the possibility of empowerment as

conversations with Self and with Settings.Given the fact that different meanings can

persist, then it is crucial that teachers find meaning in change which can only be possible

if they own their empowerment. This may be difficult; nevertheless, there may be

possible ways that we can explore using the normative-re-educative approach to change.

How this may be possible is a separate issue and deserves discussion in its own right,

hence the concern of the next chapter.

To sum up, this chapter has analyzed the meaning of educational change in

industrialized countries, to conclude that the cornerstone for change is teacher

empowerment. It is teacher empowermentas that can only provide a shared meaning of

educational change. The next chapter discusses a model that can enable teacher

empowerment.
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CHAPTER 4

MOVING BEYOND RECEIVED WISDOM

4. 1 Introduction

The previous chapter has investigated the received wisdom in Western thought and action

in educational change concluding with implications for the Turkish context. Taking

Conversations with Self and Settings as the core of the notion of teacher empowerment,

this chapter continues to model response empowermentin Turkish higher education.

The first section of this chapter discusses the theory of planned change whichis intended :

as a means of implementing teacher empowermentusing thethree strategies of change,

namely the power-coercive, the empirical rational and the normative-re-educative. The

second section discusses the bitedt of planned change and explores the issues of

valid knowledge, deliberate and collaborative relationship, and change agent . The third

section presents studies of collaborative action research. The fourth section explains the

operation of the proposed model , a collaborative research-based approach to teacher

empowerment (CORBATE). The final section is a summary , completing the argument of

that this thesis puts forward.
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4.2 Theory of Planned Change

Planned change relies on the sociological and psychological disciplines and is " a

conscious and deliberate induction process" thereby standing in sharp contrast to

impromptu and secondary innovations (Bennis, 1969, p.34) . The change agent in

collaboration with the client system attempts to apply operable knowledgeto the client's

problems. A phenomenal quality of planned change is that , unlike most coercive

change programs,the change agent has no formal poweroverthe client system. The four

elements that constitute the scope of planned changeare:

a) change agent,

b) client system,

c) valid knowledge,

d) deliberate and collaborative relationship.

The change agent is usually a behavioral scientist who is called in to help the client

system and thus ventures to apply operable knowledge to the client's problems through a

collaborative relationship with the client system. In this study, the change agent is the

researcher who worksas

a

teachertrainer and has no formal poweroverthe client system,

who are the members of the Department of Basic English at a Turkish university (See

Chapter 5 for information on the client system). Valid knowledge, in the context of this

study, comprises a research-based approach to teacher empowerment.It is believed that

collaborative teacher-research can be more fruitful than individual research (Kemmis and

McTaggart, 1990a). To sum up, this study argues for the feasibility of teacher

empowerment through a collaborative research-based approach to teacher empowerment
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(CORBATE). The following section reveals how a model of teacher empowerment can be

implemented through within the theory ofplanned change.

4.2.1 Valid Knowledge: Educating Strategies

In order to bring about Conversations with Self, a change agent would necessarily need to

be equipped with certain skills in terms of valid knowledge. This is knowledge of the

possible educating strategies in the field of foreign language teaching. The

professionalization of teachers in the field of foreign language teaching is discussed under

various terms such as teacher education or preparation, training and more recently

development. Teacher education or pre-service teacher training usually refers to

undergraduate studies while in-service training or development entails the

professionalization of teachers following employment. All of these attempts at the

professionalization of teachers point to one ultimate goal: to enhance student learning.It

is assumed that "learners learn more effectively if taught by teachers who have received

special instruction in how to be a teacher" (Stoll, 1992, p.110).

This section discusses various educating strategies with a view to determining which

educating strategies maybeeffective in a collaborative research-based approach to teacher

empowermentin foreign language teaching.
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4.2.1.1 Language Teacher Education Programs

Initial teacher education is widely regarded as weak

and wrong-headed, reinforcing habits and conditions

virtually contrary to continuous individual and

collective development

Fullan (1991, p.293).

The current perspeciives in the field of language teacher education are varied. Richards

(1990), for instance, emphasizes the need for a balance between a micro or analytical

approach that "looks at teaching in terms ofits directly observable characteristics" and a

macro orholistic approach that " involves making generalizations and inferences that go

beyond what can be observed directly in the way of quantifiable classroom procedures."

(p.4). Both approaches, as Richards (1990) argues have different benefits to offer;

however, they lead trainees in different directions and that is "the dilemma of teacher

education"(p.4).

Goldenberg and Gallimore (1991) emphasize the need to move away from "quick-fix"

workshops towards a model of teacher education which can provide more "intellectual

stimulation" (p.69). Holly and McLoughlin (1989) clarify the issue further: "As teacher

preparation developed into professional programs, and continuing education became an

expectation for continuing to teach, gradually the term in-service training was replaced by

professional development"(p.175).
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It is said that many teachers may not go any further to develop themselves after initial

training, thinking that they are professionally well-prepared . In fact as Bolitho (1981)

remindsus, it is this emphasis on training that leads teachers to believe there is no further

need for professional development for they feel qualified after the initial training. Any

effort at change has tended to emphasizeskills training as the professional development of

teachers. Similarly, in Turkey, the emphasis is on pre-serviceorinitial teacher education,

with less emphasis on continuing teacher development or in-service teacher training

(Karagozoglu, 1993).

The discussion about teachertraining versus teacher development has been present in the

literature of ELT for the past ten years. It is becomingincreasingly clear that practitioners

cannot be expected to absorb all the knowledge passed on to them in in-service teacher

training courses and workshops: "..they are not just empty vessels waitingto befilled with

the knowledge of staff developers" (Stoll, 1992, p.109). We are indeed aware of the need

to move away from prescribed workshops which only reflect the views of the teacher

trainers (Lanier andLittle, 1990).

Another perspective comesfrom Ellis (1990), who distinguishes between experiential and

awareness-raising practices which are, in fact, not mutually exclave and suggests a

framework for dealing with activities, tasks and procedures, an "embryonic taxonomy" of

teacher preparation (p.36). Gebhard etal. (1990) propose a multiple-activities approach to

teacher education as an alternative to the prescriptive approach which does not enable

trainees "to gain the investigative skills they need to make decisions as responsible

language teachers" (p.16). Bartlett (1990) advocates teacher development through
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reflective teaching which requires a considerable shift in thinking and acting. and

emphasizes the fact that "Becoming reflective forces us to ...challenge our espoused

personal beliefs about teaching " (p.213).

Reflective teaching is also proposed: by Wallace (1991) whocasts aside the craft and the

applied science models on the groundsthat the formeris static and that the latter cannot

provide a scientific solution to complex professional dilemmas. As a compromise

solution, Wallace (1991) proposes the reflective model, which brings to fore the two

dimensionsofteacher education: "received knowledge" whichreflects the scientific aspect

of research, and "experiential knowledge" which refers to the professional's ongoing

experience, referred to as 'knowing-in-action' by Schén (1991, p. 49).

Bailey (1990) suggests the use of diaries as tools for self-evaluation during preservice

preparation. This view is also supported by Porteret al. (1990) whostate that the use of

diaries can enable "student teachers to develop a professional approach to learning"

(p.240). Ur (1992) argues for a theory of action in ELT in which teaching practice

followed by reflection and active experimentation can lead to genuine teacher

development as the knowledge will be personal and constantly changing, hence the

acquisition of a personal learning theory.

In the in-service training program for secondary schools in a European country, Breen et

al (1990) describe the three approaches they used as the training team. The first phase

was "training as transmission", the second "training as problem solving" and the third as

"classroom decision making and investigation" (pp.114-125). They report certain

86



weaknesses with the first two approaches. The transmission model is top-down as_ "the

assumed source of change and developmentis the expertise of the trainer" (Breenetal.,

1990, p.117). In addition, although the trainers' ideas may be welcomebythetrainees,

such an approach does not guarantee the translation of the newly acquired materials in

workshopsinto the teachers' classrooms.In the problem solving approach,despite the fact

that certain problemscould be solved, the specific problems identified could unfold larger

issues to whichthese are related and proveto be difficult to achieve. The third approach,

classroom decision making and investigation, on the other hand, allowstrainers, teachers

and learners to interact and trainers and teachers attempt to discover new ways to enhance

classroom learning in orderto plan and practice better. This kind of approach is one that

makes the trainers dependent onthe trainees, which Breenet al. (1990) see as a strength

rather than a weakness.

Freeman (1989) attempts to design a model of teaching based on decision making and

argues that such a model necessitates four constituents: knowledge, skills, attitude and

awareness. Depending on these constituents, Freeman describes "two generalstrategies

for education languageteachers" which are training and development(p.30). The training

strategy is based on the mastery ofskills, "originates with the trainer and is implemented

by the teacher" (p.38). Development on the other handis "indirect intervention" and works

on aspects of teaching that are more complex and "idiosyncratic", thereby aiming to

generate change in the teacher by increasing awareness (p.40). Such a strategy is less

predictable than training as it derives from the interaction between the trainer and the

trainee and has to do with internal processes of development. The trainer or the

collaborator in Freeman's terms, works with the trainee to help him/her understand why
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the teacher is doing whathe/sheis doing. Thus, training is developing the knowledge and

skills of the teacher, while development helps to improve a teacher's attitude and

awarenessofteaching.

These views, despite the difference in focus, share a common point: they mark the

transition from a training aspect in language teacher education curriculum towards a

development aspect, in other words, development through learning. McNergney and

Carrier (1981) summarize the aim of teacher education as "encouraging the growth of

teachers as personsandas professionals" (p.1).

If "development through learning"is at the heart of "everything that is done in the name of

education", then such learning should be the one and only precept in education (Bell and

Day, 1991, p.21). This needs to be so if the ultimate aim is to help young people become

worthy citizens able to shape the future of the world. This type of learning as becomes

apparent from the argument outlined above does not mean learning the materials to be

taughtin class. It is a significantly different type of learning. Rogers (1983) defines it as

experiential learning which "...has a quality of personal involvement--the whole person in

both feeling and cognitive aspects being in the learning event (p.20). He argues that the

traditional approach in education leaves no space for the whole-person learning to grow.

He notes, however, that this is not because the educators are depraved by character, but

because they feel inhibited by bureaucratic rules. It becomes apparentthat the experiential,

whole-person learning implies a change ofattitude and behavior. The implication is that

this is true not only for teachers but for learners, as well.
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The major conclusion that can be drawn from the above discussion is that professional

development of the 1990s shouldentail personal and professional development. However,

current practice in language teacher education enhances neither personal development, nor

ongoing development. That is to say, language teacher education programs offered in

many different contexts do not go beyond the training aspect, that is, the emphasis, in

existing school practices, is on equipping the practitioners with the necessary skills to

teach; and the practitioners are expected to aim at mastery through prescribed courses of

action. Lanier and Little (1990), as a result of their research review on teacher education

conclude that "both prospective and practicing teachers maintain low expectationsfor the

professional knowledgeaspects of their education" (p.542). This may prevent the wish to

continue learning to improve themselves. The lack of extrinsic and intrinsic rewards in

the profession of teaching may exacerbate the situation. Goldenberg and Gallimore

(1991) summarize the situation: "Current staff development practices are inadequate to

effect meaningful changes" (p.69). In most contexts, training is practiced at the cost of

developmentand in very few the two exist together. In view ofthe above considerations,it

becomesdifficult, if not impossible to remain optimistic as regards teacher development.

From the above review of educating strategies in foreign language teacher education,

training and development, the following can be suggested as the required components of

any program aimed at the professionalization of teachers: : reflective practice,

self-evaluation, collegiality, and whole-person learning.

Reflection is a new rhetoric that has been advanced by Schén (1991), who arguesthat

practitioners need to reflect on their actions to improve their professional practice.
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Reflection-on-action seems to be a highly valuable tool in development. Reflective

practice, therefore, is intended to enable teachers to considertheir professional actions and

reflect on them, rather than having to rely on their eiiteted studies (Gilliss, 1988).

Self-evaluation is self-monitoring-- a process by which the individual teacher can assess

his or her own weaknesses and strengths both as a person and as a professional.

Collegiality means that the teachers engage in a professional dialogue with their peers,

concerning instructional or personal matters (Grimmet and Crehan, 1992).

4.2.2 Deliberate and Collaborative Relationship

Havingestablished what valid knowledge entails in the field of foreign languageteaching,

this section continues to explore how a deliberate and collaborative relationship conducive

to teacher empowerment may be achieved. This study argues that collaborative action

research is particularly appropriate as a means of establishing a deliberate and

collaborative relationship between the change agent and the client system because ofits

characteristics and what it can offer as a normative-re-educative strategy. Thefirst three

sections, therefore, examine collaborative action research in termsofits emergence,

definition and characteristics, and discuss whycollaborative action research may serveas

a normative-re-educative strategy of change .The next section turns to a discussion of the

possible role of a change agentin establishing a deliberate and collaborative relationship.
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4.2.2.1 The EmergenceofAction Research

Man mustparticipate in his own re-education ifhe is

to be re-educated at all. And re-education is a

normative change as well as a cognitive and

perceptual change.

(Lewin, in Chin and Benne, 1976, p.31)

The pioneering work in the field of action research belongs to the American social

psychologist, Kurt Lewin. Lewin (1948, in Chin and Benne, 1976) and his studentstried

to study humanrelations from a_ scientific point of view and through their inquiries to

improve the quality humanrelations (Ebbutt, 1985). Lewin argued that action research as

a normative-re-educative strategy could integrate "personal re-education and social

change into the same process" (Benne, 1976c, p.277). Acting on the assumption that "the

world in which weactis the world as we perceive it", Lewin (in Chin and Benne, 1976)

claimed that "change in knowledge or changesin beliefs and values orientations" would

notresult in action unless "changedperceptionsofself and situation are achieved" (Benne,

1976c, p.277), a perspective which remindsus of the Conversations with Self and Settings

(See Chapter3).

Action research stands within the broader context of the teacher-as-researcher movement,

which was controversial in the 1970s. The type of action research developed by Elliott

and Kemmis in the 1970s is called educational action research. The

teacher-as-researcher movement became intensified in the 1980s and, in the 1990s,
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teacher research is being "hailed by some writers as the major oppositional and

emancipatory force in the face of increasing centralized control" (Rudduck, 1991,

p.128).As Carr and Kemmis (1991) note, the reawakening of interest in action research

came about with the work of the Ford Teaching Project (1973-1976) with the direction of

John Elliott and Clem Adelman based on the key concept of Lawrence Stenhouse's

"self-monitoring teacher" (p.166).We thus understand that action research is "becoming

increasingly significant in language education" (Nunan, 1992, p.16).

Stuart (1991) reports that, in the last two decades, the action research movement has

spread in the U.K. (for example CARN--Collaborative Action Research Network), in

Europe (for example Letiche, in France) and in Australia (Carr and Kemmis, 1991;

Kemmis and McTaggart, 1990). Grundy and Kemmis(1990) inform usofthe state of the

art in action researchstating that Australian action research is "emerging as distinct from

its counterparts in Britain, continental Europe and the United States of America" (p.321).

Australian action research shares features with Continental European action research in

that both have a critical perspective; whilst British action research, despite its

"participatory and collaborative style", is "less strategically-oriented and probably less

politically aware" (Grundy and Kemmis, 1990, p.321). Despite the widespread use of

action research in Europe and Australia, there is less application of action research in

developing countries (Stuart, 1991, p.129).

The scope of action research is impressive in that it may be used by a teacher to

experiment with nevel ways of teaching and yet again by a large research team to

investigate organizational change in industry (Cohen and Manion, 1990). In fact, as
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Calhoun (1993) notes, educational action research is "disciplined inquiry (research) in the

context of focused efforts to improve the quality of an organization and its performance

(action)" (p. 62). Today, action research is claimed to be a powerful means of

improvementboth for the practice and the health of an organization.

This is particularly true when action research is undertaken collaboratively. In other

words, collaborative action research is the kind of educational action research that is

currently encouraged in educational contexts. Clift et al (1990) for instance, outline its

features as "its group orientation, focus on practical problems of individual teachers or

schools, emphasis on professional development, and construction of an environmentthat

provides time and supportfor teachers and university staff to work together" ( p.53).

4.2.2.2Definition and Characteristics ofAction Research

Action research has been defined in various ways. A concise but general definition is

provided by Cohen and Manion (1990) as follows: "Action research is a small-scale

intervention in the functioning of the real world and a close examination ofthe effects of

such intervention" (p.217). In other words, it involves research in a program of planned

change. This definition of action research has much in common with other definitions

which focus on the aspect of change as deliberate or planned . Carr and Kemmis (1991)

argue for action research as critical educational science and state that action research

adopts "a view of truth and action as socially-constructed and historically embedded"

(p.182). This view of truth is achieved when practitioners begin with investigating

practices and understandings in onesituation and end with understanding other situations
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having transformed their practices. Similarly, Nunan (1992) emphasizes the aim of action

research as changing practices.

Action research is particularly a powerful means of advancing knowledge in higher

education. As Zuber-Skerritt (1992) argues, it is an "effective and immediate way of

improving higher education learning and teaching practice (p.15). The essential

characteristics of action research are summed up in the acronym CRASP: Action

research promotes a Critical Attitude, Research into teaching, Accountability,

Self-evaluation and Professionalism (Zuber-Skerritt, 1992, p.15).

Figure 4.1 makes explicit the four phases or "moments" in action research which are

planning, action, observation and reflection ( Kemmis and McTaggart, 1990, p. 23).

Action refers to "deliberate and controlled" action and "is guided by planningin the sense

that it looks back to planning for its rationale" (Kemmis and McTaggart, 1990, p.12).It is

at the observation siage that the effects of "critically informed action" are documented

(ibid, p.12). The reflection phase allows "to make sense of processes, problems, issues

andconstraints made manifest in strategic action" (ibid, p.13). With the conscious

development of new knowledge, "its implementation in concrete action will reach a stage

where it becomes once more spontaneous, intuitive action" (Ebbutt, 1985, p.243).

These four moments of action research make up a dynamic process with propositions

developing into "a critical perspective on the practice and on education itself" including

issues such as how student learning, curriculum, school organization, teaching and

learning and assessment "create meanings for students" (ibid, p.15). Action research not
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only renders sometacit professional knowledge butit also helps to replenish the store

available to the practitioner" (Elliott, 1985, p.243).

Figure 4.1 The Action Research Spiral (Kemmis and McTaggart, 1990, p.11).

 

    
 

A single loop of action entailing planning, acting, observing and reflecting is usually

considered as a beginning. The improvementof practice necessitates several loops at the

end of which an effective understanding and critique of the particular context under

investigation can be reached.Ifthe new loopsofplanning, acting, observing and reflecting

are not applied on thebasis of what is learned in previousinvestigation, then this becomes
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what Grundy and Kemmiscall (1990) "arrested action research" which is no different that

problem solving (p.323). Grundy and Kemmis (1990) further formulate the moments of

action research as follows:

Figure 4.2 The Moments of Action Research (Grundy and Kemmis, 1990, p.324)

 

 

 

 

Reconstructive ircicuctive

Discourse 4 Reflect 1 Plan

j(amongparticipants) Retrospective on observation [Prospective to Action

Practice 3 Observe 2 Act

j(in the social context) Prospective for reflection Retrospective guidance from

psaiine    
As can be seen in Figure 4.2, the plan that is constructed is prospective to action in other

words it is "forward looking" and action is" retrospectively guided by planning in the

sense that it looks back to planning forits rationale" (Grundy and Kemmis, 1990, p.324).

Observation serves to document the results of action and provides a strong basis for

self-reflection. Coupled with reflection, observation can lead to better understanding and

improvementof practice. Grundy and Kemmis (1990) point to the dynamic interaction of

the four momentsof action research, concluding that "As this dynamic worksitself out in

the life of the action research process, improvements in practice and understanding occur

concomitantly" (p.324).
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4.2.2.3 Action Research as a Normative-Re-educative Strategy ofChange

What, then, are the characteristics of action research that make it appropriate for use as a

normative-re-educative strategy of planned change? First of all, as mentioned above,

action research aims to bring about planned change. This is done by establishing

"self-critical communities of people participating and collaborating in all phases of the

research process" (Kemmis and McTaggart, 1990, p. 23). Cohen and Manion (1990) note

the main rationale for using action research with the school context as the "improvement

of practice" (p.224). They argue that such improvement can result from grouppressure, in

other words, collaborative action research.It is this collaborative nature that makes action

research "a deliberately a social process" involving "groups committed not only to

understanding the world but also to changing it" (Carr and Kemmis, 1991, p.186). These

are self-critical communities for these people are committed to investigating " the

relationship between circumstance, action and consequence in their own situation", and

"emancipating themselves from the institutional and personal constraints which limit their

power to live their own legitimate educational and social values" (Kemmis and

McTaggart, 1990, p. 23). The critical community of action researchers pursue practical

improvements in their work within the given socio-political constraints, acting ascritical

andself-critical change agents of those constraints", changing their environment and are

and themselves in the process (Zuber-Skerritt, 1992, p.14).

Carr and Kemmis (1991) note that action research is undertaken to improve "educational

practices, understandings and situations", and that action research adopts a view oftruth

and action that is "socially constructed and historically embedded"as action researchers

aim to understand the past and attempt to "transform the present to produce a different
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future" (Carr and Kemmis, 1991, p.183). The beginning for action researchers is one set

of practices and understandings, through constantreflection and action, they transform the

present and end with different practices and understandings. During this process, some

elements will have been taken up, some dropped and new ones added.

A second reason why action research is a powerful normative-re-educative strategy is that

it focuses on what may be considered "as problematic in terms of practice" (Nunan,

1988, p.19). Working on problems serves as a professional development function for

these are problems that are associated with teachers own workplaces. In fact, the action

research cycle starts with the identification of a problem or puzzle (Nunan, 1989). The

various stages of action research are as follows:

1. Problem Identification

2. Preliminary Discussions and Negotiations

3. Review ofResearch Literature

4. Redefinition of Problem

5. Selection of Research Procedures

6. Implementation

7. Evaluation of Data

These steps are not static; each step involves critical decision making, reflection and

planning. At the end of one cycle comprised of the above steps. the cycle of the four

moments starts again with planning (Cohen and Manion, 1990; Kemmis and McTaggart,

1990; Nunan, 1992).
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A third reason whyaction research is appropriate as a normative-re-educative strategy of

change is that it can help form a bridge between theory and practice (Cohen and Manion,

1990; Kemmis and McTaggart, 1990; Zuber-Skerritt, 1992). This bridging can be

conceptualized at two levels. First of all, action researchers may be informed of theory

prior to any action; <hat is to say theory guides immediate practice. Practice can also guide

theory, which means that the research done by action researchers can provide "the

opportunity to develop theoretical knowledge" (Cohen and Manion, 1990,p.219).

A fourth reason is that action research is emancipatory. In fact, there are two

developmentalstages that practitioners need to go through in order to reach the final stage

which is the emancipatory stage: technical and practical. Figure 4.3 explicates this

developmental process culminating in emancipation. In the technical phase, the outside

expert offers knowledge and expertise to help solve the problemsofpractitioners. In this

relationship, practitioners are dependent on the expert. In the practical phase, the

facilitator plays a Socratic role "encouraging participation and_ self-reflection"

(Zuber-Skerritt, 1992, p.12). In the emancipatory phase, the responsibility for

"emancipation from the dictates of dicen self-deception" and "coercion" is shared by

the facilitator and practitioners (ibid, p.12.) This is the stage where practitionerscritique

bureaucratic systematization and attempt to transform the educational system. The

practitioners experience this critiquing process together with the facilitator and the

relationship is by no means "hierarchical; rather, all people concerned are equal

'‘participants' contributing to the enquiry" (Zuber-Skerritt, 1992, p.12).
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The emancipatory nature of action research can provide a means "by which teachers can

organize themselves as communities of inquirers, organizing their own enlightenment"

(Carr and Kemmis, 1991, p.221). While pursuing their own development, teachers can

simultaneously develop the education oftheir students.

Figure 4.3 Developmental Stages of Action Research (Zuber-Skerritt, 1992, p.12)

 

Type ofaction Aims Facilitator's role Relationship
research between

facilitator and
participants

1. Technical Effectiveness/ Outside ‘expert’ Co-option (of

efficiency of practitioners
educationalpractice who depend on

Professional facilitator)

development

2. Practical As(1) above Socratic role, Co-operation
Practitioners’ encouraging (process
understanding participation and

_

consultancy)

Transformation of self-reflection
their consciousness

3. Emancipatory As (2) above Process moderator Collaboration

Participants’ (responsibility
emancipation from the shared equally by
dictates of tradition, participants)
self-deception,

coercion

Their critique of
bureaucratic
systematisation
Transformation of the
organisation and of the
educational system

To summarize, it can be argued that action research has fourdistinctive features:

1. It is carried out by practitioners (for our purposes, classroom teachers) rather than

outside researchers,

2. It is concerned with solving a problem within a specific context,

3. It aims at change: those affected by planned changes have the primary responsibility for

deciding on courses of critically informed action which seem likely to lead to

improvement,
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4. It is collaborative, which meansthat practitioners may be working as teams,

5. It is self-evaluative which allows modifications to be made within the ongoing

situation,

6. It is emancipatory.

To sum up,if our aim is bringing about planned educational change through the useofall

change strategies taking the normative-re-educative as the starting point, collaborative

action research seems to be a powerful means of achieving this aim. Thisis particularly

appropriate for Turkish higher education that aimsto raise free thinking individuals loyal

to their country.

4.2.3 Role of the Change Agent

The previous section has proposed collaborative action research as a means for

establishing a deliberate and collaborative relationship. This section completes the

argument of establishing this relationship in terms of ihe change agent's contribution,

discussing whatskills that would necessarily entail.

Whitaker (1993) defines "an effective change agent" as "..one who in the process of

promoting and supporting professional change is able to eeand understand the

complex processes of personal adaptation that inevitably accompany it" (p.45). The

change agent needs to have some knowledge of developmental psychology to integrate the

personal andthe professional developmentissues in the process of change. Knowledge of

developmental psychology may include insights from various clinical and humanistic

methodologies such as Rogerian counselling, Gestalt therapy and transactional analysis
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(Benne, 1976b). Such methodologies aim to "involve individuals in clarifying their

self-concepts and self-images and in more fully understanding andaffirming themselves

as selves" (Benne, 1976b, pp. 71-72).

Bennis (1969) further draws attention to the twoskills that are required of a change agent

in facilitating social change: collaboration and interpersonal skills. The reason as Bennis

(1969) put it is that "...any significant change in human organization involves a

rearrangement of patterns of power, association, status, skills, and values" (p.51). The

individuals involved in the change will have different reactions, some will feel threatened,

other will be pleased. Whatever the case, the greatest help to the individuals will be the

support ofthe change agent.

Similarly, Murphy (1991), asserts that change agents involved in the restructuring of

schools, need to be trained in undertaking and being able to successfully perform new

roles and responsibilities. These new responsibilities may require "process skills" which

are essential to carry out exercise the new functions, for example, "strategies for conflict

resolution, and group processskills" (Murphy, 1991, p. 91).

Within the theory of planned change,it is asserted that a change fn needs to learn "to

intervene mutually and collaboratively along with the client into efforts to define and

solve the client's problem(s)" (Bennis, 1976a, p.32). In fact, it is this mutual relationship

that initiates the process of re-education of the client. in such a relationship, the attitudes

and values of the client are given as much consideration as_ the technical aspects of the

client's problems.

102



We have empirical evidence of the necessity for similar skills for change agents in

Turkish higher education. Basaran (1990) for example, in her study with teachers in a

higher education institution, found that in a collaborative professional model of

development , the trainees expect the supervisors to work "in an unthreatening

relationship, providing "psychological ..as well as professional assistance and support" (p.

52).

The role of the change agent necessarily brings to mind the issues of powerandcontrol.

Traditional organizational structures have emphasized an external locus of control, thus

"inhibiting the full flowering of human capacity in both pupils and teachers" (Whitaker,

1993, p.80). If this is true, then we may accept the "inevitability of the alienating and

overtly bureaucratic organization" to the extent that we would" expectto find ourselves

inhibited and sometimes oppressed by the structures of control and coercion" (Whitaker,

1993, p.81). One of the challenges to the change agent, then is help to contribute to a shift

of leadership, hence powerandcontrol.

The role of the change agent, then, in establishing a deliberate and collaborative

relationship is crucial. In cooperation with the client system, the change agent helps to

identify problems, guide the clients towards collaboratively determined solutions and

provide support for maintaining these processes. This is in fact no different than a

"cooperative, action-research based model of changing" (Benne, 1976a,p.34).
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4.3 Studies of Collaborative Action Research

This section provides examples of collaborative action research projects or studies

conducted in different contexts and in different disciplines. Such a survey is the final step

in modelling the operation ofCORBATE.

Wals (1994) informs us of "The Action Research & Community Problem-solving

(AR&CPS) model" designed for environmental educationat the University of Michigan in

collaboration with Deakin University, Australia (p.163). The process was planned by the

Detroit Board of Education to be tried out at Pistons Middle School. With a social studies

teacher assigned by the principal of the school, other teachers were also involved.

Following a series of workshops conducted by outside facilitators, the teachers and

students at Pistons Middle School started their action research project deciding on a

community walk. This was how they gathered ideas for investigation. Each topic was

reformulated as action researchers observed and collected more data. Wals (1994)

emphasizes the aim of the AR&CPSas student empowerment and arguesthat "Students'

verbal statements and written journal entries do suggest that there are feelings of

empowerment among most (not all) of the students that participated in the project"

(p.180).

Anotherresearch project comes from the University of East Anglia, conducted during two

school terms in a middle school initiated by a teacher to investigate the problem of

bullying among students. Data were collected through interviews and discussions between

students, observational data and case studies of individual students .Arnold (1994) draws

attention to the fact that collaborative action research can enable "co-ownership of a
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research program including a commitment to the possibility of change in the light of

results" (p.192).

Friesen (1994) reports an action research project involving a collaborative relationship

between the researcher who was the faculty advisor, and two interns. The researcher

investigated the pedagogical relationships during a sixteen-week undergraduate teaching

internship. Friesen (1994) concludesthat action research provided interns with a better and

"deeper understanding of teaching and of themselvesas teachers"(p.257).

Johnson (1993) reports the project of a collaborative teacher-researcher group funded and

supported by Fairfax County Public Schools. Her impressions are as follows: "a

camaraderie that teachers rarely experience..,collaborative reflective practice..learning

from colleagues.." , similar to "Executives... meeting in groups and subgroupsto explore

ways to cut waste and improve productivity" (p.66).

Bennett (1993) surveyed 90 graduate students from fourteen different school districts in

varying stages of completing their research requirements. The results of the study

infdicated that teachers’ attitudes toward research changed as a result of knowing,

understanding, and using research methods. She cautions neuer that, if

teacher-researchers are to contribute to educational change, support from the school and

district is essential for them to maintain their newroles.

Sagor (1991) informs us of theProject LEARN (League of Educational Action

Researchers in the Northwest) which has resulted from the cooperation of Washington
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State University and the faculties of fifty schools in Washington. The aim ofthe project

is to enhance the professional lives of teachers who work with "a critical friend" who has

the responsibility of assisting the teacher towards goals set (Sagor, 1991, p.6). The

teachers receive a two-day workshop before embarking on the project. In the first-cycle

experience with action research, math teachers collaboratively investigated the role of

writing in the development of computational skills. The findings indicated that writing did

makea significant difference in the acquisition of concepts. Project LEARN is in progress

and the teachers involved maintain that "they don't ever want to give up the search for a

better mousetrap" (Sagor, 1991, p.7).

One piece of empirical evidence comes from the African context. Stuart (1991) reports the

findings of a "small-scale classroom action research project" with five self-selected

teachers whom she workedwith intensively over a period of one year (p.127). As a result

of this research project, it is reported that the teachers were able to try particular

appropriate pedadogies in their own contexts and develop skills that would seem

"relatively long-lasting" (p.151). She does caution however, that although this research

project could have wider implications, it did require intensive use of the researcher's time

and the integration of such a project on a school-wide basis remainsto be resolved.

Grundy and Kemmis (1990) inform us of a multitude of reports of action research projects

in Australia documented in teachers' newsletters and journals, in reports by funding

agencies and in first hand account of teachers and students who have been involved in

action research projects; for example the Access Skills Project in the Victorian

Department. Another example is the study done by Salztgaver (1980 cited in Grundy and
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Kemmis, 1990) who investigated the relations between facilitators and practitioners

involved in action research. Herfindings indicate that there is "institutionalized separation

between the two groups" and that more research is needed to reveal the politics of action

research in educational systems (Grundy and Kemmis, 1990, p.333).

Further evidence from the Australian school of action research is again reported by

Zuber-Skerritt (1992). An accountis given of the project initiated to develop the learning

skills in the school of modern Asian Studies (MAS) at Griffith University where the

researcher worked as a staff development consultant. Zuber-Skerritt (1992) reports a

repertory grid study that he conducted with seven action researchers involved in the MAS

Project to investigate their personal constructs of professional development. The

researcher finds the result significant as they reveal that "action research is considered by

the action researchers themselves to be the most effective method of professional

development” (Zuber-Skerritt, 1992, p.67).

From this survey of studies in action research in different contexts and different

disciplines, we can claim that there is a strong evidence basis for employing action

research as an effective means of teacher empowerment. In fact, Grundy and Kemmis

(1990) argue that "action research is indeed empowering for collaborative groups" (p.333).

However, they do point to the need for further research to investigate "the development of

collaborative decision-making among action researchers and with whom they work"

(Grundy and Kemmis, 1990, p.333).

107



4.4 A Collaborative Research Based Approach to Teacher Empowerment

(CORBATE)

This chapter has argued for the normative-re-educative strategy along with the use of the

other two strategies for successful implementation of educational change establishing a

model of empowerment within the context of the theory of planned change. The

componentsofthe theory of planned change, namely, a change agent, client system, valid

knowledge and deliberate andcollaborative relationship have been thus far discussed.

The previous sections have also provided the rationale for using collaborative action

research as a means for bringing about teacher empowerment. This section wraps up the

argument of the thesis, a collaborative research based approach to empowerment

(CORBATE).

CORBATEis a model in which a change agents works with self-selected members of the

client system, forming a group with practitioners who are to engage in collaborative

action research. Within such a framework, CORBATE is intended to bring about teacher

empowerment through Conversations with Self and Settings as discussed in Chapter3.

If teacher empowerment has to do with being able to create change, then this would

necessarily entail two major issues: knowing what to change and howe to bring about this

intended change. In other words, the content of the change, and the methodology for the

implementation of change will be the two major concernsin a collaborative research based

approach to teacher empowerment.
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As regards the content of change, within the context of action research, CORBATE is

intended to address any issue that action researchers involved in the study may wish to

pursue. That is to say, the action researchers will determine the content of the changeasis

advocatedin action research--an area that they may conceiveof as problematic. As for the

methodology of change, the action research spiral cycles and steps will be followed at

regular meetings with the action researchers who will be introduced to the concept of

action research by the change agent.

It should be noted that there may beissues unforeseenat the start. As Grundy and Kemmis

(1990) note,

..action is not completely controlled by plans. It is

essentially risky. It takes place in real time and

encounters real social and material constraints. Action

is also retrospectively bound by prior practice, but

prior practice also has only a tentative grasp on the

realities of the present. Action is thus fluid and

dynamic(p.324).

In addition to the dynamic nature of action, collaboration amongself-selected members

may bring unpredictable elements to CORBATE whichcan only be Accuses at the end of

the research endeavor.

Asthere is scant empirical evidence about howthe empowermentprocess operates in the

field of foreign language teaching, such a process cannot be hypothesized. The direction

that this study will take in terms of Conversations with Self and Conversations with
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Settings cannot be predicted at the start. Both types of conversations can only be

determined by the interaction of the participants, the change agent andothersocial actors

that may be directly or indirectly involvedin the study, for example, colleagues working in

the institution and the administrators of the department.

A essential issue and concern in the implementation of CORBATE is related to the

conversations withsettings. If teachers are to be empowered, then how will this change

be accepted by the administrators with whom teachers haveto interact? In other words,

can this model of teacher empowermentlead to acceptance and become reality within

the school?

This is one of the challenges that the study intends to meet. Yet, it should be noted that the

change agent can only intervene to the extent that this is expected and requested by the

client system. Such a course of action for the change agent is essential if one is to

undertake true ethnographic research . As mentioned in the Introduction, this study takes

an ethnographic approach to the study of the process of empowerment, hence the concern

ofthe next chapter.
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4.5 Summary

This chapter has discussed the theory of planned change, examining the issues of valid

knowledge, deliberate and collaborative relationship, and changeagent.In the light of this

examination, a collaborative research based approach to teacher empowerment

(CORBATE)has been proposed. Empirical evidence has been given to support the claim

for collaborative action research. This chapter has also argued for collaborative action

research as a normative-re-educative strategy of change, explicating the operation of

CORBATE.
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spiritual well-being of the Republic of Turkey, and to ensurethatit attains the standards of

contemporarycivilization, as a full and honorable memberof the world family of nations"

(Ministry of National Education, Youth and Sports, 1986, p.16).

National development in a country that had lived underreligious rule for over 600 years

could only be accomplished byradical social reforms entailing changes in family, status

of women, dress and civil codes and education. Admittedly, for all these reforms to be

successful, one essential step had to be taken: secularization. For this reason, Ataturk had

the Grand National Assembly abolish the Sultanate and the Caliphate in 1923 and the

Shariah (religious rule) was replaced with civil, trade and criminal codes (Karal, 1967).

As education was meant to be the driving force of national development, major changes

in education were instituted. The first step was the secularization and unification of

education. The National Act of 1924 was a major operation in the history of education

towards the establishment of a homogeneous society through education. This act also

made primary education compulsory. Despite the protest of the clergymen, Ataturk stood

firm in his convictions and declared that the medreses would not be reopened for the

nation had to develop her ownidentity and culture (Serdarlar and Cetinkanat, 1970).

The two major moves that contributed to the developmentof this new Turkish identity

and culture were the expansion of public education and the purification of the Turkish

language which had long suffered the invasion of Arabic and Persian. Following the

adoption of the Latin alphabet in 1928, a literacy campaign wasstarted asa result of

which the literacy rate increased and national schools were openedall over the country.
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Between 1923 and 1933, the number of students rose from 358,000 to 656,000. The

number of female students in the same period rose from 64,000 to 222,000 (Baydar,

1973;Villalta, 1979). In addition, in 1932, the Turkish Language Society was set up with

a view to translating the literary works including the Koran into the new Turkish language

and to encourage research in Turkish language. Consequently, more people could read

literature, including the Koran which hadtraditionally been taught in Arabic (Baydar,

1973; Serdarlar and Cetinkanat, 1973).

What can be considered as the first major reform in higher education wasthe abolition of

the Darulfunun and the establishment of a new higher education institution called

Istanbul Universitesi (Istanbul University) in 1933 . The three reasonsforthis first major

restructuring move were said to be a) the lack of coordination among the faculties and

various departments of Darulfunun; b) the rather negligent attitude of the staff to their

instructional duties because of their various commitments outside the university with the

resulting scarcity of research publications and c) the biased attitude of the administrators

in the appointmentof new staff (Baydar, 1973; Bursalioglu, 1990; HEC, 1991 ). In an age

when European universities were preoccupied with changing their managementstructures

to meet the demands of their changing society, Darulfunun was lagging behind any

contemporary and scientific form of higher education because of a lack of "collegial

traditions and scholarly practices" (Gedikoglu, 1995, p.2).

The aim of this first university reform which "marked the beginning of the modern

university era in Turkey" was to adopt a contemporary Western model of higher education

in orderraise the quality of teaching and learning and research (Guruz, 1988, p.7). To this
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CHAPTER5

RESEARCH METHODOLOGY

5.1 Introduction

This chapter discusses the research design ofthis study. Firstly, the context of the study is

described. Secondly, a theoretical discussion of the approach to data analysis is

presented. Thirdly, ethnographic research design is discussed. Next, the research

techniques including data collection and analysis are presented. The fifth section discusses

the procedure of the study, the data collection and analysis procedures used. Then follows

a discussion on textual construction and the interactive model of analysis. The final

section summarizes the theoretical research issues discussed and procedures used in this

study in terms ofdata collection and analysis to prepare for the presentation of the analysis

of data in Chapter6.

5.2 Context of the Study

The context of the study is the Middle East Technical University (METU), the Department

of Basic English (DBE). Established in 1956, METU oneof the few English medium

universities in Turkey. METU seeks to "provide a high quality advanced education in the

scientific, technical and professional fields" and it is the responsibility of the staff "to

provide quality teaching" (METU Graduate Catalog, 1991, pp. 4-5).

Lae



The aim of the DBEis to ensure that the students who are newly-accepted to the

university reach tke English Language proficiency level required to pursue their

higher-level studies. There are two hundred members ofstaff workingat the department,

with three thousandstudents enrolling every year andinstruction providedat all levels,

four to six hours per day.

The members of the Administration are the Director , the Chairperson, and four

coordinators. The director is responsible for vertical channels of communication while

the chairperson is responsible for the coordination of academic affairs ranging from the

selection of textbooks to student placement and testing with the help of three academic

coordinators who ensure the day-to-day running of the program. The fourth coordinatoris

the student affairs coordinator. The remaining members of the Administration are the

five testers who design tests, each for their own group. All of the members of the

administration are membersofstaffwho are assignedby the director andstay in office for

a period ofthree years.

According to the Higher Education Law (HEL), the staff of DBE are considered as

Ancillary staff who

.. carry out the duties assigned by authorized organs,

working in specific areas of instruction and education,

research and application besides participating in

activities requiring special knowledge and

specialization andin training and education planning

(HEL,art. 31, p. 20)
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The staff of DBE are also subject to Article 33, which is about Foreign Language

Instructors, Specialists, Translators and Educational Planners:

Foreign Language Instructors are teachers who are

assigned to teach foreign languages, translate texts

written in ancient languages and perform other

supplementary instructional duties for specific periods

oftime (HEL,p. 21)

Theinstructional duties of the staff are 4-hour daily instruction, carrying out a curriculum

that is determined by the Chairperson and the coordinators, and marking tests that are

given monthly or weekly. Everything in the department is centralized.

Thetraining unit consists of 4 teacher trainers who have teaching experiences of over 10

years. Two of these trainers are responsible for the delivery of the RSA DOTE courses

whereasthe other twodirect and deliver the in-service teacher training program. The other

two trainers, one of whom was the researcher, design, run and deliver the weekly

workshops. The researcher has also been responsible for the organization of theMETU

ELT Convention 1990, 1991 and 1992, in cooperation with the other inservice teacher

trainer.

Asfor the training of the newstaff, following employment, these teachers are required to

attend a two-week induction program called the orientation program and delivered by the

training unit . The newstaff are then tutored individually by the trainers and observedat

least three timespriorto official observation by a memberofthe administration. Thestaff,
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once employed,are not required to attend any in-service training programs; they may do

so on their own wish.

There are several options offered as regards in-service training at the Department. First of

all, some teachers may be granted short-term scholarships from the British Council or the

United States Information Service. Another option is one mentioned earlier , the two-year

RSA DOTE course at the end of which qualified participants earn a diploma from the

Royal Society of Arts, University of Cambridge, United Kingdom.A third optionis that

each year two teachers from the staff are chosen to attend the MA TEFL Program at

Bilkent University, a one-year masters program in the teaching of English as a Foreign

Language. Finally, teachers can attend the workshops at the department or in other

contexts. These, then, are the various possible optionsthat the staff of DBE haveattheir

disposal in order to update their knowledge in the teaching of English as a Foreign

Language.

5.3 Approach of the Study

This section discusses the research approach ofthe study. To begin with, an examination

of the theoretical work and assumptions underlying the research approach will be

presented.
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Whatis the truth and how do you know it when you haveit?

How do wereally know anything?........Is reality basically

changing, oris itfixed andpermanent?....Vhenit's said that

something means something, what's meant by that?"

Pirsig (1974, p.130)

By definition, methodology is "the way in which we approach problems and seek

answers" (Taylor and Bogdan, 1984, p.1). The implication is that the method that we

choose will "determine" what we see for "each method charts a different route and reveals

different relationships" (Kidder, 1981, p.4). Maslow (1968) directs our attention to the

achievement of scientific objectivity when its objects were distant from human

aspirations, hopes and wishes.It is easy to stay detached when studying the nature of rocks

or electrical currents. In other words, it is easy to take the laissez faire attitude with

chemicals or metals. A good question is what happens when we moveinto the social

realm, that is to say, what happens when wetry to be objective about our values and our

very selves? We are no longerthe laissez faire, impersonal, and uninvolved. When the

individualis the source of the study, the individual is cifferent from things as an object of

knowledge.

It becomes apparent that the correct choice of a research method means understanding

whatit is that we are trying to uncover. Are weafter truth? Then again whatis truth as

Pirsig (1974) so rightly questions? If our purposes are to uncoverreality by trying "to
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understand people from their own frame of reference" (Taylor and Bogdan, 1984, p.13),

then the scientific or the rationalistic paradigm, which has been the dominant mode of

research in the field of education (Cohen and Manion, 1990), does not seem suitable for

our purposes.

The purpose of the rationalistic method is to explain causal relationships--Erklaren as

Wilhelm Dilthey established in the 1890s, emphasizing "empirical quantifiable

observations which lend themselves to analyses by means of mathematical tools" (Husen,

1988, p.17). The humanistic approach, on the other hand, aims at understanding

events--Verstehen, emphasizing "holistic and qualitative information" thereby becoming a

more "interpretative” approach (Husen,1988, p.17).

As mentionedin the Introduction, this study has opted for a qualitative approach for three

reasons. Thefirst one is that a qualitative approach enables us to understand the meanings

of events as actors view from their own perspectives. A second reason is that such an

approach can enable us to develop understanding from data collected. Finally, such an

approach is naturalistic and can enable the researcher to interact with the informants in

their natural context (Cohen and Manion, 1990; Guba and Lincoln, 1982; Husen, 1988;

Miles and Huberman, 1994; Taylor and Bogdan, 1984).
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5.4 Ethnographic Research

One form ofnaturalistic enquiry is ethnographyandit is a qualitative method in which the

ethnographeror the investigator

participates overtly or covertly, in people's daily

livesfor an extendedperiod oftime, watching

what happens, listening to what is said, asking

questions; infact collecting whatever data are

available to throw light on the issues with which

he or she is concerned

Hammersley and Atkinson (1992,p.2).

The ethnographer acts as a participant observer, which means being in the research

situation in four possible roles: complete participant, participant-as-observer,

observer-as-participant, and complete observer. Hammersley and Atkinson (1992)

distinguish between theseroles as follows:

Figure 5.1 Theoretical Social Roles for Fieldwork

(Hammersley and Atkinson, 1992, p. 93)

Fieldwork

Comparative involvement: | Comparative detachment:
subjectivity and sympathy | objectivity and sympathy

  
  
  

III Observer asParticipantas IT
ParticipantObserver

IV CompleteComplete I
ObserverParticipant
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In the role of the complete participant, the ethnographer's work is done covertly. The

researcher may already be a memberofthe organization under study. At the other extreme,

the complete observer does not have any contact with the members of the organization.

Most research however, entails a middle road. The aim is to be able to collect different

kinds of data by exploiting different roles within the setting.

5.4.1 Stages of Ethnographic Research

An ethnographic study is difficult to plan as the purpose is to develop theory; that is to say

it is full of the unexpected. In addition, the research is carried out in a setting over which

one haslittle power (Hammersley and Atkinson, 1992). However,as this study is carried

out in a context considerably well-known to the researcher, the starting point is

considerably stronger and is a more clearly defined setting than what would be in most

ethnographic research.

Most ethnographic research proceeds through the following stages: foreshadowed

problems, the development of the research problems, selecting settings and cases, and

sampling within the case. The research design of this study follows this model proposed

by Hammersley and Atkinson (1992).
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5.4.1.1 Foreshadowed Problems

Preconceived ideas are pernicious in any scientific work,

foreshadowed problems are the main endowmentof a

scientific thinker, and these problems arefirst revealed

to the observerby his theoretical studies

Malinowski (1922, in Hammersley and Atkinson, 1992, p.29).

An ethnographic study starts with a foreshadowedprobiem as most ethnographic research

aims at developing rather than testing theory. Developing theory implies description of

social events or the everyday life of the actors in a natural context ( Hammersley and

Atkinson, 1992; Wolcott, 1994).

The foreshadowed problem in this study is the process of teacher of empowerment . As

mentioned previously, teachers, as implementers of change, mayinterpret the meaning of

educational change differently than do adopters. As of yet we do not have a completely

clear picture ofhow teacher empowerment may be implemented.

However, as is advised in ethnography, the first reasonable step is to investigate "the

components and implications" of the foreshadowed problem "with the help of whatever

..literature is available" ( Hammersley and Atkinson, 1992, p, 32). This study, following a

literature survey has designed the model, CORBATE,to guide the fieldwork.
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5.4.1.2 Development of Research Problems

This is turning the foreshadowed problem "into a set of questions to which

a

theoretical

answer can be given" (Hammersley and Atkinson, 1992, p.32). Building on the

foreshadowed problem, it is hypothesized that a collaborative research-based approach

can enable teachers to become empowered. If we are to describe a process, than it seems

reasonableto search for events oractivities which may lead to competencies that can bring

about teacher empowermentin terms of Conversations with Self and Conversations with

Settings.

—.

The following are the resulting research questions:

1. What competencies do teachers need in Conversations with Self in order to be able to

decide on what knowledge and values are beneficial for them?

2. What competencies do teachers need in Conversations with Self in order to be able to

voice their own opinionsin dealing with unequal powerrelationships?

3. What competencies do teachers need in Conversations with Settings in order to

understand and interpret their teaching situation?

4. What competencies do teachers need in Conversations with Settings in order to take

action to change their teaching situation?

5. What resources and support do teachers need in Conversations with Settings in terms of

the power relationships within the organization in order to be able to change their

teaching situation?

6. What is the role of the change agent in facilitating the competencies required in

Conversations with Self and Settings?
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5.4.1.3 Selecting Settings and Cases

It is worth mentioning the difference betweensettings and cases, a distinction frequently

misunderstood. A setting is a '"..named context in which phenomenaoccur that might be

studied from a numberof angles" ; however, " a case is those phenomena seen from one

particular theoretical angle" (Hammersley and Atkinson, 1992, p.43). In this study, the

setting is the DBE,andthecasesare individualteachers.It is not possible to determinethe

numberofcases that will be selected in the setting as teachers will join or drop out of the

collaborative action research project accordingto their own will.

5.4.1.4 Sampling Within the Case

A criticism often raised against ethnographic research concerns the representativeness of

the findings when single case or a small numberofcases is studied. Although this may

be a valid discussion, it should be noted that the numberofthe casesto be studied is not

the crux of the matter. What is really important is the "potential of each case to aid the

researcher in developing theoretical insights into the area of social life being studied"

(Taylor and Bogdan, 1984, p. 83). Moreover, the representativeness of a larger numberof

cases cannot be guaranteed for as Hammersley and Atkinson (1992) assert, we cannot be

sure that a random sampling of cases would be representative of all cases in the universe

of cases whichitselfis infinite.

Furthermore, Kidder (1981) adds that a large sample size increasesreliability but a large

sample size does not necessarily mean that a lot of people were studied; "it could mean

that a small number of people were studied over a long period of time" (p.111). This is

similar to a within-subjects or repeated-measures design in experimental research where
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the researcher works with fewer numberof people to increase the numberof observations

obtained from each person. This study therefore, argues that the number of cases studied

in the context of DBEis representative ofthe findings.

5.5 Techniques in Ethnographic Research

Having established the rationale for ethnographic research methodology (hereafter

participant observation) and the research design, we can now turn to the research

techniques used.

In participant observation, the data collection techniques are listening and asking

questions, observing, taking field notes, reviewing documentary materials and

interviewing.

5.5.1. Listening and Asking Questions

Listening and asking questions are two important components of qualitative research

(Strauss and Corbin, 1990). Thefirst step is listening actively to the accounts given by

people for these accounts serve as evidence of their own perspectives. It is these

perspectives that will throw light on the theory being generated (Hammersley and

Atkinson, 1992; Strauss and Corbin, 1 990). The second step is asking questions which can

be done informally in the course of contact with participants (Hammersley and Atkinson,

1992; Strauss and Corbin, 1990).
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5.5.2 Observing

Oneof the most important tools of data collection for the ethnographeris observing. This

entails observing the events in the daily life of the participants. These observations may

"appear to be mundaneatfirst glance"; yet when collected systematically as data and are

compared with other data, these observations become scientific and help "to uncover a

general principle of human behavior" (Kidder, 1984, p.263).

5.5.3 Field Notes

This means the notes taken during actual participant observation. In cases where this may

not be possible, the observer can make notes following the actual participant observation.

These notes should be detailed and related to everything that is heard or observed.

Keepingfield notes is also important in the reporting of data for "the most common form

of reporting data is to provide illustrative excerpts from recorded notes" (Kidder, 1984,

p.113). These illustrative quotations can only be presented if the participant observer

keeps detailed field notes. In addition, ethnographers write observer's comments in the

margins which can shed light onto issues. In fact, as Bogdan and Biklen (1992) note,

"Fieldnotes along with detailed description, must contain observer's comments which are

important insights that come to you[the researcher] during data collection before you lose

them"(p. 202).

5.5.4 Documentary Materials

These are secondary accounts of the participants which can be on a continuum from

formal to informal. The informal documents are lay accounts of everyday life and include
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diaries andletters. Bailey (1990) notes thatdiaries are first-person accounts of experiences

and thatthe entries can be analyzed for "recurring patterns and salient events" (p.215).

5.5.5 Interviewing

Interviewing is in the form of repeated face-to-face encounters which are non-directive,

unstructured, non-standardized and open-ended (Taylor and Bogdan, 1984). The aim is to

understand theclients’ perspectives and experiences as expressed in their own words. To

this end, the interviewsare exploratory, the purpose beingheuristic:.."to develop ideas and

research hypotheses rather than to gather facts andstatistics" (Oppenheim, 1992, p.67).

The concern is understanding how the clients think and act during their own

empowerment. Asfor the form ofthe interviews, they can either be individual or group

interviews which are notcarried out in the formal question-and-answerstructure but rather

in a modeofcasual conversation.

5.6 Procedure of the Study

Having discussed the rationale for the research design, this section describes the actual

data collection procedure.In this study, the role ofthe researcher was two-fold:that of the

change agentinitiating the collaborative action research project and that of researcher

observing teachers conducting action research. On the one hand, the researcher was

guiding the action researchers in their own agenda of change, thus acting as a change

agent. On the other hand, she wasacting out the role of researcher by observing the

process of teacher empowerment overa three-year period.
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The collaborative action research project wasinitiated by the change agent, a teacher

trainer workingin the contextofthe studyin the fall of the academic year 1990-1991. The

teachers involved in this project were the teachers working at the DBE. The teachers who

volunteered to work on this project worked with the teachertrainer-- the change agent-

for three years.

As mentioned in the theoretical discussion of the approach to the study, data were

collected through participant observation. The icsearcher mainly used listening,

observing, taking field notes, documentary materials and interviewing. The action research

meetings provided a forum forthe clients to discuss their ideas, feelings and opinions,

hence the basis of the fieldwork in this study. The researcher took field notes of these

meetings and transcribed the meetings of the second and third year which were

recorded.Asthe first year meetings were not recorded except for the first meetings of two

groups, the field notes for the first year consisted of the researcher's field notes and

observations. Thus, with 2 recorded meetings forthe first year (which is considered one as

they were both first meetings for two different groups), 32 for the second and 33 for the

third year, a total of 66 recorded meetings comprised the fieldwork data. In addition, there

were 2 meetings held with the Administration.

A second source of data was the interviews. The regular members were interviewed once

the first year and two times in the second and third years. The drop-outs were not

interviewed immediately after they had dropped out of the project as there was a chance of

their coming back which,in fact, was the case with a few ofthe clients.
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A third source of data was the documentary materials. One type of such data was the

diaries of the action researchers. It should be noted that although requested by the change

agent, the clients found it difficult to keep regular diary extries and preferred to write what

maybecalled reflective entries at the end of the first year. For the second andthe third

years, a more practical solution was determined: writing entries at the end of meetings.

Another example of documentary materials was a memo written by some of the members

to other members. In addition, there were documentary materials such as the trainer's

instruction sheets for the action research activities.

5.7 Data Analysis

Since the 1980s, as Miles and Huberman (1994) argue," the shared craft of qualitative

analysis has advanced" (p.2). Whereas the most frequent form of display in the past was

the extended text, which was cumbersometo presentto the reader, with the development

of word processors and computer software, the ethnographer today has at his disposal

analysis techniques like matrices whereby the data can be displayed in a systematic way.

The more explicated the methods of analysis, the more "credible, dependable, and

replicable" will our methodsbe "in qualitative terms" (Miles and Huberman,1994,p.2).

This study hopes to contribute to the qualitative research literature by putting forth a

systematic method of data presentation and analysis using the interactive model of

analysis and incorporating ideas from various approachesto qualitative data analysis. As

Miles and Huberman (1994) suggest " hybrid vigor" is best as each approach to

qualitative data analysis can offer different perspectives which is better than "remaining
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pure" (p.310) .The following section explains textual construction and the interactive

modelof analysis of data.

5.7.1 Processing OfRaw Data: Textual Construction Of Reality

There are a number of steps that must be taken to start the process of analysis in

qualitative enquiry. In other words, there is a preparation phase necessitated by the nature

of qualitative data. As qualitative data are in the form of words, they are not usually

immediately "..accessible for analysis, but require some processing" (Miles and

Huberman,1994,p. 9).

This is an issue of textual construction (Atkinson, 1990) entailing two major operations.

The first is the correcting, editing and typing of the raw field notes which are handwritten,

or may even be in the form of scribbled notes. The second major operation in the

preparation phase for analysis is the transcribing of the tape recordings. Once performed,

these two major operations enable the researcher to work with an "analyzable text"

(Miles and Huberman, 1994, p.43). Hammersley and Atkinson (1992) draw attention to

the style ofthis analyzable text as follows:

Asfar as possible, speech should be rendered in a mannerthat

approximates to a verbatim report and non-verbal behaviorin

relatively concrete terms; this minimizes the level ofinference

and_ thusfacilitates the construction and reconstruction of

theory (p.151-2).
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In this study,the following steps were taken as preparation for the analysis of data:

a) processing of field notes

b) processing of interview data

c) processing of documentary data

Although the final judgement on how much to transcribe lies with the researcher, as

Strauss and Corbin (1990) argue, "the actual transcribing should be selective" (p.30). They

also note that "Regardless of whether you transcribe all or part of your tapes, it is still

importantto listen to the tapes for listening is as necessary as transcribing "for full and

varied analysis" (p.31). In this study, the field notes of the first year were transcribed to

ensure the conceptualization of as many themes as possible. The second and third year

field notes were listened to and some transcribed mostly by the researcher and some by

colleagues. As Miles and Huberman (1994) note, "selectivity is endemic to data

collection" (p.56).

With the ethnographic text constructed and prepared, the researcher can then proceed with

the task of data analysis, in other words reducethis text, display it, and use it to draw

conclusions and verify them, hence an interactive model of analysis.

5.7.2 An Interactive Model of Analysis

This study has followed the interactive model of qualitative data analysis (Sowden and

Keeves, 1988; Miles and Huberman (1994)), integrated techniques from grounded theory

analysis approach ( Strauss and Corbin, 1990) and used the phenomenological interview
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analysis model (Cohen and Manion, 1990). This section gives brief theoretical information

on each technique .

In the interactive model of analysis, the use of the term interactive seems appropriate as

it indicates a constantinterplay of activity between the design of investigation, collection

and analysis of data, which helps to integrate findings. Figure 5.2 illustrates the

components of an interactive approach to analysis.

Fig. 5.2 An Interactive Model of Qualitative Analysis ( Sowden and Keeves, 1988,p.514)

1. Design of
investigation

 
 

a Dato |
reduction   
 

>: Analysis

 

 

 

  
 

of'data

c Conclusion ._ b Matrix / |
drawing and ae ., display
verification --: examination

4. Summarizing
2. Collectionand integrating a of datafindings

In this model, the three kindsof activity and data collection together "form an interactive,

cyclical process" (Sowden and Keeves, 1988, p. 514). The researcher moves among these

four 'nodes' during data collection and then alternates between reduction, display and
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conclusion drawing/Vverification following data collection. Therefore, there are no sharp

lines between data collection and analysis. The researcher is making analytic choices even

during the collection of data about which categories of themes maybelinkedto certain

themes.

As can be seen in Figure 5.2, there are three concurrent flows of activity included in

analysis: a) data reduction, b) data display, and c) conclusion drawing and verification.

The componentsofdata analysis can further be made explicit as in Figure 5.3.

Figure 5.3 Components of Data Analysis : Flow Model (Miles and Huberman, 1994, p.12)
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Let us now consider how analysis as concurrent activity flow amongdata reduction, data

display and conclusion drawing/verification may proceed.
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5.7.2.1 Data Reduction

Data reduction is the "process of selecting, focusing, simplifying, abstracting, and

transforming the data that appear in written-up field notes or transcriptions" (Miles and

Huberman, 1994,p. 10). Data reduction is the first step in analysis because the researcher

is engaged in making analytic choices on whatto select in identifying the emerging themes

and assigning codes. These analytic choices set the stage for the identification of themes.

This is in fact, the process of "conceptualizing" the data which "means taking apart an

observation, a sentence, a paragraph and giving Soot incident, idea, or event, a namethat

stands for or represents a phenomenon" (Strauss and Corbin, 1990, p.63). The codes or

labels assignedto a set offield notes enable the researcher to differentiate and combine

the data collected. They are, in fact, "summarizing notations" (Miles and Huberman,

1994, p.57).

The aim at this first level of analysis is to describe phenomena , although there can never

be immaculate description. In fact, as Wolcott (1994) argues, "There is no such thing as

immaculate description" (p.16 ). The descriptive accounts offield notes then are better

regarded as implicit analysis or implicit interpretation. Yet, as "purposivenessis important

in qualitative analysis", implicit analysis can help clarify "what needs to be described and

at what level of detail" (Wolcott, 1994, p.25 ). As this study was concerned with the

description of the process of empowerment, the level of detail was activity which in turn

could lead to the identification of competencies for action that may be required in

Conversations with Self and Settings (See Chapter 6 for an example ofthe field notes and

the mini-framework of coding). Therefore, the codes are related to one another in
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"coherent, study-important ways" and are "a part of a governing structure" (Miles and

Huberman,1994, p.62).

Coding is one major means of data reduction. When one viewstheliterature on

coding, one discovers that there is not one, unequivocal framework of how to do coding

. Nevertheless, in the phenomenal work of Bogdan and Biklen (1992) and that of Miles

and Huberman (1994), different codes and coding techniques are mentioned and

suggested. Their combination and integration however, is left to the discretion of the

researcher.

As Miles and Huberman (1994) assert coding is synonymouswith analysis, arguing that

reviewing transcribed field notes and breaking them into meaningful divisions "while

keeping the relations between the parts intact, is the stuff of analysis" (p.56). Similarly,

Strauss and Corbin (1990) note that analysis is often called coding which means "the

operations by which data are broken down, conceptualized, and put back together in new

ways" (p.57). Analysis is further described as a "systematic way of developing and

refining interpretations of data to develop coding categories" (Taylor and Bogdan, 1984,

p.137).

Codes are "tags or labels for assigning units of meaning" to the data collected during a

study (Miles and Huberman, 1994, p.56). These tags or labels are often assigned to

segments of iext of varying size . In other words, coding can be at different levels. For

example in linguistic analysis, coding can be done at a line-by-line level or a

word-by-word level if necessary. However, typically codes are assigned to larger
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units--sentences, or paragraphsin the written-up field notes as was donein this study (See

Appendix A).

Codes maybe generated from familiarity with data, and theoretical sensitivity whichis

being familiar with "the substantive and conceptual background to plug into issues and

themes whenthey first arrive on the scene" (Bogdan and Biklen, 1992, p.154). The three

types of codes that may be used in qualitative research are descriptive, inferential and

pattern. Inferential codes typically follow descriptive codes.

Coding may be doneat different levels of analysis. The three main types of codingare:

open coding, axial coding and selective coding. Open coding is thefirst level of analysis

which allows the researcher to identify categories and their properties. Phenomenaare

conceptualized by giving labels that seem "most logically related to the data" the codes

represent (Strauss and Corbin, 1990, p.67). At this level of coding, the researcheris not

concerned with finding the right nameat least initially as codes will change further on.

As Strauss and Corbin (1990) note, " the important thing is to name a category so that you

can rememberit, think about it, and most of all begin to develop it analytically" (p.68).

Opencoding enables the researcher to note the properties of what concepts have emerged.

Axial coding is a secondlevel of coding and entails combining the categories generated at

first level coding, that is to say during open coding, in new waysby linking sub-categories

to a category. This is the procedure used in order to put data "back together in new ways

after open coding, by making connections between categories" (Strauss and Corbin, 1990,

p.96). The concernat the level of axial coding is to increase depth of focus, concentrating
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"on development, density, and saturation of categories; here the data gathering is more

focused on specific areas" (Strauss and Corbin, 1990, p. 178). Properties and dimensions

are important to recognize and develop. Properties are "attributes of characteristics of a

phenomenon" and. they "provide the basis for making relationships between categories

andstill later between major categories" (Strauss and Corbin, 1990,p. 84).

Finally, selective coding may be employed which is" a descriptive narrative about the

central phenomenonof the study" (Strauss and Corbin, 1990, p.116). It is similar to axial

coding but is done at a moreabstract level of analysis so as to producetheory.

In coding and in moving from onelevel of coding to another, a very important issue is to

be aware of one's biases. As Strauss and Corbin (1990) note, "Each of us brings to the

analysis of data our biases, assumptions, patterns of thinking, and knowledge gained from

experience and reading" (p.95). These biases may impede the identification of "what is

significant in the data, or prevent us from moving from descriptive to theoretical levels of

analysis" (Strauss and Corbin, 1990, p.95). In order to prevent this problem, the researcher

can makeuseof certain techniques.

The two analytical procedures that can be used to reduce data and prevent the problem of

bias during the process of coding are "the asking of questions" and "making comparisons"

(Strauss and Corbin, 1990, p.62). For example, we can ask questions like "Whatis this?,

"What does it represent?" comparing each incident as we progress through analysis "so

that similar phenomena can be given the same name" (Strauss and Corbin, 1990, p.62).

The making of comparisons is essential in order to identify and categorize events. As
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Wolcott (1994) argues the purpose of the comparisons is "..to help.. break through

assumptions and also to uncover specific dimensions" (p. 84). In making such

comparisons, three kinds of knowledgeare relied on: "personal knowledge, professional

knowledge, andthe technicalliterature" (Wolcott, 1994, p.84).

Another analytical procedure that can be used to reduce data and avoid biasis theoretical

sampling which is "Sampling on the basis of concepts that have proven theoretical

relevance to the evolving theory" (Strauss and Corbin, 1990, p.176). What theoretically

relevant meansis that certain concepts are essential for they are either "repeatedly" or

“notably absent when comparing incident with incident"; in addition, when concepts are

categorized, they "earn the status of categories" (Strauss and Corbin, 1990, p. 177).

Still another means of data reduction is wemoing. A memois the "theorizing write-up of

ideas about codes and their relationships as they strike the analyst while coding" (Miles

and Huberman, 1994, p.72). Memosare primarily conceptual in intent. They serve not

only to report data but also to connect different pieces of data. The length of a memo can

vary from a sentence to a paragraph or a few pages. The aim of writing a memois to help

the formulation of theory by helping move away from the data towards "abstract thinking,

then in returning to the data to ground these abstractions in reality" (Glaser and Strauss,

1967, p. 199). The memoswritten in this study were informal and for the purpose of

distancing oneself from the data, (Bogdan and Biklen, 1992) so that theory could be

developed.
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5.7.2.2 DataDisplay

In this phase of data analysis, the "organized and compressed assembly of information"is

ready so as to. enable the researcher to see what is actually happening (Miles and

Huberman, 1994, p.10). This is the step that will lead to conclusion drawing andverifying.

As mentioned in the Introduction, the most common form of display in the past was the

extended text. Today, however, a researcher can employ visual aids like graphs, tables

and charts (Bogdan and Biklen, 1991, p.163). In the interactive model of analysis, as data

display is not separate from analysis, the decision of which data should go in a matrix,

graph or chart is an analytic activity. In fact, it is possible to use visual devices at every

stage of analysis.

5.7.2.3 Conclusion Drawingand Verifying

Although the final conclusions may not appear before the study comes to a close, the

researcher is constantly making conclusions even from the very beginning of data

collection. Although these may be " vague and inchoate"atfirst, it is these conclusions

that enable to researcher to arrive at final conclusions inductively (Miles and Huberman,

1994, p.11).

The coding of data leads to new ideas about what should gointo a matrix ( data display).

Entering the data requires further data reduction. As the matrix fills up, preliminary

conclusions are drawn, but they lead to the decision, for example to add another columnto

the matrix to test the conclusion.
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In drawing conclusions, two techniques prove to be particularly effective: triangulation

and looking for negative evidence. Triangulation, as mentioned previously, is attempting

to see various perspectives of the same phenomenon from different sources. Looking for

negative evidence serves the same purpose as doestriangulation; it entails looking for

inconsistencies or for instances that may disconfirm conclusions (Miles and Huberman,

1994),

5.7.3, Phenomenological Interview Analysis Approach

This is " a crystallization and condensation of what the participant has said,still using as

muchas possible the literal words of the participant" (Hycner, in Cohen and Manion,

1990, p.329). Determining themes from clusters of meaning that are taken from theliteral

language ofthe participants enables the researcher to stay close to the data.

5.7.4 Reliability And Validity

Onevery frequentcriticism directed at naturalistic enquiry concernsthe issue ofreliability

and validity. As Guba and Lincoln (1982) assert, the rationalist assumptions are valid in

the hard sciences; however, "naturalist assumptions are more meaningful in studying

human behavior"(p.81).

This study takes the criteria for evaluation from those put forward by Guba and Lincoln

(1982), namely credibility, transferability, dependability and confirmability. These terms

are proposed to supplant the four important issues in the rationalistic paradigm: internal

validity, external validity, reliability, and objectivity. It should be noted however, that "it

is not possible to achieve perfect reliability if we are to produce valid studies of the real
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world" (Taylor and Bogdan, 1984, p.8). Therefore, in ethnographic studies the concern is

with validity ( Thomas, 1993).

Credibility represents internal validity and can be achieved whenthe "data sources (most

often humans) find the inquirer's analysis, formulation andinterpretations to be credible"

(Guba and Lincoln, 1982, p.246). The following can provide credibility: prolonged

engagement, persistent observation, peer debriefing, triangulation, referential adequacy

materials, and memberchecks.

Prolonged engagement at a site is proposed as an answer to researcher bias. If the

researcheris present at a site for a long period of time, at least two years, the possible

biases of both the researcher and the informants can be tested. This can be enabled as

prolonged engagementat a site can help the researcher to identify the context and the

problem. Persistent observation enables the researcher to identify the main characteristics

of the context and the people and thus what is not relevant can be determined. Peer

debriefing can help resolve any tension or anxieties that may build up both on the part of

the researcher and the informants by seeking advice and an exchangeof information with

peers not involved in the research. 77/angulation is "checking inferences drawn from one

set of data sources by collecting data from others " and whatis involved in triangulation is

not just a matter of checking whether inferences are valid, but of "discovering which

inferences are valid" (Hammersley and Atkinson, 1992, p.199-200). Referential adequacy

materials include audio or video recordings, documents, pictures or films which can give

information aboutthe real life events happening in the context of study. These materials

are first archived without being analyzed; they can then be used to confirm the findings of
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the study. ember checks are a way of checking the interpretations from the data with the

membersof various groupson a regularbasis.

The secondcriterion, “ansferability, is an answer to the issue of generalizability in the

rationalistic paradigm. The naturalists discount generalizability however, and believe that

some degree of transferability can be achieved if there is sheoretical sampling, and

enough "¢hick description" (Geertz, 1993, p.6). Theoretical sampling is studying new cases

in order to refine or expand the concepts already developed. (Taylor and Bogdan, 1984).

Thick description meansthat sufficient information about the context should be provided

so that the extent to which the transferability of the working hypothesis is possible may be

determined (Geertz, 1993).

The final criterion is confirmability which means qualitative confirmability and is

important for it implies that the focus is not on the "inquirer's certifiability..but the

confirmability of the data" (Guba and Lincoln, 1982, p.247). One way of achieving

confirmability is “angulation which can enable accuracy of evidence. This can be done

by double checking interview and observational data to ensure the accuracy of evidence

(Thomas, 1993, p.39).

These then, are the three criteria for naturalistic evaluation and are used asthecriteria for

the evaluation of this study. Onefinal criterion for evaluation is s#eoretical sensitivity.

Strauss and Corbin (1990) point to the need for theoretical sensitivity when discovering

theory from data whichis the researcher's ability to "see with analytic depth whatis there"
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(p.76). Thus, it involves asking the basic questions, who, when, where, what, how, much

and why.

5.8 Summary

This chapter has presented the research methodology, discussing the approach of the

study, research techniques and procedures .To sum up, this study has taken an

ethnographic approach to describe the process of teacher empowerment. The research

techniques used in suchstudies are listening, observing, taking field notes, interviewing.

As for the issues of reliability and validity, there are various criteria among which are

prolonged engagementata site, triangulation, thick description and theoretical sensitivity.

As regards the analysis of ethnographic data, an interactive model can be used for data

reduction, data display and conclusion drawing/verification. In an interactive model of

analysis, there is never a sharp distinction between data collection and analysis; in fact, the

activities are concurrent. In this study, the review of the previous meeting's notes enabled

the researcher to reflect on and ask questions about any points for clarification at the next

meetings. The review meant marking sections that may lead to codes, jotting ideas in the

margins of the field notes (See Appendix A), circling key words and phrasesthat subjects

use and underlining "what appear to be particularly important sections" (Bogdan and

Biklen, 1992, p.165). Therefore, the analysis of data did not start at the very end of the

study although all data had to be processed onefinal time when the study cameto a close.

This study followed an eclectic approach that is to say that the analysis in this study is a

combination of the analysis-in-the-field approach which is on-going and analysis after data

collection or partway between a priori and inductive approaches (Bogdan and Biklen,
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1992; Miles and Huberman, 1994; Sowden and Keeves, 1988). In other words, some

analysis was done during data collection which helped with the final analysis.

In this study, three techniques were used to present description: Plot and Characters,

(Wolcott, 1994, p.20), Natural History (Hammersley and Atkinson, 1990) and Thematic

Organization (Hammersley and Atkinson, 1992) (See Chapter 6). The next chapter will

discuss the analysis of data, elaborating on the analysis techniques introduced in this

chapter and will present the findingsofthe study.
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CHAPTER 6

ANALYSIS OF DATA

6.1 Introduction

The previous chapter has discussed the research design andhasclarified the tworoles of

the researcher as change agent andas participant observer . This ethnographic study has

investigated the process of empowerment of a group of English as a Foreign Language

teachers engaged in a three-year collaborative action research project in Turkish higher

education.

The study aimed to answerthe following research questions:

1. What competencies do teachers need in Conversations with Self in order to be able to

decide on what knowledge and values are beneficial for them?

2. What competencies do teachers need in Conversations with Self in order to be able to

voice their own opinions in dealing with unequal powerrelationships?

3. What competencies do teachers need in Conversations with Settings in order to

understand andinterpret their teaching situation?

4, What competencies do teachers need in Conversations with Settings in order to take

action to change their teaching situation?

5. What resources and support do teachers need in Conversations with Settings in terms of

the power relationships within the organization in order to be able to change their

teaching situation?
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6. What is the role of the change agent in facilitating the competencies required in

Conversations with Self and Settings?

As mentioned in Chapter 5, data were collected through field notes, interviews and

documentary materials over a period of three years. The field notes taken during

participant observation of the weekly action research meetings constitute the

observational data. The interviews held with the participants (clients) twice a year

comprise the interview data. The third source of data is the documentary materials, namely

the diaries of clients and other written documents available.

This study has employed the interactive model of analysis to analyze the observational

data (See Chapter 5). The three coding procedures used to reduce data were taken from the

grounded theory approach, namely open coding, axial coding and selective coding . In

addition, to analyze the interview and documentary data, the phenomenological approach

was used. As mentioned in Chapter 5, validity was procured through triangulation of

observational data with interview and documentary data .Naturalistic criteria for reliability

were used in addition to intercoderreliability.

This chapter presents the analysis of the data collected through observational, interview

and documentary data. Firstly, the processing of raw data is presented. Then follows the

section on stages of analysis as in the interactive model, namely data reduction, data

display and conclusion drawing/verification. The fifth section presents the findings of the

study followed by the personalreflections of the researcher. The chapter concludes with

summary and conclusions.
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6.2 Processing of Raw Data

The field notes of the action research meetings (observational data) of the first, second and

third year of research were corrected, edited and typed up or transcribed using a word

processor.

6.2.1 Processing of Field Notes

The field notes were edited and/or transcribed according to predetermined conventions

which wereset up for this study for the purpose of providing a rich, thick description of

the natural setting and events to the reader. Therefore, thefillers like the ers, uhs and such

and background information (given in italics) were included to capture the real intensity

of the moment, although these nee not of analytic significance in the analysis of data.

Table 6.1 shows these conventions.

The field notes were written on the left hand side of the page to leave space for the coding

to be integrated on the right hand side. The observer's comments were also integrated

within the text (See Appendix A, B, and C for samples offield notes for each year). The

use of the ethnographic present indicates a concern for constructing the social yond in

the "companyofthe actors there described" (Atkinson, 1990, p.83).

The original names of people were changed into pseudonyms whichare letters given to

all key actors who got involved in the action research project in chronological order. In

other words, the teachers that were involved, those who dropped out, testers and

membersofthe administration were assigned pseudonyms. The aim was to ensure a rich
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and thick description (Geertz, 1993) of all the people who were involved in the study in

some way during the three years.

Table 6.1 Transcription Conventions

 

 

 

SYMBOL EXPLANATION

gee (bold face within parentheses) observer's comments

Ly (italics within parentheses) background information on person,, place or

object being talked about
 

uncompleted utterance
 

pauseafter utterance
 

 

 

 

 

 

fi) incomprehensible utterance by a person known

WG...) incomprehensible utterance by a person unknown

bess] omission of parts of conversation that are incomprehensible

ca parts of conversation unrecorded

$e} utterance made by everyone

oe overlapping conversation therefore incomprehensible
 

a direct quotes from teachers themselves
    or direct quotes from other people than the teachers or other sourcesoftext
 

The field notes were also formatted or segmentedthat is to say, the text was divided into

naturally-occuring breaks, which were in fact semantic divisions of text so as to enable

the marking of the emerging themes and codes later. The right hand column is entitled

emerging themesfor the purpose of identification and categorization ofthemes.

6.2.2 Processing of Interview Data and Documentary Materials

Interviews were transcribed by the researcher and colleagues using the same conventions

for the transcription of the field notes. The interview questions were written to precede

text to allow the reading of text without any interruption (See Appendix D ). The names

were changed into pseudonymsto ensure confidentiality.
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The documentary materials, that is to say the diaries of the clients (See Appendix E for

samplesoffirst year diaries), were left in their original form except for the names which

were again replaced with pseudonymsso as_ to ensure confidentiality. Moreover, such

documents are personal documents and are intended to give true "insider accounts"

(Hammersley and Atkinson, 1992, p.5). Other documentary materials (See Appendix H )

werealsoleft in their original form .

To sum up, the preparation for the analysis of data meant the processing of raw data,that

is to say the typing, editing, formatting and segmenting of the observational and interview

data and changing the original namesinto pseudonymsin alldata.

6.3 Data Reduction

This section presents each stage of analysis, in other words the procedure used for data

reduction, data display and conclusion drawing/verification stages for observationaldata.

6.3.1 Observational Data

As mentioned in Chapter 5, observational data were analyzed by coding. Data from each

year were coded at two levels; open and axial, prior to moving to selective coding as a

result ofwhich data could be displayed and conclusions drawn.

6.3.1.1 Open Coding: Conceptualizing and Categorizing Data

With the ethnographic text prepared, the first step was to conceptualize the data in order

to identify themes. To this end, a careful reading of all data to was required Firstly, the

processed field notes were read and re-read to find the emerging themes. In fact, as
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mentioned in Chapter5, the field notes were reviewedduringdata collection. This regular

review of text made possible the initial identification of certain topics or recurrent

themes which, in turn, provided a list of start up codes. This provisionalstart list of codes

was a result of the familiarity with the data, the researcher's background as a teacher

trainer and theoretical sensitivity .

After a careful reading of data, the coding process started with the first year observational

data. As mentioned previously, the codes identified we:e written in the right hand column

of the field notes under "Emerging Themes" to match the corresponding segment ofthe

typed field notes. As for the labelling of codes, three letters were used, for example

"TAS" for" TASK". In cases where there were a high number of words with the same

three initial letters, for purposes of differentiation, four letters were used, for example

"CONT" for "CONTRIBUTION"( See Appendix A). The two analytical techniques used

in open coding were making comparisons and asking questions.

Let us now give an example of how these procedures were used in coding to

conceptualize phenomenafor the first year field notes. Viewing thefirst year field notes

from ARM-1 (See Appendix A), the first segment of data, we ask the question what is

happening here. The answer to this question is that the agent is introducing the project,

hence the code" PRJ-INT". In the following segment, the agent is asking for a volunteer

and giving instructions to the volunteer. These two actions are analyzed descriptively,

hence open coding. The codes are written in twos--for example, "MEE-CLS" refers to

meeting clients--to keep track of inferred themes andtheir sub-categories which will lead

to "emergent"patterns "discerned in local events" (Miles and Huberman, 1994,p.57).
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These codes, then, are taken at a more inferential level to designate the code "TASK".

When compared with the first incident, it is observed that this is a task to start the

workshop activity in order to introduce the project. "TASK"is an inferential code when

compared with "INTRODUCTION"whichis a descriptive code.

The aim ofthis first level analysis was to describe phenomena. Asthe aim ofthis study

was to define and describe the process of empowerment, that is to say the study was

concermed with tracing a process, it was necessary to make events explicit. Hence, the

particular codes were chosen because these were analytic questions which "give focus

to data analysis" (Bogdan and Biller 1992, p.155). These codes were "conceptual in

nature" , in other words the codes were kept as the "semantically close to the terms they

represent" (Miles and Huberman, 1994, p.70). At this level of coding, the literal language

of the clients were kept as muchas possible, hence borrowing from the phenomenological

approach to interview analysis. In addition, to stay close to the literal language of the

clients, numbers were not chosen to be used as codes.

In labelling the concepts for the first year of research, the researcher did not feel the

pressure of having to chose the right name knowing that a more appropriate name could

be found at a further level of analysis. The important task at this level was to name a

category so that the researcher could rememberit , think about it and consider ways of

developing it analytically. That is to say, it did not matter what these codes were named

as they werestill provisionalat this stage.
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As this was the first year of research, with a foreshadowed problem to start and not a

clearly specified hypothesis, attention was paid to coding everything that was seen in the

data. Even then, everything may not have been seen . This is unavoidable once one

acknowledges the "reflexive character of ethnographic research" (Hammersley and

Atkinson, p.14). In other words, the researcher was part of the subjective world that she

wastrying to study.

Code categories were events. Therefore, the researcher Iooked for incidents, and activities

which could count as competencies for action. To conceptualize the data, categories such

as speech acts, emotions, opinions, suggestions, statements of problems in teaching were

included . These categories were taken from the technical literature on teacher training,

development and classroom research in foreign language teaching (Alwright and Bailey,

1991; Celce-Murcia, 1991; Chaudron, 1988; Clark, 1987; Doff, 1989; Fairclough, 1989;

Fanselow, 1987; Fanselow, 1992; Freeman, 1989; Larsen-Freeman, 1986; Nunan, 1989;

Richards, 1990 ; Richards and Rodgers, 1986; Wallace, 1991; Widdowson, 1990:

Woodward, 1991). Finally, categories were graphic enough to remind the researcher

quickly of its referent.

To sum up, in this study as a first level of coding, that is to say in open coding,

descriptive codes were used to conceptualize data. In this first level of analysis, the kind of

codes used were descriptive codes which entailed little interpretation. The aim was to

attribute "a class of phenomenato a segmentoftext" (Miles and Huberman, 1994, p. 130).

The codes were identified and written in the text in the right-hand column to match the

corresponding segment (See Appendix A, B and C for the emerging themes and codesas
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done in open coding for all years). These emerging themes and codes were listed and

defined so as to maintain a systematic approach to analysis and for easy reference (See

Appendix L for the alphabeticallist of codes for all years).

The same procedure of open coding was used to reduce the data for the second year.

Attention was paid to using the same categories . identified in the first year data.

However, when a code did not seem to represent a themefor the secondyear, it was coded

as two different codes to be modified in axial coding. Similarly, the data for third year

were coded descriptively.

Following the open coding of all the observational data, check coding was done with a

colleague, a second coder, to determine whether codes could be understood andidentified

quickly and easily. This process helped to modify the codes that did not prove to be easily

identifiable and those that did not seem to represent semantically the concepts that hey

were intended to conceptualize.In the first coding attempt, codes were numbered with the

aim of creating a systematic typology scheme. However, as discovered in the negotiations

with the second coder, this approach did not prove to beflexible, that is to say it did not

allow easy feeding in of the new categories. Therefore, the coding scheme was changed

into one without numbers. Such a modification in fact, helped the data maintain its

closenessto the literal language ofthe participants.

6.3.1.2 Axial Coding: Identifying Properties ofCategories

Havingidentified conceptual categories or themes through opencoding using descriptive

codes for the observational data, the next step entailed the development of these themes
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into a systematic typology (Lazarsfeld and Barton, 1992, p.182). This was making new

categories by identifying their sub-categories, finding links between the concepts and

adding new ones. Hence, the second step in analysis as data reduction was developing

categories in terms of their properties which are attributes or characteristics of a

phenomenon (category). As mentioned previously, category names came from the

technical literature on teacher training/development/education and the personal

knowledgeofthe researcher.

As done in the first level of analysis, the open coding stage, the two analytic procedures

the making of comparisons and asking questions helped to compare each incidentso that

similar phenomena could be labelled as the same. To maintain the consistency of the

categories, new categories were added to the list of codes (See Appendix L). In addition,

at this stage, theoretical sampling (Strauss and Corbin, 1990) was used since the aim of

the research wasto track process of events. To this end, similar events were first grouped

together, then given a category name (See Appendix M for samplesof axial coding).

The codes were entered into the computer in an outline format with properties written

under the code and indented, an analysis scheme devised by the researcher. Figure 6.1

presents an excerpt, a mini-framework of codes, in the process of being conceptualized

and categorized.

As can be seen in Figure 6.1, each indentation indicates a different property of the

category with category names written in block letters. As mentioned previously, the

actions done by the change agent are shown with a bold type and those initiated by the
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change agent and donebyclients underlined . If a codeis neither bold nor underlined,it

indicates an action designed, initiated and done byclients. For example, "Introduction to

the project" is an action done by the agent whereas "Diversion from task" is not done or

initiated by the agent, therefore it is not underlined orin bold face.

Figure 6.1 Excerpt from Axial Coding: Mini-Framework ofEmerging Themes

MEE-CLS(Meeting with clients)

introduction to project

soliciting participation for task

taking client outside the room

explaining task to clients

giving instructions for task |
diversion from task-1

client coming late to meeting
client participating in task

In other words, in axial coding, the same segments of data which were coded

descriptively at the first level coding were handled more interpretively. The technical

literature and the start list of codes created during data collection helped to interpret

descriptive codes at a more inferential level during which some codes changed, some were

renamed andstill some others discarded. That is to say, when the codes did not look

applicable or well-fitting, they were discarded. The secondyear field notes further enabled

more empirically driven labels both from the technical knowledge and personal experience

of the researcher. In other words, as the first year data were conceptualized and coded

descriptively and interpretively, the second year and the third data could be fed into these

categories that were proving to be empirically valid. Therefore, as mentioned in Chapter

5, the style of coding used in this study in a combination of priori and totally inductive

qualitative approaches.
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As mentioned in Chapter5, in identifying the properties or "the characteristics pertaining

to a category" (Strauss and Corbin, 1990, p.61), the phenomenological analysis approach

was used. Staying close to theliteral languageofparticipants, that is to say, the feeding

of new categories into existing categories continued as data came up in each meeting.

In case of uncertainty, a certain concept was put under morethan onecategory.

As a secondstep in axial coding, the actions done by the change agent and those by the

clients were separated (See Appendix N). In addition, the memos written during data

collection were made use of while pulling together the emerging themes by axial coding.

These helped to see the relations between categories and their properties, that is to say

they helped to link events (See Appendix S for memoswritten for the first year).

6.3.2 Interview and Documentary Data

With data from the three years analyzed, the next step was the analysis ofthe interviews.

As mentioned in the previous chapter, this study used the phenomenological interview

analysis. The interview data wereread andre-read to identify the themes. The segments of

text leading to a particular theme wate underlined and the theme written in the righthand

margin. These themes were then grouped according to common themesparallel to the

interview questions (See Appendix D for interview questionsfor all years).

Similarly, the documentary materials, mainly the diaries were analyzed using the

phenomenological interview analysis approach as donein the analysis of interviews.
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6.4 Reliability and Validity

This section presents how the issues ofreliability and validity were addressedin this

study.

6.4.1 Intercoderreliability

As mentioned previously, the fact that the second coder did not feel qualified to view the

data as second coder, necessitated negotiations with a different second coder. Asa result

of these negotiations, the following procedure for viewing data was followed:

1. The Coder (C) looked at the first 20 pages of transcribed field notes and codes using

whatever chunking/segmenting, description and analysis he thought necessary in orderto

give functional labels to the discussion ofthe elements identified. The Researcher (R) then

analyzed this coded data and determined to what extent the coding segments and

identification of element coincided with the segmenting that R had done for the samedata.

2. C lookedat the sections of data which R had already segmented and coded accordingto

her own system. C indicated segmenting/chunking/coding not understood or with which C

had questions or disagreements. C notes segmenting and coding patterns and terms used

by R. R noted and explained.

3. C coded data continuation from data transcripts of Year 1 and Year 2 with the

backgroundof step ! and step 2. C used R's terms and segmenting routines as remembered

from Step 2. R matched C's segmenting and coding with her own segments/codingfor the

same data block. A rough correlation of correspondence was determined. This was used as

a measure ofinter-coder reliability for segmenting and coding procedures (See Appendix

P for samples of coding done by second coder).
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6.4.2 Triangulation

For purposesofreliability, the emerging themes weretriangulated with those of interview

and documentary data. Those themes that were supported by the interview and

documentary data were maintained.

6.4.3 Validity

As mentioned in Chapter 5, the criteria for evaluation for this study were drawn for

naturalistic inquiry. It can be argued that this study meets the three criteria of credibility.

First of all, as the study was conducted overa periodofthree years, it meets the criterion

of hence prolonged engagement. As a secondcriterion for credibility, triangulation, was

fulfilled since the three data sources, namely observational, interview and documentary

data were compared. Another means of providing credibility was member checks (See

Appendix B for AM-1). There were frequent member checks of what was doneat the

meetings (See Table 6.6 and Table6.7 for instances of memberchecks). Peer debriefing

was also undertaken, in this case with a teacher trainer working in the sameinstitution

(See Appendix Q). Finally, referential adequacy materials provided credibility. The first

two meetings of the first year and most of the meetings of the second and third year of

research were recorded. In addition, the first meeting with the Administration in the

second year of research was videotaped. The secondcriterion of validity, transferability,

wasfulfilled in terms ofthick description.It can be claimed that sufficient

information about the context of the study was provided. As for a secondcriterion of

validity, triangulation, as mentioned above, was employed.
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To sum up,this study used the interactive model of analysis with the components of data

reduction, display and conclusion drawing/Vverification. To reduce data, the technique of

coding doneat three levels, hence open coding, axial coding andselective coding. The

descriptive codes identified in open coding set the stage for axial coding. The descriptive

codes identified in open coding were handled more "interpretively" at the stage of axial

coding and organized into some form orstructure, that is to say they werelinkedto larger

categories or sub-categories (See Appendix M for samples of axial coding). Issues of

reliability and validity were dealt with in line with the criteria from naturalistic inquiry and

by inter-coderreliability.

6.5 Data Display and Conclusion Drawing/Verification

This section presents data display and the final stage of analysis, conclusion drawing

together. Selective coding was used to display the data and enabled three descriptive

accounts to describe the process of teacher empowerment.

The themesidentified through open and axial coding enabledthe display of data through

selective coding. As mentioned in Chapter 5, selective coding is similar to axial coding;

however,it is done at a moreabstract level of analysis to produce theory. Selective coding

enables a "descriptive narrative about the central phenomenon of the study" (Strauss and

Corbin, 1990, p.116). This study used three techniques for description of process: Plot and

Characters, Natural History and Thematic Organization (See Chapter 5 for a discussion of

these techniques). The use of Plot and Characters wasessential in proving a rich and thick

description. In addition, as the central phenomenon of this study was the process of
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empowerment, process was analyzed as progressive movement and non-progressive

movement(See Section 6.5.3 and 6.5.4).

This section first presents the number and location of meetings, second the "Plot and

Characters", third "The Natural History" to indicate progressive movement, and fourth

"Thematic Organization" for non-progressive movement. Following each display and

each type of movement, interpretive remarks are offered to draw conclusions. The

themes emerging from the observational data are compared with the themes emerging

from interview data and documentary data for purposesoftriangulation and negative case

analysis.

6.5.1 Number and Location of Meetings

Figures 6.2, 6.3 and 6.4 display the meeting profiles for each year with Figure 6.5 giving

an overall view of the numberandlocation of meetings held . As can be seen in Figure

6.2, the total number of meetings held in the first year of research, the academic year of

1991-1992, is 26. The number of weekly meetings is 25, with the addition of an extra

meeting for the preparation of the questionnaire as part of the action research project. As

the table shows, most ofthe meetings were heldat clients' homes.

The total number of meetings for the second year of research is 35 with 33 weekly action

research meetings and two meetings with the Administration. In contrast to the first year

of research,all of the meetings were held in homes except for the two meetings with the

Administration held in the Seminar Room at the DBE.

158



2
4
 

2
018

1
6 141
2

1
0 NH
o
u
s
e

X
1   

  

 

 

=
2
6
(25

m
e
e
t
i
n
g
s
+

1
meeting

for
questionnaire

preparation)

S
c
h
o
o
l

=
L
o
c
a
t
i
o
n

at
D
e
p
a
r
t
m
e
n
t
(
S
e
m
i
n
a
r
R
o
o
m
,
R
e
s
o
u
r
c
e
R
o
o
m
,
A
g
e
n
t
'
s

Office),

=
Clients'

h
o
m
e
s
a
n
d
agent's

h
o
m
e

=
People

o
n
w
h
o
m

the
questionnaire

w
a
s

piloted
(
M
e
m
b
e
r
s

of
Administration

instructors
a
n
d

trainers)

 

(
B
y
N
u
m
b
e
r
s
of

Meetings
a
n
d
Attendance

b
y

Clients)

 

 

 
 
 

159



 

Figure
6.3

MeetingP
r
o
f
i
l
e

for
1
9
9
2
-
1
9
9
3

(
B
y
N
u
m
b
e
r
s
of

Meetings
a
n
d
Attendance

byC
l
i
e
n
t
s
)

3
6

 

3
4

3
2

  

 

 

  

  
A

E
I

i
M

N
P

N
=
3
5
(33

m
e
e
t
i
n
g
s
+
2
meetings

with
Administration)

S
c
h
o
o
l

=
Location

at
D
e
p
a
r
t
m
e
n
t
(
S
e
m
i
n
a
r
R
o
o
m
,
R
e
s
o
u
r
c
e
R
o
o
m
,
Agent's

Office)

H
o
u
s
e

=
Clients'

h
o
m
e
s
a
n
d
agent's

h
o
m
e

X
1

=
P
e
o
p
l
e
o
n
w
h
o
m

the
questionnaire

w
a
s

piloted
(
M
e
m
b
e
r
s

of
Administration

instructors
a
n
d

trainers)

 

 

 s
c
h
o
o
l

H
o
u
s
e

 
 

 

160



Figure 6.4 presents the meeting profile for the third year. This year, the total number of

meetings is 31. The location of meetings remained the homes. It is interesting to note that

the highest numberof meetingsis in the third year.

As can be seen in Figure 6.5, the total number of meetings held during the three years of

the research project is 92.

6.5.1.1 Client Attendance in Meetings

Figures 6.6, 6.7, 6.8, and 6.9 show clients that participated in the meetings for each year

and the percentage of attendance. As can be seen from thefirst figure, 7 clients attended

the first year. Three of these clients attended almost 85 percent of the meetings. Figure 6.7

showsthe 8 clients that attended the second year. N has attended the most meetings. In the

third year, the percentages of attendancefor the fourclients are similar.

Ascan be seen in Figure 6.6, the numberof clients who regularly attended the first year is

7. Someclients attended one or two meetings before they droppedout. In the second year

of the project, 5 clients attended regularly (Figure 6.7). Four of these clients, that is to say

L, M,N, and S were from thefirst year of the project, with a new recruit, Client P. Client

A, who wasa regularclient the first year had to drop out due to her pregnancy. Client E

and Client F dropped out this year. Client V who hadjoined this year, dropped outafter 4

meetings. U and X attended two meetings, I, Q, T were present only at the first meeting of

the year and did not further join the project. In the third year of the project, Client B who

had participated in the first year rejoined the project. M dropped outafter the first meeting.

Therefore, this year the project had 4 clients (Figure 6.8) who regularly attended the
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Figure 6.6 Client Attendance (1991-1992)

 

Figure 6.7 Client Attendance (1992-1993)
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Clients Numberof Percentage

meetings attended

A 22 84.62

E 22 84.62

N 22 84.62

E 20 76.92

M 19 73.08

Ss 18 69.23

B 9 34.62

Clients Numberof Percentage

meetings attended

N 35 100

Ss 32 91.43

L 29 82.86

P 21 60

M 17 48.57

E 7 20

Vv 4 11.43

U 2 5.71



Figure 6.8 Client Attendance (1993-1994)

 

 

 

 

Clients Numberof Percentage

meetings attended

B 30 96.77

N 28 90.32

s 26 83.87

L 26 83.87

Figure 6.9 Client Attendance (All years)

Clients Numberof Percentage

. meetings attended

N 85 92.39

LE 77 83.7

Ss 76 82.61

Ss B 39 42.39

M 37 40.22

E 27 29.35

A 22 23.91

P 22 23.91
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meetings. (B, L, N, S). Figure 6.9 showsthe involvement of 8 clients during these three

years. As can be seen from the figure, three clients, L, N, and S attended the most. B and

M follow with A, E, and P thethird.

6.5.2 Plot and Characters

This section presents the story of the process of empowerment, first introducing the

characters, then unfoldingthestory.

6.5.2.1 Characters

The characters are the clients who participated in the action research project in varying

degrees. As mentioned in Chapter5,all of their names were changed into pseudonymsto

ensure confidentiality. The following tables give information about the characters

concerning their gender, nationality andpositionsin the institution. Table 6.2 presents the

members of the Administration whowere involved in the project, giving information on

their genderand nationality.

Table 6.2 Members of the Administration

 

 

 

 

 

 

 

IName Gender Nationality

Al F ro

A2 F TC

A3 F ac

A4 F TC

AS M TC

A6 F TT     
Note: F=Female; M=Male; TC =Turkish
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The following table presents a further dimension of the characters, that is to say, the

teacher trainers who were involvedin the project.

Table 6.3 Teacher Trainers

 

 

 

 

 

IName Gender Nationality

T 1 F 1G

2 F AG

T3 F 1e

T4 F ee     
Note: F=Female; M=Male; TC =Turkish;

The next table presents the clients that were involvedin the action research project.

Table 6.4 Clients

 Z @ Gender Nationality

IC

Le

2%

gk

TC

Te

Te

Tc
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l
e
l
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Note: TC =Turkish; F=Female; M=Male
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6.5.2.2 Plot

In this section, the second part of the descriptive account of "plot and characters" is

presented. The story is divided into three episodes parallel to the three-year division of

research.

1991-1992

Recruiting Staff

The following are the three ways in which the change agent advertised the action research

project :

a) by sending memostoeach individual teacher (See Appendix H)

b) by word of mouth (within the context of the school)

c) by word of mouth ( in informalsettings--outside schoo!)

Asa result of the advertising done in these three ways, 20 membersofstaff volunteered to

take part in the action research project.

Negotiating

Oncethe staff was recruited, there emerged a need to negotiate with the clients to decide

on a time-table for meetings. As the clients did not all work on the sameshifts, it was

importantto establish the logistics of the project, that is to say, deciding on where, when

and how often to meet. The first four meetings were held separately with Group 1 and

Group 2. at school. The remaining meetings were held at clients' homesasall locations

on campusclosed at 5:00 P.M. When having meetings with two different groups proved
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to be difficult to coordinate and manage, the need to meet together arose . As a result, we

started having meetings as one group at meeting 5.

Launching

This phase marks the beginning ofthe action research group meetings. We had meetings

with the clients, the action researchers--one or two meetings per week for to work on a

problem area. Meetings continued on discussions about whether to work on twodifferent

topics or one. This implied a choice between going small but being on safe groundsor

going big but taking risks. The final decision was to work in one area: reading. The

rationale wasthat higher education should develop students’ intellectual and imaginative

powers, problem-sc!ving skills and judgement particularly with our students who come

from heterogeneous backgrounds only to be homogeneousin their somewhatindifferent

attitude to learning and studyskills. It was believed that the reading instruction providedat

the institution wasnotsatisfactory in that it did not stimulate independent judgement.

Research indicates that teachers must be aware of and make visible what students are

actually learning because students may seem engaged in tasks without engaging in the

content. Bloome, Puro, and Theodoru (1989) refer to this as " procedural display" and

"mock participation” when students and teachers engage in activities without being

involved in the content (p.32). The clients believed that this was certainly true for the

students at the DBE andthat there seemed to be an increase in the mockparticipation of

the students when confronted with the task of answering the comprehension questions

following the reading passages in the coursebooks. These questions did not enhance

students’ critical thinking skills. In order to find out about the students' views on reading
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comprehension, the clients decided to give a questionnaire which was prepared by the

agent and piloted, typed and administered collaboratively. A second questionnaire was

given to teachers, and a third one to testers (See Appendix I) for purposesoftriangulation.

Semester Break

This was time for individual reading, a chance to do unfinished reading, to reflect on

what had been done thus far and an opportunity for further individual planning. The

clients did not wish to do extra work during this period which they wanted to use as a time

for reflection. At this stage of the action research project, some members had dropped out

and the group continued with six members.

Business

Meetings continued following the start of the second semester. Firstly, the questionnaires

were analyzed by the computeroffice at the DBE. The results, however, did not help us

identify the problem more clearly because of the discrepancy between what the students

said they were doing and what the teachers thought their students were doing. In other

words, people were saying and doing different things. Questionnaire findings may be

controversial, one very good example coming from Deutscher (1973, in Taylor and

Bogdan, 1984) who cites a study done by LaPiere in the 1930s. LaPiere accompanied a

Chinese couple to hotels, auto camps, tourist homes, and restaurants across the United

States to investigate whether they would accept Chinese guests to their establishments.

Only one of these two hundred andfifty one establishments stated that they would refuse

to accommodate Chinese guests. Six months later LaPiere sent a questionnaire to each of

these establishments asking if they would accommodate Chinese guests. In the
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questionnaire, only one establishment said they would accept them. This is one piece of

evidence that can show the artificiality of the questionnaires.

Not having been able to identify the problem,the clients, therefore, decided to saturate the

data, that is to collect more data. Firstly, the clients had ten-minute daily discussions with

the students to identify the problem. Then, they interviewed the students about what

kinds of texts they liked reading. Next, three of them tried to find out whether vocabulary

was a problem.Finally, students wrote a paragraph about whatthey perceived the problem

to be. (See AppendixI).

Tuning In

Having analyzed the data collected from the students, the clients came to the conclusion

that the students perceived the problem areas asfollows:

i. The reading passagesare not interesting enough.

ii. Outside reading: we should be reading because we wantto, not because weare forced

to.

iii. On tests, we are usually asked to answer questions that have easy answers(easy to find

from the text; not requiring critical thinking).

iv. Students' anxiety: students do not feel confident of their reading skills

As a result of their reflection on the data collected, the following hypothesis was

developed: the students who employ critical thinking skills are better at reading.

Following this, the aim of the project became clear: to move away from a one-meaning
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approach to comprehension towards a more-reader oriented interpretive approach to

improvestudents’critical thinking skills.

The next step wasto establish an instructional framework for this interpretive approach.

First of all, the clients decided that students' schema should be activated through

pre-reading activities. Discussion would be used as the main technique but the use of

books, brochures and photographs would be used to supplement the discussion activities.

Secondly, the clients thought that by asking the right kind of comprehension questions,

students'critical thinking skills could be stimulated.

The discussion about students’ anxiety opened up a different area of investigation. This

provided an opportunity for the change agent to go into counselling, acting on the

assumption that to be able to help their students, teachers have to be aware of what they

are capable of (Rogers, 1989).

LearningAndApplying Theory

This phase was mainly a series of workshops on psychology. The topics covered were

Gestalt therapy (Zinker, 1977); transactional analysis, whole-person learning,

interpersonal learniig, reflection techniques and active listening skills. On the basis of

what they had learned in the workshops, the clients were asked to come up with a class

profile. This meant identifying and classifying their students according to the criteria we

had talked about (e.g. competent versus incompetent; see Appendix I). On the whole, they

felt that this was not an easytask.
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Business Continued

It should be noted that by this time the clients had nearly forgotten about the action

research project on reading and were experiencing a process ofworking on self-discovery.

It was time for action. First a reading passage was chosen, then a pre-reading activity and

comprehension questions were prepared. (See Appendix I). Half of the comprehension

questions written were similar to the ones in students' books and half were those that the

clients thought would provokecritical thinking for purposes of comparison.

The clients did the activity in their classrooms,starting with the pre-reading activity. The

whole activity was recorded. Then, four students from each class, two good and two poor

students were interviewed bythe clients. (See Appendix I ). An analysis of the results

showedthat the students foundthecritical thinking questions difficult and liked answering

the "easy" questions--those that had a short, mostly one-word answers that were obvious

from the text.

Evaluation

Having finished a year of collaborative work,the clients reflected on the work andthe data

collection methods. The evaluation criteria were going to be developed collaboratively;

however, the clients said that they needed the help of the agent. The three higherpriorities

criteria from curriculum theory (Bellon and Handler, 1982) were suggested and used as

the criteria for evaluationat the last action research meeting (ARM-25).
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1. Worth : Is the attempt to close the gap a worthwhile activity? As an answerto this

question, the following decision was taken: "Although weare dealing with a seemingly

small-scale innovation, this can lead to the materialization of further innovations with

greater impact and on larger scale. We will have provided firm grounds on which to

base any innovation to be implemented in the future. Therefore, the whole attempt is

worthwhile."

2. Feasibility : If we have the goals, which ones are feasible to close the gap? The clients

said that they hadto investigate whether they have the materials or equipment necessary

first to create the desired impact on students. Then the issue could be taken to the

administration to be investigated further.

3. Impact : Which goals would have greater impact, influence a greater number of

people?

Finally, the clients said that if such a decision is taken, it will undoubtedly have a great

impact on all the parties involved because they strongly believe that thecritical thinking

ability ofthe students will be enhanced.

Preparing for the Coming Year

In talking abouttheir plans for the coming year, the clients regretted that they had not done

sufficient background reading, for instance none of them had been able to finish reading

"Understanding Second Language Classrooms" by David Nunan (1989). Therefore, they

decided to continue reading over the summer. Furthermore, each of the clients volunteered
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for an area to read about, namely critical thinking skills, reading, action research, other

types of research, learning strategies, and psychology.

Having finished a year of research also meant reflecting on what was achieved and what

was still needed to be done . The clients determined the issues that they did not have the

opportunity to deal with and, as a result, came up with the following recommendationsfor

the coming year:

1. Survey types of questions in booksand in exams.

2. Survey literature concerningcritical thinking skills.

3. Do peer observation.

4. Keep diaries regularly.

5. Be more organized. Considerthe technical details and try better time management.

This, then marks the end of the accountof the first year cf the study and Episode | of the

plot.

1992-1993

Preliminaries:

In the first meeting of this year, there were 4 newcomers . The group members seemed

closely knit together and happy to be back. It was decided that someone other than the

agent needed to take minutes of the meetings. We decided to prepare a newsletter;

however, this project was dropped because the two clients who had volunteered for the

preparation of the newsletter dropped out. We also decided to record the meetings this

year, which meant discussions hadto be held in English.
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Despite the fact that meeting at clients' homes meant sparing time from their private lives ,

the clients continued to meet. It was realized that for this project to continue the meeting

location had to be outside school and outside working hours so that everyone could get

together and stay as iong as required. The personal developmentactivities were done with

the newcomers who camehalf an hour before the meetingstarted.

Westarted to prepare for our presentation to the Administration. How each person was

going to contribute to the presentation was carefully planned and rehearsed. The meeting

went as planned; everyone wassatisfied. There was a technical problem with the audio

recording; as a result we could not have a good quality recording of the presentation. Yet,

on the whole, the clients felt that they had achieved what they had aimed at. They did

acknowledge however, the need to read more theory. The agent's small experimentto test

the motivation ofthe clients did lead to a loss of motivation that lasted for a few meetings.

This was resclved, however, on confession of the agent.

Reflection and Review ofLiterature

Wereflected on what we had donethe first year. Following that, the clients and agent

presented theory on reading andcritical thinking skills from various sources. In addition,

we reflected on the questionnaire results from the previous year. Discussions revolved

around how we could integrate theory with practice. We decided to give a second

questionnaire to identify better the problem that the students had in reading as we

thought the first questionnaire was general; now we needed to be morespecific in the

light of what we hadlearned about critical thinking skills. The need to be more systematic

with diary writing also became apparent.
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Second Meeting with the Administration:

Similar to what we had done prior to the first meeting, we planned for the second

presentation to the Administration. This time the presentation was videotaped. The

presentation, the clients thought, wasa little too theoretical; however, it was decided that

that was necessary. As a next step, we decided to survey the kinds of questions given in

textbooks.

Action

Reflecting on our data collection, it became apparent that we needed to be more

systematic in our data collection. The decision wasto investigate the types of questions in

exams and in textbooks. Theclients, in pairs, took the responsibility of investigating the

question types in previous exams of this year and in textbooks used at intermediate level.

In the meanwhile, clients did peer observation of reading classes of some colleagues.

Finally, although the initial decision was to prepare a different questionnaire, the clients

decided to administer the questionnaire as it was, this time to their classes only. The new

client who joined the project this year called to our attention the fact that the results of the

questionnaire from last year may not have been computed correctly. Using her contacts,

she had the data re- analyzed through SPSS, a computer program specifically designed for

survey analysis. The results of the second analysis were indeed different.

Crisis

Following the semester break, we were informed that each of us had been assigned

classes in different classrooms, contrary to our request at the second meeting with the

Administration. The following negotiations with the Administration did not prove to be
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fruitful as all the class arrangements had already been made. This caused frustration

amongtheclients; in fact one client announced that she wanted to drop out of the project.

Resuming Action

Having experienced a period of frustration, we started meeting again, this time in the

afternoon (5 P.M.). From this point onwards, the meetings continued with discussions on

critical thinking skills, questionnaire results, and planning for more action. In the

meanwhile, the idea of a third meeting with the Administration was not welcomed on the

grounds that clients did not feel trey had gathered sufficient data for presentation. A

follow-up questionnaire was designed to be administered in clients' own classes. A few

meetings were spent on coding the answers. Asa result, a semantic mapping activity was

planned and implemented inclients’ classes.

Evaluation

Similar to what was doneat the endofthe previous year, the end of this year was a time

for reflection and evaluation of what we had done sofar. Firstly, what was doneat each

meeting was reviewed (ARM-33). What we gained from the project in terms of theory and

practice was discussed. Then followed the formulation of recommendations and

criticisms. The goal of the project was set as stimulatingcritical thinking in reading. Three

steps were designedto achievethis aim:

a) To make students aware oftheir problems;

b) To help students judgethe relevance, consistency andcredibility ofwhat they read;

c) To enable students to make inferences and draw reasonable conclusions about what

they read.
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The recommendationsfor the future ei as follows:

1. Makea detailed action plan.

2. Develop a passage reference file (some work can be done over the summer).

3. Do not get demotivated easily; be prepared for shocks.

4. Do nottry to enlarge the group.Ifpeople volunteerto participate, then accept.

5. Get someoneto transcribe the meeting cassettes.

6. Continue meeting at home (5:00 P.M.) (meetingat schoolis not satisfactory).

7. There should be a two-month period at least before we meet with the Administration so

that we havedatato present to them.

8. Be ready to deal with all levels.

1993-1994

Preliminaries

The year began with a reflection of the recommendations of the previous year. We went

over each recommendation discussing what could be done as specific steps, hence an

action plan. We started writing diary entries at the end of meetings. A client who

participated the first year rejoined us having finished her M.A., thus making a total

numberof4 clients involved in the project this year.

Focusing On Problem

With the contribution of the new client, the fccus of investigation shifted to

self-questioning in reading. Discussions ofarticles, presentations and demosbyclients

dominated the first meetings. The group discussions seemed morestructured, henceless

interference of the agent to structure discussion. In addition, this year, the agenda for the
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next meeting was set at the end of the previous meeting. The clients started chairing

meetings. However, as we did not have the opportunity to listen to previous recorded

meetings, at times, it seemed as if we were repeating ourselves. One of the clients was

having health problemsand almost dropped out ofthe project. However, with the support

ofthe group, she wasable to remain in the group.

Action and Reflection

The semantic mappingactivity donelast year was redesignedasaction for this year. In the

meanwhile, backgroundreading andpresentations continued. The clients implemented the

activity in their classroomsand got feedback on theactivity from their students.

Reviewing the recommendations from last year, we discovered that we were not abiding

by our own rules. For example, we could not read one article per month. This was a time

of reflection, assessing ourselves in terms of what we were able to do and what wecould

not achieve. Theclients decided to reflect on these issues further in the semester break.

Investigating Critical Thinking

With new impetus, the investigation of question types in textbooks started. The aim was

to make explicit the approaches ofthe textbooksto critical thinking - reading. Theclients

implemented critical thinking questions in their classes and analyzed the student

responses. It became clear that a majority of the students were not able to answer the

critical thinking questions. This brought the issue of the need fortraining the students in

critical thinking skills.
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Going Public

The METU ELT Convention 1994 provided a forum for the clients to exchange their

ideas with colleagues. They said that they were confident of what they knew in terms of

critical thinking and were happyto share their knowledge with their colleagues. Oneclient

in fact remarked that she felt she knew more than the speaker at a session aboutcritical

thinking skills.

Evaluation

As wasthe usual procedure, it was time for evaluation. This time the agent asked the

clients to assess the feasibility of a collaborative research based approach to teacher

empowerment. This was a very valuable discussion both in terms ofthefeasibility of this

approach and as someform ofself-assessment of the past three years for the clients (See

section "Thematic Organization"for the themes broughtupin this discussion).

Epilogue

The clients continued to meet in the academic year of 1994-1995 on a regular basis.

Although the research project had come to a close on anofficial basis, (as requirement of

this thesis) the clients did not want to give up their group project. The project was

intended to continue the following academic year 1995-1996; adetes this was not

feasible as one of the clients started her M.A., two went to the U.S.A for their doctoral

studies.
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6.5.3 Natural History

This section presents process as progressive movement. As mentioned in Chapter 5, one

way of analyzing process is to "view it as progressive movement,reflected in phases or

stages" (Strauss and Corbin, 1990, p.152). The three tables present time-ordered matrices

(Miles and Huberman, 1994) to show the natural history of the study, hence the

progressive movement of teacher empowermentin the context of the study. As can be

seen in the tables, the data have been arranged in chronologicalorder.

A time-ordered matrix is intended to give the reader an overall view of what has

happened in terms of process (Hammersley and Atkinson, 1992; Miles and Huberman,

1994; Wolcott, 1994). That is to say the matrix is intended to give a reconGis of major

events and to make explicit the flow of events that took place in three years. This study

intends to present the major domains of activity which in turn can lead to the

identification of competencies required for action in Conversations with Self and Settings

as stated in the research questions.

Only then can one present a discussion of the major argument of this thesis, a

collaborative research based approach to teacher empowerment. This kindofa descriptive

narrative is essential in order to give the reader a "sufficient habiciptnd to form their

assessment" of the process of empowermentand its circumstances before the researcher

can "offer thoughts as to what might be done" (Wolcott, p.64). This narrative is different

from the Plot in that it focuses on major events, domains of activity, in the natural

progress of events, hence eating the grounds for the analysis of action as

non-progressive movement.

182



6.5.3.1 Activities in Firstyear ofAction Research Project

Table 6. 5 presents the progressive movementofthefirst year. As can be seen from the

table , the initiation of the collaborative action research project starts with the change

agent meeting with the clients following the advertising done by the change agent.

Initiation into the project is provided by a presentation on action research by the agent and

a presentation on research methodsby

a

client. The first step in action research problem

identification is completed in action research meeting 3 (ARM-3).At this meeting, the

agent introduces diary writing. Action continues with questionnaire administration to

students and teachers in the institution. The clients help to pilot, translate, type and

administer the questionnaires designed by the agent

Following the semester break, the meetings continue at clients' homes. The agent has the

clients review past work, makespresentations on triangulation and group therapy. Until

ARM-19, the various activities that take place are: discussion, summary and review of

meetings, reflection, presentation both by the clients and agent, and counselling

workshopsdelivered by the agent. The two domains ofactivity, review and reflection are

different in that in review what is done as past work is discussed. In reflection, however,

the personalopinions about the experiences of the clients while going through the past

work are integrated in the discussion. Diary writing as an aeniity turns out to be

problematic.

Action is resumed with the preparation ofa reading text with critical thinking questions

that follow the text and a pre-reading «ctivity (ARM-19).The implementation of the

activity is again followed by reflection and discussion ofthe results of the activity in
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Table 6.5 Time Ordered Matrix (1991-1992)

MEETING NO. DATE PLACE

ADVERTISING FOR PROJECT

CLIENTS PRESENT EVENTS

sending memotoall colleagues at department
advertising by word of mouth
finding interested clients through personalcontact
 

1 (Group 1) Jan. 8, 1992 Seminar Room A; 6;G,'D, E, FG introduction to project
workshopactivity-the Quaker Model
diversion from task
a seconddiversion from task
reflection on activity
brainstorming for problem identification

presentation on action research

neculiation of meeting schedule
 

1 (Group 2) Jan. 8, 1992 Teachers' Lounge H, I, J, K, L,N introduction to project
workshopactivity-the Quaker ModeL

on
problem
presentation on action research
negotiation of meeting schedule
 

2 (Group1) Jan. 14, 1992 Seminar Room A,B,C, D presentation on research methods
brainstorming for problem identification
decision to read theory
 

2 (Group 2) Jan. 16, 1992 Seminar Room 1, J, K, L, M, N presentation on research methods repeated
brainstorming for problem identification
 

3 (Group 1) Jan. 17, 1992 Seminar Room A, B, C, D, E review of presentation on research_methods
problemidentification completed:decision to investigate
reading

decision to administer questionnaires to teachers, students
andtesters

discussion of chapter 1 of book (Nunan)
 

3 (Group 2) Jan. 17, 1992 Seminar Room 1,M,N review of presentation on research_methods
problem identification completed: decision to go along with
investigation in_ reading
introductionto diary writing
¢cscussionof small-scale investigation about problems of
students by client

decision to investigate reading comprehension and
extensive reading
 

4 (Group 1) Jan. 21, 1992 Seminar Room A,B, E piloting of questionnaire prepared by change agent on
clients
 

4 (Group 2) Jan. 21, 1992 Seminar Room I,L,N, O, T1 piloting of questionnaire prepared by change agent on
clients continued
 

preparation of
questionnaire

Jan. 22, 1992 Resource Room A, A1, A2, A3, E, 1,
12, 13, 14, 15, 16, 17, J,
L,N, O, P,Q, R, R1,
R2;S1;- 12,43

piloting of questionnaire on administrators and
colleagues in the morning and afternoon
translating questionnaire
piloting on students
 

administration
of
questionnaire

Jan. 24, 1992 2 classes of advanced,
2 classes of
intermediate, and 2
classes and repeat
levels

A; B,D, E,P, S clients delivering questionniare copies to morning classes
clients collecting questionniare copies
clients handing in questionniare copies to CAG

 

administration
of
questionnaire

dan. 24, 1992 16 classes of
beginner level

I,J, L,M,N,Q clients delivering questionniare copies to afternoon classes
clients collecting questionniare copies
clients handing in questionnaire copies to CAG
 

5 . 30, 1992  Seminar Room  A, C,D,E,U,N,S announcing agenda for meetings
elicitation of client reasonsforjoining project
making anaction plan
decision to meetatclients’ homes
 

 
SEMESTER BREAK time assigned to complete reading (Nunan)

time assignedto doreflection on action
   Feb. 27, 1992  D's house  AsB,:G,.D,E LM,

N  first meeting atclient's home
review of past work
introductionto triangulation
introduction to group therapy
presentation on affective factors
discussion of choiceof text for reading project
book reading (Nunan) not completed
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March 4, 1992 CAG's office A,, B, E,L,M summary of previous meeting
decision to choosetext from textbook
discussionof datacollection methods
decision to do "TuningIn" following week
 

March 17, 1992 CAG's office L,N,S discussionoffindings of "Tuning In"
client bringing article to be read (Grabe)
 

March 24, 1992 M's house A,B, E,L,M,N,S summary of previous meeting
discussionof findings of "Tuning In" continued
discussion of whatis to be done in reading
decision on causeof reading problems: ss mental block
decision to learn about student psychology
decision to increase self-awareness
 

10 March 31, 1992 CAG's house L, M, N clients writing memoto clients
discussion of general conduct in group
 

11 April 2, 1992 CAG's house A, B, E,L,M, S presentation on transactional analysis

presentation on Gesitalt psychology
discussion of possible applications of transactional analysis

in various situations with students
introduction to counselling
discussion of questionnaire results
 

12 April 9, 1992 B's house A, B, E, L,M, N, S counselling workshop-activity 1 (self-awareness)
reflection on self awareness worskhopactivity-1
presentation on possible counselling behaviors
counselling workshop-activity 2
reflection on activity
presentation onintimacy,affection and rejection
task: to make aclassprofile
discussion on choice of text for reading project
 

13 April 16, 1992 A's house A, E,L,M,N, S discussion of why psychology
exchangeof experiences with students
exchangeof experiences with different kinds of people
review of counselling behaviors
counselling workshopactivity-3: roleplay incompetent vs
competent

classprofile not completed
 

14 May5, 1992 E's house A, E,L,M,N, S discussion on progressof class profile
active listening workshopactivity-1
active listening workshopactivity-2
active listening workshopactivity-3

roflection on activities

presentation on active listening: Barriers to Effective
Listening
 

15 May11, 1992 N's house A, E,L,M, N, S presentation on active listening: A Deeper Lookat
Barriers to Effective Listening

presentation on Active listening: Reflection
presentation on possible therapist responses
active listening workshopactivity-4
reflection on activity
disucssionof clients rating themselvesaslisteners
demooflistening and reflection by twoclients
demooflistening and reflection by two clients
classprofile not completed
 

16 May 21, 1992 S's house E,L,M,N,S clarification of why psychology
client summary of previous meeting
counselling workshopactivity-4
presentation on stagesof the problem-solving process
presentation on the Johari Window
decision to apply the stages of the problem-solving
processto identification of student problems

class profile not completed
 

17 May 31, 1992 L's house L,M,N,S discussion of session at ELT Convention
review of the Johari Window. implications for change
discussion of inter-group conflict
discussion of problems students havein reading
cuilection of student paragraphs on problemsnot
completed

class profile completed
 

18 June 2, 1992 A's house A,E,L,M,N,S summary of last two meetings
discussion of session at ELT Convention with clients absent

at the pevious meeting
discussionof inter-group conflict
sharing past problem solving experiences
discussion or. what can be donein reading
  19  June 3, 1992  CAG's office  A,M, S  decisionto start action

decision to meet the same eveningto prepare text and
questions on text
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20 June 3, 1992 M's house choosingtext from texts broughtbyclients
discussion onkindsof questions to ask
discussion of a warm-up exercise as a pre-reading activity
job distribution for preparation ofactivity
 

21 June 4, 1992 CAG's office A, E, L, M,N, S writing comprehension questionsto text chosen
arranging for the typing of the activity
arranging for making copiesofthe activity

 

implementing
activity

June 5, 1992 clients’ classrooms A, E,L,M,N, S pre-reading activity: role play done and recorded by some
clients

reading

post-reading:critical thinking questions answered by
students

interviews with 2 good and 2 poorstudents recorded
 

22 June 5, 1992 CAG's office A,E,L,M,N,S feflection on implementation ofactivity
giving questionnaireonactivity to clients
 

23 June 16, 1992 CAG's house A,E,L,N,S collection of questionnaire on activity from clients
discussion on transcription of activi
discussion on transcription of interviews with students
reflection on activity and interviews
diary entries not completed
discussion of newsletter by Welyczko
distribution of article on diary writing
decision on formatofdiary entries
review of past meetings
distribution of article on research
 

24 June 22, 1992 N's house A, E,N,S personaltalk --casual
diary writing not completed
discussion on article on action research (Cohen and

Manion)
transcription of activity not completed (two clients handing in

their transcripts)
discussion onarticle by Hopkins

reviewofourresearchmethodology ascomparedtostages
in article

review ofresults of questionnaire on reading comprehension
discussionof results—possible justifications for student
responses

 

 

25   June 24, 1992  A's house  A,E,L,M,N, S  personaltalk

sumsnary ofprinciples of action research
review of the stages of the action researchspiral

discussiononstepsinvolved inthestagesoftheaction
researchspiral

discussion of the implementation of action research stepsin

project
evaluation of project
reflection on learningin project
formulating recommendationsfor the next year
diaries not completed—asking for submission ofdiaries
before leaving for summer

expressing thanks andfeeling of pride
 

comparison to questionnaire results. The year ends with evaluation ofaction and as a

 
part of action research spiral and evaluation of the project. Diary writing remains a

problem;the clients submit their diaries before they leave for the summerbreak.
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When viewed from the perspective of input, the agent seems to have given most ofthe

input. This is both on personal development in the form of workshop activities, and

distribution ofarticles for backgroundreading andthestructuring of discussions.

To conclude, the matrix suggests a chronology ofactivities for the first year of the action

research project as follows:

a) introduction ofan activity or theory by changeagent,

b) review ofpast workortheory,

c) reflection on activity, past work or theory,

d) discussion of action to be taken

e) action

f) reflection on action

g) evaluation

h) diary writing

6.5.3.2 Activities in Second Year ofResearch Project

Table 6.6 presents the progressive movement of events of the second year of the action

research project. As can be seen from the table , this year, the meetings start with review

of past workin orderto initiate new clients into project and toreflect on past work.In this

review andreflection process, clients make use oftheir diaries. From the beginning, until

action research meeting 11 (AM-11), the clients are preoccupied with the preparation for

the two meetings with the Administration. We thus see review,reflection, discussion and

preparation for the presentations.
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Table 6.6 Time Ordered Matrix (1992-1993)

MEETING
NO.

DATE

Oct. 7, 1992

PLACE

N's house

CLIENTS PRESENT

A,1, L, M, N, P, Q, S,7

EVENTS

; f ;

client pregnanttherefore role in project only as evaluator
uncertainty of newcomers' commitment to project

decision to have the meetings in English
decision to record meetings
introduction of newcomersI, P, Q, T
decision on information exchange to newcomers through

diaries
job distribution for preparation of newsletter
decision for note taking at meetings: client in addition to
agent
 

Oct. 14, 1992 E's house E, M,N, P, S, U announcing newcomerswill not be working in project
preparation for newsletter postponed

joining

reviewing past work through client diary

reflection on client purposein joining project
discussion on group formation
comments on change
recalling client reasonsfor joining project
further comments onclient reasons for joining project

confirmation of drop outs with clients
starting discussion onreflection on action

membercheck; a
checkingdata,

confusion overcassettes of the recorded readingactivity

questioningthe validity of mini-class discussions
commenting on the need to be more sytematic in data
collection

suggestionsforfuture data collection
getting input of client on reading
further discussion on student problemsin reading
feeling the need to makea detailed action plan
reminding clients of recommendationswritten at the
end of last year

confessions about intergroup conflict
i

review of evaluation criteria
 

Oct. 19, 1992 M's house M,N, P, V, U, newclient joining

application of psychology workshopactivties with
newcomershalf an hour before the meeting

solving technical problem with recording
application of transactional analysis on new clients
personalization of theory of transactional analysis
new Clients sharing experiences

discussion presentationformeeting with Administration
introduction to Kaizen--continuous improvement
discussionofjob distribution for presentation to
Administration

confirmation of job distribution
 

Meeting with
Administration

Oct. 21, 1992 Video Room-6 Ai, A2, A3, A4, A6,
TEI, TE2; TES
E,;Lj2N,P,S

presentation of project to Administration
presentation according to outline prepared
audiorecording of meeting
   Oct. 26, 1992  L's house  EeMNP, Ss  reflection on ADM presentation

reflection on feelings of clients
discussion of whatto do at the second ADMpresentation
decision to read theory
client presentation of book she's read
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Nov. 12, 1992 S's house L,N, P, S,V clients expressinglossofinterest
discussion of reasonsforclient loss of interest
changeagentadmitting purposeful withdrawal
clients relieved after agent's admission

decision to read theory
discussionforjob distribution for reading and presenting
theory
 

Nov. 17, 1992 Bena's E,L,M,N, S,V application ofactive listening with new clients
client presentation on HOTS(Higher Order Thinking Skills)
presentation of key pointsin thinking skills
presentation of article by Finocchiaro oncritical
thinking

summary of good reasoningabilities
definition of a critical thinker
simmary of presentation
presentation on stagesofintellectual development
 

Nov. 24, 1992 V's house M,N, P,S,V, decision to write diary entries at the end of meetings
discussion of transcribing meeting cassettes
announcing second ADM meeting
presentation on secondarticle oncritical thinking
(Siegel's categoriesofcritical thinking)

discussion of howto relatecritical thinking theory into
practice

presentation on action research (Kemmis and
McTaggart)

summary of important points
client presentation of article from journal (action research)
(background information on Project LEARN)
(results of Project LEARN)
 

Dec.2, 1992 P's house E,L,M,N,P,S client chairing meeting according to agenda determinedlast
week

discussionofdefinition of critical thinking in the light of
what's read so far

discussion of howto integratecritical thinking theory into our
situation

discussion of whether languageis a barriertocritical
thinking

discussion of difference betweenreading ontests and in
class

discussion ofpossibility of integrating language andcritical
thinking

discussion of changing from thetopicofcritical thinking and
shifting into language

acknowledgingthe importance of language proficiency in
critical thinking

discussion ofrelation ofcritical thinking skills to language
learning strategies

discussion of whatthinking is in own culture
client chairing summarizing discussion
discussion of how muchtextbookstaught do not enhance
critical thinking

discussion of making other teachers become aware of
teachingcritical thinking skills

discussionofdifference betweencritical thinking skills of
intermediate and beginnerlevels students

recalling questionnaire results
discussion of whether wecanidentify the problem
discussion of whatto do with advanced students
 

Dec. 7, 1992 N's house E, LM, N, P,S announcing agenda
defining critical thinking
decision to give another. questionnaire to find out what the
problem is
elicitation of clients own definition ofcritical thinking
reaching an agreementon definition ofcritical thinking
decision to plan now and implementaction next semester
suggesting peer observation ofclients (one another)
discussion of whetherclients like peer observation

making an action plan
discussion of how to administer questionnaire
discussionofjob distribution for second ADM meeting
discussion of suggestions to be madeto the Administration
commenting on change
confirming logistics ofADM meeting
 

Second
meeting with
Administration  Dec.10, 1992 Seminar Room  A1, A2, A3, A4, A6,

HET, .E2; tes  backgroundinformation on action research
brief information onfirst questionnaire
theoreticalinforrnation on critical thinking
our definition ofcritical thinking
our plan of action
suggestions to the Administration
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10 Dec. 15, 1992 L's house L,M,N,S elicitation of client impressions of second ADM meeting
client chairing meeting
discussion of whether textbooks enhance critical thinking
surveyof three textbooks
decision to surveytypes of questions asked on midterms
calculation of how many midterms need to be examined
 

11 Dec. 23, 1992 M's house L,M,N, P, S casualtalk
client chairing meeting
discussion of whetherclient wouldlike to work astesters
Clarification of two different versionsofclient definitions of

critical thinking
discussing item analysis
relate discussion with tester on item analysis

remembering goals or project
Suggesting we listen to tapes to refresh our memories
discussing the possibility of doingstatistical research
giving examplesof action research types
discussion on what and howto analyze(test questions)
client summarizingarticle (Syllabus Design)
discussionoftester's M.A.thesis on testing reading
comprehension

surveying different questions types on midterms two clients
have made notes of forthe group

decision to learn about howto analyzetest questionsuntil
next meeting

client summarizing discussion points of meeting
 

12 DEc. 29, 1992 S's house M,N, P, S client chairing meeting
client summarizing action--calculation of means for each
question on mid term-2
announcing problem with missing values
inquring about whetherto start with missing values
decision to go over mid terms papers again
decision to discuss findings next week
discussion of mean scores
discussion of which mid term questionsarecritical thinking
questions

discussion of why low successratewith factual questions
realizing the difficulty of assessing mid term questions as
factualorcritical thinking questions
discussing the possibility of peer observation to triangulate
information oncritical thinking from books and exam
questions

discussing possibility of doing another reading activity
concernfor presenting results to Administration at next
ADM meeting

decision to make a moreentertaining presentation for the
next ADM meeting

discussing what we wouldsayif asked our suggestions
discussing techniques from HOTSproject
discussion of how wecanfit in critical thinking training in the
classroom

decision to give students training (in own classes) one hour
per week

discussion of possibility of asking administration to integrate
critical thinking in syllabus

not enoughtime to give questionnaire, and dotraining
reflection on questionnaire results
task:client to investigate Chi-square
determining schedule for peer observation
determining which classes can be observed
determining job distribution of whateveris happening
inquiry about chairing meetings
clarifying jobs for everyone
  13  Jan.5, 1993 UN's office  L,M,N,P,S  client chairing meeting as agreed

¢'scussion of percentagesofkinds of questions
decision: successrate higherwith factual questions
concern about what data proves

discussionof triangulation of data through peer observation,
surveyof books, and survey of exam questions
discussion of a possible training programs for teachers at
department
diarywriting
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Jan. 12, 1993 P's house L,M,N,P,S decision to postpone ADM meeting --not enough data
client not feeling well so different client chairing
reflection on peer observation done this week:clients
reporting on their findings from observations

discussion on whethercritical thinking is done in classes
observed

relating staffroom talk after peer observation: teachers'
curiosity abouttheir teaching behavior

discussionofpotential use of peer observation at
department

wishingto introduce peer observation to exchange ideas
discussion of the importance of teaching andnottesting
only

discussion of how teachers may lose motivation when there
are no rewards

discussion of how to adapt the questionnaire
discussion of action plan
task: review questions on questionnaire
discussion of purposeof giving questionnaire again
task: review questions on questionnaire
reflection on types of questions on questionnaire
diarywriting
 

Jan. 19, 1993 N's house L,M,N,P,S different client chairing
sugggestion for having another meeting this week

negotiating for meeting time
discussion of whether to be in the samestaffroom next
semester
decision to be in different staffrooms but twoclients together
client helps client chairing
discussion of questions on questionnaire
remindingclients of the necessity for piloting
discussion on possible questionnaire administration date
suggesting preparationof different questions
decision to view which questions to include
discussion of each question and options
recalling discrepancy between teacher and student
answers onthe questionnaire
discussion of a possible justification for discrepancy
between teacher and student answers on the
questionnaire

decision to give a short open-ended questionnaire as a
follow-up to the questionnaire

decision to have questionnaire analyzed again using SPSS
decision to administer questionnaire to this year's students
and teachers
 

“16
Meeting not
recorded is

shown with an
asterix

Jan. 22, 1993 Bena'soffice EuN.B:S confirming decision to give questionnaireasit is
decision to administer questionnaire in clients' own classes
negotiating questionnaire administration schedule

 

Questionnaire
administration

Feb. 17, 1993 individual classes L,N;P,S questionnaire not administered in two classes

 

eA7 Feb. 24, 1993 Bena's office EM; N, Pus learning about being assigned to separate staffrooms and
different shifts than desired

clients' expressing frustration
frustration with being assigned class without
notification

decisionto talk with coordinators about possible changes

 

219 March 1, 1993 Bena's office L,M, N, P, S shift and staffroom problemsnot solved
discussionof activities that can be usedin class to enhance

students’critical thinking skills
discussion which activities could be used for pre-reading,
reading and post reading stages
 

Ag Seminar Room L, M, N, P client announcing decision to quit
clients trying to convinceclient to stay in project
experiencing demoralization
  20  April 6, 1993  N's house  EN, P;§  beginning meeting in the afternoonat clients' homes

meeting in Turkish
clients in good mood
negotiation of meeting time
client announcing possible moveto another town
suggestingclient find a new client
decision to come to meetings at 5 and leave half an hour for
casualtalk before start of meeting

client presentation of textbook that teachescritical thinking
skills

discussion of whether textbook can be usefulfor our
students
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client presentation on article "Discourse in Action"
client presentation on HOTS
discussion of whetherthe stagesofcritical thinking
metacognition, inference, decontextualization, and
information synthesis are donein classes at department

discussion of whethercritical thinking could bemotivated
through groupprojects

drawingattentionto quality circles

sharing experience of TQM seminar attended at Brisa
Company

drawingattention to the fact that students have to be
engagedin

emphasizing the importance ofgetting all the students’
views on problemsin a class

discussion of how to involve students in somekindof quality
project

suggesting to prepare this semester and start next year
suggesting to start immediately next yearfirst day
suggesting preparationof learning strategies and activities
emphasizing the importance of conveying messagethatall
students can benefit from developmentofcritical thinking
discussion of what can be donethis semester
 

2 - April 13, 1993 Bena's house SNES discussionofcritical thinking activity kinds
f-eparing a critical thinking activity bank
client reporting on booksoncritical thinking found at USIS

library
inquiry into motivation of clients
writing questions as a follow up to questionnaire
task: ask dropout clients for abstracts of books they
presented

task: arrange to get a presentfor drop out client (gavebirth)
 

22 April 20, 1993 S's house L,N.S client moving to anothercity hasleft
client has questionnaires analyzed before leaving
client chairing
discussion of how questionnaire administration wentin

clients' classes
discussion of questionnaire results
decision to continue discussion next week
client and agent reporting from seminar attended on
learning strategies

discussion on whether we should investigate learning styles
follow-up open-ended questionnaire completed
task: administer follow-up questionnaire in own classes
 

23 April 27, 1993 L's house L,N,S client chairing
discussion of coding of open ended questions on
questionnaire

distribution ofarticle on data processing (Oppenheim)
discussion on how to code open ended questions
coding answers together
 

24 May4, 1993 N's house client chairing
coding continued
client presentation on meta cognitive learning strategies
(Carrell) z
inquiry into possibility of meeting at school
 

*25 May7, 1993 Bena's office L,N,S client absentat last meeting not informed
summarizing last meeting to client absent
reviewing article on article by Carrell
 

*26 May 13, 1993 Bena's office L,N client couldn't attend becauseof accident
discussion ofresults of follow-up questionnaire
discussion of technique:-semantic mapping mentionedin

article by Carrell
task: client to prepare chart for results
decision of passage:length not important
decision to choose a passagethat the students know
something about

task: bring a reading passage
 

27 May 19, 1993 N's house N,S making an action plan until end of semester
choosing onetext from texts clients brought
writing a semantic mapping activity on passage
discussion of whether what we are doing is in the area of
generalthinking skills or learning strategies
  28  May 28, 1993  S's house  L,N,S  
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reflection on action (semantic mapping activity)
c'scussion of future plans
encouragingclients to write anarticle for journal
suggestingidea forarticle: working as a groupin an

action research project
task: think about whatpoints to talk aboutin article   



 29

|

June 8, 1993 N's house L NLS client recovering and back at school

reviewingfirst ten meetings
comparing notes
discussion of whatto write in article for journal
 

 

 

30 June10, 1993 |Bena's office L.N,S

review of next four meetings
clients not certain aboutwriting article for journal

31 June 14,1993 |Bena'soffice L,N,S

review of next ten meetings
task: what we gained this year, recommendations,
future directions and plan for the summer

32 June 16, 1993 |Bena's office L,N,S

review of remaining meetings
task: think aboutgainsthis year
 

33
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June 19,1993 {S's house L,N,S client chairing

discussionof gains this year
recommendations andcriticism
discussing the imageofthe group
discussion of problem identification
clients sharing personalandprofessional reactions to
certain incidents

writing recommendationsfor the future       
i

Reflection additionally includes intergroup conflict and loss ofinterest. The conflict that

seems to haveits roots in the first year is discussed andthe tension resolved (See related

section in Thematic organization for an elaboration of the intergroup conflict). As for loss

ofinterest, clients feel relieved after the agent's admission of deliberate withdrawal.

The reflection of these two issues in addition to the impression that the second meeting

with the Administration was considered theoretical triggers action (ARM-6). Clients start

to survey the questions in exams and in textbooks, continue with the preparation of a

critical thinking activity bank and the administration of the previous year's questionnaire

in clients' classes to be followed with an open-ended follow up questionnaire. Then a

semantic mapping activity is designed and implemented. The year ends with evaluation.

The chronology ofactivities as suggested by the findings presentedin the table is similar

to the first year. However, this year the agentinterferes lesswith clients doing more

discussion, decision-making,reflection and action. In termsoftheoretical input, the agent
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seemsto have given less comparedto the first year. The agent's interference in discussion

is mostly related to elicitation of the discussion of results, findings, or impressions. In

terms of other domainsof activities, we can observe reflection on action and review of

past work. Diary writing remains a problem.

Thus, we see similar domains of activity as compared to the first year of research. At

meetings, the decision-making instances seem to be more thanthefirst year. This year the

personal developmentactivities are repeated with the newcomers. In terms of input by the

agent, the Kaizen concept (Imai, 1986) from Total Quality Management is introduced.

There are no additional personal developmentactivities. In terms of reading , morearticles

are distributed. More reading can be done as clients share chapters or sections of books

and articles to read. They then discuss them at the meetings. There is also peer observation

as part of action. In addition, a groupcrisis arises. The crisis seems to have arisen because

of the placement of the clients on different shifts and different staffrooms by the

Administration, against the wish ofthe clients.

To conclude, the chronologyof activities suggested by the matrix for the first year is also

valid for this year. In addition, the three different events of this year are the two meetings

with the Administration, group crisis, loss of interest, member checks, and peer

observation.
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6.5.3.3 Activities in Third Year ofResearch Project

Table 6.7 presents the progressive movementof events of the third year of research. As the

table shows, the domainsof activity are similar to the first two years. We see activities

such as discussion, decision-making, reflection on action, review of past work and

action. This year the clients start to chair meetings. As can be seen from the table, the

agent announcesthe agendabefore the meeting only in one case. In mostcases, the clients

decide on the agenda themselves and chair the meetings.

This year there are no personal workshopactivities. In addition, there seems to be less

discussion and moreaction. As can be seen from the table, discussions are not on theory

but on practice, in other words what to do in terms of action. Presentations on theory are

geared towards the design of activities. Thus, on the one hand, while clients deepen their

investigation ofcritical thinking by goinginto learning strategies, on the other, they learn

about and try out techniques, for example the Socratic technique (Pogrow, 1990). As was

the case last year, clients share the reading to be done and discuss at meetings. Peer

observation continues; however, this year the clients observe one anotherinstead of other

colleagues who are not involved in the research project. Diary writing is still not

systematized despite the fact that time is spared for writing diary entries at the end of

meetings. Similarly, a file containing all the documents used in the project can not be

prepared.

In fact, there seem to be more instances of decision-making this year. One

decision-making instance concerns the future of the group; clients discuss the possibility

of carrying out their research project as a quality circle. This year includes the agent's
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Table 6.7 Time Ordered Matrix (1993-94)

MEETING NO.

l
n

DATE

Sept. 26, 1993

PLACE

N's house

CLIENTS PRESENT

M,N, S

EVENTS

client rejoining
in ifs :

i i isi j wi
decision to use MEDUto advertise project school wide

i
discussion of action as a quality circle
decision to subscribe to somejournals
 

Sept. 30, 1993 S's house client rejoining dropping out
client rejoining
summarizing projectto client rejoining
reflection on our thinkingof critical thinking
client rejoining explaining reasonsforrejoining project
decision to do Tuning In
discussion of steps in Tuning In
 

Oct. 5, 1993 B's house reviewing our objectives
making an action plan
task:client rejoining to make a presentation on
self-questioning

task: client to make presentation on learning strategies
 

Oct. 12, 1993 UN's office B,L,N,S casualtalk
client chairing
summarizing to client absent for three meetings
presentation on self-questioning
presentation on learning strategies
 

Oct. 19, 1993 L's house By LNs client chairing
reviewofcritical thinking from HOTS
clarification of stagesof critical thinking
task: to think of action plan
task:to file articles, handouts
 

Oct. 26, 1993 N's house client chairing
writing detailed action plan
determining next week's agenda
 

Nov.2, 1993 B's house announcing agenda
client informing questionnaire copies ready

; ;

i i jent in proj
reminding clients of book client borrowed from USIS
(by Thomas)

reminding client of passages from book by Thomas
commenting on not enoughtime to read book
task: to share chapters and present book
choosing text from texbook
makingoutline of activity--semantic mapping to be donein
class

 

Nov. 16, 1993 L's house Ith problems i

decision to visit client having health problems to show our
concern and support

reflection on semantic mappingactivity
reflection on peer observation of semantic mappingactivity
discussion of questionnaire results
 

Nov. 23, 1993 S's house client not dropping out
summarizing activity and peer observationtoclient
organizingfile
demoonself-questioning
presentation of article on self-questioning (Sternberg)
   Nov. 30, 1993  N's house   client chairing first time

presentation of bookin turns
discussion of experiencesin class
client wil try activity from book
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1

a
e Dec, 7, 1993 Bena's house B,L,N, S client not being able to do second demoonself-questioning

rite an arti
working out the mechanicsof writing article

i
client putting her handoutsin file

isi in wi n in fil
decision to write missing summaries together becauseof

difficulty of finding past summaries
evaluating ourselves: where weare
reminding complaints from last year: not enough action
inquiry into impressions onactionclients
reflection on semantic mapping activity
decision to postponereview of self-questioning
 

*12 Dec, 14,1993 |Ls house BL,S client presentation on self-questioning
definition of self-questioning
kinds of psychological processesin self-questioning
instructional implications of psychological processesin
self-questioning

determining agenda for next meeting
 

13 Dec. 21,1993 |B's house B,L,N,S client summarizing main points of discussion to client
absentat last meeting

client summarizes three aspects of self-questioning

client demo onself-questioning
decision to give a questionnaire to get student feedback to
semantic mappingactivity
 

14 Dec. 28,1993 |N's house B, Li Nes client chairing meeting
client announcing agenda

discussion of writing a short questionnaire to get student
feedback to semantic mapping activity

decision to start with warm-up discussion before

questionnaire
confirmation of aim in critical thinking investigation
 

15 Jan. 4, 1994 S's house B,L,N,S client chairing meeting
client announcing agenda
reviewing questions preparedin terms of objectives
suggesting giving a one-question questionnaire
inquiry into progressonfile organization

ision iaries in fil
difficulty of remembering complete book references
reminding clientof writing article
suggesting wewrite article during semester break
discussionof clients’ plans for semester break
discussion of reasons for not doing more practical work
r i n_what wi Id an |
 

16 Jan. 19, 1994 Bena's house BFE N reflection on what we could and could not do continued
making list of w ,
writin i f futur
 

17 Feb. 21,1994 |Bena's house B,N,S client summarizingto client absent at last meeting
client reflection on action-semantic mapping
discussion of how to develop a modelfor self-questioning
client explanation of dialogue model for self-questioning
decision to do group work of using dialogue modelfor
self-questioning

discussionof relating self-questioning to reading
comprehension

decision to have students think of what and why they don't
understand while reading
 

18 March 3, 1994 |N's house B; Nes client chairing
client not able to plan and implementa lessonto practice
self-questioning in reading

li a :

setting agenda together
establishing goals of self-questioning
discussion of how to integrate semantic mapping and
self-questioning in reading

discussion of how to put self-questioning into practice
  *19 March 7, 1994 |B's house BELAN 3S    client announcing agenda

brief presentation ofarticle on self-questioning byclient
surveying various textbooksto find types ofcritical thinking
questions asked

brief presentationofarticle on self-questioning byclient

 

ees

 



 

 

 

 

 

 

 

 

 

 

 

  

20 March 17, 1994 |S's house B,L,N,S client chairing
review ofcritical thinking not done
distributing passage (Cataracts)
clients reading passage (Cataracts)
distributing categories of questions based on Bloom's
taxonomy

: ; tki f ;

21 March 21, 1994 |L's house B,L,N,S client announcing agenda
summarizing last session
discussionof difference between inference and

interpretation

review of critical thinking notes (HOTS)
recalling Socratic technique from critical thinking notes
trying out Socratic technique

22 March 28, 1994 |N's house BYES personal talk--concern with political situation

discussion of how muchtimeleft
recalling the "why" technique
client sharing experiencesin using the "why"technique
client concern aboutnot seeing student improvement with
use of technique

reporting student impressions of improvementof their
readingskills

sharing experiencesof reading texts donein class
discussion of feedback received from students
making an action plan for the rest of semester
discussion on definition of critical thinking
discussionoflevelof critical thinking intended

*23 April 4, 1994 Bena's house B,L,N,S casualtalk

discussionofpolitical situation
decision not to have a meeting butjust to chat
discussion of howto sort outfile

24 April11, 1994 {S's house BENS client chairing

discussion of ways of documenting students’ progress
review of points raised at last meeting
client sharing experiences with using semantic mapping
with 4 texts

decision to show progress by asking students' critical

questions andcollecting student answers on regular basis

25 April 18, 1994 |L's house B,L,N client chairing
reading student answersto questions to formulate levels of

critical thinking
task: articles to read for each client

26 April25, 1994 |B's house B,L,S client announcing agenda
clients not having readarticles
decision to postponearticle discussiontill next meeting
reading student answers to questions to formulatelevels of

critical thinking continued

27 May2, 1994 N's house Bgl; N;S client announces agenda
clients not having read articles
reading student answers to questions to formulate levels of

critical thinking continued

28 May 16, 1994 Bena's house B,-L-N,yS reflections on sessionsclients attended at METU ELT

Convention
reflection on session oncritical thinking at METU ELT
Convention

clients expressing their confidence in dealing with critical
thinking

decision notto try to convince others but present what they
know

clients expressing problem with diary writing

29 May 30, 1994 L's house B,L,N,S casualtalk

agent forgetting to bring handout on time management
checking meeting numberswith clients
remindingclients of review from meeting 1 to 10
reviewing meetings from 11 to 16

30 June 6, 1994 S's house B,L,N,S reviewing remaining meetings

31 June 16,1994 |B's house B,L,N,S last meeting    inquiry into feasibility of a collaborative research based
approach to teacher empowermentby asking questions
about: structure of group, becoming awareof personal
and professional capabilities, taking responsibility for
professional development, andpossibility of using these
capabilities for own agenda of change
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attempt to motivate clients to writing an article. Another instance of decision-making

whenclients reflect on the sessions they attended at the METU ELT Convention 1994.

They think that they feel confident about their knowledge in the field. As a result of their

confidence, they do not want to convince others about the critical thinking project

findings; instead they decideto presenttheir findings to other colleagues.

In terms ofrelations with the Administration, there are no meetings held. The impressions

from the previous year have not changed, and noneof the clients want to make further

presentations to the Administration. The agent does not interfere and no meetings are held

with the Administration. As the table shows, one instance of crisis starts with the

emergence of oneclient's health problems (ARM-7). This crisis is resolved by the

support of the group following a personal visit to the client having health problems. To

sum up, the domain ofactivity in this year seemsto be related mostly to decision making.

6.5.4 Thematic Organization

This section presents process as non-progressive movement, a descriptive account of the

emerging themes as the domainsofactivities presented as progressive movementin the

previous section. The themes resulting from axial coding of observational data are as

follows: decision-making, discussion, introduction, meetings, presentation, reflection,

review and workshopactivity . These categories were further re-organized by selective

coding according to similar seapertion with the resulting major categories . These themes

point to the following domainsofactivity (in alphabetical order) : action research, (client)

attendance, decision making, (client) motivation, relations with ‘Adiihnsttion

transcription of meetings, and workshops.
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Separate sections for each category are allocated to triangulate observational data with

interview and documentary data from three years, supported with quotations from

observational, interview and documentary data. For purposes of practicality, the reference

to the first year meetings will be shown as "ARM", to second year meetings as "AM" and

third year meetings as M.Similarly, interviewsofthe first year will be indicated as oan,

interviews of the second year "IN", and those ofthethird year "I". Finally, documentary

materials for the first year will be referred to as "DOC", thosefor the scoad year as "DC",

and those for the third year as "D".

6.5.4.1 Action Research

The themes underaction research were as follows: a concern for deviation from the topic

of reading, consciousnessraising, reflection, background reading, action, time constraints,

diary writing, chairing meetings, and evaluation.

One finding related to action research is a concern for deviation from the topic of

reading. In fact, the reason why we wentinto psychology is questioned by a client at

ARM-13. In addition, one client states that she "experienced more personal development

than professional development" .This seems to have created some concern of "feeling lost"

(INT-1). Another example is of a client who thinks that "we are going too muchinto

psychology. We won't be counsellors in the sense that counselling needs a long education

and this is not valid for our case. Sometimes, I feel, we are lost in what we are doing"

(ARM-15). The clients may have experienced this feeling of beinglost at the start of the

project. Oneclient remarksfor the first meeting: "Since it wasthefirst meeting, I wasa bit

frightened due to the fact that what weare goingto dois not clear. Still, I'd like to be in
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such a research project" (INT-1) Further on, the same client mentions that "Everything is

becoming more concrete" (ARM-6). One client expresses her concern for deviating from

reading as follows: "Yes, it's high time we went back to the issue of reading. Not much

time left" (DOC-1).

One of the effects of learning about and doing action research seemsto be related to

consciousness raising. As oneclient notes, " it helped me to think more before I stepped

into the classroom". This client however, notes that she has not changed although "she

sees things in a different way" . The reasonis that she "changes slowly" and that she has

not "fully digested the system" that she "wants to use the new system" with her students

(INT-1). Another client notes: "I realized that what I had been doing with my students

could have been dangerous because I lacked professional knowledge. Now I feel much

more comfortable since I know..learned how a better use of my professional knowledge

can be made use of" (INT-1). The sameclient notes in her diary: "When youseethe things

you already know with specific names, they get clearer and it becomeseasier for you to

use them confidently" (DOC-1). We find evidence from the second year as well: "In these

action research meetings, we're talking about things, searching for the ideal. So you start

analyzing yourself and criticizing yourself (IT-1). We have evidence that clients are

becoming more confident of themselves professionally. One client notes: "I feel as if I can

contribute more this year and this makes me moresatisfied, of course" (D-3). Another

client notes: "I think as a group, we were more..learned. What I mean bythat is we learned

from our experiencesto a certain extent. For instance, when westarted a new activity, we

were more cautious, we wrote down the objectives more careful and wereally tended to
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think more widely before applying the procedureat hand(I-3). Still another client notes: "I

feel more comfortable about the research weare doing(I-3).

A theme from observational data related to action research is reflection. One form of

reflection is summary ofprevious meetings which seemsto be "useful" for some clients

who "had not attended previous meetings" (INT-1). There is negative evidence, however,

in second year documentary data: "...I won't be able to attend this meeting. They'll

summarize what they've done for me." The client further adds: "I don't like this idea

much! I feel demotivated" (DOC-1). This does not necessarily show that she is against

being informed as muchas having to miss meetings. This evidence is confirmed in this

client's next diary entry as follows: "Having a summary is never the sameas attending the

meeting. I feel even more discouraged" (DC-2). Two meetingslater, this client writes as

follows: "It feels good to have a serious session again and onethat I can actually attend.I

wasfeeling dispersed lately 'cos I hadn't been able to attend meetings for some time. Back

on the track!" (DC-2)

Another form of reflection is member checks. The second ‘year in fact starts with a review

of past work (See Appendix B). The agenttries to have clients reflect on what was done

the previous year, thus creating an opportunity for confirming what has thus far

happened. A member check of previous meetings also enables the clients to refresh their

memories. In addition, it helps the new clients to warm up to the project by learning about

whathas done previously. Finally, such a review opens up further discussion on some of

the points that may not have received enoughattention. For example, when reminded of

the discussion on reasonsfor joining project (ARM-S), one client absentat that particular
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meeting states disagreement with self-improvement being first choice but agrees to

statement by another client who notes that "It works both ways." Yet another client

summarizesthe situation: "If you improve yourself, if affects the way you teach,so it goes

both ways" (AM-1). One client who hasjoined this year further clarifies the situation and

says " .. we said that action research is continuous improvement. This improvementis for

the students, for the institution as well as for the teacher. So teachers should improve

themselvesto help students improve themselves" (AM-1).

A further theme within the category of action research is background reading. The

clients seem to have haddifficulty in completing reading on theory thefirst year (ARM-6).

This mayberelated to time constraints and also to motivation as oneclient notes: " I hope

reading Nunan's book won't be boring. There are many things that we have to ponder

on--at least for me" (DOC-1). There is evidence of more background reading donein the

second year. This is supported by the increase in the amount ofpresentations by clients

which indicates more background reading done this year. For example, clients presented

theory on twoarticles by Finocchiaro and Siegel, the HOTS book and a bookoncritical

thinking. As a result, good reasoning abilities, definition of a critical thinker, stages of

intellectual development, categories of critical thinking, mock trial technique to develop

students’ critical thinking skills were discussed (AM-6). This year, clients share the

reading that needsto be done and as a result, can discuss more theory, an issue which is

found to be useful. One client remarks: "Sharing what you have read with others is good.

We sometimes don't wantto read or don't have time to read all but in this way with short

summaries we get an idea.If it appeals to us, we can and read the book or source" (IT-1).

There are even more presentations both by the agent andthe clients the third year. At
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M-10, a different techniqueis tried. Each memberof groupis responsible for reading one

chapter of a certain book. This technique proves to be useful as one client notes in her

diary entry (DC-2).

In terms of action, several themesstand out. One is the fact that clients see the first year

more as personal development, feeling that they are not taking enough action. The needto

do "more concrete things" is expressed both in interview and documentary data. The

second year, despite the complaints for not enough action, theoretical discussion remains

as one domain ofactivity. The third year, however, clients seem to feel more confidentas

action researchers and do not seem to mind not enough action. When reminded of

complaints from last year, one client notes, "Things are settled in my mind so now I

myself don't wait for us to prepare activities like with semantic mapping,I did two and I

will hopefully do another one next week. So, whenever a passage comes,I do anactivity. I

can make connections between things for example I know why I' m doing semantic

mapping. It's much better this year." Another client says, 'Things are much clearer this

year"(I-3). Clients seem less worried and they seem to "know more about" whatthey are

doing. Oneclient notes: "Maybe--and it might be criticism against us--maybeit should

worry us. I'm taking it more of a personal education typeofactivity, I'm learning and I'm

happy with it but maybe it shouldn't be the whole point. Maybe we should be concerned

more with the practical gains"(I-3). The client then proposes that we look back at why we

can't do much in the classroom: "Maybeit's not realistic to do much in the classroom

because our program is really loaded. We have two hours for our meetings, and we are

doing our best. Even coming to the meetings is something, we're all tired, we're putting

extra time aside. Maybe we should choose something from the textbook and not do
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something extra" (I-3). This is a topic that has been discussed previously: teachers who

provide supplementary materials spare more time to prepare these materials as compared

to teachers who teach according to the textbook without providing supplementary

materials.

Another themeasaction is the direction or guidance provided by the change agent. One

example is the provision of instruction sheets for the activity (See Appendix I ). Clients

agree that the instruction sheet helped to provide uniformity in action. In fact, one client

expresses this as follows: "We wouldn't have cohesion or unity in what we're doing, I

think" and another comments further: "The instruction sheet for the reading activity done

the first year really helped and we knew what we were supposed to do" (AM-2).

However, there is no documentary evidence of the instruction sheets being useful. One

client notes the guidanceof a leaderasoneessential characteristic of a group project(I-3).

A final action themeis action as change. While clients feel that they are happy with what

they have done over the past three years, they do feel the need to share what they have

learned and done with their colleagues, and possibly with the Administration. As one

client states, "..it's very good to do something positive in your classroom andto shareit

with these five people [referring to the people in the project] but after three years, I think

one becomes more ambitious in a way because it is something positive. I observedit

myself "(M-3). Another client notes: "Why not help others get into such a line? To

develop themselves as well..But to do that, I mean to administer changein such a way, we

have to be more strategic, you know more political in a way. And with such abstract

terms[referring to critical thinking], we can't really achievethat, in my opinion" (M-3).
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Changeis also considered as improvementin student learning. From the beginning of the

action research project, the concern is with getting "concrete results" from the students.

Concrete results do not necessarily emerge, however. As positive evidence, one client

notes: "Students enjoyed being involved in the activity[semantic mapping]" (M-3).

Another client notes: "I really can't see any improvements in mystudents, although I've

asked 'why' questions and tried to improve their reasoning abilities..I wasn't able to..there

seemsto be a problem with these students" (M-3). However, she further mentions that she

has been using the self-questioning technique for the past months and that "It has been

very useful for the students" (I-3). Another client relates improving student learningto self

developmentas follows: "Self-development also means to go into the classroom and get

tangible results" (I-3).

Collecting data is also one form of action. The questionnaire prepared by the agent and

piloted with the help of the clients is administered again the second year despite

discussions of and attempts at writing a questionnaire. The clients find questionnaire

design difficult (M-3). One client expresses this difficulty "Writing questions for such a

task[questionnaire] is really difficult" (DOC-1). One further difficulty seems to be related

to interviewing as one form of data collection. A client states: "I like the idea of doing

action research although recording and interviewing can bedifficult" (DOC-2).

A theme that emerges from observational data is time constraints. The clients do not

seem to be able to spare as muchtime as they wouldlike to for the project mostly because

of their busy schedules. One client notes the time constraints as follows: "At the

beginning of this year, we were very ambitious. We said we were goingto read articles,
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and you know, we were going to make summaries of the meetings and we were really

ambitious but we couldn't live up to the standards, right? We're all terribly loaded..I barely

have enough time for my ownpersonallife" (I-3). This issue is closely connected to the

issue of being organized. Given such busy schedules,if clients are not organized they feel

the effects of time constraints even more deeply. Oneclient remarks: "It's a big problem;

in the long runit affects you. If you don't organize your notes, then you can't find them

later on. If you're not organized, you can't remember what you did"(I-3). The fact that the

project meetings take longer than anticipated is also related to time constraints as

meetings take more time than two hours.

As became apparent from observational data, the clients found diary writing on a

systematic basis difficult. In other words, it proved to be difficult to have clients write

diary entries regularly (ARM-23). One client expresses this difficulty as follows: "It was

not an easy task. Had it been writing down the factual points only, it would have been

mucheasier, but when you are to put down yourfeelings, it is difficult, because at times

you find it quite difficult to express them. I am used to keeping everything in my brain.

Writing does not appeal to me.Itis so artificial" (DOC-1): The second year, the decision

is to spare time at the end of the meetings for diary writing. However, this does not seem

to work as only two diaries are available for this year. At M-28, werealize that we have

not spared time for diary entries at the end of the meetings. It seems that when diary

writing is not done at the meetings, clients cannot spare additional timefor it . In fact, one

client notes: "When I delay it[diary writing], then I don't do it" (I-3). Yet anotherclient

notes: " [ had problems with diary writing. I felt it was perfunctory on my part and I don't
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know why that happened"(I-3). This client further tries to find a justification why this

may be so followingthe justification for diary writing offered by the agent as follows:

Lfwe hadseen an aim, we would have done tt. But all

the members complained about it. So, maybe because

were more competent in what we're doing. When

doingpractical things, we have the students’feedback.

Maybe that’s why we didn’t want to write diaries

because we already have a track of what we have

done"(1-3).

It can thus be argued that the agent wasnot able to make explicit the aim of diary writing;

in addition, the clients refrained from diary writing due to time concerns.

Chairing meetings is a theme that emerges the second year beginning with AM-8, when

clients start taking turns at chairing meetings at agent's request. Client chairing is

structuring the meeting in line with the agenda determined collaboratively at the end of

the last meeting. One client after chairing AM-11 and 12 gives the following response:

"It's O.K." Whenaskedif shelikes it she continues to say-"It isnot something new to me,

I don't feel as if I'm doing something extraordinary. You could all do it, we could all chair"

(AM-12). The clients prefer to have this client chair a few more meetings and then take

over on agent's request.

One of the themes that has emerged from observational data is evaluation. The last

meeting of each year is spared for the evaluation of the project and ourselves. Clients feel

the need to be more organized, to do more background reading, and to make action plans
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that we can implement and engage in more action. One client expresses the need to be

better organized: "Weall should work on this in a much more organized way during the

summer. I believe that next year we will have more concrete results (IT-2). Anothernotes:

"It's nice to do something concrete"(I-3).

Being part of the action research project is expressed to be a source of pride for the

clients. In response to how theyfelt being in the session the agent gave at the METU ELT

Convention, one client remarks: "During Bena’'spresentation at the convention, I felt very

happy and proud. Although I'm inexperiencedas a teacher, in that big group, I was one of

the people who knew quite a lot about action research. My colleagues asked me some

questions. It was a great pleasure for me to be able to answer them" (ARM-17). Similarly,

the two other clients who had attendedthis session state :"Wefelt proud to be shown to

be people as part of a research project" (DOC-1). Same feelings are expressed following

the Convention in the third year (M-28).

6.5.4.2 (Client) Attendance

It becomes apparent from observational data that the four clients have developed a

motivation for attending the project all three years. In fact, one of them notes: "I really

feel uncomfortable even if I miss one session" (DOC-1). Still another notes: "Although I

feel very tired before the meetings, once westart the meeting, I'm very much involved and

forget the rest" (I-3).

Another theme within client attendance is that some clients come back in varying

degrees ofinvolvement. For example, one client who dropped outin the first year seems
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to have come back. However, she attends only one meeting. The other client who attended

the first few months of the first year comes back after completing her M.A. while the

research project is in its second year. The reasons why she rejoined become apparentin

I-1, and from the interviews there seems to emerge a reason for her dropout for reasons of

confidentiality cannot be revealed in this analysis. Suffice it to say that she did not feel

comfortable in the group.

The third year data reveal the reasons why certain clients have droppedoutofthe project.

In addition, the agent confirms with the clients the reasons the people who dropped out

and the reasons why they did so (AM-2). The reasons are family concerns, fear of

commitment, lack of time, and doing further studies like M.A. It seems that two clients

dropped out for family reasons. In other words, as the meetings were held in the evenings,

they foundit difficult to make such a commitment. Oneclient was going to do her M.A.

this year and dropped outas she felt she was not goingto be part of the project the coming

year. The other three who droppedout did so because they wanted to work on projects for

which they would be paid andas a result did not have time to commit themselves to the

action research project. In addition, three clients seem to be unsure of commitment

(AM-2).

One themerelated to client attendance is recruiting new people. While in the first two

years, this seems a valid concern, with the various drop-outs in the third year, the clients

feel that additional recruits can affect the working of the nowsettled group. Thereis also a

further concern as one client remarks: "I don't think we can find very many people who
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can attend meetings as we have done-- devoted enough" (M-3). Clients agreethatit's a

better idea to conveyfindings to other people instead of recruiting new people.

6.5.4.3 Decision Making

As can be seen from che checrvatioual data of the first year, decision-making seems to

concern matters related to the classroom. These are about planning and action (ARM-1).

When we view the second year, the decision making instances reflect a similarity. In

addition, these instances increase in number and furthermore, indicate more depth and

detail (AM-2).One example is the decision to administer a short open-ended

questionnaire on reading for further problem identification. The third year, decisions shift

to mostly different professional and somepersonal matters (M-3).

6.5.4.4 (Client) Motivation

In addition to time constraints, the clients do not seem to be demotivated once they join

the group and attend meetings which indicates their motivation to be a part ofthe project.

Onefactor that affected clients' motivation seemsto be intergroup conflicts or crises. The

first year, the intergroup conflict which will not be stated explicitly for purposes of

confidentiality, seems to have affected some members. One client remarks that people

"tend to take everything personally" and that "In a study suchasours,there's no place for

personal attribution" (DC-2). This client cites one instance of conflict and says "Since

people thought that I was a moreproficient listener, the other listener felt very bad, took it

personally and all the professional atmosphere was destroyed. When people take things

personally, you can't get good results out of the study. Anotherclient notes this conflict as

"Dark clouds" (DOC-1).
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The intergroup conflict seems to have been solved by being open to one another as

evidence comes from the second year. Oneclient notes: "We weren't sure about how to

solve the problem but after we studied all these techniques, you know like the Johari

window and after we dealt with psychology, we were open to each other. I mean,evenif at

A's house people said whatever they felt towards each other and that was pretty good.I

mean it solved everything" (AM-2). Similarly, another client says: "We had to do

something like that because in your house, I became angry towardsthe endof the session

and that's why I didn't cometo ..'s house for the meeting. I just wanted to forget aboutit..

and then at ..'s house, when we came together we discussed it and then you know it

becameclear.....I just don't remember now,but one reason wasthatI felt angry..And when

you feel angry, you become subjective" (AM-2).

There were crises within the group and in relations with the Administration the second

year. One client announcesthat she has decided"to quit" because she is having "personal

problems" (AM-19). As this client's diary is not available, data cannot be triangulated

against observational or documentary data. We do understand however, from the third

year interview data that her mother's unfortunate death has affected her deeply, hence her

commitmentin the project.

One other theme as concernscrises is related to the location of meetings. The fact that we

could not have the meetings at the department was a demotivating factor for the first year,

causing clients to meet at homesin their spare time. This crisis seems to have been solved

the second year as clients expresstheir satisfaction with meetings at home in the evenings.

Asoneclient notes: " Meeting in the evening wasnot a badideaafter all (DOC-2). On the
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contrary, the clients seemed to have grown accustomedto the idea of meeting outside

school. A client notes: " I don't like meeting at school" (AM-2).

The clients’ motivation seemsto be directly proportional to the agent's motivation for the

first two years. An example is the instance whenthe agent purposively acted demotivated,

trying out a simple experiment which resulted in a loss of motivation on the part of the

clients (AM-5). Yet, for the third year, their motivation seemsto be less vulnerable. An

example is M-16 whenthe agent is sick, the clients do not seem to be affected and

continue with their discussion trying to support the agent.

Oneissue that can be considered within the category of client motivation is the readiness

of the clients to form their own groups, an issue investigated in the interviews. Most of

the clients responded that they were not ready to do that. Some of the commentsare as

follows:

"No, I wouldn't dare even if I was the knowledgeable person."

"One of the things I can't manageis leading a group. Getting them organized or arranging

things not only for yourself but for the whole group, having that responsibility..That's a

fantastic thing, I must admit that. To sum up,I appreciate you." (INT-1).

"I'm not like you; you read a lot, work a lot, but I can't do this. I can always work for a

change agent; I'm willing to do that. I don't want to have a burden, helping the authorityis

alright but I don't want to do the planning and organization" (INT-1).

Twoclients agreed with the possibility of setting up their own groups but addedthat they

definitely needed more experience in managing people.
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6.5.4.5 Relations with the Administration:

The first meeting with the Administrationis a critical incident to which the clients have

different reactions. Some are happy about "having shown something to the world" and

some have felt embarrassed as they are newly hired instructors making a presentation to

the Administration. One client is pessimistic about the future, "skeptical of the help that

the Administration can provide us[them] with" (AM-4).

This client's prophecy seemsto be true for the second meeting with the Administration

causes a crisis. The clients who were expecting to be assigned to staffroomsandshifts as

promised in the second semester find themselves in different staffrooms and shifts. One

client calls it a "shock" (DOC-2). This client also differentiates between the reactions of

the agent together with two clients who were "very angry" and says that anotherclient and

herself were disappointed. However,in later entry, this client acknowledges the feeling

of demotivation amongall clients and concludes that "The Administration's attitude

affected . in a negative way." This client notes that she feels much better (DC-2) and

"very happy" afterwards ( AM-25). The third year, this topic can be discussed freely

without any feelings of resentment. Furthermore, it becomes apparent that this had

provided a stronger bond among the membersand providedlessons in better planning.

6.5.4.6 Transcription ofMeetings

Onefinding from observational data is that transcribing the meetings wasdifficult. One

client expressed her feelings after transcribing the reading activity implemented in the

classroom as follows: "I had the hardest time of my life doing this, 27 pages, 27 pages!

and more as we're nearing the 21st century, I don't think one needs to write down
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everything while everything could be heard from the tapes or videocassettes" (DOC-1).

Transcription continues to be a problem in the second year. One client inquires: "Do we

have to transcribe all meetings?" (AM-6).

The needto transcribe previous meetings was apparent. Had they beentranscribed, there

would not have been the need for the agent to remind clients of what was discussed and

read previously. During some discussions, what has been discussed previously is one the

agenda once again. As evidence of the need for transcription, one instance is where the

clients are discussing a critical thinking issue. The agent reminds clients that a book

borrowed from USIS has the answer weare looking for. The clients do not recall

reviewing this book as one client notes: "We didn't have a lot of time to go overit" and

that "it was towards the end" (M-7).

The transcribing of meetings by colleagues also proved to be very difficult as one

colleague whotranscribed an interview remarks: "There must be a better way to dothis as

it has got to be the most frustrating, galling, aggravating, miserable, horrendous,

stultifying annoying....exercise on God's Earth" (D-1) (SeeAppendix K).

6.5.4.7 Workshops

An emerging theme from observational data concerned the workshops. An overview of

the themes that emerged from interview analysis is knowing self better. One client

mentionsthis self-discovery as follows:
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At the beginning, I was completely thinking of the

classroom situation, how to be a good teacher. But as

our work progressed, I didn't think in one dimension. I

didn't think of myself as a teacher but as a person. I

discovered myself. As I discovered myself, I discovered

others of course, my close friends and_ students"

(INT-1).

It can thus be concluded that this client experienced self-empowerment. One client,

however, does not feel self empowerment as strongly for she claims that she "was

already familiar with the concepts we[they] were working on" (INT-1). She does think

however, that the research is a very good opportunity for her to reach her ultimate goal

which is starting humanistic education in the department. Another client comments:" We

share ideas about people and about what we do-- very important. We have a chance to

talk about who weare, what we do, who ourstudents are. I find them[the sessions]very

useful" (INT-1).

Two clients expressed familiarity with the concepts introduced in the workshops. One of

these clients states that he has not learned muchin termsof personal discovery, implying a

lack of interest (INT-1). Yet, in documentary evidence this client is saying: "At last

psychology. I think we should deal with this aspect of research for sometime at least to

understand ourselves and then the students. It will help us to be more observant"

(DOC-11); and further "I started to observe myself in a different perspective which I had

been trying to do instinctively but without knowing the terminology" (INT-1). Again one

client notes that she is "beginning to break the walls she has " around her" as a result of
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the counselling workshops andthat it is "a very nice feeling" with further comments as

follows: " I can talk about myself now.I think I began to enlarge the free and open area"

(DOC-1).

Clients also expressed the fact as a result of the active listening workshops, they learned

howto be better listeners. Oneclient states that she thought she wasa goodlistener but

following the demo at the session, she realized that she was not a good listener

(ARM-16). She tried to practice with her friends to become a better listener using the

active listening skill practiced at the meetings (INT-1). She feels that she is becoming a

better listener. Similarly, another client notes: "Sometimes we say to our students, listen

actively, without knowing what it means" (INT-1). A similar opinion of learning about

active listening is shared by anotherclient: "There are things you intuitively know but you

can't express. Through experience you learn these things but doing in an academic way

makesthese thingssettle in your mind" (INT-1).

The extent to which awareness workshopactivities have created changein clients' powers

of observation of students is not clear for there is evidence of class profile being

completed with great difficulty, a point revealed by observational data and confirmed by

both interview and documentary data. The clients, except for one client, agree on the

difficulty of preparing a class profile. Only one client states that she bs not had

difficulty doing the class profile but admits that "Some groupmates complained about the

difficulty of making a class profile" (DOC-1). Similarly, two other clients explain as

follows: "This[makinga class profile] is going to be difficult. I may not be able to write
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down the characteristics of every student" (DOC-1) and "WhenI wastrying to do the

classprofile, I realized that I couldn't and I'm still having difficulties" (INT-1).

Another benefit of the workshops seems to be working with other people. Seeing how

other people perceive the world can be enlightening. Evidence comes from oneclient: "It

is nice to share your experiences, inner problemslike we did at times" (INT-1). The same

client notes in her diary as follows: "I felt better integration in the group.Is talking about

psychology bringing us more together?" (DOC-1). In her next entry, she notes;

"Psychology is breathtaking. And I'm sure these sessions do bring the group members

together" (DOC-1). Another client notes that "Sharing experiences widens" their

"horizons" and further explains: "Sharing ideas with colleagues..You learn a lot. A person

reacts in a different way..I thought there would be only one type of reaction" (INT-1).

Similarly, another client notes that seeing the negative sides of people, she started

"thinking about ways that even the most problematic people could be made use of"

(INT-1). Another client has more positive attitudes towards being a group: "There's no

jealousy, no competition. I like being and working in the group" (INT-1). Still another

client thinks:" I realized the importance and joy of groupwork.In general, I learned that

wecolleagues have to cometogetherat one pointto discuss students, lessons, problemsin

our department, etc., the common points we have. I really benefited from sharing

information..ideas both on how to teach and from chatting before the meetings" (INT-1).

Another client notes: "This whole experience has been a fruitful experience both

professionally and personally.I'm glad to have joined the group" (DOC-1).
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Yet another benefit of the workshops concerns the confidential atmosphere that resulted

in the sessions. As one client notes: "A confidential atmosphere. People talked about even

personal problems" (DOC-1). A client notes that she "saw the negative sides of people”

(INT-1). Still further evidenceis as follows:

I was surprised to hear that I was inconsiderate. When

I asked her why she chose that adjective to describe

me, she said that while she was talking to me shefelt

that I was not listening to her. Actually, I can

concentrate on more than one thing at a time. That's

why while I'm listening to somebody, I also look

aroundto see what is happening. Now I realizedthatit

has a negative effect on people. I should be more

careful aboutit (DOC-1).

Oneclient expresses the difficulty of opening up: "We told our problemsto each other. At

first I had difficulty. I am not used to telling my personal problems to other people"

(DOC-1). The confidential atmosphere seems to have enabled the group membersto solve

intergroup conflict. As one client notes: "There were some problemswithin the group. We

talked about those and solved them by being opento each other" (DOC-1). Anotherclient

remarks: "Wetalked aboutthe necessity of solving our inter-group problems, because they

interfere with the success of the research." This client admits that the discussion was

"good", however, regrets the fact that the meeting was held "in the absence the people

whom she thought were causing the problems (DOC-1). Still another clients mentions that

she "learned some things about the people in the group" (INT-1).
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An emerging theme from the first year interview data is related to the way the agent

conducted workshops. The general impression is that the agent did not impose any course

of action on the clients. Some of the comments madeare as follows:

"We gave our decisions within the group. You could've easily imposed but you did not."

"Wonderful deciding together."

"Very good. Not toostrict, not too loose, not teacher-centered. You created an atmosphere

where everybody could freely talk"

"You did not impose anything; also that was the way I wantedto go."

"It's O.K. When compared with me, you have more knowledge, you know howto direct

the talks, conversations and things we're doing. Workshopstyle--of course good. How else

can you do it?"

"T can't say that you've imposed anything on us. I haven't really felt that. Sometimes you

gave us tasks. That is not imposing something. You haveto dothat."

"The workshop characteristic made it really interesting because we wereall tired in the

evening. You started with a warm-up activity which I thought was great and I think you

were very professional in your approach. That's very important for me because when

people get together, it's not very professional. So, I truly appreciate you."

As for negative case evidence, oneclient felt that psychology was imposed; however, she

added that " I thought psychology was imposed by you actually, but maybe we decided

together. I want to clarify my mind because I feel that the students did not say anything

psychological: it wasn't the students who gave us such feedback" (INT-1).
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Another emerging theme from observational data is the application of workshop activities

with newclients. What was donelast year seemed to be useful for group cohesiveness and

therefore it was decided to do these with the newcomers before the meetings started

(AM-2). In fact, the findings suggest a decrease in the number of personal development

activities as years progress with no workshops the third year. One client notes: "We

focused more on psychologythe first year; then we tried with the new membersin the

second year. The third year, we were more involvedin action research"(I-3).

6.6 Personal Reflections

As mentionedin the Introduction of this chapter, the personal reflections of the researcher

are an important part of the story telling of an ethnography. This is not only central to

making meaning but is also essential to providing a rich and thick description of the

process. As Adler and Adler (1987) note, "It is now convention among sociological

ethnographersto include personal reflections on the researcher's roles and relationships in

order to demonstrate their degree of involvementwith the setting and its members (p.13).

Wax (1971, cited in Bogdan and Biklen, 1992) points to the necessity of a discussion of

the researcher's role and the researcher's account of "howhe or she has been changed by

the research effort" , adding that it is "in the academictradition of well-known qualitative

researchers (p.197) .

Therefore, in this study, the researcher believes that her ownreflection of the study, even

in hindsight, can suggest possible weaknessesthat can allow revision for the replication of

the original study or strengthening of future ones. This section on personalreflectionsfirst

presents direct quotations of the researcher's thoughts and feelings selected from diary
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entries, observer's comments and memoswritten during data collection. The section ends

with the impressions of the researcher as the change agent, drawing attention to the

personal and professional exprience lived in the process.

6.6.1 Agent's Motivation

This section presents the researcher's feelings and impressionsin direct quotes, sparing the

meaning making phaseto the reader in an attempt notto further offer different meanings.

6.6.1.1 CORBATE:Reflections of First Year

"The initiation of the action research project has brought mixed feelings: I am very

excited yet am uncertain aboutthe direction ofthe project.

"The first meetings with the two groupsstimulated a lot of discussion on the problems

teachers have in teaching. However, meeting with two different groups proved to be

difficult. First of all, there are concerns coordination. Dealing with one group seems

alright, I can manage that. However,trying to coordinate two groupsis taking considerable

time and energy. Secondly, one group wants to know what has happened with the other

group. I have to summarize what has happened. Although I am willing to summarize, I

cannot reconstruct the whole session in its complete authenticity. People are different

individuals, and I do not believe that a summarycanreflect what has actually happenedin

its entirety"

“The meeting with the Administration was excellent, or at least that is what I thought. I

felt proud of being able to presentteachers to the Administration. Everyone did their job
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well, each of us doing our ownbit as we hadplanned. I am upsetat the recording : what is

recordedis totally incomprehensible."

"There is something that worries me: we have new members but they seem to drop out

after 2-3 meetings! Some of them seem to be afraid of committing themselves, others are

trying to make extra money by working on school projects in addition to their teaching

load; so they've got no time for us! What a pity!"

"At Meeting 5 I acted reserved and aloof. This was my way of withdrawing for a while

and trying to see what would happen as I thought I wasbeing too guiding.It proved to be

disastrous! Everyone was quiet and expressedtheir loss of interest. When I admitted thatI

had done this on purpose, they were really relieved. They seemed to be in a very good

mood the next meeting."

"'.... has missed two meetings in a row, wonder what's happening? I finally saw ... at

Meeting 8 and I heard that ... has been angry because ... couldn't attend meetings on

Tuesdays--... says ...has told us and is angry because we insist on meeting on Tuesdays.

6.6.1.2 CORBATE:Reflections of Second Year

"I've asked clients to chair meetings from now on--that shouldn't be difficult as wetry to

set the agendaat the previous meeting and I announceit at the meeting. Let's see how it

goes."
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"With some clients chairing, I still have to interfere and monitor the flow of the

discussions. With someclients, discussion can be very structured so we don't deviate from

the argument."

"Excellent! We had two meetings with the Administration so far. This time we may have

soundeda little too theoretical.......Unfortunately,I've had to ask a client to drop out.I feel

very uneasy having done this. Yet, this client was--I thought--too busy to evenattend

meetings let alone reflect on what's going on and contribute to the discussions. I feel bad,

but I hadto doit."

"This is not going to be easy. Wefeel frustrated. I wish the group were placed in the same

staffrooms so that they could coordinate their investigation moreeasily."

"It felt good to be able to pass on whatI learned at the BRISA Conference. The members

werereally interested in what those workers could achieve as a quality circle."

"The semantic mapping activity seems to work fine. I think that the membersare able to

implementthis in their classroomswith confidence."

"As we doat the end of the year, here we are gathered again for an evaluation session. We

feel good when wereflect on what we have doneall year."
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6.6.1.3 CORBATE:Reflections of Third Year

"It's so funny tonight despite the heavy snow four of us could gather for our meeting.

Absolutely amazing!"

"This year it seemsas if I'm doing less of informing clients of theory. I witness heated

discussions in which I find myself involved too. I like this change of style. Then I can

monitor discussions."

"I'm glad...has rejoined us. It seemsasif she will bring different perspectives of theory."

"I feel sorry for ...1 hope she does not feel too demotivated because of her health problem."

"T wonder why wecould neverresolve this issue of diary writing."

"Tt feels as if we are able to work together as a group quite efficiently. All the members

seem to be comfortable with each other's ways."

"It's incredible how we enjoy being with one another. Sometimes we don't even want to

start the meeting!

"I feel happy at being able to discuss the issue of empowermentwith the group. Asthis is

our last meeting, we can have an overall view of the process of empowerment. How

amazing: three years have gone by!"
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6.6.2 Agent's Conversations with Self and Settings

On the whole, it can be stated that the three-year experience has brought considerable

impetus for change in terms of Conversations with Self and Settings from the agent's

perspective. First of all, to bring about Conversations with Self among the clients, the

researcher felt the need to investigate the theoretical knowledge that needed to be

delivered in the action research meetings. The personal development issues were learned

through books and with the help of a colleague working as a counsellor in a higher

education institution.

This partially helped to provide the support needed in Conversations with Settings. In

dealing with people and helping them to negotiate their wishes with other colleagues and

authorities, the personal developmentinsights gained were beneficial.

In addition, the resources needed for Conversations with Settings were secured on basis

of negotiations. This meant negotiating with other colleagues and members of the

Administration. Admittedly, this required planning and acting in accordance with the

planning. It also meant experiencing very humane feelings such as satisfaction and

happiness or disappointmentandfrustration.

Onthe whole,it can be stated that the agent's task wasnoteasy.It required intensive time

and effort spent in the planning and implementation of the model, CORBATE. However,

it should also be noted that the experience, despite its hardships , has been extremely

gratifying, inspiring and empowering,both in the personal and professional sense.
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6.7 Summary and Conclusions

This chapter has presented observational, interview and documentary data collected by

meansof participant observation of clients at the DBE during the three academic years,

1991-1992, 1992-1993 and 1993-1994. The data were analyzed according to the

interactive model of analysis and phenomenological interview analysis. The findings have

been presented using three techniques of ethnographic investigation: Plot and Characters,

Natural History which show progressive movement, and Thematic Organization which

showsnon progressive movement.

As the concern of this thesis was to trace the process of empowerment, the events which

count as activities were focused on in order to identify the competencies required for

action in Conversations with Self and with Settings.

The findings reveal the following domains ofactivity in the process of empowerment:

action research, (client) attendance, decision making, (client) motivation, relations with

the Administration, transcription of meetings, and workshops. The next chapter

discusses the findings of the study in the light of the research questions.
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CHAPTER 7

SUMMARY AND CONCLUSIONS

7.1 Introduction

This ethnographic study investigated the process of empowerment in the context of

Turkish higher education. The participants of this study were teachers working at the

Department of Basic English, School of Foreign Languages, the Middle Bast Technical

University, Ankara where the researcher has worked as a teacher and teachertrainer. Data

were collected through participant observation of teachers working in a collaborative

action research project over a period of three years. The researcher had tworoles:the role

of researcherandthatoftrainer.

The following were the aimsofthis study:

1. To initiate a collaborative research based approach to teacher empowerment

(CORBATE)

1.1 To encourage teachers to engagein reflective thinking, i.e., Conversations with

Self so that they can decide on what knowledge and values are beneficial for them
and be able to voicetheir opinions in dealing with unequal powerrelationships

1.2 To encourageteachers to engagein reflective transactions with the

environment, i.e., Conversations with Settings so that they can take

action and help in providing the resources and support neededfor action

2. To trace and describe this process of teacher empowerment in terms of domains of

activity

3. As a result of the above, to determine the feasibility of such an approach as a model for

educational change
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The specific research questions asked in this study were as follows:

1. What competencies do teachers need in Conversations with Self in order to be able to

decide on what knowledge and values are beneficial for them?

2. What competencies do teachers need in Conversations with Self in order to be able to

voice their own opinionsin dealing with unequal powerrelationships?

3. What competencies do teachers need in Conversations with Settings in order to

understand andinterpret their teaching situation?

4. What competencies do teachers need in Conversations with Settings in order to take

action to change their teachingsituation?

5. What resources and support do teachers need in Conversations with Settings in terms of

the powerrelationships within the organization in order be able to changetheir teaching

situation?

6. What is the role of the change agent in facilitating the competencies required in

Conversations with Self and Settings?

This study used the interactive model of qualitative data analysis and phenomenological

interview analysis to analyze the three kinds of data collected: observational, interview

and documentary. Observational data were processed and analyzed by open and axial

coding, hence two levels of analysis. Segmented field notes were identified as emerging

themes, coded and categorized. As a result of selective coding, data were displayed and

conclusions drawn using three techniques from ethnographic data analysis: Plot and

Characters, Natural History, and Thematic Organization. Naturalistic criteria for

reliability and validity were used in addition to intercoderreliability (See Chapter6).
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This chapter summarizes the findings of the study presented in Chapter 6 and discusses

these findings in the light of the research questions .This in turn enables an assessment of

the feasibility of CORBATE as a model for educational change. The chapter includes

feedback from clients, one means of drawing conclusions, as mentioned in Chapter 6.

This feedback maybe considered as

a

truly ethnographic note asit entails the comments

madeby three of the clients whoparticipated in the projectall the three years, during an

informal occasion in 1995, two years after the official end of the project. The chapter then

presents the limitations of the study, followed by educational implications and

conclusions.

7.2 Summary of Findings

As mentioned previously, this study sought to describe the activities that could count as

process and used three techniquesfor description of process: Plot and Characters, Natural

History and Thematic Organization The first technique intended to give thick description

(Geertz, 1993). The other two techniques displayed action as progressive movement and

action as non-progressive movement (Hammersley and Atkinson, 1992).

When viewed from the perspective of progressive movement (See Chapter6), the findings

ofthe study in the first year suggest the followingactivities:

a) introduction of an activity or theory by change agent

b) review of past work or theory

c) reflection on activity, past work or theory

d) discussion of action to be taken

e) action
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f) reflection on action

g) evaluation

h) diary writing

As for the second year, in addition to these themes, we see the following as domains of

activity:

a) decision-making

b) peer observation

C) groupcrisis

d) loss of interest

e) member checks

In the third year of research, the domains ofactivity mentioned above can be observed,

with most emphasis on action and decision-making.

When viewed from the perspective of progressive movement, the findings of the study

indicate the following domains of activity which can lead to the identification of

competencies required for action in Conversations with Self and Settings:

ACTION RESEARCH

a concern for deviation from the topic of reading

consciousnessraising

reflection

summary of previous meetings

memberchecks
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backgroundreading

difficulty in completing reading on theory thefirst year

increase in amountofpresentations byclients

sharing the reading that needs to be done

action

not taking enough action (more personal development)

guidance provided by the change agent

action as change(to administer change)

improvementin student learning
collecting data

questionnaire

interviewing

time constraints,

busy schedule

diary writing

chairing meetings

evaluation

source ofpride

CLIENT (ATTENDANCE)

motivation

varying degrees of involvement

whycertain clients have dropped outofthe project
recruiting new people

DECISION MAKING

matters related to the classroom

more depth anddetail

CLIENT MOTIVATION
motivation to be part of project

conflict/crisis

intergroup conflicts/crises

crises in relationships with the Administration

location of meetings

proportionalto the agent's motivation

readiness to form their own groups
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RELATIONS WITH THE ADMINISTRATION
first meeting
second meeting

TRANSCRIPTION OF MEETINGS
difficulty oftranscribing

need for transcribing
transcribing by colleagues

WORKSHOPS
knowingself better
familiarity with concepts introduced in the workshops
how to bebetter listeners

powersofobservation of students
difficulty ofpreparing a class profile

working with other people

confidential atmosphere

the way agent conducted the workshops
application of workshopactivities with newcomers

7.3 Assessing Conversations with Self

We mustcontinue to search out and develop ever more

effective ways of promoting empowerment.,...and

analyze more closely the 'reflective' processes which

are so centralto learning

Day (1993, p.137).

This section assesses the findings of the study in the light of the research questionsofthis

study which aimed at investigating the various competencies required for action as

Conversations with Self.

Asdiscussed in Chapter 3, Conversations with Self entail "reflective thought processes as

a type of conversation" that "teachers have with themselves" and have both
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epistemological and political concerns (Prawat, 1991, p.738). The epistemological concern

of Conversations with Self has to do with enabling teachers "to overcome theinclination

to uncritically accept (or reject) knowledge claims advanced by so-called experts in the

field" (Prawat, 1991, p.738). The political concern of Conversations with Self is

associated with how teachers learn to voice their opinions "to overcome the common

tendency to hold back or to yield to those in positions of authority or power" (Prawat,

1991, p.738).

7.3.1 Conversations with Self: Assessing Knowledge and Values

The first research question investigated the competencies that teachers need in

Conversations with Self in order to be able to decide on what knowledge and values are

beneficial for them. Among the themescategorized under action research, the following

may be considered under the rubric of activities inducing reflective thinking that can

promote the competencies necessary for teachers to engage need in Conversations with

Self : background reading, consciousnessraising, diary writing andreflection.

Readings on theory or background reading is one form of reflective thinking that the

clients were engaged in. The extent to which background reading could be done varied

according to the years. Thefirst year, for example, the clients stated that they did not have

enough time to spare for reading. It was also stated that some of them were intimidated by

the idea of reading. The second year however, as can be observed by the presentations on

theory, there was more reading achieved with clients starting to share the load of reading.

Finally, in the third year of the study, sharing the reading turned outto be anefficient

means of doing background reading with each client reading a chapter of a book or a
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section of an article. In this way,the clients said that they could decide on whether they

wantedto read the wholetext. Thus,this kind of cooperation amongthe teachers seemsto

be a very efficient means of determining the knowledge and valuesthat are beneficial for

them.

Consciousness raising is another mode ofreflective thinking that can be considered as a

competency for action needed in Conversations with Self. The clients expressed the

necessity to be aware of whatthey are doing in teaching. This was particularly true for the

clients who were inexperienced. As for the experiencedclients, despite the fact that they

may be aware of what they were doing in teaching, they may not have known it

professionally. Hence, it can be argued that consciousnessraising is one form ofreflective

thinking that can enable clients to be more confident of themselves in deciding what

knowledge and values are beneficial for them. In fact, consciousness seems to be a

required competency because teachers may often be "unawareofthe kind ofteaching they

do or how they handle many of the moment-to-momentdecisionsthatarise" (Richards and

Lockhart, 1993, p.3).

Diary writing can be considered as one form ofreflective thinking. However, as became

apparent from the analysis ofdata, the clients were not able to write their diary entries on a

systematic basis. There may be tworeasons why diary writing did not prove to be feasible

in this study : lack of time and understanding ofthe purposeofdiary writing. In fact, the

clients do express their concern with time. As a resolution for the lack of time, time is

given at the end of the meetings forthe clients to write their entries, a scheme whichfalls

through nearthe end of the year. As regards the second reason,the clients expressthe fact
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that they did not see a purpose for keeping diaries. Thus, diary writing cannot be proposed

as one means of determining what knowledge and values are beneficial for the teachers

with the existing evidence which, in fact, proves the difficulty of creating a shared

meaning of educational change since diary writing, recommended and requested by the

agent, does not materialize.

Reflection comprised yet another modeofreflective thinking that the clients needed in

order to engage in as Conversations with Self. The modes ofreflection observed were

summary ofprevious meetings, member checks, and discussion. Summary of previous

meetings and member checks seemed to help confirm what was doneor, refresh clients’

memories, or shift to another subject or topic by way of warm-up. These modes of

reflective thinking additionally enabled further discussion on some ofthe points that may

not have received enoughattention.

Another mode of reflection was discussion. When viewed from the perspective of

discussion, the findings reveal different modes . One mode is theoretical discussion

which takes place at the preparation stage for action. At this stage, clients feel the need to

synthesize the knowledgein text and to be able to use it for their own purposes. In the

first year, the clients seem to be concerned aboutnot being able to ae practical things; for

example this demonstrates itself in the concern for deviating from the topic of reading .

Clients seem less concerned about reading theory and doing less practice as time passes

and as they become more competent in the areas which they have knowledge about.

Another mode of discussion is the discussions at the planning stage when clients

brainstorm for ideas for action. In addition, following the implementation of action,
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clients are observed to be involved in discussions for evaluation of action. Yet another

mode ofdiscussion that can be considered asreflective thinking is presentations. In such

activities, clients present what they have learned about theory and share with other

clients.

Thus, similar to the group achievement in background reading, the various types of

reflection seem to be serving the purpose ofdeciding on what knowledge andvaluesare

beneficial for the teachers. The findings of the study indicate several modesofreflection.

This knowledge is important in that despite the popularity of the mode ofreflection on

action in teacher development, it is not known "how reflection needs to change" Day

(1993, p.137).

7.3.2 Conversations with Self: Voicing Opinions for Dealing with Unequal Power

Relationships

The second research question investigated the competencies teachers need in

Conversations with Self in order to be able to voice their own opinions in dealing with

unequal powerrelationships. When viewed from the perspective such competencies, we

can see the followingactivities as the most salient: knowingself better, how to bebetter

listeners, powers of student observation , being able to work with ihe people, and being

organized.

These competencies have,in fact, emerged as personal development (See Chapter 6). The

clients feel that they have learned howtolisten, observe and work with other people. This

in turn has motivated them to understand themselves better. In other words, clients
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state that the workshop activities done in the first year enhanced their personal

development . Although, as mentioned previously, a concern for deviation from the topic

of reading wasput forth in the first year of the study, the clients were able to justify this

deviation near the end of the study. In other words,although the clients felt somewhat lost

when working on the topic of counselling and psychology, at the end of the study, they

stated that it was good for their personal development. They noted that personal or

self-development was necessary to be able to do what they wanted to achieve

professionally.

Yet another issue of self-empowerment concerns powers of student observation. Asis

evidencedin the difficulty of preparing a classprofile, the clients did not feel competent

in doing the task. In fact, the agent could not get all the clients to complete the task. It

could be the case that the clients needed more input and moretimeforreflection prior to

task completion. Thus, although the competency of being a good observer of one's

students seemsto be required,it did not materialize.

One theme that has emerged under self-empowermentis being able to work with other

people. As the clients state, seeing how other people perceive the world can be

enlightening, giving them an opportunity to learn about themselves. This, in fact, supports

the viewsin the literature concerning the joy and benefit of groupwork (See for example,

Fanselow, 1992; Sprague 1992).

Another self-empowerment issue is dealing with other people. Despite the fact that

intergroup conflicts can affect their motivation, by being open to one anotherin the group,

238



they can resolve conflict and thus learn to deal with other people. Still another issue in

dealing with other people could be given as_ chairing meetings. As the findings indicate,

someclients hesitated to volunteer for chairing the meetings except for one client who

expressedthe fact that she felt comfortable when chairing and was thus requested by other

clients to chair meetings. However, clients did take turns to chair meetings.

As negative case evidence, it can be stated that the competency of being organized is

neededin voicing one's opinions. Clients expressedthe fact that they were not able to

remain organized. One piece of evidence is the difficulty of putting together a file

including all documents used for the three years. Another piece of evidence is the

discussion of clients and the agent about the numberand place of meetings, as part of the

review ofpast work of the second year held at thefirst meeting of the second year. Being

organized is a competency that seems to have developed little because of the busy

schedules of the clients.

Planning is a competency that can also be considered as self-empowermentin terms of

being organized. As can be seen from the evaluations done at the end of each year, the

clients want to be able to do better planning for the coming year. Better planning in this

sense entails detailed action plans.

To sum up,it can be stated that competencies such as knowing self better, being better

listeners, powers of student observation, being able to work with other people, and being

organized can help teachers voice their opinions in dealing with unequal power

relationships whether this relationship is with their colleagues or students. Being

239



organized, albeit a needed competency, did not develop becauseofthe busy schedulesof

the clients.

7.4 Conversations with Settings

As mentioned in Chapter 3, the second dimension of teacher empowerment investigated in

this study was Conversations with Settings. This section assesses the findings of the study

in the light of the research questions which aimed at investigating the various

competencies required for action as Conversations with Settings . As stated in Chapter 3,

such Conversations are concerned with the workplace , aiming at enabling teachers to

view their classroom teaching "through new conceptuallenses as they converse with the

settings" and thus expand the scope for development and change (Prawat, 1991, p. 741).

This the knowledge oriented aspect of Conversations with Setting, hence epistemological

in nature. The aim ofthe less tangible political agenda of Conversations with Settingsis

providing teachers with "greater control and autonomy in the workplace and in the

profession" (Prawat, 1991, p.748). The research questions 3, 4, and 5 aimed at

investigating the following three issues: understanding and interpreting the teaching

situation, taking action to change teaching, and the resources and support neededin terms

of the powerrelationships within the organization in order to be able to change their

teachingsituation.
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7.4.1 Conversations with Settings: Understanding and Interpreting Teaching

Situation

The two major competencies in Conversations for Settings in terms of understanding and

interpreting the teaching situation seem to be doing research and transcribing meetings.

The two are somewhat different competencies in nature but similar in purpose. However,

it should be stated that the clients may not have seen these two competencies as such (See

following section on transcribing meetings).

Doing research entails collecting data, for example by interviewing students. Other

forms of data collection that have been tried are questionnaire design andelicitation of

written student feedback. The research endeavor doesnot exist in a vacuum however; the

clients need to go through the four momentsof action research (See Chapter 4): planning,

observing, acting, and reflecting. Planning could be considered both as a competency for

Conversations with Self and Settings when considered from the perspective of

understanding andinterpreting teachingsituation. In terms of observation, the findings of

the study indicate peer observation which could be achieved in the classes of the

colleaguesnotinvolvedin the action research project and in the classes ofthe members of

the group. Acting as part of action research could also be considered as a competency

required for understanding and interpreting teaching situation. Finally, acting with a

revisedplan can be considered as doing research. Asthe findings of the study suggest, the

focus of research for each year was changed in line with a revised plan of action (for

example the shift of focus from reading comprehensiontocritical thinking in thefirst year

of research, and the shift to learning strategies from critical thinking in the third year of

research) .
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Transcribing meetings is a competency that has not been achieved in this study. As

mentioned previously, the major reason wasthe difficulty oftranscribing cassettes ofmore

than 3-hours duration. Two observations concerning this difficulty can be made:first of

all, the clients, as in the case of diary writing may not have seen the purpose for

transcribing meetings. On the other hand, those who have tried could have been

demotivated by the amountoftime such a task would take (See Appendix H).

7.4.2 Conversations with Settings: Taking Action in Teaching Situation

As mentionedin Chapter 3, Romanish (1991) bringsclarification to the two meaningsthat

empowerment may have. Oneis in the narrow sense of the teacher's decision making

within the confinesofthe classroom. The other sense in which empowerment can be taken

is a broader view assigning the teacher freedom in all aspects of the education system.

This section presents the findings of the study in relation to the fourth research question

which investigated the competencies teachers need in Conversations with Settings in

order to take action to changetheir teaching situation and discusses to what extent they

were achieved. The findings of the study reveal the following competencies: taking action,

teachers forming their own groups, and decision-making.

In terms ofaction, in the first year, clients seemed to be concerned BBO not being able

to do action, which means "practical things." This is demonstrated in the concern for

deviating from the topic of readingfor the first year as mentioned previously. However,in

the last year of research,the clients express the fact that this is no longer a concern as they

feel equipped with the skills to implement practical classroom activities. Hence, the
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competency for action seems to be doing informed action which is considered as doing

practical things.

As one theme in action, the clients state that they like sharing what they do with the

members in the group. Yet, after three years they would like to share what they have

learned with other teachers as well. In fact, they would like to administer change. They are

aware ofthe fact that they haveto be strategic and political. One way that they suggest that

can get the attention of the Administration is working with "concrete issues" and not

"abstract issues" like critical thinking. In addition, clients see change as improvementin

studentlearning. They state that one of the purposes for their involvementin the action

research project is to be able to help their learners.

Forming their own groups is another possible modethat clients can makeuse ofto take

action in their teaching situation, more in tune with what Romanish (1991) notes as

freedom in all aspects of the education system. Theclients stated that they were not ready

to form their own groupsat the interviews becausethey did not feel that they had the

knowledge, leadership qualities and a sense of responsibility required for initiating and

maintaining group projects. They seemed to besatisfied to work for a change agent. Thus,

the intention of spreading out with different groupsofclients was not feasible within the

three-year period. In the feedbackelicited from participants in 1995, however,the clients

expressed readiness to establish their own groups(See section 7.8.2).

Another issue that can be consideredas taking action is decision making which is mostly

about matters related to the classroom. As Richards and Lockhart (1995) assert "teaching
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involves making a great numberofindividual decisions" with decisions being defined as a

choice teachers select when "confronted with a range of different options and are required

to select from among these options that they think are best suited to particular goal" (p.78).

The three levels of decision-making are observed among the clients in classroom

decision-making: planning, interaction and evaluative (Richards and Lockhart, 1995). First

ofall, the clients had to identify a particular area of concern to work on and design an

action plan, implementtheir action plan, andfinally evaluate their action.

Thus, it can be argued that the competencies required for action to change teaching

situation was mostly related to the decision-making issues of the classroom, despite the

clients' intention to administer change in the institution. That is to say, the findings of the

study indicate that the decision-making competencyrelates to the matters related to the

classroom or what Romanish (1991) refers to as the confines of the classroom.

7.4.3 Conversations with Settings: Resources and Support in Terms of Power

Relationships To be Able To Change Teaching Situation

The two attempts that may indicate domains of activity to change teaching situation in

terms of powerrelationships in the institution are meetings with the Administration.

Following the first meeting, there seems to be a working felationship. established with the

Administration who seem ready to offer their collaboration in terms of resources and

support. The major areas that clients needed resources and support in were making

handouts, photocopying materials and questionnaires, and the provision of audio or

videotapes for the recording of action research meetings and meetings with the

Administration. Resources seem to be more easily provided by the Administration when
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dealing with school wide projects such as questionnaire administration as was the case in

the first year of the study when questionnaire on reading comprehension was administered

to the entire school . However, when dealing with smaller projects such as the provision of

audio or video tapes, the clients resorted to finding their ownsolutions.

Moreover, clients needed the support of the Administration for research purposes, that is

to say in data collection and analysis. With data collection, the clients, through the

negotiation and help of the agent had the support of the Administration. Similarly, with

the first analysis of the questionnaires, the clients had Administrative help procured

through the negotiations of the agent. However, when the need for a second analysis of

the questionnaire on reading comprehensionarose, the clients resorted to finding their

ownsolutions.

Following the first meeting with the Administration, the clients feel that they have to

provide practical evidence for the benefits of the change that they are proposing. For this

reason, they do not awakentherelationship before they can take center stage with practical

suggestions for change. However, whenitis time for the practical suggestions, hence the

next meeting, the issues presented are again considered theoretical as the clients' focus of

investigation is critical thinking in reading, an issue that is rather difficult to provide

concrete guidelines for. Thus, the nature of contacts accordingto the clients remains on a

theoretical level.

Given the fact that such contacts were necessary in the provision of "greater autonomyin

the workplace" (Prawat, 1991, p.741) (See Chapter 3 for a discussion of autonomy and
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control in the workplace), the clients did seek such resources and support to be provided

by the Administration and to be negotiated by the agent. If the clients’ request to be placed

on the same shift and in the samestaffroomsis taken as one piece of evidence, then it

must bestated that such a wish did not materialize, and caused disappointment amongthe

clients. The clients' wish was reiterated; however, since prior arrangements for shift

decisions hadalready been taken, negotiations did not proveto be fruitful. Interpretations

about why such Administrative support did not happen can be offered; yet, it would be

unfair, if not judgmental, to argue for any reasons given the fact that the opinionsofthe

Administration are not included in the data collected in this study (See section on

Limitations).

To sum up, the competencies needed for teachers in dealing with powerrelationships in

the institution to change their teaching situation, seem to be establishing a working

relationship with the Administration. Such a relationship seems to include a presentation

of a convincing argument whichentails the presentation of practical issues for research as

such issues can yield concrete results. Only then do teachers feel justified to seek

administrative help which can bring about autonomyandcontrolin the workplace.

7.5 Role of Change Agent: Facilitating Conversations with Self aia Settings

The last research question investigated the role of the change agent in facilitating the

competencies required in Conversations with Self and Settings. Several issues stand out

as the major requirements of being a change agent. A discussion of how the agent dealt

with such requirements can also make explicit the use of change strategies. This section

discusses these requirements and attempts to identify the strategies used.
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Theinitial help needed wasin securing client motivation and attendance. Theagent had

the responsibility of recruiting clients and keeping them involved.It can be arguedthat the

initial requirement ofthe role of the change agent in facilitating Conversations with Self

and Settings, was direction-setting, that is to say, establishing the logistics of the

project. Thefirst five meetings were held separately with twodifferent groupsofclients.

The decision to unite and continue as one group wasintended to ensure the coordination

of the project. A further requirementin terms of client attendance was to keepthe clients

involved. This waspossible only to a certain extent as is evidenced by the casesofclients

who dropped out. In termsofthe motivation of the clients, the findings indicate that in the

initial stages of the study, client motivation is directly related to agent's motivation. One

piece of evidenceis the loss of interest experienced among theclients in the second year,

as a result of agent's deliberate withdrawal. Support in terms of motivation seems to be

less needed when clients gain more self-confidence. The clients also expressed the fact

that being part of the group was a source ofpride, which seems to have contributed to

client motivation. Thus, given the findings in termsofclient attendance and motivation,

we can say that the role of the change agent required direction-setting , establishing the

"goal" of the project and providing "an approach, "the way in which changes can be

achieved " (Mastenbroek, 1987, p.28).

In facilitating the competencies required in Conversations with Self and Settings, the agent

needsto be able to deal with intergroup crises. The findings ofthe study indicate that this

can be resolved if the clients are equipped with the interpersonal skills (See section on

personal developmentactivities) and a resulting confidential group atmosphere. To ensure

such an atmosphere a person-centered approach was followed (See Chapter 4). As
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Rogers (1989) argues "..when teachers are supplied--in a confidential and non-judgmental

way abouttheir won attitudes and behaviors in the classroom, they are much more willing

to undertake cognitive and experiential training focused on just these qualities" (p.220).

This approach was, in fact, a motivating factor for the clients and helped them to share

their professional experiences more willingly with one another. In other words, such an

approach provided a forum for empowerment. In terms of resources and support needed to

deal with unequal powerrelationships as mentioned in the previous section , the clients

expected the support of the agent. Thus, in terms of the management of conflict, we can

argue that it was the agent's responsibility when the clients experienced conflict in the

group or crises occurred. In other words, the agent was expected to resolve any conflict

which occurred during the group meetings andin relations with the Administration.In all

attempts at conflict resolution, what the agent aimed at was "a win-win situation" and not

a win-lose situation to balance the "power and dependencyrelations" amongclients

(Mastenbroek, 1987, p.31).

Another issue in facilitating competencies required in Conversations with Self and

Settings is guidance by change agent. One mode of such guidance is the organization of

available resources .Available resources could entail financial support or negotiations

among the clients for the completion of various tasks. The rentable: of available

resources could additionally include negotiations with other colleagues or with the

Administration to secure financial or administrative help.

Secondly, the agent's guidance could be the provision of background or theoretical

knowledge that is neededin the investigation of topics that clients wish to work on. The

248



clients looked upon the agent as a source of knowledge, able to provide the necessary

background information on the topics of discussion. One such area was counselling, and

the researcher felt the need to survey the basic literature, (Munroet al, 1989) and sought

expert help. This help was obtained from a colleague who was working as a counsellor at

anotheruniversity.

As becomes apparent from the above discussion, the role of the agent in facilitating the

competencies required for Conversations with Self and Settings seem to be both personal

and professional. To summarize, in this study, the agent had the followingrolesto fulfill:

direction-setting , establishing the goal and approachofthe project, conflict management

and providing guidance entailing the organization of available resources and provision

of theoretical knowledge.

In terms of the change strategies used by the agent, it can be stated that the approach is

functional, that is to say a combination of the power-coercive, empirical-rational and the

normative-re-educative with emphasis on the normative-re-educative. When the provision

of the goal and approach ofthe project by the agent is considered, it may be arguedthat

the agent's approach was power-coercive. In terms of direction setting, the strategy use

may be considered as a combination of the empirical-rational and_ the

normative-re-educative. As regards the provision of a confidential atmosphere and the way

the agent conducted the workshops, it can be stated that the approach was

normative-re-educative. In fact, the clients expressed the view that the agent did not

impose any course of action on clients and that they had freedom of talk and action,

acknowledging the tasks that were given by the agent .
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To conclude, in terms of the changestrategies, one can say that the functional approach

that was the approach used by Ataturk has proven to be effective. The clients have

expressed the approach ofthe agent as empirical-rational and normative-re-educative.

7.6 Assessing the Feasibility of CORBATEas a Model for Educational Change

Giventhe findings of the study and the discussion in the light of the research questions,

we can now attempt to assess the feasibility of CORBATE as a model for educational

change. This assessment can be viewed first by a review of what the data show in terms

of the competencies required for Conversations with Self and Settings, then a discussion

of the agent's empowerment, and finally a brief analysis of client comments on

empowerment, hence empowermentonreflection.

7.6.1 Assessing CORBATE:Review of Findings of the Study

Drawingon the findingsofthe study in terms of Conversations with Self, it can be argued

that CORBATEis feasible as a model for educational change. It can be stated that the

change agent and the client system have worked to achieve "collaboratively determined

solutions" (Chin and Benne, 1976a, p.32). The claim that they have done so can be

supported by the findings of the study. In addition, it can be claimed that a collaborative

relationship between the changeagentandtheclient system has led to the identification

of the needs for change and the formulation of patterns of action to meet the needs

identified (Chin and Benne, 1976) (See Chapter 2). It can be argued that such an

achievementhasenabled a shared meaningofchange.
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The findings of the study indicate that the four clients who participated in the research

project for the three-year period gained control and autonomy in their own classrooms.

Equipped with the skills of collaborative action research and knowledgeonthe topic of

reading, critical thinking and to a certain extent, learning strategies, the clients seem to

have gained control and autonomy to experiment further in their classrooms. As

mentioned in the "Plot and Characters" (Epilogue), one of the clients is doing her M.A.,

two are in the U.S.A for their doctoral studies and one, despite her few years in teaching

has been offered a position of coordinator for the METU ELT Convention which

traditionally is the domain of experienced teacher trainers. Such evidence indicates that

these clients are in fact growing further in their own directions. In this respect, we may

claim that the re-education processof clients has provento be beneficial.

In terms of Conversations with Settings, this study has not been able to enable control

and autonomyasthe political agenda of such conversations. The only evidence of such

conversations is the provision of resources for the printing of written material requested

by the agent, for example in the writing and printing of the questionnaire on reading

comprehension administered in the first year of the study. Except for this piece of

evidence, we do not have evidence of control and autonomy in Conversations with

Settings. Therefore, it can be concludedthat control and autonomyin the political sense as

intended by CORBATEcannotbe procured. The reasons why this may be so need to be

further investigated (See section on Limitations).

Wecan only speculate that the political agenda of Conversations with Settings may have

been achieved to a certain extent had the agent chosen to interfere in the daily course of
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events. The agent's interference in terms of advocating among colleagues was only on a

suggestions basis. Publishing the work did not materialize either, again despite the

suggestions of the agent. The samecriticism can be leveled at the agent : a coercive

strategy of change may have been used to procure the publishing of the action research

project.

In terms of the relations with the Administration, it must be admitted that the crisis born

with the placement ofclients in different staffrooms and on different teaching shifts was

overcomein time and through collegiality . On reflection, it may be claimed that the agent

and the group were not ready to deal with "multiple interpretations of what is observed,

what is said and what is done" (Fanselow, 1992, p.2). A different course of action may

have brought about a possibility of initiating the political agenda of conversations with

settings. As Freire (1990) so rightly argues,

Freedom is acquired by conquest, not by gift. It must

be pursued constantly and responsibly. Freedom is not

an ideal located outside of man; nor is it an idea

which becomes myth (p.31).

Given the findings of the study, it may be argued that Conversations with Settings have

remained at the level of job involvement, to a certain extent at the level of suggestion

involvement andcertainly not at the level of strategic involvement.

The final issue in assessing the feasibility of CORBATE as a model for educational

change concems the efforts needed to implement such a model. A collaborative
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relationship and formulation of action patterns in meeting the needs for change has proven

to be labor intensive. The amount of effort and knowledge required in bringing about

change through CORBATE raises the issue of whether CORBATE could serve as an

institutional model for educational change. One might argue, however, that CORBATE

can be implemented on a sustained medium to long term basis if an institutional

framework were provided. Within this framework, more change agents could be assigned

to undertake the re-education process as an ongoingtask.

7.6.2 Assessing CORBATE: Review of Agent's Self-Empowerment

One of the many benefits of doing ethnographic research has been learning from

experience. There have been many unexpectedturns of the study to which the agent had to

adapt, reflect on, and plan a new course of action. It may be argued that this study is

additionally a case of empowermentfor the researcher as the change agent.

One could mention the agent's empowermentas researcheras a result of doing a three-year

ethnographic study. Thefirst year field notes of the agent were not organized, in fact they

were more in the form ofscribbled notes or jottings. With the experience of the first year

however, the second year, the note taking of the agent was more organized. The third year

added to the degree of depth and scope of participant observation.

The personal experiences of the agent have also been a learning experience. In both kinds

of conversations, dealing with the unexpected and having to negotiate meant re-education

of the agent.
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7.6.3 Assessing CORBATE: Empowerment on Reflection

Feedback from clients is one essential technique for ensuring both the reliability and

validity of qualitative research (Miles and Huberman 1994). Twoyears after the official

completion of the project as a requirement for doctoral study, the researcher was able to

interview informally four of the clients that had been involvedin the project. Two of these

clients were the two of the four that were involved in the project from the beginning until

the end. The other two were amongthosethat had dropped outafter two years.

What becomesapparent from the interviews with the first two is that empowerment could

be conceived of as personal and professional. The first year is commonly agreed to be a

time of personal development. Professional empowermententails being aware of what

one can do, hence being able to accept or reject knowledge and claimsand beable to voice

their opinions. It is interesting to note that these clients, when asked whether they were

ready to form their own groups, responded positively. This could be considered as

evidence of the fact that change requires intensive time and effort, an issue for which

Fullan (1991) argues as follows:

It requires intensive action sustained over several

years to make it possible both physically and

attitudinally for teachers to work naturally together in

Joint planning, observation of each other's practice,

and seeking, testing, and revising teaching strategies

on a continuous basis (p.xiii).

254



Similarly, Dadds (1993)arguesthat theory is not sufficient to change the world butthat "

it is people who make changepossible, adding that "ideological drive, some passionate

commitment to fuel action and appropriate personal and interpersonal skills may be more

important" in bringing about change (p.231).

The other two clients did also report personal empowerment and_ professional

empowermentas well; however, as they were not involved in the project until the end they

did not feel that they were not perhapsentirely empowered.

7.7 Educational Implications

As Sprague (1991) notes one means of empowermentis through collaboration , stressing

the "need for teachers to break out of their isolation and discover their shared condition"

(p. 190). This research supports the research findings in the empowermentliterature.

Sprague (1991) mentions the "Effectiveness of on-site groups" in dealing with "stress and

burn out, sharing concerns and frustrations" which has proven to be true in the context of

this study (p. 192).

Working with other people is a factor that has enhanced understanding self better. As a

result of their relations with other people in the group, the clients aics that they saw

multiple perspectives of social reality (Worsley, 1967). Hence, we can argue that

empowerment can be enhanced through collegiality, a point stressed in the research

literature.
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Onepoint that mustalso be stated at this pointis the fact that despite the wish of the agent

to see the establishment of different groups in the leadership of the clients who

participated in the project the first year, this did not materialize. This could have

implications for the process of change. As many educationalists have argued, change does

not happen in large, macro-scale steps, unless perhaps an institutional level framework

facilitating an ongoing empowermentprocess werein place.

7.8 Limitations of the Study and Recommendations for Future Research

The study did not investigate the opinions of the members of the Administration. Hence, a

future study could investigate the perspectives of the members of Administration so that

different viewpoints could be made more explicit and the process of description more

complete. This, in turn, could shed light on the feasibility of Conversations with Settings

in terms of greater control and autonomyin the workplace.

In addition, the opinions of the staff members who were not involved in the project were

not investigated. A questionnaire could be given to all the teachers working in the

institution. Teachers' opinions could shed light on why some teachers are said to be

resistant to change.

Having made the domains of activity possible for Conversations with Self, particular

epistemological tools could be investigated. As the aim of this study was to describe the

process of empowerment, the manypossibilities that emerged were investigated. A further

study could be conducted on one of the epistemological tools that emerged as
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competencies for action. Such a study could use classroom observation techniques to

determine whichofthese tools are useful in bringing about Conversations with Self.

7. 9 Conclusions

What this study has accomplished is a "micro-substantive" description of the process of

change (Hammersley and Atkinson, 1990, p.205). The findings of the study verify the

feasibility of teacher empowermentin the context of this study in terms of Conversations

with Self. The clients who have beena part of the collaborative action research project for

the three years seem to have taken their empowermentin their own hands. The progress of

empowermentindicates less dependency on the change agent in acquiring competencies

for action.

In terms of Conversations with Settings, knowledge-based empowerment seemsfeasible.

As for the political agenda of Conversations with Settings, we can talk of autonomy and

control for the individual teachers in their own classrooms. Yet, it cannot be asserted that

the clients have achieved the competencies required for the political agenda of such

conversations . This may have beena result ofthe less pro-active role of the change agent

who, working as a researcher, wanted to investigate the phenomenon of teacher

empowermentin a naturalistic environment, taking care not to interfere in the daily life of

the social life being investigated.

Asfor the implications for the context of Turkish Higher education, CORBATEcan serve

as a model for educational change in terms of conversations with Self. In terms of the

feasibility of CORBATEas a model for Conversations with Settings, two observations can
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be made:firstly, a more pro-active role on the part of the change agent is required; and

secondly, the process of establishing and maintaining a collaborative relationship with all

the responsibilities required of the change agentis laden with intensive time andeffort.

These observations, however, are not intended to deny the valuable contribution that

CORBATE can make. Rather, the aim is to raise and explore issues that can provide

"complementary discourse" to change which can in turn help us achieve ways of

empowerment that, in Dadds's (1993) words, can "help to change their[teachers']

practical worlds (p.230).

In fact, when werecall the developmental stages of action research (See Chapter 4), we

can see that CORBATEcan be a meansof technical and practical stages of development.

The emancipatory stage of development, on the other hand, has been reached; however,

the aim to be emancipated "from the dictates of tradition, and coercion" (Zuber-Skerritt,

1992, p.12) has not beenfulfilled .

Such a consideration necessarily brings to mind the use of change strategies. As has

become apparent from the discussion in the previous sections, in order to make sense of

educational change and hence create a shared meaning,it is indeed essential, as Ataturk

understood, that all of the strategies of change, namely the power-coercive,

rational-empirical and the normative-re-educative need to be used. It is this functional

approach than can bring about a shared meaning of educational change not only for the

Turkish context but for the Western world in general. It can be claimed that in this study,

the three strategies of planned change werein fact employed, given the quasi-coercive role

of the change agent, the emprical-rational element in the action research seen as training
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and the normative-re-educative component which was the philosophical starting point.

Such a combinationis in fact justified by the findings of the study. The need to employall

the three strategies is indicated in the responsesof the clients and becomes apparent from

observational, interview and documentary data.

To conclude, this ethnographic study has taken up the challenge of understanding the

process of planned educational change in the context of Turkish higher education. It is

hoped that the findings of this study will be valuable to those people committed to

implementing change, offering insights into how and why implementers of change act the

way they do in any changeenterprise. It is only then that the research efforts of the three

years will have been worthwhile.

Zoo
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APPENDIX A

ARM -1 GROUP 1

DATE:Jan. 8, 1992

PLACE: Seminar Room

PRESENT:A,B, C, D, E, F, G

 

LD NOTES ARM-1 EMERGING THEMES
 

(This is the first AR meeting I am having
with a group of teachers. I am quite
excited).

[..]
BN: ... for the rest of your life. This is
something that will be done forthe first time
at METU,right? So, we need to putall our
efforts into it.

 

— (ntroductionprospect

 

need a volunteerfor this. One volunteer. O.K.
(A volunteers) Right, we'll have to go outside.
U take A outside, explain to her what she
will do and come backinto the room)

 

(I am really excited becauseit is a changelOC --exc/femesit oh
and I am initiating a change. I wish I had a -wirsh) fo see s/179 fetusC
crystal ball so that I could see into the
future.)

Now, I want to show you somethingfirst. I|\>-4 Chrys,TKStHESe e+

- oskirg en VOlL «AER

2. SO

*& Solfo tA petticonhMF

YVolurns trethicAens

 

EACLS

‘t (A)

 

BN: Now,she's going to be blindfolded.
(This is an activity called the Quaker
Model which I took from teacher training
notes of Y. The purpose is to initiate the
participants into the concept of teacher
collaboration for change.)

you to form blocks for her. She's gonna have
to find her way through you. So, make the] y
blocks a bit difficult for her. ©
(These blocks are supposed to represent
problemsthat teachers have to overcome.)

I want you...can you sit on the floor? I want}:

OC :- activity: Quater KMeckel
~Purpose ef activ;ty

Lhe “a
|

(NnstruCHans
Kxcolo nator

Me tak blocks

7o Gs
of PCrSK

Ps:CPF IT

  

feochers fis) have’fe OVE denie
 

B: Bena, we've formedthe first block here.
BN: O.K. fine, very good, yeah. Where would

BN:O.K.fine.

B: Is she coming?

IBN: No,no,not yet!!!!

(...) (We're trying to arrangethe blocks)

“7
on

arranging bloc KS

GAS = Exl)

-

  

(At that moment, D comes in and I address
her) Would you like to take a seat on the
floor?

D: Sure. Ape Aika: FAS O/version 7

chenk © fate fo meeting CLy-PAR) ag27 Bore

L22 72a

For ?

()-

N  
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FIELD NOTES ARM-1 EMERGING THEMES
 

IBN: O.K. Now, we have to decide on the

strategy, how are we going to guide her?

She'll be blindfolded. How are we going to
guide her?

(it is collaboration that I want to
emphasize.)
IB: By talking perhaps?

IBN: O.K. Whateveryoulike, you decide.

(I want them to make their own decisions

without my interference.)

ee

5rakay Weclsion Seor he [ping
# Elicit strakoy for task TA

‘i 71

Simphasis on col/aholaren

luoithout CA's fhtetferenc
 

(There's a knock on the door.)
B: With the clap perhaps,no,is...

(E has come.)

IBN: Hello, welcome! Take a seat on the

floor. (laughter)
C: But Bena, I don't understand the rest. Is

she goingto...

(i'm wondering if my instructions weren't
clear)

IBN: She's gonna comein..

C:..or just miss us?

BN: That's up to you to decide. She's gonna
have to pass through you and reach the
blackboard.

Re

}

client E fate fo meeting

Y

oe repeatin2g /nstructions

 

IBN: So, you have to help her. How do you

want to help her? Would somebody like to

take her by the hand, or just tell her?
(I am just trying to guide them.)
B: Let's tell her. O.K.

ease . rm LA.

SHreteegeSecs ter)
AH

OC: frying to guide CS

 

IBN: Tuesday so, we're havingit today.
IE: Tuesdays and Wends..Thursdays. So what

about the Thursday one, aren't we going to
have it on Thursday?

IBN: Yeah, but this is not MEDU,this is

different. (He is confused about the
meetings.)

E: Whatis it? (laughter) S  
2
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OC: uncertainty about ns trug
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OC: emphasis 629 CS Own dedisons
KD
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HONS

IBN: E, would youlike to take... Hey D/V~ TAS Divesion “yer
E: I have a question. Aren't we supposed to] C/-E -op77<ec/ eeYEeying bine
cometo this meeting tomorrow?

IBN: No,it was today.
IE: But we talked with you and you told me
that MEDU meeting was.. : :
(This is getting tedious.) OC: explanation to as fedvous



 

FIELD NOTES ARM-1 EMERGING THEMES
 

IBN: Well, you'll see, you've come to the
meeting now.

(I don't want to cut the flow of the activity

so I refrain from making a_ long
explanation.)

closure of AWrscuss(on cortAc
CO/S= CLD

OC: re FAIRING trom Oo (ong exp

tout

 

 

O.K. Decide on the strategy. She has to reach
the blackboard. Maybe you can form more

blocks here. If she is going to walk to the
lblackboard..or do you wanther to walk to the

window. What do you want?

IB: Blackboard (...)

IBN: D, can you form another block

somewhere? (I think the blocks are spread
out unevenly.)
ID: sure.

t
:

strakos decisian

-s7R)-3Sf

arran IRY blocks

-4

  

 

BN: You're really blocking her. (Laughter)

IB: Why do you want us to help her?

(Laughter)
(That's an interesting question, I wonder

why she asked that question, but I can't

ask any questions now, otherwise we'll

neverfinish this meeting!)

IBN: You're playing the role of the block and

helper also. You're playing the role of the

block because I don't have any other people.

Actually other people should be here..but..

reason for hepg A

as Gres*OO (7)

Tole Of &lock helper

ZAS=E)~ 5
 

O.K.? Have you decided

strategy?... You'll talk to her?

ID: Whatstrategy?

IBN:To lead her to the blackboard.

D: Hmm.

C: Or not just say anything but clap.
ee.

on the WACC2)
strategy Oec/s iO”)

 

IBN: O.K. Ready? Shall I call her? (7 bring A
in and try to explain to her what the situation
is) There are blocks on your way, A. And
you're gonna have to find your way through
the blocks. And you'll have helpers, O.K.?

 

‘A: Uh-huh. Ae FRE) ~ 6
IBN:I'm leaving you now.Are youalright? FASS
A: Yes,I'm fine. & BE

A:Are they goingto talk to me? The helpers? |\X/A C (2)
IBN: You ask them. hash

Ch

4}—-CS—tof

lf

Aort&  

ent

anaher

OC: no Hime fo oskK seasen qeor

te
Aer CAf4eksherf~o-osk-—-SSs
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APPENDIX B

ARM-1
DATE:Oct.7, 1992

PLACE:N's house

PRESENT:A, I, L, M, N, P, Q, S, T

 

FIELD NOTES ARM-1 EMERGING THEMES
 

PMO: *We have newcomers. I, P, QO andT.

We'll have to negotiate with them. I am

wondering if they will want to work on this
project. (Actually I is not really a newcomer

she was part of the project last year but

dropped out because she didn't have a class
the second semester.)

*The group members seem closely knit

together and I feel a certain sense ofpride

and achievement. The newcomers seem a

little tense but I think it's only natural

because they don't know what fate has in

storefor them!

*It's good to be back. Everyone seems happy,

they are chatting away.

*] certainly need someoneelse to take notes.

It's becoming increasingly difficult to

coordinate the meeting and take good notes

at the sametime.

So LeATfe

ae
CheCfIF

Chrenis feel nY
Colifor tabfe. ~

MECC SEM

MeCELEOLEIIDOTS SEExyAG
Nr,

SONISCE

 

AGENDA:
1. Negotiating: when and where to meet

2. Meetings--in English

recorded

3. Newcomers--introduce them

4. How do wepass on what we've learned

5. Newsletter

6. Reporter

PEL-AGN

VeErbng We actrith

 

1 Negotiating
I thinks that time is short. She goes on to talk

about student diaries. She tried it with her

class last year in the first semester, told the

students what she wants them to do.

(The idea of having students keep diaries

soundsgreat.)

SUG - D/A

meUqgGestIOr er aCf

Keeping Jel a.

 

A is pregnant and says she hasto sleep lot.

She can therefore only act as an evaluatorof

our project and cannot attend meetings.

(Realities oflife!)

CET-ATT
CLICjk YASGos cy

 

P is available.  
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FIELD NOTES ARM-1 EMERGING THEMES
 

Q can't promise, will tell us on Saturday. CANCATT

 

 

 

(I have a feeling that he is afraid of pte ike OL
committing himself.) neertLE

T would like to join our project but he has ar

got a busy schedule. CC a

(This seems to be everyone's problem!)

In the future, we will have the meetings on} A/F G — S C/4
Wednesdaysat 7:30.

2. Meeetings MEE -—REC
INo one objects to the idea of having the
meetings in English. They also think that

recording the meetings is a good idea.

Llpen opie orl

 

 

 

 

3. Newcomers Z£N7— AIE\K/ .
I introduce the newcomers to the group TNOCI
members. J? C CICODT ES

The newcomerscan't really say whether they] 7 “A/C —A 77

can workwith us.

4. Passing on information BALE — DT
We decide that we can do that through zeYoieit
diaries. fe

Msseine catOr?
 

 

 

I promiseto bring S's diary for Q and T. TASee neh for JOY < leance

5. Newsletter DeP- NWL. Gre
A says she can be in charge of the newsletter| “

as sheis free in the afternoons.I volunteers to) VO A — WWL
be the editor. S says she can help with the Voliwteertr yor

write-up. V7 C008 efx.

6. Reporter WieE-MO

N will take notes from now on. I will also ‘ 2 .

take notes and wewill record the meetings. In No xe feik/ ATae)heerFroo
this way, we will triangulate the data we PICELFVIELS

collect in our meetings. C

I will meet A on Friday at 12:30 for lunch. TAs CAG

Wewill discuss the details of the newsletter

to be prepared.   
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FIELD NOTES ARM-2 EMERGING THEMES
 

Erm, I said there were three basic questions

we had to discuss: What are we here for,

what do we want to do (whichare basically
similar things), and the second one, we might

as well say instead of the third one, how do

we want to go aboutit?

A AAO~ 7OOF

 

And in response to that there were three

groups of answers: one wasinstitutional, one

was for teachers and one was for learners.

And J think the group that got most of the

answers was for teachers themselves and

among the things given were

‘self-improvement’, guidance of others, you

know so that you could guide others, a

challenge, co-operate with others. So, we did
la sort of brain map like this. Do you
rememberthat?

N: Yes, I remember.
 

BN:So in fact, we're doing it for ourselves,it

seems.

M: Not me. I mean..

S: I think it works both ways.

M: Yeah, both waysreally. You'reright.

CITE ITG
< F ?

Discrgi teins if of cher i
— iF chang a bernr

LY, YA ER Licht AGT 27CF
 

E: But, of course, usually it starts on the

micro level, and it becomes then, the macro

level. It should be like that, I mean, think of

RSA. Ar first, I think it was O'Donnell and

starts with coordinators, just the coordinators

and then you know, it spread to the other

guys, so I think in that way it should start like

this.

(I guess macro means the people in the

administration and micro the teachers in

the department.)

2e744) CLEELIF

CLFACoAGT

CLont cornhen# 2

change

 

S: And it automatically works for your
learners, for your students, because you're

always workingonit. It's reflective.

N: If you improve yourself, it affects the way
you teach, so both ways.
 

BN: So mypointis, er, what I'm trying to do,

or what I'm trying to prove is that first you

have to get the teachers, because teachers are

the front-line people. You have to get the

teachers to improve themselvesfirst...  TER - LIV.
TDavolyeucnt af

Kadrers
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APPENDIX C

ARM-31

DATE:June 16, 1994

PLACE:B's house

PRESENT: B, L, N, S

 

FIELD NOTES ARM-1 EMERGING THEMES
 

S:..andit's our thirty-second meeting

BN:No,thirtiest.

S: Thirtiest?

IN: It can't be.

S: No, it's either thirty-first, or thirtiest

meeting. .

BN:Oh,no,no, no.First, I think...

S: Thirty-second because, err..we finally

found outthat..yeah.

IN:It's either thirty-first or thirty-second.

_ IBN: Twenty-nine,thirty, thirty-first.
 

S: Thirty-first meeting and we're at B's and

we have N, L, BN, B and myself here. We're

munching at the same time. So, please don't

mind the noise! O.K. What's on our agenda,

today? Wereadan article.
 

BN:Thefirst thing, er..before the article, the

first thing, have you completed your diaries,
my dear?
 

S: No, I haven't been able to.

BN: O.K. Is there any chance of your doing

that?

S: When?

BN:Er..I don't know...

S: To be honest, it depends on how I

feel..causeerr..all the time I spend at home.I
spendit in bed.

BN: Uh-huh.

(I really feel sorry for her).

S: You know lying on myback..so I haven't

been able to do anything.
 

B: Whenare you going, Bena?

(client inquiring about my travel to England)

BN:Probably, begining of July. Not the very

beginning maybe.

B: Uh-huh. I won't be able to finish it

err..by..Saturday and I'm going on Saturday.

But I will be coming back a weeklater so I
can giveit to you on the 27th.   
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BN: You can_~ always’ leave it

somewhere..where I can pickit up.
B: O.K.

BN:So, I can take that a a promise from you
then.
 

BN: Right. Now,today, this is the end of the

three-year research. First of all, I must thank

you. I mean, for putting so mucheffort and
erm..being..for your involvement, for your
commitment

(I'm getting excited and emotional!)

I think we deservea big round ofapplause.
(applause)
 

BN:Atlast...yeah..O.K. Did you havetime to

think aboutthe feasibility of this project?

(pause; people are dropping what they are
eating; laughter)

O.K. If you've given it some thought, I have
some questionsfor you.

IN: Yeah, if you can ask some questions,

maybeit will be easier for us to make some
comments.
 

BN: Erm..now, my aim is to investigate the

feasibility of such a project. That's my
ultimate aim.

(I wonderif I've wordedthat correctly?)
{Uh-huh}

To investigate the feasibility of teacher

development through a collaborative action
research project.
 

O.K. Now, we need to analyze this in two

parts. Thefirst is the structure of this erm..by

analyze I mean, erm...comment on, reflect,

erm..Thefirst thing is structure: who are we?
Whatis the format?

(I hope I can express this adequately!)
 

BN: Andthen the content, of course.
 

BN: So, for the structure. let's define the

structure of the group.

IL: O.K.

BN: So..I consider myself as a change
agent..erm..

S: I think we're volunteers.

Volunteering..erm..you know, change maker  or changewillers...(laughter)
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S: And I personally believe that, if you spota
problem, you shouldtry..erm..to solve it, you
know,don't wait for others to do something
for you but do something yourself. I think
we're all..erm..on the same track, so that's
why weare here.

 

BN: yeah, and we cametogether randomly,
didn't we?

{Yeah}

BN: Erm..Those of us who are here now
responded to my memo,if you remember, 3
years ago, inviting anyone who would be
interested in such a project...erm.I see
myself...now we've talked about this in the
meetings as well.

(Yes, we did talk aboutthis)
a: Yes,
 

BN: I see myself..at the beginning..as a
leader.

B: Kind of guide.

BN: No,I meanatthe beginning.
B: Yeah, O.K.

(What, am I forcing her to agree with me?)
 

BN: Controlling and monitoring the work.
But then gradually...How would youclassify
me?

N: I think we can use the word 'guide'
because, you know,first of all, at the very

beginning, you were the leader, right? You

brought a lot of things to su. Then, you
just..erm..gave the topic or, you know,
helped us to work on...or, you know,help us

to choose what we should be doijng. That's
why we can consider you as a guide later
maybe.

(So, she thinks I was like a leader at the
start of the project.)
 

BN:Let's think about the years..year by year.
Could we think on a chronological basis?
First year, second year, third year?

B: Well, first year, for sure...

IN: You werethe leader.
L: And last year, you had sometricks, you
know (/aughter)

(referring to my withdrawal)   
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APPENDIX D

INTERVIEW TRANSCRIPTS91-92

INTERVIEW 1

Questions:

1. Have you madeany personal discoveries?

2. What have you learned in the past months?

3. Have you madeanyprofessional discoveries?
4. Can you extend whatyou havelearned to your students?
5. Did you feel that I was imposing anything on you?
6. Would you like to commenton the way I conducted the sessions?
7. Do you think you could start your own group?
8. Do you think that we should haveregular in-service sessions or engagein collaborative
research-based wok (CRBW)?
9. Do you think we can get better results by approaching students from a psychological
perspective?

10. How can wefit in a psychological dimension in the curriculum?
11. Would you like to comment on anything else that we have not had a chanceto talk about?

Teacher A

1. Self-awareness,.. parent-child,.. helped me to see others by putting on new glasses,
something different than what I already had. I started to observe myself in a different
perspective which I had beentrying to doinstinctively but without knowingthe terminology.
The adjective exercise we discussed..... I wrote anti-humanistic for people I detested. That
shook me. BecauseI realized that what I really hated in other people I was doing. In fact, I
wanted to lie, be lazy, be late to my appointments. Because being ontimeetc. gives a burden
on you, sometimes you wantto lie, too.

2. Lots of terminology.--schema,activate, active listening-- terminology--what they meant,
how to use them, whatthey really mean. Sometimes wesay to our studentsto listen actively
without really knowing whatit means.
Sharing ideas with my colleagues... You learn a lot. Some are more experienced.If a person
reacts a different way to a specific situation. I thought there would be only one reaction.
When people defend themselves, they're right, could be to a manager, student, colleagueetc.
For example, when a student doesn't do homework, Teacher X might react differently.
Sharing experiences widens your horizon.

3. First ofall, it helped me to think more before I stepped into the classroom. Because we
were dealing with reading, reading hasthepriority. Also motivation, psychology ofstudents,
and some small details like what's going on in class. You're so busy teaching grammarthat
you can't see the small feedbacks in fact the students are giving. It didn't change the
techniques, systems, and activities. It helped meto see in a different way but I didn't wantit to
change. Perhapsit takes time.I'm alwayslikethis.I first observe, then digest it and makethe
necessary changes. I can't change right now because I haven't digested the system that I want
to use with mystudents. I change slowly.

4. Certainly I can. I think it will take time, my time and their time as well. As I have said
before, I first have to digestit. If I can't digestit, it'll be a shock for them,it' Il be in the air. I
need more knowledge andtime in fact. This is not enough to apply something which is brand
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new, something which they haven't done before, something brand new. Ordinary is what I
usually do, what others do. For example the psychological tests, students will say this is a
language class, they'll say, "What is this for?" A second thing is that I am not good at
psychology.

5. No, not really. I didn't feel that way but I thought that action research was searching about
something about what goeson in class and the thing which wasgoing on in class.I thought
psychology was imposed notby you actually but maybe we decided together. I want to clarify
my mind becauseI feel that the students did not say anything psychological. It wasn't the
students who gave us such feedback; it was the group.so, I felt myself self-guided because
the students did not point to that. I can't understand--the materials they gave us did not
mention the word psychology.

6. The workshops. It was excellent. Controlling was well-organized; whereto stop, where to
interfere, and whom. Very democratic, never ever skipped any one of us. Becausethis is a
group with different characteristics, it is difficult to conduct sessions. You haveto balance the
people who wantto talk more and those who wantto keep quiet. You were very professional,
demanding ,and always in control as a conductor. If started my own group but I would be
scared of losing control--the members might get lost. I may start with psychology and end up
with sociology. You enable us to come back to the point which I would have difficulty in
doing.

7. Not at the moment. I need to learn more, more experience with what we're doing. I need
more guidance. And of course, I should read more during the summer. Toestablish such a
group,I should be ona betterlevel, like you, your accumulation of knowledgeandskills.

8. The reasonis.. last semester I've attended the MEDUsessions. Whatis donethere is fine,
but I want more. Because I have been doing that ( like doing my MA,I've beentrained as an
English teacher) There are bright ideas but I can imagine ideas on my own, but with CRBW
I need help. If we compare MEDUto action research I can say I learn three out of five at
MEDUsessionsbecause I knowthe other two. But with CRBW

I

learn five outoffive.

9. Of course, there is no other way. We should do that. You can't observe a studentas if sheis
a chair. she has a character. She has many experiencesin this or that level. All of these things
makeupthatlevel. To befriends with a cat, you have to know about animal psychology.

10. We maystart like MEDUat the beginning. Wecantalk about why we're doing it and
how it can be done. First phase is the confrontation phase, it shouldn't be done in a
compulsory way. Then they form a kindifa reaction (our Mediterranean character). Although
teachers don't come when they're not forced. That kind of intellectual thinking--mentality
towardsin-service does not exist.

11. I think psychology was imposed--that's the most important and I said it. But class
discussions were enjoyable,
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Teacher E:
1. On the whole, it was not a big discovery. I joined the team,I really thought that I could
learn something in termsof different reading strategies, how to contact with the students in
terms of reading in a better way. When you think ofthat, you have to think of student
psychology, what hinders them from understanding reading passages/articles they have to
deal with. When they say they don't understand andit's because of vocabulary, it can't be.
There must be something behindit like a mental block or fear of understanding.I think thatI
have to learn more ofpsychology od different approachesto be able to cope with this.
Onediscovery is the "I'm O.K." Of course you have an idea aboutthat but not in an acedemic
way. That's a discovery-it became clearer in my mind. It a kind of enlightenment. Maybe
you're wording was different but you should know and lookatit--the relation with your
students from that perspective.
Active Listening--that's interesting, the photocopies you gave. There are things that you
intuitively know but you can't express. When you read about them, you say "That's it."
Through experience, you learn these things but doing it in an academic way makes these
things settle in your mind.

2. [haven't studied ELT at faculty. We had only onelesson-- Methodology in our third year.
Wehad grammar,translationetc., but in fact I'm basically a literature student. There are many
things that I learned--theory for example, David Nunan: I read about four chapters. It gives
you something. How people look at language; what people should do or planning.
Mostly, it is psychology that was interesting to me. Psychological dimensions of ELT.
Terminology, you tried to deal with it in a more academic way--in professional terms. I
learned about Counseling. You learn how to convey your message to the student and how to
diagnosethe problem in that person.In fact, you learn the questions that should be asked. Of
course there are many questions that you can ask but they won't lead you anywhere.When you
study something in psychology, youstart looking at people from different perspectives. These
workshops widen our horizons.

3. Some of the things are new, sometimes you get lost. You can feel that during the sessions
or going overit after the sessions. It may be vague not clear. Manyof the things or most
important part happened towardsthe end of the semester when we were very tired. That's why
whenI tried to read "I'm O.K." I couldn't.I'm waiting for the end of June.I think I can extend
that to mystudents. I think westill need time.I think it was a goodideanotto start any new
reading activity: we should finish the psychology part first. Something we should d: if we
want to go on working, do reading. For example books.. (he mentions some book names).

4.&9. We have to learn more about human psychology, student psychology and we should
learn more about ourselves. Who are we? I'm interested in photography. I bought a camera
and I realized that there werea lot of things to learn if you don't wantto haveflat pictures and
be a snap-shotphotographer.I started reading about photographyandstarted taking pictures.

5. No, I can't say that. I haven't felt that. Sometimes you gave us homework. That is not
imposing something, you have to do that to see how it goes. Sometimesthis happens. But in
time we learn about each other's approaches,it's natural. I tried to tell something, a personal
idea on a subject.I understand that it may be misinterpreted. Maybeit's because of mystyle.I
try to convey my message.
Also when weare doing groupwork, weshould not be imposing on each other.
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INTERVIEW TRANSCRIPTS92-93

INTERVIEW 1 (January 1993)
Questions: :
1. In one of our meetings, we decided on the reasons why we want to do action research as
groups members. Weagreed that there were two reasons. The first reason was that teachers
like to be active, try to catch up with new things in the field of ELT. The second reason was
to be better teachers for students. Would you like to comment on that? Do you agree with
that? What do you think?
2. Rememberat S's houseand westarted talking about lack of motivation, loss ofinterest.
3. Rememberlast year we opened up to one another because we had the psychology sessions.
Doyouthink that that would have been possible without these sessions? Do youthink that we
could have done that if we hadn't had those sessions?
3a. (To those who did peer observation) You've observed classes, haven't you? What do you
think about peer observation?
4. Well, we have this problem oftranscription. You know wecan't transcribe the meeting
cassettes. How should wesolve that problem, what do you think?
5. Remember wetalked about preparing extra materials (supplementary materials). We said
that after a certain period we get bored of preparing materials and we stop because we see
others doing nothing and we becometypical teachers. Do you think that's true?
6. Can you compare how youfelt this year and how youfeel this year as a memberofthe
action research group?

Teacher L

1. We're teaching four hours a day. We're active of course, in the classroom. I have started to
think that four hours for a teacher is a bit too much and this mayeasily lead to monotony.
Andin order to get rid of that monotony, we have to do something and this action makes me
active. So this is one motivation. I feel that I have to be different than others. So, I strongly
agree with that (referring to the first purpose stated). (Now talking about second purpose)
Our main purpose is to teach better. So, of course that is true. The first one (purpose) is of
course limited in terms of improvement. When wesay active, we maybeactive, but we may
not be improving ourselves. Plus,I'd like to say we're improving ourselves rather than being
active probably. We're being active; plus, we learn something new and improveourselves. By
active I mean doing extra things, other than what the program suggests.

2. Well, personally, at that time, you know that I had a motivation problem because I had
personal problems. Of course it's natural to have problems. But when such things happen,
since we're professionals, we should notreflect those problems on to the group. We have to
cope with our problems within ourselves. That's the ideal way. That's whatI'm trying to do.
I'm not very successfulin that, I know.

3. Well, I really can't know if we hadn't had those sessions, how the relationships would be,
but I believe the psychology sessions were very beneficial for all of us. Not only opening to
each other but also for ourselves. Since this is teamwork, everybody should be aware of the
psychology of other people. We have to be patient and understanding to each other. As for the
people in our group, since I like them very much, it wouldn't have been very difficult if we
didn't have those sessions. Becausestill we're understanding. The characteristics of a person
can't change all of a sudden, can't change in one year. We're what we are anyway. So, the

290



atmosphere would be more or less the same I guess butI still believe that the sessions were
very beneficial.

3a. Well, peer observation is very useful: Since, I'm an inexperienced teacher, I made use of
peer observations a lot last year and the year before that. AndI still believe thatit's very
necessary. You see new things and become awareof the things that you weren't awareof. I
get pleasure from that. I am always curious about what's going onin the other classrooms.
That's a good wayof learning. While observing, I started to take notes in the first minutes but
I felt uneasy because I thought that the teacher would feel uncomfortable. So, I didn't take
notes much. Just two or three sentences. Since I had to record, I relied on the machine. So,I
gave up taking notes...As I told you, I like observing more than being observed. I mean of
course I won't say no to being observed, butI still would feel nervous, uneasy. In a way, they
(referring to teachers who did not wantto be observed as part ofour project) have the right
the say no.

4. We canassign the people in the group, taking turns for each session. This session is N's,
next is L's etc.. Perhaps we can dothat so everyone has a chanceto see howit goes, what kind
of hard workitis.

5. If you give someextra effort (referring to bringing supplementary materials to class), you
can't get the same effort from students. The results are the same or worse. You feel
disappointed, so you may end up being a typical teacher. I sometimes feel it but what this
research (referring to the action research project) actually does is that it makes me more
active than the other teachers because we're doing something extra and we have to be
different. So, this is good motivation for me.
It depends onthe materials you are using. While we're doing "Language in Use" (referring to
one textbook used in the institution), 1 didn't feel any need at all to bring extra material.
Everything wassosatisfying and the lessons went very well. But with other books of course
our attitude changes. Whenyou feel the need, you shouldbring extra materials.

6. Last year, I used to have question marks in my mind about whataction researchreallyis,
about what we were really doing. This year, everything is settled. I feel much more
comfortable. I know what weare doing. I know what we're aimingat. But, I still feel that we
had to act earlier. One semester has passed and we couldn't do any action. Hopefully next
semester.

Teacher P

1. We talked about it several times. Also in our first meeting this year, second meeting as
well, when we had newcomers. Since we said that action research is continuous
improvement, this improvement is for the students, for the institution, as well as for the
teachers. So teachers should improve themselvesto help students improve themselves.
You do reading in action research, you share ideas which helps a lot. Sharing your
experiences as well as what others have read. They report what they have read. Of course
that's good. We sometimes don't want to read or don't havethe timeto readall. But this way,
with short summaries, we get an idea. If it appeals to us, we can readit. Our friends can make
each other aware of available resources, books in hand.
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Andin these action research meetings, we're talking about things, searching for the ideal or
the good.So, you start analyzing yourself andcriticizing yourself. Sometimes you say: "I do
this here", "I thoughtthat it is not ideal but I do it why?" Or "Should I try this in my class?"
Or maybeyoulike something very muchin yourclass. You like what you do andsayit; share
it with others. And they say: "Oh,I haven't thoughtofthis!"

While discussing things, while reaching the goal, we gather needs, discuss things, talk about
facts in the books.I always criticize myself. Do I do this? How can do this? Or canI really
apply this? Is it really appropriate to my personality? Or how can I adapt it? I think of these,
as well. Moreover, you can see your strengths and weaknesses. Also, being aware of your
strengths and weaknessesis important.

2. I raised the issue. Those days I felt uneasy. I thought this group was moreactive last year,
more motivated and at the beginningofthis year. I didn't see a bit of motivation in the group
members. Only the newcomers were more interested. The others looked as if they were

exhausted or demotivated, something like that. Also I thought you were notinterested in the
project any more.

3. These (referring to personal development activities) helped me in that sense. And you

know people's normsare different so it was beneficial in that sense. People learned how to

deal with one another. You know somepeople got on some other people's nerves and... So,

it's because of these psychology sessions that we wereable to get things straightened out (She

has heardfrom N whois in the same staffroom and has looked at 2-3 diaries to review what
was donelast year). So, it was beneficial.

3a. And also we did our peer observation. While teachers reflect back on the lessons they

observed, you can see what people can do. Do you dothe things youcriticize? Do you apply
the things that you praise?

As wealways say, some people are resistant to change. Most of them (referring to teachers

who turned down our request for observation in their classes) had never experienced

something like this (referring to peer observation) Having an observer seems strange and

threatening. Maybe we couldn't explain our aims well. If we planned these much before and

maybe if we did somesessionson peer observation in the MEDUsessions for example, and
introduce the issue to the people.

By the way,I'll be a substitute. But I'll have time to observe people (referring to peer
observation)

4. I have no idea because I hate it myself. And I really don't believe it's necessary. Yes,

because we havecassettes, whoever asks for them, we can provide them with the cassettes. If

they want, they can listen to the cassettes. We take notes, how many are we? 8? Atthe end of

each session, we write in our diaries. I'm sure we can remember something a bit from each

session. If we have a lot of trouble, then we can refer to the cassette. it's the chore: unwanted

housework!

5. You really need and look for some kind of.. praise, let me call it and you can't find that in
the institution. There shouldbe a solution for this. They should discriminate the working ones
and the lazy ones. They put us in the same bag. Sometimes yousee that because they're old
friends, they favor the other or that they take their ideas into consideration and ignore yours
for the sake ofnot hurting their friends.

292



After some time, your teaching becomes monotonous,teaching the same things over and over
again. There's no change in the system, no changein the syllabus. Really, after maybe every
five years..you may have a year off and that time you can work ontesting maybe, preparing
resource materials, teacher training..something except teaching. You renew yourself and then
start teaching again..changing batteries. I mean feel like this, I've been teaching for seven
years. Even though I taught a different book. I started feeling bored last year but this yearI
strongly feel it. In action research, as I told you before (referring to response to question | )
we share ideas and I saw my strengths and weaknesses. I don't apply the ideas we talked
about reading only in the readingclass.I'm trying to help my students in writing as well. I'm
thinking of ways of applying the theory in class. I want to prepare materials. I'm really
interested in that.

6. I learned new things. You did very short sessions on what youdid last year. Gestalt, Dark
side, light side. I mean, it was not beneficial for me in that sense because I think that I'm
already an open person.I like sharing my ideas, my feelings with others, and I don't hide too
manythings from people. So, I didn't have any difficulty in that part but it helps to understand
other people. And sometimes yousee that your colleague has a problem but you cannot name
it or maybe describe it well.
We're working, but I think we can work harder. For example, we could've finished the
questionnaire anddistributed to the students and gotten the results.
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INTERVIEW TRANSCRIPTS93-94

INTERVIEW 2 (May 1993)

Questions:

1. If you rememberthe last time wetalked, and that was in December, we talked about our

personal and professional gains so far. Now, what I want to ask you is how do you view our

progress, both as individuals and as a group, considering the time that has passed since

December.

2. We thought that we could function as a quality circle-/How do yousee the prospects of

that?

Teacher B
1. I do things but I think myproblem isthat I'm not very organized and I cannotcollect these

and find a concrete development. I cannot see that well at this moment. Butstill I don't think

that I did nothing.It's just that I cannot combine whatI did..things in bits and pieces. I cannot

put them together. What I meanis, yes, I learn new things. I find new waysof looking at

things but I think that I'm not metacognitive enough. I cannot put a distance between myself

and what I do and see my performancein those terms.If I think of the things that I wanted to

do, no, I did not do all those things I wanted to do. For instance, I was thinking of personally

investigating listening and learning strategies, you know,read more and generate more. I was

thinking of using reading to cometo that point. That's why it is related to the group and

personally as well.

Yes, we, as a group, discussed a lot and brainstormed a lot. But it was not enough because I

think we weretootired to read and generate. For example, I planned to give you (referring to

the whole group) a demo onself-questioning. I did, but I didn't like my demo myself, you

know. I thought it was confusing for people who didn't know much aboutthat subject. I could

have brought more materials, could have been more organized. So, I criticize myself. But

overall, we all tried to do something when we came together. It was something really

positive.

Because of lack of time, we couldn't publish. When you write things, it's different. You have

to work harder. If we try to write things, I'm sure we will just read more and be more

productive, feel much better. This (referring to writing) will also, perhaps, show our growing,

I don't know. Becauseit will force us to take out what we have done.

(Now referring to organization in the group) We all came there (referring to the meetings)

very tired.. Especially in winter time, I felt more tired, and you know,I rememberthree times

talking about self-questioning and coming home and finding myself exhausted. And I

sometimes thought, this time, I won't be that muchactive. I don't have to be that much active

you know,those times I really feel tired but the thing was I felt tired because I didn't find

myself satisfactory. If I had found myself satisfactory, I wouldn't havefelt that tired.

I didn't take notes at the meetings. I was really awful in note-taking. Well, we talked about

this but it might be because we were very much involved in the discussions and the

exchanging of ideas. But this shouldn't be an excuse.

Diary keeping wasalsoa failure for me because I forced myself to write entries, and then,.. as

for the ones I wrote, I wrote one or two sentences. I don't know it might be because of my

concept of diary, it was not very clear to me. I was not very sure about what to write. I

rememberthat we skipped writing entries sometimes, in somesessions. I think we wereall
tired to write.
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2. Well, I feel we should do that. But we need to force people a lot. And I think all of us, not
you perhaps, but the rest, we are so emotional and sentimental that we don't really take
criticismslightly. I think that if we present something to people and they don't like it, we are
all demotivated. This should not stop us from doing things. We should be more professional.
Weshould take into consideration the fact that all people are notlike us andall people cannot
think the same. Wecould hear stupid things, but that should not stop us from doing what we
planned. We should have been more professional at the time (referring to the feeling of
demotivation after being placed in different staffrooms and on different shifts). Being
professional brings new ways ofhandling the problems. You are aware of your problemsbut
you are there to solve a problem and you have competence, experience. We need to be
professional to other people, not that much in our group.I think everybody in the group has
that sense of professionalism, I mean. Wecan see things.
I feel that we can work better. For instance, that Convention could have been a motivation or
a force for us to generate something. I mean perhaps..we missed that opportunity to bring out
what we have. You could have acted as if a leader in that period perhaps. You could have
been more helpful. Sometimes I was thinking of your role in the group and I appreciate in
general. You have a good balance to keep what you know. You're not that much forcing,
you're not that much relaxed but sometimesI felt that you needed to be more active or more
guiding, in that sense. I think I expected more of you there (referring to the case of the
Convention), as the initiator of things. I can see that you don't wantto play the role of leader
but this is good. I think positively of that. I didn't feel you were bossy, you know, well,
sometimes through yourintonation, you sounded..bossy.

Teacher S

1. I think as a group, we were more..learned. What I mean by that is we learned from our
experiences to a certain extent. For instance, when we started a new activity, we were more
cautious, we wrote downthe objectives more carefully and really tended to think more widely
beforehand, before applying the procedureat hand. So, I think this was something we learned
as a group. But organization wise or self discipline wise, there were still problems. You
know,I voiced my worries aboutnote taking, if you remember.I haddifficulty in both getting
involved in a discussion and taking notes at the same time, and we found outthat it was true
for other members as well.
I had problems with diary writing. I felt it was perfunctory on my behalf and I don't know
why that happened... If we had seen an aim, we would have doneit. But all the members
complained aboutit. So, maybeit's because we're more competentin whatwe're doing. I don't
knowif that's true, you know, we did something practical and we have the students’ writings
for instance, or feedback or questions or whatever you call them. Maybethat's why wedidn't
want to write diaries because wealready have a track of something, you know, what we have
done.

Asfor organization, you know,at group level, we still have some problems, like, okay, we
learned something from experience but some things we haven't. For instance, we were very
ambitious at the beginning,right? For instance, at the beginning of this year, we were very
ambitious. We said we were going to read articles, and you know we were going to make
summaries of the meetings. But we couldn't live up to those standards, right? Wefailed. so,
that's one criticism I have. We wereterribly loaded. As for myself, I'm still dealing with my
backpain. Plus, there's all these courses you know,the studio thing and my driving course and
the book.
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B gaveusan article. I gave you guys twoarticles, and you gave us anotherone.I personally
find it difficult to go to libraries since I don't have a car. Andconsidering the timeconstraints
as well, I find it very hard. So, I found those twoarticles from my own journals, which is
limited, of course. But this is true for me because my program is very loaded andI don't have
the meansto go to otheruniversities.

2. We decided notto advertise. So, do you thinkit's something relatedwith our organization
management? Maybeit's our own nature which is reflected in the group.I, for instance, like
being sophisticated. I mean,I like thinking abouttheoretical things and you know, I'm not so
worried about others, unfortunately. That might be a selfish type of an academic person, I
don't know.It's not good in my opinion. But that's how I am. I really like going into details.
Maybe weall are the same, or similar. You are a very sophisticated person,sois B. Maybeit's
like the birds of a feather.
It's an important issue (referring to the issue ofwhether we want to advertise or continue as
is). If it is an action group thing, just in itself, then we should be happy, you know, with
group improvement, you know, limited kind of improvement. But if it's possible, it's of
course better to share experiencesifyou can see concrete improvements in the students. But I
mean, I can't see concrete improvements in my students, although I have always asked why
questions, alwaystried to help them with their judgmentsor reason.
But if as a teacher, I feel more confident in doing this and my conscience isclearer, that is
still a very important gain because I'm not easily satisfied. If this thing makes me feel more
satisfied, thenI'll stick to it. I think it's very important. Because my personal developmentis
very important.
The fact that we have been able to continue (as a group) makes me feel very good. As a
group and as an individual. Although I was ill, I came back and we continued to work
together and I think it's very important. Look at some groups in Turkey. I mean what group
can continue for three years, continuously, giving up their personal time? I think it's
something very important. I feel thankful to you for starting such a thing, really. I mean it's
very important, this feeling of cooperation and progression. Very very important for me
individually, and I'm sureit's important for others (referring to other group members)as well.
That(referring to the concern and care the group demonstrated when she was sick) tells us
our groupis functioningreally as a group, you know,andit's something very precious.
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- fe : sechar.\ We deided.to collect Ue shiclerk.

eo Pes a ee ett) 3 :
We dealt Site Shident Qesiwes: Qacl triecl to. for. a

bes he-la wn ¢e nelig fe Aees:

meehrg - 26 C Apri| ast)

We | Bop.in readd the answers: ace“gave te seeess eat

we Aries -4o- eRVAN dpem ees to Ne! ectSree :
«

ow es 2 aay 3 ee ia ai, atte ey f 302 a esises Si oat wee . i: *

f a : . Sort ea pdt ARM StS Oe eee oeese e ett ee a ric tie Ceee Lb ees . Poses esac ya Peat WON ee



APPENDIX H

ADDITIONAL DOCUMENT SAMPLES FOR ALL YEARS

MEMO SENT TO COLLEAGUES

Rie

’ Dear Colleague, i Bi Hes i : | Se ee eS ae

nS stem idk oe melee
1h

+2 Si eeereer igh.
i °

wehave ‘set’ up an. “action: research” ‘group to investigate the
~ ‘comprehension problemsof our students in reading. we Terene anyone

whoa be Intenested in oureee

“To start off our research,we would like to administer a questionnaire

a to“the. teachers. and. students... Since we cannot administer the
questionnaire_ to: all” the classes, ‘there will be random sampling.
Therefore, we would appreciate if .the questionnaire could be
administered to those claasses on Fridayee2ath.

For he morning group: The ‘questionnaires will be delivered to your
oe staffrooms at 09:50. | :

4 Forthe Saaes group: The questionnaires will be delivered to your : :
Stee.13:50.

we thank you for your cooperation.

Bena Gul

Forfurther information contact:

Bena GUl:2166 |
:
'
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OPINIONS ON TRANSCRIBING AND DIARY KEEPING

My feellagg about keeplag d dary

we Trangotbfg Ta classroom Fall

he. lary

[ft Wig pot 27 eos fast. flad Ht been To wa'te abwa

Ho factue l polars only, (Ff Would fave boo much
Zasler but when you we fo purdown our fea(ing,

[brs Aifficult, Secause at Hauer youind Itguite
AEcult fo express tlem. Zam used ie

evesyThiag {f my bray. Wetting does nore appre |
me [# Vs co atfictal.

Ucansestgthion

Q bel Hea fardesf. Tie of my /fe. cling Hus ,
27 pages! 27 whole pages! It os chifficult. ancldere,
ia We edge of the’ 24. cemtury, & don thine one nead
To wrth. TUlage abun while everyHlilag Ca be heardfrom
io Tepes or ideo castes, £2 dion 4 -Hink [+ wouldse

aay fr 12. obo outling (ka Flas rgeala.

Bena,

This (transcribing) is the most stultifying, suffocating, agonizing, irritating, annoying,
offensive job on God's Earth!!!
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yf QUESTIONNAIRE GIVEN TO CLIENTS
(following completion of activity in 91-92)

PARTV-Questions 1, 2, and 3

V. POST _READING: INTERVIEWING:

1. Was this experience stressful for you?

YES oa. NO

COMMENTS _J cas Hecaod COMMENTS

a ch si f ef

‘tk went ol¢, fee

a0OEY to wo muy Speo clh

Vo een fant iThls

 

 

 

 

 
 

 

  DARE big.
2. Wasthis experience stressful for the students?

YES NO es
 

COMMENTS COMMENTS

—

(Kk Dut om od

to Cufiy being onl

quoa Smad + eae be be

S
ae ae a

 
  

3. Do you think interviewing students helped us to achieve our aim in our action

research project?

YES

-

7 3 NO

COMMENTS : COMMENTS

te isdonkk Shmued e hate

thoy ae used +o + prtler

qusatines uh che ee Mate

Sot Hainki ng tt ums

latetting to obcene hat

 

 —Vo Callen, oeted

oeblodc“tla!ends

didane seem to . 3

hurdle fmthe Se
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APPENDIX I i
ACTIVITY INSTRUCTION SHEET-1 /arch 4 /Sa

7, -

Ladies and 6cat, |

The next weck rh bee POLARAE Se mTAS C TA anks.

S /) So, what do we W re eGTS pregram

Will Se /O0-méin Class Afscessirons Pee day (as

we had agreed) Below are Ye guestrens Yharft

jou can deal byhe 9 AAGSS

Reading — a prohlem 7n GAte ZI «Keant fo Ao

Seme “IAG abour SA s.

LOhat fo you YA’nk reading cConepleaension rs
 

the passages in kxfhbooks Ma be Sertng Sut t's
how you dedl unwifh it wel goalterc. Jn the fee tLre,

yeu “ui have fo reac! Sering texts, anyway.

When the text fs boring, what can rake foul
help yeu enjoy Pf ?

To bring about the spor tance of schema,

urhou menrtwtoning She wore, Ask . AECSE question

~ De you l’Ke Yo read about Loc tb al/ ? YWwhy7

ee a you like to read abous suarreahsn; 2 Way

lease try Yo sh¥ck yo. 42¢ ahove plea lfgou Can ,
tr Yo recold seme s*uUASEnK answer Y any oF

i Questions. |
$ry to rhake noes so what Tot Can Aransferr Sher
Joo ter on) % your Warves. Cfyou ent yecord)

Remern ber that Lo £Al, B¢° avellahle % Ae» (Jou

shserve sttutdents or Sake noes provuiidled Yadyo

Jel/ me J~-2 days (7? advance.

TOUR LUCK xe gou ALAS .
he BEA



4a BBV SSA fe OSA OE OA ON OS SBSAY RVRSS DR

5) ecr Achien

=

Kesearchers,

- j a ee

Wet Je °the fine. Fae ahkllLn Ties SorFl OE

9

oe Ascussiens, the p rocedure Fo 62 fol/owed

js as YOllows

GET AGAION PRERECONS

7o activete the stijderils “schema .retedted- Fo Phe

topic they are GOURG to read abcut, we wi/// start

with a role play cre trvity. (Fhe rele cards «etl be
e Wi vee See 2 ;

IAD. Gd ) Please PIC® Sheri? Lip from her)

<

Proce dure &

e Assign ~ stidlents tr co He ICHUY.

20Oave them A-3  Hrin. to Veeck at their dats.

—7el He Lest el Fhe class FO chserve pxhem verth

Shae Lolous j127. 7PLLLPOSE GLE SHIELIS We PPatTRN ee

1. Kho are hese People a,

OR sa NOI ELT fae” OTMef AS preblem ?

D3. Wher does Shileat B. ae. ya 4 ea Lemfher 7
MMPOR TAME 4s SRVS Pert should $e receorced.
CLASS DISCESSfen
 
 

Once the role Plas aay, 15 ayer wy Solere

“re PA SUSETS FO W7¢ hove Purpose PElEsTOHNS,

Then wy fie Be ee LCAOS. .C/seOseor, (1) tohich

over studets can fe CN COULLTAGCL Xo patheipak.

They 110 2G relak Y%7eir Cum CxAeliepces Lredfor

feu night fike Fo add your Oacn.

TAGPORTANT ! TAS pact sheild Se recorded, Se pleas¢

have gour tape recorder and casse tres ready,

Lh igGlor evar geod rweq 7a check he PLL PoAFGY

tape LEC OfWer Sefore CASS SAIS.

bs Seoul, Sig3 ‘ -. ‘3 :
ee Sy ?
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Dear Colleague,

QUESTIONNAIRE ON READING COMREHENSION

Teacher Copy, Page 1

The objective of this research is to make explicit the attitudes of

teachers, students and testers towards "Reading Comprehension."

With your contribution, the research will achieve its aim. The

|. Reading Comprehension

For each of the following statements, tick (Vv) the choice that
applies to your students. The categories are as follows:

  

A Applies to
most of my

students   

Applies to

some of

my students}   

C

Thank you for your cooperation.

results will be announced in the second semester.

  
 

Applies to

very few of

my students  

D Applies to
none of my

students  

E| | am not
sure

   
 

1. Students feel that they have to understand every word they are

reading.

Ae ee

2. Students usetitles,

to anticipate the content.

Av ee he ee

3. How much students understand depends on how muchthey already

know about the topic.

BS ee sl ee

4. Students think about what helps them to understand the meaning

of a text.

Pee)

ee DB [le Gels
5. While students are reading, they think about whether they agree

with what is said in the text.

per fear] ge yO oea ne
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Student Copy, Page 1

Dear Students,

This questionnaire has been are to collect ‘data about what teachers,

students and testers think of "Reading Comprehension" at Department of Basic

English. The data will be used in ‘research on "Reading Comprehension"

. Bearing these facts in mind, we hope that you will answerthe questions carefully.

The results will be announcedin the second semester.

- Thank you for your cooperation.

1. Reading Comprehension

Put a tick (~.) in theblank thatae: to you.

1. | feel that | have to understandevery wordI'm reading.

—_S
_—

2. |usetitles, pictures, charts, diagrams and other clues to anticipate the

content. ; s

YGi: .. NO.

3. How much | understand depends on how much| already know about the

topic. |

4.1 think about what peiee me to understand the meaning.

HES : NO .

5. While | am reading, | think about whether | agree with what is said in the

text. on

VES: coh, NOoae
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_
sense

ofdespair
thati

s
seen

in

R
E
A
D
I
N
G
P
A
S
S
A
G
E
U
S
E
D

I
N
A
C
T
I
V
I
T
Y

H
o
w
t
o
G
o
n
e

ith Disappointment
K
e
e
p
y
o
u
r
expectations

a
t
a

realistic
l
e
v
e
l
—
—

:
:

that’s
the

advice
from

a
leading

authority
Interview

With

w
h
o
says

people
need

toa
s
s
e
s
s
t
h
e
i
r

goals
E
e
e
e
s

m
o
r
e

carefully
to

avoid
despair.

-
f
e
a
e

|
syenolog

 

Q
Mr.

Brandt,
d
o
y
o
u

find
that

m
o
r
e
p
e
o
p
l
e
t
o
d
a
y
are

disap-

pointed
with

their
lot

In
life?

A
It

certainly
seems

t
h
a
t
way.

T
h
e
w
o
r
d
d
i
s
a
p
p
o
i
n
t
m
e
n
t

is
c
o
m
m
o
n
l
y

heard
in

general
conversation.

Jt
is

a
topic

often
mentioned

i
n

the
media.

W
e

even s
e
c
f
i
l
m
s

about
i
t
,

such
as

“
T
h
e
Big

Chill,”
w
h
i
c
h

essentially
depicts

the disil-
Jusionment o

f
the

1960s’
college

generation.

   

‘<A
teachera

t
the

California
:+.

-
“
S
c
h
o
o
l

-of
Professional.

Psychology,
David

Brandl,:-
-
39,

Is
author

of
Is

That-All.
.

-
There:Is?.He

has
also

b
e
e
n

_
asenlor

psychologisti
n

the:
S
a
n

F
r
a
n
c
i
s
c
o
C
o
m
m
u
n
i
t
y

:M
a
n
e

Health
P
r
o
g
r
a
m
.

a
c
e

2
U
e

e
a
e

Q
A
s

a
p
s
y
c
h
o
l
o
g
i
s
t
,

w
h
a
t

s
y
m
p
t
o
m
s

betray
thls

u
n
h
a
p
p
l
-

n
e
s
s

In
the.

p
e
o
p
l
e
y
o
u
s
e
e
?

A
T
h
e
r
e

is
a

certain
listless-

ness
or

hopelessness—even
a

the
person’s

general
attitudet

o
-

w
a
r
d

individuals
a
n
d

events.-
—-

T
h
e
r
e
can

bea
look

ofr
e
s
i
g
n
a
-

tion
in

the
eyes

or
a
s
l
u
m
p
i
n
g

posturet
h
a
t
suggests

defeat.
But

very
often,

people
hide

dis-
appointment

b
y

focusing
o
n

their
anger,

burt
or

r
e
s
e
n
t
m
e
n
t
.

Disappointment
i
s

really
a

lot
like

the
c
o
m
m
o
n
c
o
l
d
.
T
h
a
t

is,
w
e

tend
to

lolerale
it.

B
u
t
repeated

d
i
s
a
p
p
o
i
n
t
m
e
n
t
s
—
 

Q
W
h
e
r
e

Is
m
o
s
t
d
i
s
a
p
p
o
i
n
t
m
e
n
t
c
e
n
t
e
r
e
d
?
-

:

A
T
h
e

areas
in

w
h
i
c
h
w
e

essentially
live

our
lives—work,

relationships,
sex

a
n
d

family.
T
h
e
m
a
j
o
r
disappointmentsi

in

w
o
r
k
tend

to
revolve

around
salary

and
Jack

of
m
e
a
n
i
n
g

in
the

job.
In

relationships,
people

c
o
m
p
l
a
i
n

about
loss

of

r
o
m
a
n
c
e

or
passion

o
v
e
r

time.
In

f
a
m
i
l
y

life,
t
h
e

m
o
s
t

c
o
m
m
o
n

d
i
s
a
p
p
o
i
n
t
m
e
n
t

s
c
e
m
s

to
b
e

d
i
s
m
a
y

o
v
e
r
h
o
w

litue
today’s

f
a
m
i
l
y

r
e
s
e
m
b
l
e
s

the
traditional,

s
o
m
e
w
h
a
t

jdealized
version

carried
f
r
o
m

one’s
childhood.

T
h
e

close-

n
e
s
s
,
t
h
e
loyalties

a
r
e
often

n
o
t
there.

Q
W
h
a
t
a
r
e
t
h
e
k
e
y
s

to
p
r
e
v
e
n
t
i
n
g
d
i
s
a
p
p
o
i
n
t
m
e
n
t
?

A
We n

e
e
d
t
o

recognize
thal

every
wish

is
not

possible.
T
h
a
t

sounds
fairly

obvious,
but

the
fact

is
that

m
a
n
y
o
f

us
h
a
v
e

difficulty
tolerating

the: ]loss
of

a
wish.

W
e

n
e
e
d

to
k
e
e
p
our

expectations
flexible

so
that

if
w
e

enter
a
situation

a
n
d

find
that

our
expectation

is
not

going
to

b
e
met,

we're
prepared

to
relinquish

it.
W
e

h
a
v
e

to
recognize

that
n
o

single
expectation

is
sacrosanct.

Let
m
e

give
y
o
u
a
simple

example.
Y
o
u
go

to
the

theater
expecting

to
see

an
actor

w
h
o
m

you r
e
a
l
l
y

like.
Yet

just
b
e
f
o
r
e
the

p
e
r
f
o
r
m
a
n
c
e
,

there’s
a
n
a
n
n
o
u
n
c
e
m
e
n
t
t
h
a
t

t
h
e

star
is

sick
a
n
d
h
e
r
u
n
d
e
r
s
t
u
d
y
w
i
l
l
p
e
r
f
o
r
m

instead.
If
y
o
u

hold
to

your
rigid

expectations,
you'll

m
o
a
n

over
the

c
h
a
n
g
e
a
n
d
w
a
l
k

out
of

the
theater

grumbling.
If

y
o
u

are
flexible

in
y
o
u
r

expectations,
y
o
u
m
a
y
e
n
j
o
y

the
play

a
n
d

e
v
e
n
c
o
m
m
e
n
t
o
n

how g
o
o
d

the
understudy

w
a
s
.

2
.
W
e

also
n
e
e
d

to
put

more a
s
s
e
s
s
m
e
n
t
a
n
d

less
wish

into
‘
o
u
r

e
x
p
e
c
t
a
t
i
o
n
s
.

E
v
e
r
y

e
x
p
e
c
t
a
t
i
o
n

is
b
o
t
h
a
n

as-
sessment—‘“In

all
proba-

bility,
I
’
m

going
to-get

this
j
o
b
”
—
a
n
d

a
w
i
s
h
—

w
a
n
t

to
get

this
job.”

V
e
r
y

often,
o
u
r

w
i
s
h
e
s

o
v
e
r
w
h
e
l
m

thep
r
o
b
a
b
i
l
i
-

ty
of

events.
Q

D
o
y
o
u
h
a
v
e
a
n
y
o
t
h
e
r

s
u
g
g
e
s
t
i
o
n
s
?

A
Simplyt

h
a
t
w
e
n
e
e
d

to
pursue

goals
that

are
consistent

with
our

abili-
ties.

It
m
a
k
e
s
n
o
sense

ex-
pecting

to
b
e

a
translator

of
F
r
e
n
c
h

novels
if
w
e
'
r
e

not
very

g
o
o
d

at
foreign

languages.

 

W
h
a
t

I
say

to
S
c
a
n
i
a

is
that

it
is

good
to

as-
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COMPREHENSION QUESTIONS ASKED ON READING PASSAGE

How old is David Brandt?

What is "The Big Chill" about?

Do you think that disappointment has become an important part of
people's lives? Explain.

How do people often hide their disappointment?

Whatkinds of sicknesses can repeated disappointments cause?

Today people don't seem to be as happy as they werein their
childhood. Why do youthink this is so?

What do you think the writer is trying to say by giving the example
in paragraph 6?

How do you think you can cope with disappointment?
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ROLE PLAY ACTIVITY

STUDENT (AS

e YOU ARE EXTREMELY UNHAPPY

ee Aes OAPROINTEDS. We oe ee

« You NEED HELP Se
e YOU GO! 560; SERA PSYCHOLOGIST

eo QIAKE YOUR. PROECEM ~CL EAR
BY ANSWERING THE PSYCHOLOGIST’S (MLESTIOVS

 

e GIVE 4S, MANY ZEUS AS fossT@le..
—<$—

aval
oo

6qweEnT®)
e YOU ARE A PSYCHOLOGIST

. YOU WILL TRY To HELP. A PATIENT. (Aiea

 

 

e ASK QUESTIONS me YOUR TENT: “7.0

UNDERSTAND HIs/HER PROBLEM CLEARLY-

S27 OD CS ASk GECTOMS. LIKE

 

2 Withet < e
— VW/hy — 7-77 )
— How ———-?7

— When ~ -—”

ete .

Mee Y To HEGEL YOUR PATIENT my GIVING
ADVICE
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STUDENT PARAGRAPH ON PERCEIVED PROBLEM IN READING

— WHAT IS TOY MAO PORLEM IN REANING¢ |
am 2 atudlend ‘h Dillbe Eact Technica!

Antvers! De COoMe. AppbcLL Probles veh

‘nelioh, Chae Hw. i! Vocabulany, You steud:
aeaehok o can, You Loy 40 Ss er
ut HE kale enoggh Oe can'é a whole PRL.

understand... ard. due. to this Dhy boted 3,

In He- Pi'd— Team's the PILAGCS OPE. vey. kre.
That males me. bored. There. carn be. mbte.she

paragraphs... 2 mean, more ehert bub nueh nor
Peer ble bn the. Universally EnterBar
Lthink, when thé veilll rapper BUgnot get
boned ‘ard& cas\ the. reading CAA) hose
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APPENDIX J

HANDOUT OF ARTICLE 

 RICHARD SAGOR 

 

What Project LEARN Reveals
yout Collaborative Action Research

With “critical friends” to assist them, teachers in 50
schools in Washington are researching the answers
to their own questions about teaching and learning.

oking at the surface ofthings,
e might believe that the last 20
cars of educational research
rrovided us all the insights we
9 improve our schools. We have
1e effective schooling correlates
ed in study after study; we have
given rich descriptions of the
laces where teachers are moti-
ind self-actualized; and we have
evidence that certain instruc-
strategies enhance the achieve-
of students regardless of their
conomicstatus.

each report of a school’s suc-
‘e want to believe that we, too,
»w comparablelevels of perfor-
if only we can replicate those
in our schools. Yet all too often
| the anticipated growthin per-
ce still eluding us. This re-
cycle of high hopes followed

- inability to replicate results
les to produce cynicism among
Ss.

Project LEARN
ak this cycle of hope andde-
Vashington State University and
ulties of more than 50 schools
ollaborated on Project LEARN
> of Educational Action Re-

rs in the Northwest). Our proj-
rounded in the belief that edu-
pastfailures have resulted not
correct data or lack of commit-  

ment but from an inadequate under-
standing of the process of change.

Rather than focusing on adopting
“proven” practices, Project LEARN fos-
ters school improvementby enhancing
the professional lives of teachers. We
accomplish this by working with the
staffs of schools and districts who have
expressedan interest in initiating school
improvement (defined as ‘enhancing
the quality of teaching and learning”) by
engaging in action research.

 

Rather than focusing
on adopting
“proven” practices,
Project LEARN
fosters school
improvement by
enhancing the
professional lives
of teachers.
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Project LEARN’s hopeis that mean-
ingful practitioner research will lead
to improved classroom practice and
becomea stimulus for both the cul-
tural transformation of schools and the
restructuring of the teaching profes-
sion. To accomplish those twin pur-
poses, the project discouragesindivid-
ualistic initiatives, encouraging instead

the participation ofa “critical mass” of
collaborating teachers from each
memberschool.

The Project LEARN cycle begins with
the formation of action research
teams, teachers who will work to-
gether on a problem for at least one
full academic year. To prepare for
their work, the teams participate in a
two-day workshop on the basic steps
of conducting action research: identi-
fying problems and collecting data.
Teams from several schools and local-
ities receive the training togetherat a
central location so they can create
networks with colleagues whoare ad-
dressing similar problems. At the end
of this initial training period, each
action research team completesa writ-
ten action plan, specifying the prob-

lem, the data collection techniques,
| and anyanticipated technicalor logis-

tical needs.

Next, the teams begin conducting
their research. During this period the
project offers assistance through a
cadre of trained “critical friends.” Crit.

EDUCATIONAL LEADERSHIP
 

 



 

 

 

 
 

Information about
reflective practice
is not to be
confused with the
experience of
reflective practice.
The map is not
the territory.

ourattentionto clearly defined, quan-
titatively phrased questions, reports of
reflective practice warn us up front
aboutthe inherentbias in the method-
ology. In recognizing that the repre-
sentational schemata embedded

_

in
language constrain, shape, and direct
our perception (Eisner 1988), it is a
somewhat self-conscious literature
that asksus not to mistake it for reality
or to value it above experience. The
point is vital, and we must hold it in
our minds as we read and research.
Information aboutreflective practice
is not to be confused with the experi-
ence ofreflective practice. The mapis
notthe territory (Korzybski 1958).

Like the surprising city wildflower,
the meaning of reflective practice is
embedded in context. Consider the
Status quo of educational practice in
America. As teachers increasingly
come under the pressure of quality
control via standardized tests, they
narrow their scope of human re-
sponse; they cease to share the full
range of their knowledge and experi-
ence with students; and they reduce
their teaching to the lowest common
denominator (McNeil 1986). Silber-
man’s (1970) indictment of the
schools as “grim, joyless places” with
an “intellectually sterile and barren
atmosphere” remains true today.
America continues to treat teachers as
factory workers and children as raw
material. The moribund industrial im-
age of schools prevails. Like the em-
powering city wildflower, reflective
practice resonates with life. Consid-  

ered against the dark background of
current policy, reflective practice is
rightfully active. It calls for personal
and professional —_transformation.
Smyth (1989) proposesa practice, for
example, that comprises four aspects
that are both sequential and cyclical:
describing, informing, confronting,
and reconstructing. Together, they
create a spiral of empowerment.

At each phase, Smyth (1989) poses
questions that demand active answers.
First, What do I do? attemptsto elicit a
simple observational description of
practice. Second, What does this
mean?seeks to discover the principles
of theories-in-use (Argyris and Schon
1974), which underlie and drive the
described practice. Building further,
the third question, How did I cometo
be this way?, forces our awareness
beyondthe classroom.It appropriately
situates educational practice within a
broader cultural milieu, and it cor-
rectly reveals educational practice as
essentially political. The final question,
How might I do things differently?
gives usthecall to action.

Clearly, these are not intended as
rhetorical questions for casual consider-
ation overtea. Rather,they are intended
to raise consciousness, to challenge
complacency, and to engendera higher
order of professional practice. Like
Schon’s (1987) reflection in action and
like Freire’s (1985) “conscientization,”
this kind of reflective practice engages
professionals in the redesign and recon-
struction of their world. Like any city

Reflective practice
engages the teacher
in a cycle of thought
and action based on
professional
experience.  

wildflower,reflective practice is defiant.
To emerge in the hostile environment
of an educational arena dominated by
what Smyth (1989) calls “ensconced
technicist views,” it stands as testament
to the tenacityoflife. Most important, I
believe, reflective practice reminds us
that the roots of our profession lie in
service to people ratherthan to systems.
It heralds renewal, reclamation, and
change. It invites our participation.
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farm and Cool Colors

Color Associations

  

Color and Business

. factories if the people who are.working there.wanttime.Jo,pass.quickly.ssiitirednse.ssornvaneiyit

violet a dignified color. They associate it with loneliness. On Easter Sundaypeopledecorate

“associate white with a bright, clean feeling. Doctors, dentists, and nurses frequently

READING PASSAGE USEDIN ACTIVITY

PEOPLE AND COLORS

One person chooses a bright red car, but anotherprefers a dark green. One familypaints theliving room a sunny yellow, but another family uses pure white. One child wants& bright orange ball, but another wants a light blue one. Researchers in psychology and
business think these differences are important.

i -
- In general, people talk about:two:groups of colors: warm colors and coolcolors. |

Researchersthinkthat there are also two groups of people: people whoprefer warm colors
and people whoprefer cool colors. :

The warm colors are red, orange, and yellow. Where there are warm colors and a.aelotoflight, people usually wantto beactive. People think that red, forexample, isexciting.°° ©Sociable people, those who like to be with others, like red. The coolcolors are green, blue,and violet. These colors, unlike warm colors, are relaxing. Where there are coo! colors, :
people are usually quiet. People who like to spend time alone often prefer blue.:. OOPSieee

Red maybe exciting, but one researchersays that.time seemsto pass more slowly. ©”in a room with warm colors than in a room with cool colors, He Suggests thata@warmcolor,;,.—Such as red or orange, is a good color for a living roomor restaurant: People who ares<seiiek 2relaxing or eating do not want time to pass quickly. Cool. colors are better for offices or

  

  

   

“Researchers ddnot knowwhy Poplethink somecolors are warm and other colors""are cool. However, almost everyone agrees that red, orange, and yellow are warm and
that green, blue, and violet are cool. Perhaps warm colors remind people of warm days
and the cool colors remind them of cool days. Because in the north the sun is low during
winter, the sunlight appears quite blue. Becausethe sun is higher during summer, the het
summer sunlight appears yellow.

avy S's 4
45

People associate colors with different objects, feelings, and holidays. Red, for ex-ample, is the color offire, heat,blood; and life. People say red is an exciting and active
color. They associate‘red with a strong feeling like anger. Red is used for signs of danger,such as STOPsigns andfire engines. The holiday which isassociated with red is Valentine's i=Day. On February14, Americans'send: red: hearts to peoplé they love.

Orangeis the bright;warmcolorof leaves in autumn. People say orangeis a lively,energetic color. They associate orange with happiness. The holidays’which are associated mywith orange are Halloween In OctoberandThanksgiving Day in November. On October +31 many Americansput large orange Pumpkinsin their windows for Halloween. : : :Yellow is the color of sunlight. People Say it is a cheerful andlively color. They : ._ associate yellow, too, with happiness. Becauseit is bright,it is used for signs of caution.

 

Greenis the coolcolorofgrass in spring.People sayit is a-tetreshingand-relaxing=ee"aunewieipaaescolor. However, they also ‘associate green with feelings of guilt, fear, and envy. Many
_ People wear green on St. Patrick's Day, March 17.

Biue is the color of the sky, water, and ice. Police and Navy uniforms are blue: When
people are sad,they say, “I feel blue.” They associate blue with feelings like unhappiness
and fear. nig eto

Violet, or purple, is the deep, softcolor of darknessor shadows,Peopleconsider mn
SewgeT eh ecient

       

icaa
clean color. They°# snow. Peopledescribe white as a pure,

 

fas PG pee eg NS Klaski egbeli Ae MOREdisi HiSh i ih RGAE bath ehh TLwhite uniforms. On the other hand,black is thecolorof night. People wear blackclothes eereat serious ceremonies such as funerals and graduations.

Businessmen know that people choose products by color. Businessmen want tomanufacture products which are the colors peopiewill buy. For example, an automobile
manufacturer needs to know how many cars to paint red, how many green, and how many |beige. Good businessmen knowthat young people prefer different colors than old people .
do and menprefer different colors than women do.

Young children react to the color of an object before they react to its shape. They
prefer the warm colors—red, yellow, and orange. When people grow older. they begin toreact more to the shape of an object thanto its color. The favorite color of adults of all
faces and nationalities is blue. Their second favorite color is red. and their third is green.

On the whole. womenprefer brighter colors than men do. Almost everyonelikes red,but womenlike yellow and green more than mendo. Pink is usually considered a feminine
color. Blue is usually considered a masculine color. As a result. people dress babygirls
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“in pink and baby boys in blue. However. it is dangerous to generalize because taste

changes. For example, years ago businessmen wore only white shirts: today they: wear.

manydifferent colors. including pink.

Additional Fatts If two objects are the same exceptfor color. they will jookdifferent. Color can make

an object look nearer or farther, larger or smatter.

A red object always looks nearer than a blue object. For example. red letters on a

blue sign look as though they are in front of the sign. Why? The lenses in your eyes thicken

whenyoutry to see. the red letters clearly. Red light {rom the letters does not bend easily

but blue light from the sign does. The thicker lenses bend the red light. When you look at

an object which is near, the lenses in your eyes also thicken so you can see the object

clearly. In both cases. the eye muscles work hard to make the lenses thicker. The eye

muscles feel the same when you look at red objects or objects which are near. Therefore,

the red letters look as though they are nearer than the blue sign.

Bright objects look larger than dark objects. The square on the left in Figure 2.1 looks

larger than the square on the right. However, they are actually the same size. Large or.fat

people who want to look smaller or slimmer wear dark clothes. When they wear dark

clothes, they look smaller and slimmer than they are.

 

 

Figure 2.1 The dark square on the left looks larger than the bright square on the right.

    
 

In conclusion, color is very important to people. Warm and coo! colors affect ‘how

peoplefeel. People choose products by color. Moreover, color affects how an objectiooks.

It is even possible that your favorite color tells a lot about you.

 
Gaiety is induced bylightor warm: colors. with lines rising from the horizontal.

Calmness by a balance between warm and cool tones. and the horizontal line.

— Sadness by dark and cold colors, with lines descending from the horizontal.

‘
; Georges Seurat ( 1859-1891)

French Impressionist painter!
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Challenging At-Risk Students:
Findings from the
HOTSProgram

 
 

 

 

It is possible to design
sophisticated interventions that
will enhance the short- and
long-term learning ofat-risk
students, Mr. Pogrow
contends. Have wethe
political and administrative
will to do so?

BY STANLEY POGROW  
 

 

OHNNY USEDto have big eyes
that always seemed alive with a
sense of wonder. He was shy and
seemed eagerto please. His teach-
ers liked him, but he didn’t seem

to know very much. So he wasputinto
a Chapter | program. The extra drill
seemed to help for a while, andat the end
of second grade Johnny was removed
from the program.

Unfortunately, by the time he reached
fourth grade Johnny didn’t seem to re-
memberthe numberfacts and word-at-
tack skills that he had been taughtearli-
er. Whenhe wasput back into Chapter
1, he seemed overwhelmed byall the new
things he had to remember. His fifth-
grade Chapter 1 and classroom teachers
noted at the start of the school year that
he had forgotten such basic things as the
monthsof the year. They also observed
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As dedicated teachers, they tried their
best. They provided still more practice
in the necessary basic skills, only to find
that Johnnyeither forgot them or couldn't
do anything with them. He was often
overheardsaying that his teachers were
picking on him.
Johnny stayed in Chapter 1. The oc-

casional improvement he showed would
quickly dissipate. By eighth grade he was
reading three years below grade level,
and he was asoften absentaspresent. His
ninth-grade teacher noted that Johnny
could not deal with any abstract con-
cepts and labeled him a “concrete learn-
er.” After a yearin a general track, John-
ny dropped out of school.
Anyonewho has worked withat-risk

students knows many students like John-
ny andhis female counterparts. A recent
national task force on Chapter 1 noted
that existing approaches produce few sus-
tained gains. Most of the progress that

- Chapter 1 students make during the
school year dissipates over the summer
or whentheyleave the program.It is not
unusualto find “professional” Chapter1
students who remain in the program as
long asit is available.

Theliterature is replete with excuses.
It is the fault of the home. Johnnyis un-
motivated andhasnointerest in learning,
no pride in achievement. Johnny has such
low self-esteem that he cannotlearn. The
Program fails becauseit uses a pullout ap-
proach. Thedrill in the special program
is not coordinated with the curriculum of
the regular classroom. Johnny hasn't re-
ceived sufficient services. The tests are
not fair or not adequate. Johnnyis a vic-
tim ofa racist and uncaring society. The
teachers don’t care enough, or they are
incompetent.
While there are elements oftruth in

someofthese rationalizations, research
from the Higher Order Thinking Skills
(HOTS)project suggests a completely
different reason for Johnny’s failure: a
gross misperception of the nature of his
problem. The underlying assumption of
Chapter1 servicesis that children suffer
from a knowledge deficit. The goal of
remediation is to overcomethatdeficit.
Thus students are taught and retaught
specific pieces of information from the
standard curriculum. I contend that a
knowledge deficit is not the real prob-
lem in learning in the upper-elementary
grades. The learning problemsareactu-
ally caused by anotherfactor that educa-
tors are largely unawareof, onethat well-
intended remedial services, no matter
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how carefully they are designed, mustin-
evitably exacerbate. This crucial factor
is that remedial students don’t understand
“understanding.”

 

THE HOTS PROJECT

The HOTSproject got started six years
ago atthe suggestion of three educators
in Norwalk,California. Theyfelt that the
Chapter | students they were dealing with
were potentially quite bright but that
traditional approaches were not tapping
theirintellect. The four of us adopted cur-
rent theories of cognition to design anal-
ternative approach in whichall the sup-
plemental time now used for moredrill
on basic skills would be used to enhance
general thinkingability. Our aim was to
see whetherit would be possible to im-
prove thinking skills in such a way that
basic skills and social skills would im-
proveas by-products. We designed tech-
niques combining the use of Apple II
computers with Socratic teaching to
stimulate the developmentofthe follow-
ing four key general thinking techniques:

* metacognition (consciously applying
Strategies to solve problems),

* inference from context(figuring out
unknownwords and information from the
surrounding information),

© decontextualization (generalizing
ideas from one context to another), and

* synthesis of information (combining
information from a variety of sources and
identifying the key pieces of information
needed to solve a problem).

Theactivities were designed to be in-
tellectually challenging. Students would
have to struggle to be successful, but
every effort was made to makethe ac-
tivities stimulating and motivational.
Would continually providing at-risk stu-
dents with difficult and interesting prob-
lems improve their ability to deal with
novel problemsandto apply the concepts
they learned in more sophisticated ways?
Wouldtheseskills transfer to improved
Classroom performance?
The innovative curriculum we de-

signed to answerthese questions provid-
ed exciting and systematic ways to prac-
tice the four key thinking skills without
worrying about connecting them to the
regular curriculum. The new curriculum
that emerged was ungraded for use with
Students in grades 4 through 7. There
were few direct connectionsto classroom
content, because the curriculum focused
on the processof thinking rather than on
curricular objectives. Not until the end
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Chapter 1
services assume
that children
suffer from a

knowledge deficit.

   
of the second year of the program would
Students apply their general thinking
skills to two formal contentactivities that
they typically had trouble with: analyz-
ing literature and solving math word
problems. Webelieved that getting stu-
dents used to basic thinking processes
would translate into improved perform-
ance in the classroom.

Instead of using the techniquesofdi-
rect instruction, teachers weretrained to
maintain proper levels of ambiguity in
discussions so that students would have
to resolve ambiguity, construct meaning,
and articulate complete ideas and strate-
gies. Teacherswerealsotrained to guide
Students without simplifying problems,
reducing ambiguity, ortelling students
what to do. Thekey to creating a reflec-
tive learning environment wasto change
the ways in which teachers asked ques-
tions and responded to the answers that
students gave.
The general thinking activities of the

HOTSprogram replaced all drill and
Practice and all content instruction dur-
ing the supplemental compensatory time.
There were no remedial services. The
Program was purely a general thinking
— even a gifted — approachfor at-risk
learners.

Overthe past three years the HOTS
program has grown from 28sites to more
than 300 in 21 states. Mostsites use the
program with Chapter 1 students in
grades 4 through 7, although researchis
currently under way with third- and
eighth-graders. Somehavealso experi-
mented successfully with using HOTSfor
students in grades 4 through'7 who are
mildly learning-disabled and with gifted
students in the primary grades. (HOTS
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LIST Of CODES(in alphabetical order)

ACR
ADJ
ACL
ACN
ACT
ACTN:
ADN

BLO

BOR

BRE

BRK

CAG
CAK
CHA
CHG

CLC
CLD

CLE

CLF

CLM

CLO
CLOS:
CLP

CLR

CLS
CLT

CLU

CNV

CMT
CNC
CNT
COB
COD
COG

: action research
: adjective
: active listening
: activation

: activity
action

: administration (as in

questionnaire

administration)

: affect
‘age
: agenda
: agreement

:aim
: analysis

: anger
: another attempt
> answer
: anxiety
: apology

: application
: artifical
: area
: argument

: article
: aspiration (as in aim)

: attitude
: attention

: attendance
: authentic
: awareness

: basics

: beginning
: behavior
: believe

: best
: betrayed
: between

: brotherin law

: block (as in mental
block)

: boring
: brainstorming
: break (as in

semesterbreak)

: break (as in break
the walls around...)

: change agent
: cake
: change

: changing
: class
: collecting
: closed (as in closed
questions)

: clear
: confused
: classroom

: closure

close
: class profile
: clarification

‘clients

: client

: club

: Convention

: competent

> comment

: conclusion

: concentration

: comfortable
: conduct

: colleagues

COL : collaboration
COM : communicative
COMM:communication
COMP: competence

CON : concern
CONC:concrete
COMF:conflict
CONT:contribution
COP: comprehension

COR confirmation
COT : continue
COU : counselling
CPY : copy(as in copy of

questionnaire)
CRT critical thinking
CUES: cues

CUL : culture
CUM : continuum

CUR curriculum

DAT : data

DEC decision

DEF :definition

DEL delineation
DEM : demo

DES description
DET determining
DIA : diary

DIB : distribution

DIF : different

DIM : dissemination
DIP : disappointment

DIT difficulty
DOU: doubt
DRA : drama
DRP_: drop-out
DIS : discussion
DIG: disagreement
DIH_: dishonest
DIV : diversion
DON :done
DPT: department
DUR duration

EAS easier

ECL : excellent
EDU : education
EFC effectively
EFF: effort
EGO ego state
ELA: elaborate

ELI elicitation

EMB : embarrassing
EPT : empathy
ENC : encouragement
END : end

ENJ_ : enjoying activity
ESP: ESP(English for

Specific Purposes)
EST : self-esteem
EVA: evaluation
EXA_: example
EXC: exception
EXL_: explanation

EXN_: experiment
EXP: experience

EXR_: expression of ideas
EXT : extensive

FAM familiarity

FAT: fatigue
FEA feasibility
FIN final
FIS fifth sentence in

activity

oat

: first sentence in

activity
: finish

: formulating
: fourth sentence in
activity

: frequency
: friend

: frustration

: further
: future

: generalization

: glasses

: general
: goal
: good listener

: grammar
: group
: group therapy

: guessing
: guidance

: habit

: happy
: handout

: helping
: house

: husband

: hypothesis 1
: hypothesis 2

: identification
: ideas about action

research

: implication
: imposed
: impression
: incomptent
: interpreting
: information
: input
: inquiry
: interaction
: instruction
: inservice seminars
: introduction
: investigation
: interview
: impact

: irritating
: issues

: interest

: invitation

: job distribution
: Johary's window
: joining (group)
: judgement

: kinds
: knowledge

: last
: late
: learning
: lecture
: learning more
: leaving
: library
: listening
: location
: learning strategies

MAC

MAN
MED
MEE
MEM
MET

MIS
MTD
MOO
MOT
MUM

NEE

NEG
NEX
NIN

NOD
NOF
NON
NSP
NUM
NUN

OBJ
OBS
OBT
OFF
OPE

OPN

OTP
OUT

OWS:

PAG
PAI
PAR
PAS
PEE
PEO

PERS:
PES
PHO

PIL
PLA
POT
POW

PRD
PRE
PRF

PRI
PRJ
PRN

PROF:
PRP
PRS
PRU
PSL
PSY
PUB

: making copies of an
activity

: managing
: MEDUsessions
: meeting
: memo
: METU (Middle East
Technical University)

: mistakes

: methodology
: mood

: motivation

: mother

: need for love and

understanding
: negotiating
: next

: notinterfering
: non-native speaker

: not done

: not finished

: none
: native speaker

: number

: Nunan's book
(Understanding
Second Language
Classrooms)

: objectives
: observation
: objecting
: office hours
: open ended ( as in
open ended

questions)
: being open(asin
being open to people

: open to other people

: outside reading
> own
ownership

: paragraphs

: pairwork
: participation
: passages
: Peer

: people

: performance
persuasion

: pessimistic

: phonetics
: photograph
: piloting

: planning

: postponing
: power
: practice
: prediction
: presentation
: proficiency
: progress
: printing
: project
: pronunciation
: problems

professional
: preparation

: personal

: proud
: problem solving
: psychology
: publicizing



LIST Of CODES(in alphabetical order)

PUN
PUR
PUT
QUE
QUS

RAN
RAT
RCM
REA
REC
RED
REF
REFR:

REL
REM
REN
REP
REQ
RER

RES
REU
REV

RFS
ROL
ROP
RRO
RSN
RSP
RST

RVS

SHA

SIS

SIT
SLC
SLF
SLO
SMA
SOF
SOL
SPE
SPO
SPR
SSN
STE

STE1

Sie:

STE3 :
STE4:
mItrEO.:

STE6:
STE
STE8
STE9:
STE10
STE11
STA :
STF.::

: punish

: purpose
: putting
: question

: questionnaire

: ranking
: rating
: recommendation
: reading
: recorded/recording
: ready
: reflection
reference

: relationship

> remind

: reason
: responsibility
> request

: researcher

: research

: recruit

: review

: refusal

: role

: roleplay activity
: resource room
: reason
: response
: resistance

: revising

: sad
: satisfied
: sampling
: saturating data
: schemata(asin
schematain reading)

: schedule
Spoken English for
Turks

: self improvement

: sentence

: second sentence in

activity
: sharing
: sheet

:sixth sentence in
activity

: situation
: solicit
: self
: slow
: small

: soft systems
: solution

: speaking

: spoonfeeding
: speed reading
: session
: steps (as steps in

action research)

: step 1

step 2

step 3

step 4

step 5

step 6

step 7
: step 8

step 9
: step 10
: step 11
starting time
staffroom

STG
STG1
STG2
STG3
STG4
STM
STO

: stage

: stage 1
: stage 2
: Stage 3
: stage 4
: statement
: storing
: strategy

: students
: student
: submission
: suggestion
: summary
:systematic

: talk

: task

: teaching
: technical

: teacher educator

: teacher

: test

: text

: thanking

: theory
: thinking
: third sentence in

activity

: time

: talkative/

talkativeness

: tolerance

: topic
: tough love(in

psychology)
: Total Quality
Management

: traditional
: transportation

: transactional
analysis

: triangulating
: transcript

: translation
: tuning-in
: turn-taking
: Turkish (language)
: textbook

: typing

: uncertainty
: understanding
: uneasiness
: unhappy

: university
: unrecorded

cunity

: visual

: validating
: variable

: vocabulary
: volunteer

: warm-up
: did well

: what

: where

: who
: why
: wish
: worth

: wrap-up
: writing
: worthwhile
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APPENDIX M

AXIAL CODING OF THEMES1991-92

INTRODUCTION
introduction to project

introduction to diary writing

introduction to triangulation

introduction to group therapy

introduction to counselling

DECISION-MAKING

decision to read theory to help problem identification
decision to administer questionnaires to teachers, students andtesters
decision to investigate reading comprehension and extensive reading
decision to meetat clients' homes

decision to choosetext from textbook

decision to do "Tuning In" following week
decision on cause of reading problems:students’ mental block in understanding
decision to learn about student psychology

decision to increase self-awareness

decision to apply the stages of the problem-solving process to identification of student
problems

decisionto start action

decision to meet the same evening to prepare text and questions on text
decision on format of diary entries

DISCUSSION

chapter 1 from book (Nunan)

small-scale investigation about problemsof students by client

discussion of choice of text for reading project
discussion of data collection methods

discussion of findings of "Tuning In"

discussion offindings of "Tuning In" continued

discussion of what is to be done in reading
discussion of general conduct in group
discussion of possible applications of transactional analysis in various situations with
students

discussion of questionnaire results

discussion on choice of text for reading project

discussion of why psychology

discussion on progressofclass profile

disucssion of clients rating themselvesas listeners

discussion of session at ELT Convention

discussion of inter-group conflict

discussion of problemsstudents have in reading

discussion of session at ELT Convention with clients absent at the pevious meeting
discussion of inter-group conflict
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discussion on what can be donein reading

discussion on transcription of activity
discussion on transcription ofinterviews with students
discussion of newsletter by Welyczko
discussion on article on_action research (Cohen and Manion)
discussion on article by Hopkins
discussion of questionnaire results--possible justifications for student responses
discussion on steps involved in the stages of the action research spiral
discussion ofthe implementation of action research steps in

_

project
evaluation of project

formulating recommendationsfor the next year
discussion ofdefinition ofcritical thinking in the light of what's read so far
discussion of how tointegrate critical thinking theory into oursituation
discussion of whether languageis a barrierto critical thinking
discussion of difference between reading on tests andin class
discussionofpossibility of integrating language andcritical thinking
discussion of changing from the topic ofcritical thinking andshifting into language
acknowledging the importance of language proficiency in critical thinking
discussion ofrelation ofcritical thinking skills to language learningstrategies
discussion of what thinking is in own culture

client chairing summarizing discussion
discussion ofhow muchtextbooks taught do not enhancecritical thinking
discussion of making other teachers become awareof teachingcritical thinking skills
discussion ofdifference between critical thinking skills of intermediate and beginnerlevel

students
discussion of whether we can identify the problem
discussion of what to do with advanced students

MEETINGS

workshop activity-the Quaker Model

diversion from task

second diversion from task

negotiation of meeting schedule

brainstorming for problem identification

brainstorming for problem identification continued
problem identification completed (first group): decisionto investigate reading
problem idenfication completed (second group): decision to go along with reading
piloting of questionnaire prepared by changeagenton clients
piloting of questionnaire prepared by changeagenton clients continued
piloting of questionnaire on administrators and colleagues in the morning and
afternoon

translating questionnaire

piloting on students

clients delivering questionniare copies to morning classes
clients collecting questionniare copies
clients handing in questionniare copies to change agent
clients delivering questionniare copies to afternoon classes
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clients collecting questionniare copies

clients handing in questionnaire copies to CAG

announcing agenda for meetings

elicitation of client reasons for joining project
making an action plan
time assigned to complete reading (Nunan) (semester break)
timeassignedto do reflection on action (semester break)
first meeting at client's home

book reading (Nunan) not completed

summary of previous meeting

client bringing article to be read (Grabe)

summary of previous meeting

clients writing memoto clients

to makea class profile

exchange of experiences with students

exchange of experiences with different kinds ofpeople
class profile not completed
demooflistening and reflection by two clients

demooflistening and reflection by two clients

class profile not completed

clarification of why psychology

client summary of previous meeting

class profile not completed

collection of student paragraphs on problems not completed
class profile completed

summary of last two meetings

sharing past problem solving experiences

choosing text from texts brought by clients

discussion on kinds of questions to ask

discussion of a warm-up exerciseas a pre-readingactivity
job distribution for preparation ofactivity

writing comprehension questions to text chosen

arranging for the typing ofthe activity

arranging for making copies ofthe activity
pre-readingactivity: role play done and recorded by someclients
reading

post-reading:critical thinking questions answered by

students

interviews with 2 good and 2 poorstudents recorded

giving questionnaire on activity to clients

collection of questionnaire on activity from clients
diary entries not completed

distribution of newsletter (Welyczko)

distribution of article on diary writing

distribution of article on research

personal talk-casual

summary of principles of action research
evaluation of project

formulating recommendations for next year
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diaries not completed
asking for submission of diaries before leaving for summer
expressing thanks andfeeling of pride

PRESENTATION

presentation action research
presentation on research methods
presentation on affective factors
presentation ontransactional analysis
presentation on Gesltalt psychology
presentation on possible counselling behaviors
presentation on intimacy, affection and rejection
presentation on active listening: Barriers to Effective Listening
presentation on active listening: A Deeper Lookat Barriers to Effective Listening
presentation on active listening: Reflection -
presentation on possible therapist responses
presentation on stages of the problem-solving process
presentation on the Johari Window

REFLECTION

reflection on activity (Quaker Model)
reflection on self awareness worskhopactivity-1
reflection on self awareness worskhopactivity-2
reflection on active listening activities

reflection active listening workshopactivity-4
reflection on implementation of action research activity on reading comprehension
reflection on action research activity on reading and interviews
reflection on learning in project

REVIEW

review of presentation on research methods
review of past work

review of counselling behaviors
reviewof the Johari Window:implications for change
review ofpast meetings
review of our research methodology as comparedto stages in article
review of results of questionnaire on reading comprehension
review ofthe stages of the action researchspiral
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WORKSHOPACTIVITY (PERSONAL DEVELOPMENT)
counselling (self-awareness)workshopactivity-1
counselling (self-awareness)workshop-activity-2
counselling workshopactivity-3: roleplay(incompetent vs competent)
active listening workshopactivity-1

active listening workshopactivity-2

active listening workshopactivity-3

active listening workshopactivity-4
counselling workshop activity-4
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AXIAL CODING OF THEMES1992-93

ACTION RESEARCH
giving examplesofaction research types

CLIENT ATTENDANCE
client pregnant therefore role in project only as evaluator
uncertainty of newcomers’ commitmentto project
announcing newcomerswill not be working in project
new Client joining project

confirmation of drop outs with clients
new client joining

client announcing possible move to another town
suggesting client find a new client

client moving to anothercity hasleft
client couldn't attend because of accident
client recovering and backat school

COMMENTS
comments on change

casualtalk

CRISIS
learning about being assignedto separate staffrooms and different shifts than desired
clients' expressing frustration

frustration with being assigned class without notification
decision to talk with coordinators about possible changes
shift and staffroom problemsnot solved

DATA COLLECTION
uestioning the validity of mini-class discussions
commenting on the need to be more sytematic in data

collection
suggestions for future data collection
COMMENTS

commenting on change

CONFIRMATION

confirmation of job distribution

DECISION
decision to have the meetings in English
decision to record meetings
decision on information exchange to newcomers through diaries
decision for note taking at meetings : client in addition to change agent
decision to read theory (following ADM meeting)
decision to write diary entries at the end of meetings
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decision to give another questionnaire to find out what the problem is
decision to plan now and implementaction next semester
decision to survey types of questions asked on midterms

decision to learn about howto analyze test questionsuntil

next meeting
decision to give students training (in own classes) one hour per week

not enough time to give questionnaire, and dotraining

determining schedule for peer observation

determining which classes can be observed

determining job distribution of whatever is happening

clarifying job for everyone

decision to go over mid terms papers again

decision to discuss findings next week

realizing the difficulty of assessing mid term questionsas factualorcritical thinking questions
discussing the possibility of peer observation to triangulate information on critical thinking

from

books and exam questions

discussing possibility of doing another readingactivity
concern for presenting results to Administration at next

ADM meeting

decision to give students training (in own classes) one hour per week
discussion ofpossibility of asking administration to integrate critical thinking in syllabus
not enough time to give questionnaire, and do training

determining schedule for peer observation

determining which classes can be observed

determining job distribution of whatever is happening

decision: success rate higher with factual questions

decision to postpone ADM meeting --not enough data

decision to be in different staffrooms but two clients together

decision to view which questions to include

decision to give a short open-ended questionnaire as a

follow-up to the questionnaire

decision to have questionnaire analyzed again using SPSS

decision to administer questionnaire to this year's students and teachers
confirming decision to give questionnaireasit is

decision to administer questionnaire in clients' own classes

decision to continue discussion next week

decision of passage: length not important

decision to choose a passagethat the students know

something about

DISCUSSION

discussion on when and where to meet

discussion of a framework for presentation to the Administration

discussion of group formation
reflection on action continued
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getting input ofclient on reading
discussion onreflection on action continued
discussion of reasonsfor client loss of interest
further discussion on student problems inreading
feeling the need to makea detailed action plan
discussion ofpresentation for meeting with Administration
discussionofjob distribution for presentation to Administration
discussion ofwhat to do at the second ADM presentation
discussion for job distribution for reading and presenting
discussion oftranscribing meeting cassettes
discussion of howto relatecritical thinking theory into practice
defining critical thinking
elicitation of clients own definition ofcritical thinking
reaching an agreementon definition ofcritical thinking
discussion of whetherclients like peer observation
discussion ofhow to administer questionnaire
discussion of job distribution for second ADM meeting
discussion of suggestions to be made to the Administration
commenting on change
confirming logistics ofADM meeting
discussion of whether textbooks enhancecritical thinking
survey ofthree textbooks
calculation ofhow many midtermsneed to be examined
discussion of whether client wouldlike to work astesters
clarification oftwo different versionsofclient definitionsofcritical thinking
discussing item analysis
relate discussion with tester on item analysis
discussing the possibility of doing statistical research
discussion on what and how to analyze(test questions)
discussion oftester's M.A.thesis on testing reading comprehension
surveying different questions types on midterms two clients have madenotesoffor the group
discussion ofwhich mid term questionsarecritical thinking questions
discussion ofwhy low success rate with factual questions
realizing the difficulty of assessing mid term questionsas factualorcritical thinking questions
discussing the possibility of peer observation to triangulate information oncritical thinking
from books and exam questions
discussing possibility of doing another reading activity
concern for presenting results to Administration at next

ADMmeeting
decision to make a moreentertaining presentation for the next ADM meeting
discussing what we would say if asked our suggestions
discussing techniques from HOTSproject
discussion ofhow wecanfit in critical thinking training in the classroom
decision to give students training (in own classes) one hour per week

discussion ofpossibility of asking administration to integrate critical thinking in syllabus
not enough time to give questionnaire, and do training
discussion ofmean scores
discussion ofwhich mid term questionsarecritical thinking questions
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discussion ofwhy low successrate with factual questions

realizing the difficulty of assessing mid term questionsas factual or critical thinking questions
discussing the possibility of peer observation to triangulate information on critical thinking

from books and exam questions

discussing possibility of doing another reading activity

concern for presenting results to Administration at next ADM meeting

discussion of possibility of asking administration to integrate critical thinking in syllabus

discussion of percentages of kinds of questions

concern about what data proves

discussion of triangulation of data through peer observation, survey of books, and survey of
exam questions

discussion ofa possible training program for teachers at department

discussion on whethercritical thinking is done in classes observed

wishing to introduce peer observation to exchange ideas

discussion of the importance of teaching and not testing only

discussion ofhow teachers may lose motivation whenthey are no rewards

discussion ofhow to adapt the questionnaire

discussion of action plan

discussion of possibility of having another meeting this week

discussion of whether to be in the same staffroom next semester

discussion of questions on questionnaire

discussion on possible questionnaire administration date

discussion of each question and options

discussion ofa possible justification for discrepancy between teacher and student answers on

the questionnaire

discussion ofactivities that can be used in class to enhance students' critical thinking skills

discussion whichactivities could be used for pre-reading, reading and post reading stages

discussion of whether textbook can be useful for our students

discussion of whether the stages of critical thinking metacognition, inference,

decontextualization, and information synthesis are donein classes at department
discussion of whethercritical thinking could be motivated through group projects
discussion ofhow to involve students in some kind of quality project

discussion ofcritical thinking activity kinds
discussion of questionnaire administration wentin clients' classes
discussion of questionnaire results

discussion on whether we should investigate learning styles as well

discussion of coding of open ended questions on questionnaire

discussion on how to code open ended questions

discussion ofresults of follow-up questionnaire

discussion of technique: semantic mapping mentionedin article by Carrell

discussion of whether what we are doingis in the area of general thinking skills or learning

strategies

discussion of future plans

discussion of what to write in article for journal
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FUTURE DIRECTIONS

writing future directions

INTERGROUP CONFLICT

confessions about intergroup conflict

INTRODUCTION
introduction to Kaizen--continuous improvement

LOSS OF INTEREST IN PROJECT

clients expressing loss of interest

change agent admitting purposeful withdrawal

clients relieved after agent's admission

MEETINGS
setting agenda for meeting

negotiation of meeting schedule

introduction of newcomersI, P, Q, T

setting agenda for meeting

announcing second ADM meeting
announcing agenda

elicitation of client impressions of second ADM meeting
client chairing meeting

client chairing meeting
client summarizing discussion points of meeting
client chairing meeting
client summarizing action--calculation of means for each question on mid term-2
announcing problem with missing values
inquring about whetherto start with missing values
inquiry about chairing meetings

client chairing meeting as agreed
client summarizing action--calculation of means for each question on mid term-2
announcing problem with missing values
inquring about whetherto start with missing values

determining job distribution of whatever is happening
inquiry about chairing meetings

clarifying job for everyone

client chairing meeting as agreed

diarywriting (AM-14)

client not feeling well so different client chairing
relating staffroom talk after peer observation: teachers' curiosity about their teaching behavior
diary writing
different client chairing (AM-15)
sugggestion for having another meeting this week
negotiating for meeting time
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client helps client chairing

suggesting preparation of different questions

negotiating questionnaire administration schedule

questionnaire not administered in two classes

beginning meeting in the afternoon at clients' homes
meeting in Turkish

clients in good mood

negotiation of meeting time

decision to come to meetings at 5 and leave half an hourfor casual talk before start of
meeting

drawing attention to quality circles

sharing experience ofTQM seminar attended at Brisa Company

drawingattention to the fact that students have to be engagedin

emphasizing the importance ofgetting all the students' views on problemsin a class
suggesting to prepare this semester and start next year

suggesting to start immediately next yearfirst day

suggesting preparation of learning strategies and activities
emphasizing the importance of conveying message that all students can benefit from
developmentofcritical thinking

discussion ofwhat can be done this semester

preparinga critical thinking activity bank

client reporting on bookson critical thinking found at USISlibrary
inquiry into motivation ofclients

writing questions as a follow up to questionnaire

client has questionnaires analyzed before leaving
client chairing

client and agent reporting from seminar attended on learningstrategies
client chairing

discussion of coding of open ended questions on
questionnaire

distribution of article on data processing (Oppenheim)
coding answers together

client chairing

coding continued

inquiry into possibility of meeting at school
client absent at last meeting not informed

summarizing last meeting to client absent

reviewingarticle on article by Carrell

making an action plan until end of semester

choosing one text from texts clients brought
writing a semantic mapping activity on passage
encouraging clients to write an article for journal

suggesting idea for article: working as a group in an action research project
starting to review meetings

reviewingfirst ten meetings
comparing notes

client chairing

discussion of gains this year
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recommendationsandcriticism

discussing the image ofthe group

discussion of problem identification

clients sharing personal and professional reactions to

certain incidents

writing recommendationsfor the future

FIRST MEETING WITH ADMINISTRATION

presentation of project to Administration

presentation according to outline prepared

audiorecording of meeting

follow-up open-ended questionnaire completed

SECOND MEETING WITH ADMINISTRATION
background information on action research

brief information on first questionnaire

theoretica | information on critical thinking

our definition of critical thinking
our plan of action

suggestions to the Administration

NEWSLETTER
preparation for newsletter postponed

PLANNING

making an action plan

PRESENTATION
client presentation ofbook she's read

client presentation on HOTS (Higher Order Thinking Skills)

presentation of key points in thinking skills

client presentation ofarticle by Finocchiaro oncritical thinking
summary of good reasoningabilities

definition ofa critical thinker

client summary of presentation

client presentation on stages ofintellectual development

client presentation on secondarticle on critical thinking

Siegel's categoriesofcritical thinking

client presentation on action research (Kemmis and McTaggart)
summary of important points

client presentation of article from journal (action research)

background information on Project LEARN

results of Project LEARN

client summarizing article (Syllabus Design)

client presentation of textbook that teachescritical thinking skills

client presentation on article "Discourse in Action"
client presentation on HOTS

client presentation on meta cognitive learning strategies (Carrell)
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PROJECT INVOLVEMENT

recalling client reasons for joining project

further comments on client reasons for joining project

REFLECTION ON ACTION

starting discussion on reflection on action
doingmember check from diaries
checking each meeting for data, participants and topics discussed
confusion overcassettes of the recordedreadingactivity
reflection on client purposein joining project

further comments on client reasons for joining project

doing member check from diaries

checking each meeting for data, participants and topics

reflection on action continued

reflection On ADM presentation

reflection on feelings ofclients

reflection on questionnaire results

reflection on questionnaire results (AM-15)
reflection on peer observation done this week: clients reporting on their findings from

observations

reflection on types of questions on questionnaire
reflection on action (semantic mappingactivity)

REMEMBERING

remembering goals or project
recalling discrepancy between teacher and student answers on the questionnaire

REMINDING CLIENTS

remindingclients of recommendations written at the

remindingclients of the necessity for piloting

REVIEW

reviewing past work throughclient diary

review of evaluation criteria

SUGGESTIONS

suggesting peer observation of clients (one another)

suggesting welisten to tapes to refresh our memories

TASK
job distribution for preparation ofnewsletter

task: client to investigate Chi-square

task: review questions on questionnaire

task: ask drop out clients for abstracts of books they presented

task: arrange to get a present for drop outclient (gave birth)

task: administer follow-up questionnaire in ownclasses
task: client to prepare chartfor results

task: bring a reading passage

341



task: think about whatpointto talk aboutin article

task: what we gained this year, recommendations, future directions and plan for the
summer

task: think about gains this year

TECHNICAL PROBLEMS

solving technical problem with recording

WORKSHOPACTIVITIES
application of psychology workshop activties with newcomers half an hour before the

meeting

application of transactional analysis on new clients

personalization of theory of transactional analysis

new Clients sharing experiences

application ofactive listening with new clients
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AXIAL CODING OF THEMES1993-94

ATTENDANCE
client rejoining

client rejoining dropping out

client rejoining

DECISION-MAKING

decision to use MEDUto advertise project school wide

decision to subscribe to some journals

decision to do Tuning In

decision to visit client having health problems to show our concern and support

decision to put in what everyonehasin file

decision to write missing summaries together because ofdifficulty of finding past summaries
decision to postpone review ofself-questioning

decision to start with warm-up discussion before questionnaire
decision to put diaries in file

decision to do group work of using dialogue modelfor

self-questioning
decision not to have a meeting butjust to chat

decision to divide file into subjects dealt with in project

decision to show progress by asking students' critical questions and collecting student
answerson regular basis

decision to postponearticle discussiontill next meeting

DISCUSSION
discussion of advertising project school wide

decision to use MEDUto advertise project school wide
discussion of involving students
discussion of action as a quality circle
discussion of steps in Tuning In
discussion ofclient's health (client absent)

discussion ofhow to keep client in project

discussion of how to keep client having health problemsin project

discussion of questionnaire results

discussion of experiencesin class

discussion of writing a short questionnaire to get student feedback to semantic mapping
activity

discussion of clients' plans for semester break

discussion of reasons for not doing morepractical work

discussion ofhow to develop a modelforself-questioning

discussion ofrelation of self-questioning to reading comprehension

discussion ofhow to integrate semantic mapping and self-questioning in reading
discussion of howto put self-questioning into practice
discussion of kinds of questions

discussion ofdifference between inference andinterpretation
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discussion ofhow muchtimeleft

discussion of feedback received from students

discussion on definition of critical thinking

discussion oflevel of critical thinking intended

casual talk

discussion ofpolitical situation

discussion ofhow to sort out file

discussion of ways of documenting students' progress

MEETINGS
negotiating meeting schedule
summarizing projectto client rejoining

reflection on our thinkingofcritical thinking
client rejoining explaining reasons for rejoining project

makingan action plan

casual talk

client chairing

summarizing to client absent for three meetings
client chairing

clarification of stages of critical thinking

client chairing

writing detailed action plan
determining next week's agenda
announcing agenda

client informing questionnaire copies ready

reminding clients of book client borrowed from USIS (by Thomas)

reminding client of passages from book by Thomas

choosing text from texbook
making outline of activity--semantic mappingto be donein class
client not dropping out

summarizing activity and peer observsation to client

organizingfile

client chairing first time
negotiating getting together to write an article

working out the mechanicsofwriting article
remindingclients offile organization
client putting her handoutsinfile in file
difficult of finding past summaries
evaluating ourselves: where we are

recalling complaints from last year: not enough action
inquiry into impressionson action clients
determining agenda for next meeting
client announcing agenda

confirmation of aim in critical thinking investigation
client chairing meeting
client announcing agenda

suggesting giving a one-question questionnaire

inquiry into progress onfile organization
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difficulty of remembering complete book references

remindingclient of writing article

suggesting we write article during semester break
making a list of what we couldn't do

writing recommendations for the future

client summarizing to client absent at last meeting

client explanation of dialogue model for self-questioning

client chairing

client notable to plan and implementa lessontopractice self-questioning in reading
client summarizing last meeting

setting agenda together

establishing goals of self-questioning

client announcing agenda

summarizing to client absent

surveying various textbooksto find typesof critical thinking questions asked
client chairing

distributing passage (Cataracts)

clients reading passage (Cataracts)

distributing categories of questions based on Bloom's

taxonomy

distributing passage (Cataracts)

clients reading passage (Cataracts)

distributing categories of questions based on Bloom's

taxonomy

client announcing agenda

summarizing last session

recalling Socratic technique from critical thinking notes

trying out Socratic technique

personaltalk--concern with political situation
summarizing last session

recalling the "why" technique

client sharing experiences in using the "Why"technique

client concern about not seeing student improvement with use of technique

reporting student impressions of improvementof their reading skills

sharing experiences of reading texts donein class

making an action plan for the rest of semester

casualtalk

discussion of political situation
client chairing
review ofpoints raised at last meeting
client sharing experiences with using semantic mapping with 4 texts
client chairing

reading student answers to questions to formulate levels of
critical thinking

client announcing agenda
clients not having read articles

reading student answers to questions to formulate levels of critical thinking continued
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client announces agenda

clients not having readarticles

reading student answers to questions to formulate levelsof critical thinking continued

PRESENTATION
presentation on self-questioning

presentation on learningstrategies

demo onself-questioning

presentation ofarticle on self-questioning (Sternberg)

presentation of book in turns

client not being able to do second demoonself-questioning

client presentation on self-questioning

definition of self-questioning

kinds ofpsychological processesin self-questioning

instructional implications ofpsychological processesin self-questioning
brief presentation ofarticle on self-questioning by client

REFLECTION
reflection on semantic mappingactivity

reflection on peer observation of semantic mappingactivity
reflection on semantic mapping activity
reflection on what we could and could not do

reflection on what we could and could not do continued

client reflection on action-semantic mapping
reflection on exercise on Bloom's taxonomy

REVIEW
reviewing our objectives

review ofcritical thinking from HOTS

review ofself-questioning

reviewing questions prepared in terms of objectives

review ofcritical thinking not done
review ofcritical thinking notes (HOTS)

TASK

task: client rejoining to make a presentation on self-questioning

task: client to make presentation on learning strategies

task: to think of action plan

task:to file articles, handouts

task: to share chapters and present book

client will try activity from book

task: to review notesoncritical thinking

task: review question for two units in textbook to modify into critica thinkingquestions

task: articles to read for each client
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APPENDIX N

AXIAL CODING

CATEGORIZATION OF EMERGING THEMES FOR CHANGE AGENT

- 1991-92

ACTIVITY

PERSONAL DEVELOPMENT

self awareness (with adjectives for themselves)

self awareness (with adjectives for partners)

acting out as competent and incompetent

active listening activity-1

pairwork-speaker and listener with speakernotlistening

changeroles: speaker becominglistener

active listening activity-2
pairwork-speakerandlistener with listener giving no feedback

active listening activity-3

pairwork-speakerandlistener with listener responding to speaker

active listening activity

reflection:speakerlistens without interruption, then reflects back what speakersaid

asking for a demoofreflection

sentence completion activity

INTRODUCTION
to project

action research

group therapy

MEETING CLIENTS

confirmation of meeting schedule

asking for an extra weekly meeting

final confirmation

agenda

diversion (things maynot go as planned)

learning about counselling from counsellor

asking questions

what are we here for (what do we wantto do)

professional concerns

self-improvement

guidance ofothers

challenge

cooperate with others

institutional concerns

thinking ahead

planning

research

concern for learners

improve reading comprehension

how do we go about improving reading comprehension
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investigate what kinds of texts students are interested in

investigate questions students can and cannot answer
collect transcriptions of interviews with students followingthe reading activity
asking clients to come up with an area of investigation for action research
monitoring

start meeting

start with agenda

elicit strategy from clients to perform task
start task

end task

draw attention to particular points

makinguse ofclients' knowledge

drawattention to client's MA thesis

managing meetings

interfere to give everyone an equal chanceto talk

not interfering in discussions

changetopic to get on with agenda

attention to topic when diversion

initiate brainstorming

end meeting

discussion

pass on information from one groupto another

bringing two groups together

asking clients to summarize previous meeting

negotiating with clients

to make presentations

negotiating meeting schedule

arranging common time for meetings
bringing two groups together

suggesting ideas for areas to investigate in action research
clarification of suggestion

persuadingclients not to drop out

reflection

on points raised during discussion
action research lecture

theory

kinds of research from J's mini lecture

review

past work

reason why we wentinto psychology

emphasizing the reason

Johary's window

questionnaire analysis

results not obtained yet

results obtained
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questionnaire preparation

writing questions

revision at home

revising according to feedback during piloting

location at the resource room

reason for location

to get the help of resource roomstaff
questionnaire piloting

with clients

with students

with trainers

with colleagues

questionnaire typing

asking the secretary to type the questionnaire

asking the administration to print the questionnaire
questionnaire sampling

questionnaire administration

getting permission from the Administration
writing a memoto teachers

questionnaire storing

in office

questionnaire analysis

help from coordinator
diary writing

reminding clients to complete their diaries

remindingclients to give their diaries before they leave for the summer
summary

a general outline of action research

general principles of action research

from Cohen and Manion

getting the photocopies and handouts made

having the handouts typed

getting the help of the secretaries in the department
getting feedback on activities to be donein the classroom

reading activity
providingarticles

. on research

providing criteria for evaluation ofproject at the end of the year

criteria from curriculum theory

worth

feasibility

impact
encouraging clients

thanking them andsayingI'm proud ofthem
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WRITING INSTRUCTION SHEETS

for 10-minute daily discussions reading warm-up
(TUNINGIN)

reading activity to be done in the classroom

CHANGE
involve students in the change process

SUGGESTIONS
area of investigation for action research

materials production
syllabus

TASK
kind

brainstorming for problems

pair discussion
group discussion

participation

solicit participation

encourage participation

elicit ideas for action research
explain task

DISCUSSION
task performance

discuss feelings of volunteer

discuss feelings of observers

comment on client performance

purposeoftask

reflection on points discussed
problemsin teaching

summarize what everyone says

impressionsofclients of session at METU ELT Convention

DISSEMINATION OF INFO

pass on information from one group to another

ask members to pass on

INPUT
reading:

MA thesis findings aboutss not reading in their own language
importance of extensive reading

research

triangulation

action research

theory

definition from literature

whodoesaction research

whatis investigated in action research
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scope of action research

data collection in action research

purpose in action research

aspirations of action researchers

collaborative relationship

ownership byparticipants

example of a project done in Ankara

summarize points

collaboration

emphasize powerofworking as a group

help client with presentations
reflection on input on action research

suggestion for an action research topic

materials production
syllabus

planning

for task

for action

area of investigation

meetings

negotiation meeting day and time

individual comments

textbooks

counselling helps awarenessofteachers' and students' dark sides

teachers can do counselling for their students

INPUT(LECTURE):
PSYCHOLOGY
GESTALT
a person's dark side and light side

healthy self-concept and pathological self-concept

clients finding an adjective to describe themselves

COUNSELLING
counselling helps people become aware oftheir dark sides

teachers can do counselling for their students

possible counselling behaviors

potential problem area and unresolvedfeelings

attitude aboutself
competence and power

concept of tough love

parents being firm with children whenraising them

LISTENING
basic skill in counselling

13 billion brain cells in the brain

cells can only process 800 words per minute

whatwehear is a maximum of 125 words

implication: we process more than what we can hear
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effective listening

being the person youare listening to

trying to feel how that personis rg

barriers to effective listening

reasons whyeffective listening may not take place
a deeper look at barriers

active listening skills-reflection

simple reflection

selective reflection

emotivereflection

levels of responsein active listening

giving advice

paraphrasing whatthe speaker has said

explaining the cause ofthe problem
showingthe direction in which the speaker wanted to go
giving advice using own experience

best response combination of 3, 4, and 5
examplesoftherapist responses

kinds of questions
open-ended

example

closed

example

PROBLEM SOLVING PROCESS
problem definition

open invitation to talk

sorting issues
asking open-ended and closed questions

topic following
active listening

goal setting

strategy selection

implementation of strategy

evaluation

JOHARY'S WINDOW
4 sections

free and open area
hiddenself

blind self
unknown self

Publicizing project at Metu Elt Convention
getting clients contribution
client couldn't attend

because she had to write a make-uptest
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CLASSROOM RESEARCHby Hopkins

analyzing classroom data

criticism of action research

methodologynotclearly articulated

four distinct generic stages of data analysis

data collection and generation of hypotheses

validation of the hypotheses

interpretation by reference to theory, established practice or teacher judgement
action

handouts

a bibliography on action research

gon



AXIAL CODING
CATEGORIZATION OF EMERGING THEMESFOR CLIENTS

1991-92
ACTION RESEARCH
problem identification

brainstorming for ideas

learning strategies

testing

academic reading

writing

investigate 2 different topics

decision postponedto read theory

Nunan's book" Understanding Second Language Classrooms"
decision to investigate reading

decision to collect data

from teachers

from students

from testers

decision to administer questionnaire

decision to investigate specific issues

how to improve the reading comprehension questions in books

howto direct ss toward extensive reading

decision to be in the samestaffroom the second semester

decision not to take an ESP approachto reading
decision to do a warm-upto reading investigation

10-minute class discussions

decision to write a memo to group members

"to establish group discipline"

decision to investigate student psychology

implication: understanding ourselves better

decision to interpret relations with students in terms of Berne's philosophy
decision to reflect on theory and discuss at next meeting
decision to do reading with authentic passages

the use of authentic passages could increase student motivation
decision to apply the problem-solving procedurein class to investigate further reading

problems

asking students to write a paragraph about their most important problem in

reading

decision to meet the same day twice at hometo prepare the readingactivity

decisionto find reading passages and choose oneat the meeting
decision not to repeat "mistakes" this year next year

decision to negotiate with the administration

to ensure feasibility of project
planning

investigation on what students perceive their problems

results

performance on mid-terms
performance better when reading passagestheyliked

client's individual questionnaire given to students’
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results

speaking is a problem

vocabulary is a problem
responsibility of writing memotoclients:
responsibility of distributing memoto clients

questionnaire analysis
offering help

L volunteering

questionnaire preparation
questionnaire piloting

revising questionson each part of the Teacher's copy of questionnaire
taking a short break

with students

questionnaire design

writing questions for tester copy of questionnaire on reading
writing revised questions for student copy
translating questions

questionnaire analysis

discussingthe results

job distribution

action plan

investigate texts
choosing a text from the textbook

practical: less preparation and extrapolation possible
write comprehension questions

classroom research

give passage andoriginal questions
reflection on action

activate students' schemata for reading

"TUNING IN"
recording

twoclients recorded

transcribed by oneclient

difficulty of doing discussion in class

because took too long
but worthwhile

pessimist when thinking of ss future

have ordinary reading passagesontests

ss having trouble with reference questions
tried to see the problems from the students' perspective

ss having problems with vocabulary and grammardo not read much
student question

whyis reading not taught on a continuum

suggestion: establish weekly guidelines

contextual clues in textbookartificial

anticipation questions in textbook good

identification of problems by ss
vocabulary and grammar

reading passages not interesting
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outside reading

ss feel forced to read

reading passagesontests

more difficult than passages donein class
the need for technical English

ss find texts difficult

ss want more outside reading

teach ss speed reading
questions

possibility of doing statistical research in action research
data collection

collecting paragraphs from students about their problemsin reading

not donethefirst time

vocabulary experimentation ofclient
class in two groups; one group given the meanings of new vocabulary items the other

not and results compared

CHANGE
imposed on teacher and learners in the past

distinction betweenpractitioners and theoreticians
teachers as researchers

becomea party like the environmentalists

people reacted to the setting up of the course RSA at the department
"resistance to change"

"people soft systems"

therefore influence people's beliefs

"Total Quality Management"

Japanese firm whointroduced this concept

CHANGE AGENT
First impression (whenfirst meeting the change agent)

knowing howto guide and giving

TEACHER EDUCATION

no teacher educators previously in the department

this year three teacher educators

clients lucky to have training from teacher educators

EXPERIENCE
Personal

seeing a psychiatrist

psychiatrist said she would charge client if she didn't come to appointment
notto hurt client's "adult egostate"

female client being tough with husband
not taught with students
client can only be tough with those whoshefeels are intelligent

instance of getting angry with husband
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CLIENT ATTENDANCE

late to meeting

confusion

confused about meeting time

confuse about how to do action research

lack of "concrete examples"
absenteeism

without prior notice
leaving early

motherin hospital

drop outs

Fi 03,46; J,,C,.B

reason for dropping out

too many commitments
motivation

clients are enthusiastic about the project

recruits

suggestion for new recruits
total numberofclients

clients who do not want commitment

0, FI

client memo

"to establish group discipline"
distributing memoto clients

CLIENT COLLABORATIONAT WORK

exchangingideas for class

at school during breaks

after school

sharing problems

seeking colleague input in learning

feeling responsible helping colleagues

AT PROJECT
providing handouts for everyone
writing a chart for classroom profile
reading activity

finding suitable passages

writing critical thinking questions on the passage

finding a pre-readingactivity to increase students' schemata

writing the role cards for the reading activity

typing the reading passage

DATA COLLECTION

DISCUSSION
activity on counselling roles

on roleplay-competent and incompetent
reflection on roleplayactivity
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uneasiness while acting out both roles

uneasiness while acting out the incompetent role
active listening activity-1

disappointment because listener listened more than he was supposed to

feeling the need to have eye contact

client commentaccording to recent research on the place of eye contact in

listening

unable to speak with concentration to a listener trying to interrupt him

active listening activity-2

irritation at not being able to give any feedback to speaker
active listening activity-3

finding examplesofbarriers to effective listening

active listening activity-reflection

remembering whatthe speakerhassaid difficult

listeners trying to respondto the speaker

not paying attention to what wasbeing said

losing concentration whenspeakertalks too long

not being able to rememberdetails ofwhat speaker said

feeling comfortable whentalking but feeling uneasy because of awareness of her

talkativeness

client happy with herlistener (felt she was a goodlistener)

easyto listen but difficult to talk for 3 mins

rating as listeners

from poorto excellent (on a scale of 1 to 5)

3-4 two clients

4 one client

4-5 twoclients

5 oneclients

demoofone pair on reflection

indifferent but professional

needsto interfere more

aggressive as a listener

client rated better listener than other client

possible uneasinessofclient at rating

client trying to defend client rated lower

sentence completion activity

' Joining a new group makes me

excited,

uneasyalthough client likes the idea

excited and shy

I like people to think I am
dangerous

not too nervous

mentally and physically good willed

optimistic and meaning no harm

Whenthing are getting me down,

feel helpless

imagine good things for the future

turn to myself and do things for myself

358



go for a walk or dress up

become much moreenergetic

have a tendencyto cry but also talk to herself or listen to music

like to talk about problem with someone

At this moment, I feel

being analyzed

becauseofpartnerin this activity

tired but relaxed

enjoying the sentence completion activity

client likes to talk about herself

can't reveal everything about her

concerned about the depth offield of what people think about him
feeling of breaking walls around me

helping to open up to people

why we wentinto psychology

client feels a little lost

could be becauseit's the end of the semester

client unsure ofhow wewill link the topic of reading to psychology

client satisfied because she thinks long-term

counselling

understanding self can lead to an understanding of unresolved feelings of students
attitudes aboutself

difficult to know self

examples of affection

relations with ss

client stopped asking students to sing when they camelate

students take advantage of T being democratic

motivation

whatreally motivates students

bring authentic reading passages to the classroom

search for authentic passages
in Resource Room,libraries

involve students

by increasing their motivations
to make them think critically

start with warm up in reading

data collection

have students keep diaries

possible to evaluate our own workin this way
do "peer observation"

data analysis

stage 1: questionnaire

hypothesis:1

the students who employcritical thinking skills are better at reading
comprehension

hypothesis 2:

schemaactivation increases motivation

stage 2: triangulation

administering questionnaire to teachers, students andtesters
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saturation

10-min daily discussions with students

stage 3: interpretation
critical thinking questions can be askedto stimulate critical thinking

opinion and inference questions

discovering the relationship of schemaactivation to reading comprehension

reflection on practice and judgement

stage 4: action

reading activity

pre-reading activity

role-play

while-reading

reading passage on 'Disappointment'

post- reading activity

critical thinking questions

reflection on action

methodologyused not sloppy as is sometimesclaimedto be in the

literature

article by Grabe on reading

the stages of the reading process

componentskills in reading

interactive approachesto reading

reading in a second language

implications of theory on reading for the classroom

stages of reading

pre-reading

implications of schemaactivation
should be donein the pre-reading stage

discussion

books, brochures, pamphlets and photographs

while-reading
bring photosto class

post-reading

importance of learning strategies

correct use of strategy is important
awarenessof students

ss may have a mental block towards reading
discussion ofarticle on research

types of research
secondary

primary

case studies

statistical studies

survey and experimental studies

implications oftransactional analysis for the classroom

thinking of classroom situations in which the four attitudes in transactional analysis
can occur

"group discipline"

howto make our research morefruitful
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everyone should attend the meetings

everyone should come on time

lack of responsibility in the group

clients should attend meetings

clients should come to meetings on time

implications of transactional analysis for the classroom
thinking of situations in which the four possible attitudes could occur

results of questionnaire following analysis by A5

students don't think critically

education system relies heavily on memorization rather thancritical thinking

critical thinking not taught explicitly in the department

not understanding why people act stupid

admitting she can act "weak"at times

remembering theoretical justification for abnormal behaviors from book

impression of session at metu elt convention

things becameclearerin clients' minds

while doing groupwork somepeople did not understand why we wentinto

psychology

awareness of what we have been doing

everything falls into place after doingit

feeling of pride
would be feeling motivated but disturbed because of what had happenedin her

session

a wrap-up ofwhat we have been doing

client was able to guide the group she wasin

and she knew something

and she felt professional

intergroup conflict
client not feeling comfortable with client

personal experiences with problem solving
to clarify the stages of the problem solving process

various reading passages

to find one for the reading activity

possible to questions on the passage

finding a warm-upactivity

to activate students’ schemata
dissemination of information

to clients not present at meetings

end of class

busy time of the year

grading examsandcalculating grades
reflections on step in action research

Step 1: diagnosing/identifying the problem
discussing at meeting

Step 2: negotiating for a common problem

deciding to investigate reading

Step 3: acting

questionnaire administration
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Step 4: reflecting on results of questionnaire

started learning about psychology

Step 5: acting and collecting data

data saturation

Step 6: revising andreflecting

Step 7: "learning and applying theory"

Step 8: negotiating on whatto do next

Step 9: revised action

reading activity prepared and implemented

Step 10: evaluation

Step 11: recommendations for next year

criteria for evaluation of project at the end of the year

worth

discussion of aim in action research investigation
to enhance reading comprehensionbycritical questions on text

opinion aboutthe use ofcritical thinking questions

not encouraged because of administrative concerns

centralized testing system does notlenditself to the use of

teacher's critical thinking practice with students

the whole attempt is worthwhile

it can lead to further innovations with greater impacton largerscale
feasibility

the desired impact of our project depends on negotiating with the
administration

impact

if administrations supports us, project will have a great impactonall parties

involved in change

critical thinking skills of ss will be enhanced

FUTURE PLANS
do more backgroundreading

finish reading Nunan's book

each client read about an area

critical thinking skills

reading

action research

other types of research

learning strategies

psychology

in particular investigate learning strategies

to investigate the use of the most commonlyusedstrategy

prepare a readingactivity in the light of data on learning strategies

RECOMMENDATIONS FOR NEXT YEAR
1. Survey types of questions in textbooks and on exams

2. Surveyliterature concerningcritical thinking skills
3. Do peer observation
4. Keep diaries regularly
5. Be more organized
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GUIDANCE BY CHANGE AGENT

CLIENT INTERACTION
asking questions on theory

comparing adjectives about self found by clients themselves and partners (counselling
activity 2)
asking questions

question:

reason why wedecided to deal with reading comprehension
reason whyweare delaying action research

responses
the need to be knowledgeable in dealing with people

group decision to work on students anxiety in reading

giving an example from ownclass

believing that we will do more concrete things

helping one person could be helping others

disagreeing with helping one person could be helping others

question:

possibility of doing statistical research in action research

asking personal questions
if client tried to be clever in herrelationship with husband

client comparesclient to her mother

suggestion

small experiment with class on vocabulary

objection:

clients think such a treatment would require statistical knowledge and expertise

therefore is not within the scope of action research
comment of change agent

scope of action research wide

give example of Lewin's first action research experiments with small groups
butstatistical research requires knowledge

LECTURE
preparation of lecture

traditional and interpretive research

transactional analysis by Berne

presentation

traditional and interpretive research

transactional analysis by Berne

four possible attitudes in relations

explanation
turn taking

lecture on affective factors in learning
self-esteem

definition/explanation
kinds: global, specific, situational

anxiety

explanation

kinds:trait and state
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implications for teaching

anxiety should be keptat its minimum to enhancelearning
motivation

kinds; integrative and instrumentalor instrinsic and extrinsic
MEETINGS

summary of previous meeting

coming together to form one group

location

decision to meetat clients' houses

reason: can't stay at schoolafter 5 o'clock

meeting at client's house

comfortable

tea and cake

transportation to location may be a problem

numberofclients

9

personaltalk

correcting homework

correcting quizzes

writing test for class
semester break

time for reflection on action research

time to finish reading theory (Nunan's book)

CLIENT OPINIONS ON STUDENT LEARNING
learningis frustrating
learning is reaching goalin learning
earning by practice

learning as a result of experience
learner needs more input in learning
learner personalities are important

CLIENT OPINIONS ON TEACHER LEARNING
responsibility towards colleagues

clients can take courses counselling offered at the university

if we understand more, wecan deal with ourss better

CLIENT OPINIONS ON RELATIONSHIPS WITH PEOPLE

people don't leave space for people to grow

you haveto punish people to let them grow

identifying yourself with those you are close to

tolerance with some people but not with others

reason: knowingthat the people you're close to won't leave you

behaviors are exhibited as a result of the defence mechanism in people

a person aggressive at home but mellow out of his home

citing from book by Engin Gectan called Abnornal behaviors

a person's need for love and understanding
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CLIENT EVALUATION OF THEIR LEARNING AT THE END OF YEAR
1. how to work within a group

2. different aspects ofhuman psychology

3. how to discipline our responsibility

4. to look at personal and professionallives from a different angle

5. make use of "negative" events
6. how to carry out action research

7. the importance anddifficulty of diary-keeping

8. to reflecting on work doneas individuals and as professionals

REVIEW OF ACTION RESEARCH METHODOLOGY

PERSONAL EVENTS
client's mother in hospital

offer to help in timesofdifficulty

PROBLEMSIN TEACHING (PROFESSIONAL CONCERNS)

statement of problems

ESP
can what wedo at the department called ESP?

speaking

being a non-native speaker

pronunciation

usage ofwords

experience with a student

learning basics

accumulation of knowledge required to be able to speak
vocabulary

ss need native like vocabulary
ss don't need native like vocabulary
speaking club can be established
drama

conversation activity

can makess think
experience at university

grammar
' Education system

ss' habits

ss used to being spoonfed

laziness

age of ss

experience with a st

Time constraints
not enough time to pursue ideals
could be three semesters

Testing

objectives oftests

double standards (we teach the communicative approach)

motivation
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before mid-terms teacher mayfeellost

testing problem discussed in inservice seminars
Teaching

not being a traditional teacher

textbook communicative

objectives of the institution

Reading

making reading moreinteresting

ss shouldn't be spoonfed (independentlearning)

textbook

too guided

too many contextual clues, therefore not authentic
comprehension

ss don't need to understand everything

curious about whystudents don't’ understand whattheyare reading
time to learn

personal experience with contextual guessing

reading in one's own language

ss don't read in Turkish

Communication with students

factors teachers cannotinfluence

Listening

texts

difficult for ss

artificial

cassettes incomprehensible

comprehension

ss want to understand everything;ifnot frustration

ss can't understand native speakers

authentic listening

Foreign students (Personalirritations)

dealing with different accents
dealing with students who havea lisp

Vocabulary
ss ask too many questions

- difficult to explain
embarrassed when not know meaning of question asked by ss
embarrassed to say don't know whennewteacher

Solution

use dictionaries

Phonetics

experience teaching SEFT

Writing

testers do not see writing as a problem

client makes office hours to give feedbackto ss' writing

Students
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Ss talking in Turkish(true for native speakers)

Noisy and enthusiastic ss overpowering quiet ss

ss taking advantage ofteacher's being democratic

client stopped asking students to sing when they camelate
Change

in the past imposed on teachers
gap between theory andpractice

SOLUTIONS TO PROBLEMS
Takingss to libraries in town

experience with ss
uncertainty about st area ofinterest in reading

Marital status

Married male teachers without any children have less responsibility at home

TASK
Quakeractivity

Strategy

search for strategy

identify friend and find comfort in friend

reflection on strategy
Purpose

Classroom profile

Observe students and diagnosetheir dark sides

clients not able to complete

client finds counselling easier than classroom profile

easy for client

because sheis involved in psychology

client doing awarenesspart ofprofile only

client suggestion for making classroom profile into a chart

client needs more time to observe students

another attempt at completion of classroom profile

spending three days

failure to complete classroom profile

client promises to draw chart for classroomprofile

classroom profile provingto be really difficult to do
- submission of the classroom profiles

DIARY WRITING
clients having difficulty with completing entries

THEORY
discussion on Nunan-Chapter 1
not being able to finish Nunan

promiseto finish until next meeting
diary writing
clients not able to complete entries

going over meeting notes to refresh clients' memories
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AXIAL CODING

CATEGORIZATION OF EMERGING THEMES FOR CHANGE AGENT

1992-93

AGENDA
setting the agenda for meeting

setting the agenda for meeting 3
prepare for ADM presentation

prepare a detailed schedule/action plan for the future

setting the agenda for meeting 4

reaction to ADM presentation

curiosity about reaction to ADM presentation

agenda for meeting 6
client presentation on theory

agenda for meeting 7

diary completion

handouts to be prepared for theoretical presentations made
transcription of tapes of meetings

framework for second ADM presentation

CONFESSIONS

confessing of deliberate withdrawal
inquiring about forming their own groups

client response about not being ready to form their own groups

feeling the need to do moreleadership training

to enable clients to form their own groups

second inquiry into clients forming their own groups

client decision to continue asis this year

form their own groups next year

MEETING CLIENTS
negotiating meeting schedule

membercheck

to construct what was doneat meetings

last year

monitoring meetings

initiating discussion of client frameworkoflast year's meetings

initiating discussion of group formation

closure of discussion of point one on client framework for review oflast year's
meetings

eliciting ideas for point 2 on framework

suggesting preparing handouts for discussion ofHOTS

drawing attention to topic
remindingclients of the group analysis of aim in joining project

remindingclientofthe three questions asked to determine aim in joining project
whatare wehere for

what do we want to do

how do we wantto go aboutit
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remindingclient of the responses to the questions asked to determine aim in joining

project

self-improvement got the most answers

drawing attention to the fact that for change you haveto get the teachers to improve

themselvesfirst

asking question to elicit ideas on teacher involvement

making.a commentthatis not too clear in terms of purpose

asking whyI initiated project

reminding clients that we will make the presentation to the administration

informing clients of how muchthe administration knowsaboutproject
discussion of drop outs

asking clients why people have dropped out

asking whether we should mention dropouts in the project presentation

doing psychology activities with new clients

doing active listening activity with P and V

diary writing

asking clients about progress with their diary writing

asking clients to spare time for diary writing at the end of meetings

follow-up on task

checking whetherclient have written handouts
from theoretical presentations they've madeat the previous meeting

confirming when they will make the handouts
at the end ofthe week

confirming the numberofhandouts to be prepared

three handoutsoncritical thinking

one handouton action research

justifying the need to transcribe the meeting tapes

to keep track of what we are doing

to be able to show to others what we are doing

announcing the date for second ADM presentation

arrange substitute for client

so that client can be present at second ADMpresentation

encouragingclient to present theory

on action research

using the overhead projector

answering client questions

how to integrate theory on critical thinking on what we will do with the students in the
classroom

will we use authentic materials for reading
elicitation of what to do

tell ADM whatweare going to do

whetherto presentall the steps in action research to second ADMpresentation

whether presentingall the steps to second ADM presentation would betheoretical

reminding clients of recommendations written last year

wedid not survey the question types in textbooks used at school and in exams

closure of discussion on theory presentation oncritical thinking

read in your owntime

read for definitionsofcritical thinking
provokingclients to discuss pros and consofreading andcritical thinking
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is reading a techniqueforcritical thinking

remindingclients of discussion of steps of action research
as applied to our context

reviewedat the last meeting of last year

first ADM PRESENTATION

initiating discussion for a frameworkfor first ADM presentation
introducing KAIZEN

the idea of continuous improvement

concept from Total Quality Management

confirmation ofjob distribution for first ADM presentation

elicitation of reactions to first ADM presentation

inquiry into reason for quality of audio recording of meeting
client response

client refusing to take responsibility for bad recording
managing the presentation of clients

telling client to start after other client has finished talking about steps in action
research

PRE-MEETING OBSERVATIONS

clients looking comfortableat first meeting of the year

newcomersfeeling a little tense

client not attending meetings second time in a row

clients quiet

clients in a good mood

REACTION TO PROJECT FROM COLLEAGUES
asking client question

about whetherclient tried to persuade colleague
whosaid the project was a women'stea party

about whether client wanted to persuade colleagueto think differently

TASK
bring diaries of two clients from last year for new clients
meet client for lunch

to discuss details ofnewsletter preparation

didn't meetclient

because of other pending issues

preparing for the meeting with the administration
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AXIAL CODING

CATEGORIZATION OF EMERGING THEMES FOR CLIENTS

1992-93

ACTION RESEARCH
Decision to review theory

client presentation on HOTS (Higher Order Thinking Skills)

presentation of theory on action research

client introduction to presentation

not being too clear on action research

so wrote the important points

to make a handoutfor otherclients

recommendsa thorough reading of book by Kemmis and McTaggart

reading definition of action research

summarizes important points of definition
emphasizes the collaborative nature of action research

reviewssteps in action research

role of action research in education

improvementofpractice

reviewing steps of action research
the individual, the culture and the collective in action research

what changesthere will be in the culture

changesin language

changesin activities

changesin social relationships
client recommendation of other book by Kemmis and McTaggart

review of action research stepsin detail
step 1: reconnaissance

to get a complete understandingofthe situation

step 2: planning

strategic decision on whereto begin

what's to be done and who's to do what

step 3: enacting the plan and observing how it works

stressing the importance ofplanning
personal experience

suffered because of inadequate planning when doing M.A.
thesis

step 4: reflection

synthesis,analysis, interpretation, explanation and drawing conclusions
second cycle starts

examples of action research given in book

tools of action research given in book
recommending book

client presentation on project LEARN
League of Educational Researchers in the North West

background information on project LEARN

50 schools in Washington

problem: inadequate understanding of change
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results of project LEARN

improved classroom practice

stimulus for the cultural transformations of schools
stimulusfor the reconstruction of the teaching profession

critical mass of people

20 people involved
giving their viewpoints
readyto help teachers and districts

teachers, administrators, university professors

one-day follow-up workshop in mid-January

each spring a 2-day international seminar

focus of action research

role of writing in the design of computational skills

CLIENT ATTENDANCE

clients looking comfortable at first meeting of year

client pregnant

client feeling sleepy

client can only act as evaluator ofproject

recruits

I, P, Q, and T

V

uncertainty of attendance

Q and T

decision for newcomers to come an hourearlier

to do the psychologyactivities we did with clients last year
client missing two meetings in a row

BACKGROUND READING
feeling the need to do more background reading

following the ADM presentation

DISCUSSION OF THEORY
client presentation on HOTS (Higher Order Thinking Skills)

students don't understand understanding
presentation of key points in thinking skills

metacognition

inference from context

decontextualization

information synthesis

client asking question for clarification
asking for keywords of aspects ofHOTS discussed

client commentonarticulation

client inquiry into definition of articulation

client commentonstudent waiting time

giving students more than 3-5 waiting time

relating results of research on short and long waiting time
client comments oncritical thinking

experience with students
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students not being able to answercritical thinking questions
on exams
in books

client presentation on stages of intellectual development

dualism or received knowledge

client relating pointto transactional analysis
stating cause

students expecting the teacher to say the final word
multiplicity

procedural knowledge

commitmentto relativism

client summarizing stages of intellectual development

reading from notes prepared

reading from underlined parts of book
group discussion ofstages of intellectual development

client quotation about administrative support from book

client question on howto integrate language developmentandcritical thinking

issue of abortion from an article she's read

if you don't think critically you can side with the author

if you think critically you can formulate your own ideas

fits in with the four stages ofintellectual development

various client responses to integration of language developmentandcritical thinking

client assertion of her way of thinking

a personhasto be free in mind

once you open up students minds, they might be gone

suspicious about opening up students’ minds

once done,it will be difficult for students to find someoneto talk to

talking to students about transactional analysis

feeling uncomfortable trying to change their world

they are happyin their world

client disagreement

there is always a beginning

Is ignorance bliss?

That is what weare fighting for

client disagreement

snowballing

start change somewhere

client presentation of apprenticeship

the master showsthe apprentice what to do
extrapolation to the classroom

teacher can articulate what she doesin termsofcritical thinking

REACTION TO PROJECT FROM COLLEAGUES
client experience

talking to a colleague at the department

mentioning the meeting on Nov. 17, 1992

the colleague said that it was a "kabul gunu" (women'stea party)
client refusing to disclose names

client wanting to know whothe colleague was
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client suggesting that we needn't worry

so manypeople prejudiced against each other
in many different ways

client drawingattention to the frame of thinking ofthis person

In Turkey wecan't do anything

all we dois chat

client assertion on an important action research step

reformulating ideas of the society

it's a culture

even the language of the group

client elaboration of this colleague's reaction

good exampleto resistance to any kind of innovation

response to whethertrying to persuade this colleague

not having the time to
response to whether wanting to persuade the colleague

she wanted but thought words wouldn't be enoughto persuade the colleague to change

his/her point ofview
clients joking about the event
client not thinking colleague knew about our meetings

client suggesting that such reactions are normal

it's important to be strategic
colleagues know aboutourproject

clients gathered in the teachers' lounge
talking about project

change agent meetingtalkingto clients in the teachers' lounge

DIARY WRITING
client question

about whethershe can write diary at the end of term

client commentto client question on diary writing

dairy entries must be kept regularly

to trace developmentor the flow of things

client consent to writing entries at the end of meetings

clients think this is a good idea

five minutesis short

10 minutes

handouts

clients will prepare

transcription of tapes
Q has transcribed one tape
client not progressing as fast as she thought she could

taking time

transcription of all tapes is not necessary
questioning whethertapes will be usable

tapes will increase in number
client who takes meeting notes finds easier to transcribe

having notesin front ofher
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DISSEMINATION OF INFORMATION
dissemination of information among clients can be done through diaries

reading each other's diaries

LOSS OF INTEREST
expressing loss of interest

at meeting five

clients have various reasons

client having health problems

client having to rush homeafter work

client feeling demotivated

client feeling disorganized

feeling the need to do something with the readings

client feeling the need for a focus

client feeling it's normal

having ups and downs

new Client inquiring whetherloss of interest is because ofnew clients

whetherit's because people are not sure about what to do

client feeling having vague ideas

client having lots of questions in mind
client feeling the need to do activities

client feeling the need to do action

short interviews with ss

to keep them busy

clients feeling relieved after admission of change agent

withdrawal on purpose

MEETINGS
recording meetings

clients think recording meetings is a good idea

note-taking at meetings

decision for client to take notes during meetings
in addition to change agent taking notes

triangulating data at meetings in this way
technical problems

client not having accessto a tape recorder

- client not having accessto a blank tape

client discussions of theory

asking questions to understand theory

trying to reach a definition ofcritical thinking

client extrapolation of theory
how to usecritical thinking in the classroom with ownstudents

client drawing attentionto first step in action research

initial reflections of situation

in the light of thematic concern identified

client confirming thematic concern
critical thinking

client attention to the needto reflect on situation
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MEETING WITH THE ADMINISTRATION (ADM)

having meeting early in the week

to have another meeting if necessary before the ADM meeting
discussion about the framework for ADMpresentation

deciding to start with reason

it would be morestriking
2 reasons:

teachers like to be active, catching up with innovations in ELT

to be better teachers for their students
deciding on everyonepresenting

this kind ofpresentation mightbe interesting for the audience

this kind ofpresentation might be motivating for the members

because everyonewill be participating
Reflection On Adm Presentation

clients happy about having shown something to the world
client feeling shy

newly hired instructors feeling a little shy in making a presentation to ADM
client feeling a little pessimistic

about what the ADM canactually do to help us with our project

responding to what we should do at the second ADM presentation

tell ADM aboutaction research

tell ADM aboutcritical thinking
deciding on whetherto presentall the steps in action research to second ADM presentation

they wouldn't be interestedin all the details
the steps of action couldbe presented in outline form

ADM maywantto use action research for a project oftheir own

NEWSLETTER

client volunteering to be in charge of newsletter

client volunteering to be editor

client volunteering to help with write-up

APPLICATION OF PSYCHOLOGY ACTIVITIES
doing active listening before meeting

with P and V

PRESENTATIONS
client presentation of article by Finocchiaro oncritical thinking

summary of good reasoningabilities

definition ofa critical thinker

appreciates importance and convincing force of reasons

whenassessing claims, making judgments
evaluating procedures
contemplating alternative procedures

Siegel's categoriesof critical thinking

appropriate reasoning

correct reasoning
good reasoning

rationality
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Kuhn-practice of critical thinking

Siegel's criticism of Finocchiaro's definition ofcritical thinking
secondarticle on critical thinking

mocktrial of critical thinking

teacherdivides ss into groups

assignsroles to students

e.g. judges

gives a problem

gives 2-3 weeksfor preparation
ss perform ontrial day in class

evaluation of mocktrial technique

class discussion and mocktrial

reaction paperassigned bythe teacher

pros and consofthe issue
three points ss learned from the trial
what ss would change aboutthe trial process

discussion of other issue which cameoutin the trial process
health related issues provokecritical thinking

client question on howtorelate critical thinking theory and what we can do with students in
the classroom

PRE-MEETING OBSERVATIONS
client missing two meetings in a row

RESPONSE TO CLIENT INQUIRY
clients stating they are not ready to form their own groups

REVIEW OF LAST YEAR'S MEETINGS
reviewinglast year's meetings using client diary

to recollect what wedid last year
start with: what's action research

discussing whether this is a good pointto start with

suggestion

start with purpose

why wedecided to do project

stating purpose of getting together for this project
. teacher felt there were problems

teachers wanted to makethings better

teachers started thinking about how to makethingsbetter

teachers decidedto start with action research

because action research takes short time

because action research givesresults

discussion of group formation
client not remembering

client met change agentin the car park of school

change agenttold client to cometo heroffice

client driving to town with change agent

change agent asked client whether she wanted to bea part ofproject
client trainee of change agent
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changeagenttold client in one training session

client latecomer

client heard from change agent

clients not remembering memopasses around by change agent

statement of purposein project
aim of organization to go one step further

to reach what we have in our minds

to eliminate problemsofstudents I had in mind

but also believing in self-improvement

lookingat the test results

wecan understandthat the readings of the ss are not as good as they should be

group analysis of aim in joining project

client does not remember

because she wasnotpresentat that meeting

client disagrees that the project is done for self improvement

client agrees that the project is done for self-improvementandinstitutional concerns

clients commentsthat self-improvementandinstitutional concerns automatically works for

learners

client thinks that change begins on a micro level and then works toward the macro level

youfirst improve yourself

then you conveythis to the students
answering change agent's question on aim of project initiation by change agent

self improvement and to make thingsbetter

for the institution

reconstruction of transactional analysis

asking clients for personalization of transactional analysis

new client talking about personal experience

telling son to behaveashelikes at home

telling son to behave morecarefully outside
new client talking about personal experience

client wanting to act

family insisting on ballet

couldn't do professional acting
still feels the desire to act

clients emphasizing the importance of opening up to newclients

mentioning our opening up
after solving problemsin group

new client mentioning fear of speaking in public

SUGGESTIONS
Diary keeping

ss can keep diaries

CLIENT COMMENT
client commenton introducing change

you have to makeit very clear to your audience

CLIENT PRESENTATION
client presentation ofbook she has read

378



APPENDIX 0

SAMPLE ANALYSIS

ANALYSIS OF INTERVIEWS1991-92

PERSONAL DISCOVERY

A.
Looking with new glasses

Seeing others with new glasses
something different than what I already had

Seeing self with new glasses

doing this instinctively, without knowing the terminology
E.
not a big discovery

joining the team to learn different reading strategies

how to communicate with students in terms of reading in a better way

I'm O.K. becameclearer in my mind

had an idea but not in an academic way
kind of enlightenment

Active listening

interesting

things that one intuitively knowsbut can't express

through experience onelearns these things

doing in an academic way makesthesethingssettle in your mind

Whenstudents say they don't understand because of vocabulary,it can't be.

there must be something behind it like a mental block or fear of understanding

Feeling the need to learn more about psychology
from books

Learning about counselling
learning how to convey your messageto the student

how to diagnose the problem in that person

learning to ask the right questions

Be
self-discovery

not only think of myself as a teacher

trying to learn good techniques

parallel to self-discovery, discovering others

close friends

students

feeling lost at times

with help from you and colleagues, found my way

learning things I haven't thought of before
learning things I thought people were thinking about
having difficulty in analyzing people

putting my thoughts into words
maybebecause I don't want people to do that for me

avoiding analyzing people

but now I feel I have to

unless you analyze yourself, you can't know yourself or others

379



feeling of being stronger and powerful

specially after learning the light/dark side business

one person got disturbed during activity

interested in psychology in high school

you should be aware of your dark side and not be disturbed
personal experience

getting angry at boyfriend who suggested she go to a psychiatrist

if he tells her again, she won't be disturbed
M.
Familiarity with concepts learned

project useful in reaching own goal

establishing humanistic education in this school

by opening up people's minds

by getting more people on our side

Seeing negative sides ofpeople

I will be careful in selecting who I work with

Improving listening skill

thinking about how even the most negative people could be madeuse of
N.
Havingdifficulty with class profile

realizing being not a good observer

Trying to catch every detail now

Last meeting learned from M and S

how they observed their students

Trying to rememberdetails

When goingto the bazaar

Previously looking at things and people but not observing them

observing now

Being aware of being soft person and wantingto be firm

Realizing whysoft after meeting at A's house (after doing the Dark side-Light side activity)

because I wanted to be liked by mystudents

ss are notlike parents or friends

taught methat I needed to be firm

listening activities made merealize I was responding too much

too muchresponseis notright
too little responseisn't right either

made methink if I were A responding to M, would I verbalize my questions

personal experience
listened to a friend

he doesn't think I'm a badlistener

maybe mystyle oflistening did not change

thinking of verbalizing questions as response
S.
whole-person approach made me more conscious about my character

reviewing things I knew about
listening activities taught me howto be better listener
nice to cooperate with teachers I hadn't worked before
I felt better in group sessions

It's nice to share your experiences--inner problems
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I mostly learned psychology

WhenI started we shifted to psychology

PROFESSIONAL GAINS

A.

I learned lots of terminology
Sharing experiences with colleagues widens your horizons

helped meto think more before I stepped into the classroom

helped meto see a specific situation in a different way
reading

psychologyof students

motivation of students

but I didn't wantit to change

because I haven't digested the system that I want to use with mystudents yet
I change slowly

I can certainly extend what learned to my students

I think it will take time

my time

students' time

I need more knowledge

I need more time

E.

literature major

learned manythings

theory

Nunan

learning new things
one mayfeel lost

learning near the end of the semester

feeling tired at the end of semester

I can extend "I'm O.K." to my students

need time to extend "I'm O.K. to mystudents.’

good idea notto start any new reading activity

finish psychologyfirst

recommendation for the future

if we want to go on reading, we should do reading

we haveto learn more about psychology

ae

personal involvement more than professional involvement

at beginning ofproject thought the opposite

I am for research with students and getting feedback

haven't done that

questioning students, recording them, getting feedback

looking forward to doing morein the classroom
I can transfer my personal discoveries into the classroom

Sometimes wecan't help talking about irrelevant things

losing time

tea and cake business disturbing at the beginning

lost time
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wehavelimited time

weshould makeuseofthat limited time

proud ofmyself being in this project

weare teacher trying to do something about ourss

wedecide and changetogether

something very nice

there is no jealousy and competition

I like working in the group

I can't see a link betweenclass profile and reading

I'm sure wewill

I'm sure youlead us toset up this link

I have the courage and the will to extend that to my students but first I want to be very clear

on the link between psychology andreading.

I learned somethings about the people in the group

you and M like psychology

E is very particular about his car

A is fond oftalking

M.
using laymen's terms before joining the group

feeling more comfortable

I learned how better use ofmy previous knowledge can be made
psychological needs of students are very important

psychologyessence of humanlife

personal experience

student with inferiority complex

Doing with my students for a long time

membersofthe groups surprised me

I hadto apply the psychological knowledgeto the people in the group as well

N.
realizing the joy and importance of groupwork

learning that colleagues have to come together to discuss problems at department
benefited from sharing information and ideas on howto teach

although we don't actually talk about that we chat before westart the sessions

chatting before the sessions helped meas well
benefited from sharing ideas on how to deal with students--classroom management
I did listening activities with myss in class

they really enjoyedit

I did the activity before a discussion activity

all the students respondedin the discussionactivity

Another techniqueI tried was A's tactic: touching students on the shoulder

tried it on a student to encourage him

I realized I could doit

I try to apply the techniques welearn in the sessions to my students
giving an example

whena studentsaysI can't study,I tell him/her to observe others

this encourages communication in the classroom

I feel myss are better as a class and havebetter relations
I have becomea better observer

to be a good teacher you haveto be a good observer
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I wasn't seeing myss as ss

now I see them as whole persons

I stay in class during recess
we havea discussion hour on Fridays

I like the idea of doing action research

although recording and interviewing can bedifficult

For my RSAprojectI'm investigating register and speaking

I can do action research on register and speaking
Ss.
I was able to see how other colleagues approached problemsandcertain teaching issues

example

competence-power-intimacy
wecan see that people have different ways ofperceiving things

It's important to manage different perceptions ofpeople

it's a managementskill

has important implications of what we do in a department or group

when you wantto introduce new ideas and methodologiesit's importantto clarify
different perspectives

because people understand differently

I can extend whatI learned to my students, why not?

Students feel as excited as we do about sharing feelings

provided that we create an anxiety-free atmosphere

in the classroom

outside the classroom as a group

to a certain extentI try to create an anxiety-free atmosphere in my classes

but I would like to learn more about counselling

to have better access to what's going on in the ss' world
experience

this is my personalbelief

If I feel very uneasy in a class, my doorsofperception are notreally

open
the opposite could also be true

As a teacher,I would like to present to my ss the most ideal learning situation

Ourproject is giving me newinsights

Our project is making mesee that there are all sides to a person

All of these sides are equally functional in creating a certain person

CORBATE
Change agent: imposition
A.

you didn't really impose anything on us

psychology was imposed

maybe wedecided together

I wantto clarify my mind

because students did not say anything about psychology
E.
no imposition

sometimes giving homework
that is not imposing something
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you haveto do that

to see howit is going
telling a personal idea on a subject

may be misunderstood
maybe because of mystyle

I try to convey my message

the group should not be imposing anything on each other
p:

We gaveourdecisions within the group

It's wonderful deciding together
M.

No imposition

It was the way I wanted to go

cultural problem

people mayhavehad the impression that you were imposing things on them
because in our culture authority figures and their ideas are a must

N.

did not feel any imposition

I neverfelt that

you never say you have to accept something
Whenyou do something, we share the idea whether welike it or not

example:class profile

I felt we were forced to do that
but when wedid the analysis, I realized that you can categorize people
I realized that there are details one paysattention to
so it's not natural

Because wecan talk and share ideas, things becomeclearer.
S.

I didn't feel that way

I think you did a very good job

You gaveusthe necessary starting points and outline
It was up to us to decide

Sessions by change agent

A.
Workshops were excellent

Controlling well-organized

where to stop, where to interfere and whom

very democratic

never skipped any oneofus
balancing the people who wantto talk more and those who wantto keep quiet
professional

demanding
in control as a conductor

difficult to conduct these sessions

becausethis is a group with different characteristics
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E.
The way you conducted sessions was O.K.

workshopstyle

of course good

howelse can you doit?

you have more knowledge

M.A.
doing your Ph.D

you know howtodirect the talks/conversations

the things we're doing

personal experience with workshopstyle

a course while doing M.A

not finish M.A.

L,
deciding together is wonderful

M.
very good

not toostrict

not too loose

not too teacher-centered

You created an atmosphere where everybody could freely work

N.
Good

workshopsbetter

ifwe just heard about something, it wouldn't befeeling it

once wedothe activity, we are involved andget the feeling

I like the idea ofputting everything you explained into practice during the sessions
S.
workshopcharacteristic madeusreally interesting

because we wereall tired in the evening

you started with a warm upactivity

I thought these warm upactivities were great

I think you were professional in your approach
that's very important for me

because when people get together,it's not very professional

So I truly appreciate what you did

SETTING UP OWN GROUP
A.
not at the moment

need to learn more

need to have more experience with what we're doing

need to read more

need to be on a better level

your accumulation ofknowledge andskills
B.
not with a big group
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L.
I wouldn't even dare even if I was the knowledgeable person
one ofthe things I can't manageis leading a group

The responsibility of getting people organized

The responsibility of arranging things

Responsibility for yourself

Responsibility for the whole group

It may be because ofmy experience

I must admit that this responsibility is a fantastic thing
You know what you're doing

To sumup, I appreciate you

N.
I think I can set up my own group

I'm explaining whatI learn in the session to P
If I can dothat, I can set up my own group

I'm also explaining to the people in my staffroom

I explain what wedoin the sessions to myfriends also
experience

did character analysis of a friend using dark side/light side
however wehaveto read more books

weshould read books we can understand

everyone should read books
what we've learned is good but not enough
If we're going to do the same thing you did, we should read more about psychology

Otherwise we would have to stop where you stopped

without additional scientific knowledge

Weshould also read about learning strategies
Weshould also read aboutskills

not gamesandactivities but theoretical information
S.
Yes, I think I can set up my own group

It's just that I don't see myself as a good manager

Inside the classroom it's imposed one me
I'm automatically a managerat the same time

Outside the classroom I like being free

I could set up my owngroupif I wanted to

MEDU/CRBW
A.
MEDUfine but wish to do more

CRBWlearningfive out of five

E.
difficult to choose

CRBW difficult to do with a big group
CRBW voluntary

any teacher can join MEDU
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a
MEDU-whatparticipants dois not very clear

coming,listening and going away

not certain whether they apply in class or not
Whereas in CRBW wehaveto perform something, talk aboutit and try again

N.
I don't want to choose between MEDU and CRBW

because MEDUis needed by someteachers

but both MEDU and CRBW mightbe too much of a burden
MEDUis not enough on its own
Teachers who come to MEDUarethe ones who don't really need anytraining
I believe there should be a training program for all teachers

whetherthey are experienced ornot

because someofthe teachers don't even know how to communicate with their ss
experience

one teachertold meit's the teacher's job to have discipline in class
havesssit and not say anything

his ss are scared ofhim

maybe he knowshis subject well

but he doesn't know how to communicate

experience

partner not understanding howI cantolerate ss not responding
teachers can cometo school wheneverthey're paid

this can be treated as a project
the schedule can be arranged

they can be paid to come to school for 2 hours a week maybe
I thought of having our meetings on weekends

but it wouldn't work

S.
I would definitely go for CRBW

becauseI already know theteachingtricks

I did a whole course in England on teachingtricks
I've been teaching for 6 years

I've always updated my knowledge

I buy TESOL QUARTERLY
FORUM

I attend sessionsat Bilkent, here, the British Council
It's nice to share experiences with colleagues but my personal preference is for CRBW

CRBWis morechallenging for me

It's a real process of discovery about the world

It's a real process of discovery about yourself

You go beneath the surface whereas classroom tricks are practice-oriented

I personally feel the need for research basedactivities

PSYCHOLOGY
psychological approach
A. Weshould know aboutstudent psychology

Tobefriends with a cat, you have to know about animal psychology

E. Weshoulddefinitely learn more about student psychology
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L. I certainly believe that we will get better results in dealing with students' problems
N. yes

I learned to see myss as whole personswith their needs

but I need to see more practice]

for things to settle in my mind I need morepractice to get the feeling

whenit comesto critical thinking you have to have a broad view of what's happening
observing is important in this aspect

in a critical way you have to observe everything around you

I think reading and psychologyare related becauseofcritical thinking
N.
By using psychological methods, we can help ss overcomebarriers in learning

example

if a studenthasa fear of failure or feels incompetentfor a particular task,

psychological help would be more beneficial for him/her than
methodological help

fit in the curriculum

A.
start like MEDU

u,
workshopsare good

teachers can share their enlightenment with others

B:
by pre-service training

our group can dothetraining

can get the help of a counsellor
N.
start like pre-service sessions
continue like MEDUsessions
announcing the namesofpeople

peoplelike the feeling of other people knowingthat they are doing something
even ifpeople attended MEDUoncethey show off

by talking about the activities
they let others knowthat they've attended

Administration knowing about whois attending these sessions could be a source of

motivation

Those teacher who attend MEDU mayteachless

S.
We must havein-service training sessions

for consciousnessraising

to make instructors aware of the need for such a dimension

Certain hours may be designated for in-class activities

activities like problem solving
experience sharing

Such activities would create a more humaneand low-anxiety atmosphere in our
classrooms

Obtain feedback to assess the effectiveness of such sessions

A "learning problemscenter" can be set up for extracurricular guidance
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COMMENTS

A.

psychology was imposed

discussions were enjoyable

Ei,

Weneed more timeto talk

If we had met once a weekat the beginning would have been morebeneficial

Sometimes we can't help talking aboutirrelevant things

N.

I'm curiously waiting to see how we're going to putall the info into practice

I see the connection between reading and psychology very clearly

OnceI seeit in practice, it will be clearer

S:
Thanking for "blazing the track on such an importantissue'

I hope I can learn and do enough

to expand ourstudies
to a larger scale
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CUDING DUNNE DY SLUUINY CUUVEN SAMPLE1: STEP 1

 

FIELD NOTES ARM-1 EMERGING THEMES_
  

1
Ls
IBN: Well, how did youfeel..

oka
BN:feel as a person..as a person?

C: I felt sorry for her. (Laughter)
(Well, that sounds interesting, let's see

what she means) just lost somewhere, she
didn't know how to do and go and where to

go.

IE: (...X/aughter)I wanted to say something.I
stopped myself all the time just say

something to you instead ofclapping.
(That's nice, feeling this responsibility of i

trying to help her in the best way.)
Probably that's what I would do...what I}

would feel.

IB: I felt the same thing because I thought..
well, we should have done something else.|

(She's got similar feelings to C's)

 

 

 

we clapped twice, it means no..when weclap
only once it means yes...something like that.
I wish we could have guided her better I

thought when she reached there.

(self-criticism)

A: I was looking for a technique in fact.
That's why I kept asking the same question.I
thought clapping once was yes and twice
would be no.
IB: It's because we didn't plan it before.

ID: And I also thought that we should have
talked about some sort of (...) I didn't know,}

we didn't know what sort of questions you

would ask what reactions you would (...) |

1B: But we didn't plan how we would help her
because we said we may talk, we mayclap,

we may just take her hand. (shows how
important planning is before you actually
start action.)

C:I think it's just the samesituation as in our
teaching...just knowing how.. erm.. which

one is better(...)

D: not knowing whoor what(...)

 

 

   
 

Weshould have..we should guide her in such .

a way that she should have understood when

Requeat- Aflesy3)

Reprint Req Affect
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FIELD NOTES ARM-1

A: So, what E says is true here because when
you know your students’ needs..if I am the
Student if you knew my needs, you would
have youtechniques beforehand.
 

A: For example, you will say let's clap once if
you.. I cameinto the class and asked, "Is this
yes?" You just clapped. I asked, "Is this no?"
You clapped again! I am not accusing you or
anything butif we (...) teaching ..
C: Still you did well, I think.
A: Thank you. (laughter)

IBN:Did youfeel frustrated at a certain point?
A: Yes, in the middle ofthe room, I mean.I
thought ... I was never going to reach the
blackboard though I knew that I would. So
think ofthe students.

IE: (...) sometimes the students are in the
middle of nowhere...It's no man's land you
know...by helping..

( I guess he's referring to the fact that,
students need to be guided carefully.)
A: I mean the things that you have done are
better than nothing. You could have stayed
there and watched me, wouldn't you have? In
a way you helped.

IW€..)

IBN:G, how did you feel?
G: I felt the same. I felt sorry for A. I thought
just clapping was not enough. I wanted to do
something else.

(There's somebody else who wanted to
give morehelp.)

IBN: F?
F: Yes, I totally agree with G. Since we hadn't
decided on the technique, we misguided her
and (...)
A: Thatwas|theword Iwas looking for, G)

BN: Yeah, anybody‘else who would like to
say something? (Noone) O.K. So, why do you
think we did that? E, you touched onit. Why
do you think we started like this? (J want to
get to the point.)

  
 

 

   
1
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SAMPLE2: STEP 2

ARM-1GROUP 1,
DATE:Jan. 8,1992 ©
PLACE:Seminar Room

PRESENT:A,B,C, D, E, F, G

 

FIELD NOTES ARM-1 EMERGING THEMES
 

with a group of

excited).

[..]
IBN: ... for the rest of your life. This is
something that will be done for the first time

efforts intoit.

and I am initiating a change. I wish I had a

crystal ball so that I could see into the
future.)

(This is the first AR meeting I am having)

teachers. I am quite]

at METU,right? So, we need to put all our

(I am really excited because it is a change}

y

prsawt

 

INow, I want to show you somethingfirst. I

need a volunteer for this. One volunteer. O.K.

(I take A outside, explain to her what she

will do and comebackinto the room)

(A volunteers) Right, we'll have to go outside.|

Ergo5 Jsoliet Permtemperto

WS- BEC
eh ei ©)a.tie 4 \

 

IBN: Now,she's going to be blindfolded.

(This is an activity called the Quaker

Model which I took from teacher training

participants into the concept of teacher

collaboration for change.)

I want you...can you sit on the floor? I want

you to form blocks for her. She's gonna have
to find her way through you. So, make the
blocks a bit difficult for her.

(These blocks are supposed to represent

problems that teachers have to overcome.)

notes of Y. The purposeis to initiate the]”

 

IB: Bena, we've formedthefirst block here.

IBN: O.K. fine, very good, yeah. Where would

IBN:O.K.fine.

IB: Is she coming?
BN:No,no, notyet!!!!

(...) (We're trying to arrange the blocks)
 

(At that moment, D comes in and I address

her) Would you like to take a seat on the

floor?

D: Sure.    
 



 

FIELD NOTES ARM-1 EMERGING THEMES —
  

IBN: O.K. Now, we have to decide on the

strategy, how are we going to guide her?
She'll be blindfolded. How are we going to
guide her?

emphasize.)

IB: By talking perhaps?
N: O.K. Whatever youlike, you decide.
a want them to make their own decisions

without my interference.)

(There's a knock on the door.)
IB: With the clap perhaps, no,is...
(E has come.)
IBN: Hello, welcome! Take a seat on the

floor. (laughter)
C: But Bena, I don't understand the rest. Is

a goingto...

 

 
'm wondering if my instructions weren't

clear)
IBN:She's gonna comein..

IBN: That's up to you to decide. She's gonna
Ihave to pass through you and reach the

blackboard.

CLOK,

IBN: So, you have to help her. How do you

want to help her? Would somebody like to
take her by the hand,or just tell her?
(I am just trying to guide them.)
IB: Let's tell her. O.K.

IBN: E, would youlike to take...
IE: I have a question. Aren't we supposed to
cometo this meeting tomorrow?
IBN: No,it was today.

IE: But we talked with you and you told me
that MEDU meeting was..

(This is getting tedious.)

IBN: Tuesday so, we're having it today.

IE: Tuesdays and Wends..Thursdays. So what
about the Thursday one, aren't we going to
Ihave it on Thursday?

IBN: Yeah, but this is not MEDU,this is

different. (He is confused about the
mectings.)
IE: Whatis it? (laughter) a
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SAMPLE3: STEP 2 oe -one

INTERVIEW 1 ot(v4 he :
Questions: SR

1. Have you madeanypersonal discoveries? reeae;

2. What have youlearned in the past months?
3. Have you made any professional discoveries?

4. Can you extend what you havelearned to your students?

EDid youfeel that I was imposing anything on you?

6.Would you like to comment on the way I conducted the sessions?

7. Do you think you could start your own group?
8. Do you think that we should have regular in-service sessions or engage in collaborative

research-based wok (CRBW)?

9. Do you think we can get better results by approaching students from a psychological
perspective?

10. How can wefit in a psychological dimension in the curriculum?

11. Would you like to comment on anything else that we have not had a chanceto talk about?

Teacher A

1. Self-awareness,.. parent-child,.. helped me to see others by putting on new glasses,

something different than what I already had. I started to observe myself in a different
perspective which I had beentrying to doinstinctively but without knowthoutknowingtheterminology.

The adjective exercise we discussed..... I wrote anti-humanistic for people I detested. That CH

shook me. Because I realized that what I really hated in other people I was doing. In fact, I

wanted to lie, be lazy, be late to my appointments. Because being ontimeetc. gives a burden
on you, sometimes you wanttolie, too.

 

2. Lots of terminology.--schema, activate, active listening-- terminology--what they meant,

how to use them, whatthey really mean. Sometimes wesay to our students to listen actively

without really knowing whatit means.

Sharing ideas with my colleagues... You learn a lot. Some are more experienced.If a person

reactsadifferentwaytoaspecific situation. I thought there would be only one reaction.

When people defend themselves, they're right, could be to a manager, student, colleagueetc.

For example, when a student doesn't do homework, Teacher X might react differently. (>
Sharing experiences widens your horizon.

3. First of all, it helped me to think more beforeI stepped into the classroom. Because we

were dealing with reading, readinghasthepriority.Also motivation,psychology of students,

and some smalldetails like what's going on in class. You're so busy teaching grammarthat

you can't see the small feedbacks in fact the students are giving. It didn'tidn'tchangethe_

techniques, systems, andactivities. It helped meto see in a different way butI didn't wantitto_
change.Perhapsit takestime.I'malwayslikethis.Ifirstobserve,thendigestitand make the

“necessary changes. I can't change right now because I haven't digested the system that I want
to use with my students. I change slowly.

4. Certainly I can. I think it will take time, my time and their time as well. As I have said
before, I first have to digestit. If I can't digestit,it'll be a shock for them,it' I be in the air. I

need more knowledge andtimein fact. This is not enough to apply something which is brand
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APPENDIX Q

PEER DEBRIEFING
Sample1:

People are enthusiastically working together. They seem to an equal amount of work. |

wonderif this is really so? Does everybody really help out in equal shares?Do some work

more than the others? I couldn't understand how everyone was feeling, some did not show

their emotions, so I can't really say.

Well, '@ looked indifferent. @ is really involved and hard working....has her/his feet firmly

placed on the ground.As for, I'm not sure as s/he could be acting as doing more than what

s/he is actually doing in the group. I thought s/he did her/his job adequately! at the meeting

(referring to thefirst meeting with the Administration)

The first meeting seemed more collaborative. I thought the first meeting was more exciting

than the second.Probably because there were more unknowns.

I think such a project requires leadership. One could perhaps activate empowermentandyet I

feel as if this can't be true. The reasonis closely related to what I saw at the Meeting. Some

members of the group were more succesful in doing presentations. This is entirely related to

one's personality. Well, maybe to one's background as well.

Sample 2:

I thought of myself. Am I beginning to feel burned out, I wondered. I have in generaltried to

find ways of improving myself. When you do that, you achieve a certain kind of thinking.

Andat that level, you feel the tension between whatis theoretically possible and what the

system allows youto do.

You want to make changes but you can't. The system needsto be changed. But the system has

been established in a certain way, and you can't change that. To be able to make changes in
the system, you need to have leadership qualities.

Anotherpointis that, although you may havethose leadership qualities, there are constraints

imposedby the system. Things that you cannot overcome.

This is a large institution. There are manyteachers. It would be difficult to train or develop

all of these teachers. This is an issue of personality. I don't think I would be able to do what

you're doing.

Some of them are involved in your project because they want self-improvement. some of

them who have achieved a certain level of professionalism really want to do things that will

be useful to the institution. Some of them can get frustrated when things don't work out in a

professional way.

 

For reasonsof confidentiality, pseudonyms have been replaced with "@".

: For reasons of confidentiality, the gender pronouns and adjectives have been given as

such.
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APPENDIX R

REFERENTIAL ADEQUACY MATERIALS
SAMPLE CASSETTE OF ACTION RESEARCH MEETING
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APPENDIX S

SAMPLE MEMOS

SAMPLE1 (1991-92)

Although the coordination of the project was difficult until the fifth meeting, it turned out to

be manageable after that. Still, dealing with people requires a great deal of time and effort.

What I myself have learned about counselling, and psychology has helped to build some

sense of cooperation in the group. I wonderifthat is collegiality. Yet, it seems that we haven't

been ableto attract our customers whogot involvedto a certain extent and then droppedout.

Food for thought. I should find out the reasons why they drop out. Is it because ofthe project

itself or do they have other more important commitments?

SAMPLE2 (1992-93)

Given the two meetings we had with the Administration, it seems as if the clients mostly

request financial and administrative support. This is going to shed light on the issue of the

resources and support teachers need in terms of the power relationships within the

organization in orderto be able to change their teachingsituation. Clients feel that when they

have done "something concrete", their requests can be justified.

SAMPLE3 (1993-94)

I have a feeling that Conversations with Self are achievable. Yet, I'm not so sure about the

feasibility of Conversations with Settings in the political sense. If we can arguethat clients

have gained greater control and autonomyin their individual classes,that's fine. However, can

wereally say that, at this point (at the end offirst semester), some success has been achieved

in terms of the control and autonomy as Conversations with Settings? I don't see any of the

clients wishing to make further contacts with the Administration. I wonderif I, as the change

agent, should take on a more pre-active role? But I shouldn't; I can't interfere in the daily life

of social events; this is an ethnographic study.
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APPENDIX T

Pak HIGHER EDUCATION LAW

Law Number: 2547 Dste of ensctment: 4 Novermher 12981

Published in the Official Gazette

No. 17506 Date 6 November 198]
,

PART ONE

THE AIM AND SCOPE OF THE LAW AND DEFINITIONS

Aims:

ARTICLE 1. The aim ofthis Jawis to define the goals pertaining to higher education and to
establish principles related 1o functioning, duty, competence, and responsibilities in connection
with education, research, publication, teaching staff, students and other personne] as well as the
institutions of higher education and their governing bodies.

Scape:

ARTICLE 2. This lawcovers all institutions-ofhigher education, basic principles related to
their activities as well as their governing bodies.

Matters within the institutions of higher education of the Turkish Armed Forces
end Security Forces are subject to separate Jaws.

Definitions:

ARTICLE 3. The concepts and termsused iin is jaw, for the purposes of this law, ave defined
as follows:

a. Higher Education: In the national education system,this is the education that
follows secondaryand the total of education at each stage consisting of at Jeast four semesiers.

b. Governing Bodies: They are the Higher Education Council and the Inte
university Board.

a ba mstituttons ofaa Education: They are the Universities, Faculties,
Instirutes anc S iEn

,

hool

d. The University: It is a his

awuicnomy and jeral personality, oe:A
publication; it is made up of faculties, institu
Organizations and units.

education institution possessing saves

ae education, scientific research oo

hools of higher education aeS

j is a higher education institution conducting high-level
education, scientific research and pu blications; institutes, schools of higher education and

2sinala: oF canizetions may be stiech
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f. The Institute: It is an institution in Universities and in Faculties which is

concerned with graduate study, Scientifiic research and applied workin more than onereiated

scientific area.

g. The School of Higher Education: It is an institution of higher education —
mainly concerned with giving instructionfor a specific vocation.

h. The Department:It is the unit of a Faculty or of a School of Higher Educa-

tion giving instruction, and carrying out research; it embraces similar or related areas of the
sciences or arts, forming a wholein aim, scope and character.

i. Teaching Faculty Members: Theyinclude teaching staff members as well as
ancillary staff. a

qe Teaching Staff-Members: They are Professors, Docents (Associate Profes-
sors) and Assistant Docents (Assistant Professors) ofthe institutions of higher education.

(1) Professor: A teaching staff memberof the highest academic order.

(2) Docent (Associate Professor): A teaching staff member who has success-

fully fulfilled requirements of the Interuniversity Board to qualify as a Docent.

(3) Assistant Docent (Assistant Professor): First. stage of teaching staff
membership who has received a doctorate, or qualified as a specialist in a medical field, or
received a certificate of competencein oneoftheareas ofthefine arts.

k. Ancillary Staff: These include research assistants, foreign language instruc-
tors, specialists, translators and planners of education as well as instructors for certain
specialized topics. Ancillary staff are appointed for a specific period oftime.

1. Pre-License (pre-baccalaureate) Stage: It is a higher education following
secondary education, involving a program ofat least four semesters, aiming at providing a

vocation or comprising thefirst stage of License (baccalaureate) stage.

m. License (Baccalaureate): It is a programme ofat least eight semesters fol-
Jowing the secondary education.

n. Post-graduate Study: It is a term covering the programme for a Masters
Degree or a Doctorate or Specialist training in medicine;it has the following stages:

(1) Higher-License (Masters) Degree: It is a stage of higher education which
comprises two semesters when following License (baccalaureate), tenSemesters when following
a programme of secondaryeducation.

(2) Doctorate: It is a programme of higher education of six semestersif it

follows License or of four semesters after Masters Degree. It also aims at putting forth the

conclusions of an original research.

(3) Specialization in Medicine: It is a programmeof higher education under-
taken in accordence with the regulationsestablished by the Ministry of Health and Social
Assistance andii leads to specialization in one ofthe fields of medical sciences.
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PART TWO

GENERAL PROVISIONS :

Aims:

ARTICLE 4. The aims of higher education:

a. To educate students so that they:

. (1) will be Joyal to ATATURK nationalism and to ATATORK’s reforms ahd

principles, :

(2) will be in accord with the national, ethical, human, spiritual andcultural

values of the Turkish Nation and conscious of the dignity ofbeing a Turk,

(3) will put the common good above their own personal interests and have

full devotion for family, country and nation,

(4) will be fully conscious of their duties and responsibilities towards their

country and will act accordingly,

(5) will have free thought, a liberal vision of world affairs and respect for
humannghts, Ht

(6) will develop in a balanced way, physically, mentally, spiritually and

emotionally, . foe

(7) will prove to be good citizens contributing to the country’s welfare and at

the same time acquire the necessary skills for their future vocations.

b. To enhance the welfare of the Turkish State as a whole, conducive to national

and territorial indivisibility; 1o implement programmes contributing to and expediting the

economic, social and cultural development of the country; and to induce aia to me

constructive, creative and merited partners of contemporary civilization.

- ¢. As higher educational institutions, to carry out workand research of high

academic Jevel, to promote knowledge and technology, to disseminatescientific data, to assist

progress and developmentatthe national jevel, and, through cooperation with national and

international institutions, to become a recognized member within the worid of science and thus
to contribute to universa] and contemporary progress.

Basic Principles:

ARTICLE 5. The Higher Education is organized, planned, programmed in accordance with

the foliowing ‘‘Basic Principies’’

a. To ensure that students develop a sense of duty in line with ATATURK’s

reforms and principles, Joyal to ATATURKnationalism.

b. National culture integrated with universal culture, will be developed and

fostered in keeping with Turkish mores andtraditions so that the students develop a strong sense

of national unity and solidarity. Fe .

c. The unity of basic principles within the educational system is to be achieved

with due segardto the aims and specific requirements of various higher educational institutions.

 

 



 

d. Short and long term plans and programmesare to be devised on thebasis of

scientific and technological principles and in accordance with the national and regional needs

and will be regularly reviewed.

e. Measures are to be taken to secure equality of opportunity in higher educa-

tion.

f{. New Universities as well as new Faculties, Institutes, and Schools of Higher

Education within universities are established by Jaw upon the recommendation or proposal of

the Higher Education Council in accordance with the principles and goals of the national

developmentplans and within the context of higher education planning.

g. Vocational Schools of higher education attached to ministries are founded

by a decree of the Council of Ministers on the basis of principles set forth by the Higher Educa-

tion Council.

h. Developing institutions of higher education; improving their efficiency;

increasing their numbers soas to cover the whole country; training teaching staff in the country

and abroad, and their proper assignment; keeping a balance between the elements of produc-

tion, manpower and education; distribution of resources and specialized manpower and

education; meeting the national and Jocal needs and specific requirements of the fields of

practice in accordance with the principles and aims of the national education policy and the

nationa) development plans; are planned and achieved in a manner to cover formaland

informal, continuous and adult education.

4 i. In the course of education in the Institutions of Higher Education,

ATATURK’sprinciples and the history of the Turkish Reforms, the Turkish language and a

foreign language are all compulsorycourses. In addition, a course in physical education or in

one ofthefinearts shall be included in the curriculum.

PART THREE

GOVERNING BODIES

Higher Education Council:

ARTICLE6.

2. The Higher Education Council is an organization: which controls all higher

education, directs the activities of the Institutions of Higher Education, vested in the context of

duties and powers given by this law, with auionomy and public legal personality and is in

permanent function. To the Higher Education Council are attached the Higher Education

Supervision Board and the Sivdent Selection and Piscement Cenire together with the relevant

planning,research, development, evaluation, budget, investment and coordination units.

b. The Higher Education Council consists of :

(1) Eight members elected by the Head of State, preferably from among

former Reciors,

(2) Six members selecied by the Council of Ministers from outside the

universities, from amongdistinguished, high-ranking civi] servants, either activeorretired,
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(3) One member selected by the Chief of General Staff from among its own

personnel,

(4) Two members selected by the Ministry of National Education from

among its own membersofstaff, :

(5) Eight faculty membersselected by the Interuniversity Board from among

‘those outside the Council and havingat Jeast twenty-five years of service in academicfields.

The memberships of those selected and nominated according to the paragraphs
(2), (3), (4) and (5) becomefinal upon the approval by the Head of State. The nomination of

members specified in the above paragraphsis to be made within one month;in case of member-

ship not being approved by the Head of State nomination of new candidates shall be made

within two weeks, otherwise the appointmentis to be madedirectly by the Head ofState.

c. The tenure of Council membership (with the exception of the member from

the General Staff) is eight years. Every two vears, one fourth of the membership is renewed.

Newelections are held to replace those who leave for any reason and on completion of a term of

office. Those whose term is completed are eligible for re-election. When, for any reason,

membership ceases before the completion of the normal term, the new memberselected to
replacehim, shall hold the office for the rest of the term.

The term of the membersselected by the Chief of General Staff is two years and

during this period the memberis considered to be on unpaid leave of absence with all his nights

arising out of personnel Jegislation being reserved. All other members’ relations with their

respective institutions, if any, are discontinued. Legal age limit (for retirement) does not apply

to the appointment and continuation of the membership to the Council.

The Head of State selects the President from among the Council members for

four years and the Chairman of the Council in turn, selects two deputies from among the

Council members also, for two years. One of the deputies assigned by the Chairman will

represent him in his absence.

The Minister of National Education, when he deemsnecessary, participates and
chairs the meetings.

The quorum for meetings of the assembly of the Higher Education Council is

16 members.

d. The salary scales of the members of the Higher Education Council are

estzblished by the Council of Ministers provided that they do not exceed twice the amountof the

monthly payment (including supplementaryindicator, auxiliary payment apd compensation) of

the highest-ranking civil servant in the Civil Servants Law No. 657. Retired persons selected to

membership will continue to receive their pensions.

e. The members of the Higher Education Council are not aliowed to have any

employment in a public or private organization, except in associations founded for public

interest, foundations and affiliated organizations where they receive no remuneration for their

work and in ihe case of temporary assignments given them by the Council of Ministers.

Members whoare absent from dutyfor a total of three months in a year for any

reason, except assigniments by the Council of Ministers or annual leaves, shall be presumed io

have left the Council.
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The Functions of the Higher Education Council:

ARTICLE 7. Thefunctionsofthe Higher Education Council are as follows:

a. To prepare short and Jong-term plans for the establishment and development
and realization of educational activities of the higher educational institutions and to see to the
training of the teachingstaff, locally and abroad, accordingto the aims, goals and principles set
downin this law, and to supervise efficiently the resources allocated to universities within the
frameworkofthese plans and programmes.

‘b: To Promote continual and harmonious cooperation and coordination
between the Institutions of Higher Education, aiming at unification and integration, in accor-
dance with the aims,principles and targets specified in this law.

c. To determine the extent of growth compatible with the running of the
universities at maximum efficiency and the taking of such measures as summer courses, night
courses and two-shift-education.

:

d. In accordance with the principles and targets of the national development
plansandin the context of higher education planning: . €

(1) To present to the Ministry of National Education proposals or views on
the establishment, and,if necessary, unification of newlyestablished universities,

(2) To make decisions directly or on the basis of proposals made by
universities concerning the opening of Faculties, Institutes and Schools of Higher Education
within a university, their unification or close-down, and to convey the above decisions to the
Ministry of National Education for enactment in due course,

To make decisions and to have them implemented directly or on the basis of
proposals made by universities, regarding the opening of departments, their unification or
close-down,

.In the event of circumstances causing a breakdown in education, to make
Gecisions directly or on the basis of proposals made by universities regarding a temporary
close-down or a recommencement of education and to put them intoeffect,

(3) To study the aims and bases of higher educational institutions to be
established by ministries and to present opinions to the competent authorities,

e. To specify, afier taking into consideration the views of the Interuniversity
Board, the fundamentals related to the horizontal and vertical transition of students in the
institutions of hicher education and the principles whereby graduates of schools of higher
education continuetheir studies at a higherlevel,

f. To fix, in a balanced ratio, the positions of professors, docents and assistantdocents in universities on the basis of requirements, education programmes, characteristics ofthe branches of learning, research activities, field of application, premises, materiels and equip-
ment and similar facilities and the number of students of the universities and other related
matters,

g. To examine and evaluate the activity reports submitted annually by the
tniversities; to pinpoint the highly successful and those considered to be inadequate and to take
necessary Measures,

en

 

 

 


