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ABSTRACT

INVESTIGATION OF SYSTEMIC CHANGE AT A UNIVERSITY
PREPARATORY LANGUAGE DEPARTMENT: THE NORTHVIEW CASE

Ipek, Omer Faruk
Ph. D. Department of Foreign Language Education
Supervisor: Assoc. Prof. Dr. Cendel Karaman

July 2017, 303 pages

This qualitative explanatory case study provides insight into the self-initiated
prescriptive and planned systemic change process at a university preparatory
department called ‘Northview’ situated in the western part of Turkey. Although
English is taught worldwide and there are many English language institutions, few
studies have been conducted on the systemic aspect of English language teaching.
Therefore, by using a conceptual framework and related literature, this study
examined the reasons, components, the roles of the people involved in it and results
of the systemic change process.

Two years of data, including documents that regulated Northview since its
foundation, observation and field notes, and focus group interviews with both alumni
and semi-structured interviews with instructors and administrative staff, were
analyzed using systems and systemic change perspectives. The interviews were all
audio-recorded and then transcribed. After employing descriptive coding procedures
using a software for qualitative data analysis, four requirements and five themes

emerged.



Findings showed that the system requires powerful reasons for change. Then,
there needs to be change in the components of the system such as organization,
curriculum, communication and assessment. Third, people play a crucial role in the
systemic change process. Finally, transformational results should be obtained at the
end of the systemic change process. These four requirements are analyzed under five
themes; motivation, standards, structural change, whole school involvement and
leadership. At the end of the study, a model, ‘Integrated-Contents Systemic Change
(I-CSC)’ is constructed that would guide the systemic change initiatives in English

language institutions and education.

Key Words: Systemic change, English as a foreign language, preparatory

department
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UNIVERSITE YABANCI DIL HAZIRLIK BOLUMU SISTEM DEGISIKLiGi
ARASTIRMASI: NORTHVIEW DURUM CALISMASI

Ipek, Omer Faruk
Doktora, Yabanci Diller Egitimi Bolimi

Tez Yoneticisi, Dog. Dr. A.Cendel Karaman

Temmuz 2017, 303 sayfa

Bu agiklayicr nitel durum ¢alismasinda, Tiirkiye nin bat1 boliimiinde bulunan
‘Northview’ olarak isimlendirilmis, tiniversite hazirlik boliimiiniin 6z-girisimi ile
kurall1 ve planlt bir sekilde gergeklestirilen sistem degisiklik siireci incelenmistir.
Ingilizce biitiin diinyada ogretilmesine ve birgok Ingilizce Ogreten kurum
bulunmasina ragmen, ingiliz dili &gretiminin sistem yaklasimi hakkinda pek az
calisma bulunmaktadir. Bu yiizden, kavramsal ¢ergeve ve ilgili literatiir kullanilarak,
bu c¢alisma sistem degisikligi siirecinin sebeplerini, igerigini, insan rollerini ve
sonuglarmni incelemistir.

Northview’1in kurulusundan bu yana sistemini diizenleyen belgeler, gézlem ve
alan notlari, mezun ogrencilerle yapilan odak grup miilakati ve hem oOgretim
elemanlar1 hem de idari personelle yapilan yari-yapilandirilmis miilakatlardan olusan
iki yillik veri, sistem ve sistem degisikligi bakis acistyla analiz edilmistir. Miilakatlar

kayit altina alimip yaziya aktarilmistir. Nitel veri analizi programi kullanilarak

vi



aciklayict kodlama prosediirleri uygulandiktan sonra, dort gereklilik ve bes tema
ortaya ¢ikmuistir.

Bulgular gostermistir ki, oncelikle sistemi degisikligi i¢in giiclii sebepler
olmalidir. Sonrasinda, organizasyon, miifredat, iletisim ve degerlendirmeden olusan
icerikte degisiklik yapilmahdir. Ugiincii olarak, insan rolleri sistem degisikliginde
biiyliik 6neme sahiptir. Son olarak, sistem degisikligi siireci sonunda doniisiimsel
sonuglar elde edilmelidir. Bu dort gereklilik motivasyon, standartlar, yapisal
degisiklik, tiim okul katilimi ve liderlik temalariyla incelenmistir. Calismanin
sonunda, sistem degisikligi girisiminde bulunacak Ingilizce dil kurumlar1 ve egitimi

icin ‘Biitiinlesik-Icerik Sistem Degisikligi (I-CSC)’ modeli olusturulmustur.

Anahtar Kelimeler: Sistem degiskligi, Yabanci dil olarak Ingilizce, Ingilizce

hazirlik bolumi
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CHAPTER I

INTRODUCTION

Globalization and the spread of the Internet and information technology has
changed the needs of society and social development by creating shifts in our
understandings, thoughts, and beliefs, and in the plans and programs in our lives.
However, the concept of change can sometimes be difficult and might take time to
accept, especially when it involves education. Shifts in education lead to changes and
reforms in curriculums and educational institutions, and in the interactions between
students and teachers. Such changes also apply to languages and language education
programs (Coskun & Daloglu, 2010). Thus, the increased use of English worldwide
has caused shifts in English language teaching (ELT), materials, testing, and
curriculum to improve English language learning among students (Jenkins, 2009).
The spread of English, which is used as a means of communication between non-
native speakers of English (Crystal, 2003; Kachru, 1986), has also affected the
policies, implementations, and research regarding ELT (Kirkgoz, 2009a).

The role of language education is to prepare learners for meaningful
communication, and this goal has led to the development of new understandings of
the content and processes involved in language education (Liddicoat, 2011). During
the last several decades, language teaching has undergone many changes to the
theories, approaches, methods, and even specific teaching techniques used, and a
new method, approach, or theory has emerged nearly every decade (Karn, 2007). The
emergence of such innovations in language teaching has also affected the research

paradigm of education.



As the ultimate purpose of educational research is to improve the quality of
education (Reigeluth & Frick, 1999, p. 1) by examining the system of education
(Watson & Reigeluth, 2008), it is important to understand what a ‘system’ means. A
system is defined as “a set or arrangement of things so related or connected as to
form a unity and organic whole” (Webster, 1979, p. 1853). This definition suggests
that a system needs to be coherent and act in unity. Regarding the systems of
education, Banathy and Jenlink (1996) asserted that “The systems view generates
insights into ways of knowing, thinking, and reasoning that enable us to apply
Systems inquiry in educational systems” (p. 47). More recently, Broks (2016)
explained how a system functions with its parts: “System is a totality of a system’s
interconnected parts and as a whole, each system is a part of its surrounding medium,
made from other systems” (p. 109). Education is considered a system because it
connects with other systems. Watson and Reigeluth (2008) pointed out that, “While
the global society is transforming its mechanistic worldview and moving towards the
information age, the field of education is also changing its perception of educational
systems” (p. 45). Regarding educational change, Jenlink et al. (1996) stated that the
“purpose of systemic change is to create a better educational system than what
currently exists” (p. 22). Therefore, all systemic changes need to result in
improvements and developments; otherwise, the study would not go far beyond the
current situation. While the importance of educational change has been emphasized,
Tanner (2004) reported that few empirical studies focus on the systemic view of
education.

It is therefore crucial to understand language education in the world
throughout history to comprehend the current context explored in this study. Brown
(1991) summarized the subject fields studied in ELT. He postulated four key reasons
why learners attempt to acquire the language: the position of English in the countries,
the position of the politics, the content of the curricula, and the methods and their
shifts. Twelve years later, Richards (2003) investigated the research fields and
concluded that Second Language Teaching (SLT) and Foreign Language Teaching
(FLT) have been changing constantly. He found that main focuses of research are (1)
the goals, methods, grammar, and the process of language teaching; (2) the role of
the learner; (3) the four main skills of ELT; (5) the assessments; and (6) teacher

preparation. Accordingly, three main developments have taken place in ELT: “the
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shifts from communicative language teaching to Task-based language teaching, from
method based pedagogy to post-method pedagogy, and from systemic discovery to
critical discourse” (Kumaravadivelu, 2006, p.59). However, the three important
themes have focused on changing the content and methodology of ELT, while the
systemic view of ELT is missing.

From a general perspective, the 1960s witnessed the emergence of applied
linguistics as a field, and in the 1970s, methodology courses for foreign language
teachers became available in the United States (U.S.), utilizing the latest theories and
research in applied linguistics. It was assumed that such knowledge would enhance
teachers’ classroom practices. In the early 1980s, teacher training emerged as a
priority in the work of the Council of Europe (Borg, 2011), and Richards and Nunan
(1990) compared ELT teacher education literature with that of general education.

In the last decade, teacher cognition has been a critical field in ELT teacher
education departments. Tsui (2011) argued that early studies of teacher thinking
focused on teachers’ planning, classroom decision-making processes, and implicit
theories. However, in later years, teacher cognition, which arose from the
practitioners’ experiences and reflection, affected teacher education programs.
Hammond (2006) stated that the field managed to create stronger, more effective
teacher education programs over time because teachers need to understand the
student, manage the classroom, communicate well, use technology effectively, and
reflect on their classroom practices. Teacher education programs have therefore
shifted to ensure the teacher candidates are equipped with these professional skills.

In terms of foreign language teacher education in Turkey, Akyel (2012) and
Evcim (2013) summarized that the ELT education programs lack a systemic view of
English education. Akyel (2012) stated that teacher education system in the early
years of the republic focused on improving the conditions of schools and teaching
staff, opening more teaching training schools and training teachers for the villages,
and emphasizing pedagogy. Since ELT departments were launched in the second half
of the twentieth century, the subjects taught to teacher candidates focused on
methodology, content (English), general educational subjects, and common courses,
such as Turkish, History, and elective Western languages (Evcim, 2013). The history
of ELT literature lacks details related to management, systems thinking, and changes
to ELT or an ELT institution.



This view is supported by Alptekin and Tatar’s (2011) study, which, despite
being in the Turkish context, has similar findings to the ELT research field
worldwide. According to Alptekin and Tatar (2011), major educational reforms and
changes have taken place since the foundation of the republic, particularly in relation
to ELT in Turkey. Alptekin and Tatar claimed that the growing demand for Western
languages such as German, French, and English has caused worldwide reforms and
research in these subjects. Since English has become the lingua franca of the world,
the theories and methods concerning ELT have become of great interest among
scholars. Alptekin and Tatar’s review of the literature shows that the research on
ELT in Turkey between 2005-2009 mostly involved the following areas:

—Foreign language teaching and teachers
—Foreign language learning and learners
—Foreign language teacher education
—Listening and speaking

—Reading and writing

—Measurement and evaluation
—Language and culture (p. 331)

However, it is clear from their review that previous research neglected the
systemic view and changes to ELT (Kennedy, 1988). This lack of attention might be
because ELT departments, which educate English language teachers, fail to provide
courses addressing the systemic view of English language education in their
curricula. To understand why university ELT departments lack a systemic view and
fail to provide systemic change skills, it would be beneficial to examine current ELT
teacher education programs (Evcim, 2013; Tezgiden-Cakcak, 2015).

According to Kirkgdz (2009b), Turkey was affected by the global impact of
English as the language of science, communication, and technology, and universities
established foreign language centers or institutions to enable their students to receive
an efficient English language education. Turkey thus responded to the influence of
English through its policy on its foreign language education system (Dogancay-
Aktuna & Kiziltepe, 2005) by opening Basic English departments or English
preparatory classes, aside from ELT programs, to teach English to their students.
Kirkgdz (2005) summarized that the spread of English worldwide, making it the
foremost international language, had increased the importance of teaching English,
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and many universities thus started to provide one-year English preparatory education
to their students. In these English preparatory programs, new students prepare for
their departmental courses and for their future academic and professional careers
(Coskun, 2013). Tung (2010) stated that these preparatory programs help students
cope with the departmental courses in the faculties. However, Coskun asserted that,
despite efforts to teach English to adequate levels, the initiatives to teach the English
language have been unsuccessful, thus highlighting the need to pay special attention
to the systemic view of English language education.

An investigation of the language teaching curriculum and programs offering
one-year intensive English classes at the universities showed that the students
experienced difficulties when attempting to use English for research and
communication purposes (Karatas & Fer, 2009). It is therefore essential to evaluate
the current ELT programs and systems (Brown, 1995; Coskun & Daloglu, 2010;
Lynch, 1996; Yang, 2009).

Another reason for studying this topic is that ELT managers are usually ELT
graduates, which means that a student studies at an ELT department of a university
and graduates as an English language teacher. Sometime after entering the
profession, the teacher can become the coordinator, department head, or director of
the institution. However, the undergraduate programs of FLE departments do not
provide any courses that prepare teachers to design and change an institution’s ELT
program.

Tanner (2004) noted that “In most cases, researchers have focused on
systemic reform in the area of general education, not special education” (p. 13),
which thus highlights the need for systemic change research in the ELT field. The
findings of this study will provide an example for current practitioners or teachers
with managerial duties in ELT institutions and for future leaders of ELT institutions,
who will be at the core of implementing reforms.

Last, according to the British Council (2015), which conducted a study about
the current state of English language education at universities in Turkey, change is
necessary in four contexts: international, national, institutional, and departmental. In
the international context, the British Council’s report states that, while many
universities have been founded in the last decade to educate more people and the

number of people receiving higher education has increased, the quality of education
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has actually decreased. In the national context, the report states that universities
whose medium of instruction is English is favored by both the students and their
parents. This preference has caused a deficiency in academic staff and high-quality
education at other universities whose medium of instruction is Turkish. In an
institutional context, the report states that students who start their undergraduate
education begin English preparatory departments of these universities with low
motivation. Moreover, in such departments, the curriculum and instruction are far
from meeting the needs of international requirements and necessities. In the
departmental context, although instructors have sufficient certifications to teach in
university preparatory departments, these instructors’ have some instructional
deficiencies, which were not solved in their ELT departments. Additionally, there are
not enough instructors working in the preparatory departments. As a result of this
report, the British Council recommended implementing some changes in all four
contexts. The first step is to place stronger emphasis on the departmental changes.
After acknowledging English as a popular and widely used language, and
based on the above mentioned reasons, this study takes a systemic view of the
English language education in an English preparatory department located in Turkey,
named Northview. The Northview context will be discussed in terms of four key
components relating to the systemic view: (1) curriculum, (2) organization, (3)

assessment, and (4) communication.

1.1 The Scope of Systemic Change

In general, systemic change transforms the current position into a different
one, and it is a process of continuous change (Reigeluth & Garfinkle, 1994). The
history of change in higher education is examined using three models: elite, mass,
and universal. The elite model prepares the high class for elite roles in the country.
This model became a mass model after World War Il because the percentage of the
population attending higher education institutions increased. The mass model
focused on preparing for the broader range of elite roles in the country. At present,
this mass model is becoming a universal model for preparing and adapting the whole
population for the new technological and social changes (Trow, 2007). The
transformation from the elite to the universal model in higher education has led to
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changes to be made to the systems of these institutions. A ‘systemic change’ is
described as a change to the system by the body of thinking concerned with the
design of an entirely new system that was never implemented before (Watson et al.,
2008).

Desimone (2002) summarized school reform or change, stating that it should
foster schoolwide changes that affect all aspects of schooling, such as the curriculum,
instruction, organization, professional development, and parental involvement.
School reform is typically implemented in three stages: The first involves systemic
changes relating to salary standards and regulations and the school day, and the
second involves broadening the relationship between school and family. However, it
is argued that these two stages do little to improve the school organization. The
solution offered aims to reform every component of the entire school.

The management of change (Hutchinson, 1991) is considered an important
feature in ELT; however, it is argued that change could be problematic because it is
slow, contradictory, and threatening. Based on examples from Holland, Singapore,
and Sweden, Davies (2009) stated that ELT is successful in some national
educational systems. Additionally, Borman et al. (2003) stated that, since the 1980s,
top-down and centralized efforts were made to achieve school reform. However,
some change initiatives in other countries such as comprehensive school reform,
which has been implemented across the U.S. has several differentiating points, such
as placing importance on science-based research; integrating instruction, assessment,
classroom management, professional development, and school management;
providing continuous teacher development and training; setting measurable goals;
providing support for teachers, principals, and other staff; encouraging meaningful
involvement; and performing annual evaluations.

Change in ELT is a process and not just a product (Bolitho, 2012). Change
requires systemic procedures, and it needs to be envisioned for the long-term.
Teachers are the main target of the change and there must be initiatives. Successful
change projects are characterized by thinking and negotiating among key
participants. Hayes (2012) named three components of change in ELT as policy and
resources, stakeholder engagement, and management; whereas, Murray (2012) stated
that change is close to innovation. It is argued that local context, policymakers,

teacher knowledge and beliefs, quality and content of teacher education programs,
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materials, and local perceptions about language and language learning should be
examined critically.

School improvements can be made when they are well-reasoned, when
teachers are involved in the change process, and when there is capable leadership.
One model emphasized is externally developed reform design where school
improvement is developed by an organization outside the school. In this design, the
design group engineers the principles, implements the strategies and materials, and
provides support (Datnow & Springfield, 2000). Datnow et al. (1998) stated that, in
reform implementation, educators’ actions in schools shape the classroom, school,
and district. Therefore, interactions in a context affect the outcomes of the reform.
They emphasized the relation among the stakeholders as real people confronting real
problems, interacting together, and enacting reforms.

As institutions, schools have a legal responsibility to their stakeholders,
which includes their directors, boards of management, staff, the students, families,
and even the country. The managers of these institutions need to organize, to
implement and fulfill these responsibilities. Further, in these institutions or
organizations, the people responsible, such as directors, coordinators, or
chairpersons, need to manage the organization, select suitable staff, and oversee
developments; establish good communication in, around, and out of the school;
organize the resources and information; manage the curriculum development and
innovations; and use the financial records effectively (White et al., 1991). Change is
a complex and systemic process that requires special attention and capabilities.

1.3 The Study

Existing systemic change literature indicates that managers or leaders of these
institutions or organizations need to possess special skills to handle all these issues.
However, in English preparatory schools of universities, the responsibility is
typically given to an ELT graduate who knows very little about management. As
there have been educational problems or failures in the curriculum, these institutions
have experienced change in the management, instructions, assessment, rules and

regulations documents (RRDs), the curriculum, books, and even the staff; it is



therefore difficult for the responsible individuals to implement and control the
change process in the schools.

While ELT research typically focuses on methodology, evaluation, skills,
teacher education, and English as a world language, research into the management
and system design and change of ELT is limited. The directors of the institutions rely
mostly on literature pertaining to another field, such as management, planning, and
evaluation because there is limited literature from which to understand the structure
of an ELT institution and learn how to manage the changes that the institution
experiences (Noriko, 2010). This study therefore examines the systemic change
process that occurred at Northview over a two-year period, with relevance to the
curriculum, organization, assessment, and communication. Finally, this study

examines the students’ and staffs’ receptions to the changes.

1.2 Significance of the Study

Few existing studies examine the systemic view of ELT in real contexts,
using real cases. It is limited to the curriculum changes and to a small research
community. Understanding and acquiring the systemic view of education would
provide researchers, scholars, or practitioners with systemic and empirical thinking
toward their systems and education (Banathy, 1996).

Systemic change is a problematic issue that typically faces resistance and
failure if not well planned (Reigeluth & Garfinkle, 1994). This study will provide
insights and an example road map of how systemic change can be implemented in an
English preparatory department. Such an understanding and experience will
contribute to the theme of systemic change for all institutions and bridge the gap in
the literature related to systemic change in foreign language institutions in Turkey
and worldwide (Banathy & Jenlink, 2003; Coskun, 2013). Current researches on
changes in education are mostly limited to curriculum or material issues such as
buildings or classrooms; however, systemic change requires more than this. This
specific case therefore deals with each component of systemic change to provide an
example.

Furthermore, because the amount of empirical data supported by
methodology is limited and existing research provides unscientific and non-empirical
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research results, institutions seeking change might receive unexpected results. To
overcome this problem, this study provides empirical data in relation to findings
from existing literature and puts forth the methodological rules to aid decision
makers or educators who are in charge of the systemic change process.

Additionally, because understanding the historical background and
experiences of systemic change initiatives is also important, this study presents a real
example of the historical systemic changes of a university preparatory department
and discusses how to successfully implement each component of systemic change.
This study also contributes to a reevaluation of the systems used not only in foreign
language schools, but also in any school or institution that needs change.

As teaching a foreign language systemically in the Turkish context is
problematic, various changes were made in the last few decades (Kirkgoz, 2009a).
These systemic changes were made according to the results of studies conducted in
other countries, where teaching English has been successful. However, as each
context and case has its special issues and problems, this study proposes suggestions
and change initiatives suited to a Turkish context.

Lastly, this study will demonstrate to researchers, practitioners, and
policymakers that systemic change is a controversial issue; a systemic view relates to
not only the methods of teaching or instruction, but also its various components, such
as the people, students, places, materials, and behaviors. Therefore, this study will
enable people to reconsider their ideas about the meaning of systemic change and

how it can be accomplished.

1.4 Context of the Study

Northview, the focus of this research, was chosen purposefully because the
department has experienced several major changes in the last decade. The changes
were implemented because of the failure of the English education provided by the
institution. The last change, which occurred in 2014, was different from the former
changes, and it affected everything and everyone at the university.

The school in this study is situated in the western part of Turkey and is a
middle-ranked university according to student scores and preference rates. The
university was founded in 1992 and has been teaching in various fields for nearly 25
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years. The university has four institutes that offer graduate education, ten faculties
that provide four to six years of undergraduate education, six schools, and seven
vocational schools that have two years’ technical education. The university has over
30,000 students, and 5,000 new students enroll every year, among whom, nearly 800
study at the School of Foreign Languages, English Preparatory Department, known
as Northview in this study for purposes of anonymity.

The School of Foreign Languages has three departments: the Translation and
Interpretation Department with five academicians; the Modern Languages
Department with 10 instructors; and the Preparatory Department, which is the
context of this study in this study, with 38 instructors and 800 students. Of the 38
instructors in the Preparatory Department, four are from different countries. The
remaining 34 instructors are Turkish nationals educated in departments of ELT and
English Literature at Turkish universities.

There are two kinds of instructional designs at Northview. There is a
“compulsory” group of students, whose departments give instruction in English up to
their graduation in their faculties, and “optional” group of students whose
departments teach less than 30% of their subjects in English. The compulsory group
departments are Biology, Physics, Mathematics, Chemistry, Psychology and
Sociology in the Science and Letters Faculties, and the International Relations
Department in the Faculty of Economics and Administration. The optional group
departments are the departments in the Faculty of Architecture and Engineering such
as Computer, Environmental, Food, Electric-Electronic, Chemistry, and Machinery
Engineering. The vast majority of students studying at Northview are compulsory
group students.

Northview gives one academic year of English Language education, divided
into two academic terms, fifteen weeks each. The students need to fulfill certain
responsibilities to pass, which include not exceeding the maximum number of
allowed absences; taking exams such as quizzes, midterms, and the final; and
obtaining an average score of 60. Compulsory group students failing to obtain an
average score of 60 to pass are required to study for another more year in the
department because they will be unable to follow the instruction in English in their

departments. While optional students’ pass score is same as compulsory group
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students, optional group students can continue their education in their departments
even if they fail to pass the department.

As stated above, Northview has experienced several systemic changes in
recent years. For example, between 1996 and 2010, the department used a linear
curriculum. Then, a new director appointed from a different department implemented
a modular curriculum consisting of five modules. This system continued for two
years, before the linear system was reinstated. However, the curriculum of the new
system, the official RRD, the expected levels of students, the books, and the
instructors’ happiness in the institution had many deficiencies. Therefore, the
chairperson and the management changed, and a systemic change process started in
the institution. This study investigates the last systemic change that took place in

2014 by examining relevant literature.

1.5 Research Questions

The main purpose of this study is to investigate the systemic change process
at Northview by focusing on four dimensions: the reasons, the content, people’s
roles, and the results of the systemic change process. The following research

questions were used to investigate the change process at the Northview case:

1) How are the reasons for systemic change explained by the participants?
2) How are the components of systemic change explained by the
participants?
3) How do the stakeholders situate themselves in the process of systemic
change? What were the roles of the stakeholders in the change process?
a) What were the roles of the chair?
b) What were the roles of instructors?
c) What were the roles of administrative staff?
4) How are the results of change described by the particpants?
a) What are the results of the change from the instructors and
administrative staff perspective?

b) What are the results of change from the students’ perspective?
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1.6 Definitions of Terms

The following terms are frequently used throughout this study and have a key
role in understanding the in-depth value and structure of this dissertation.

System: While the definitions of systems vary, they tend to be similar. A system is a
set of interconnected parts that interact with each other to operate as a whole. A
system is a living mechanism that responds to changes around it (Tanner, 2004). In
this dissertation, system relates to the organization, curriculum, assessment, and
communication at Northview. More specifically, the current system of Northview is

investigated.

Systemic Change: Systemic change describes modifications to parts of a system
(Adelman & Taylor, 2007). According to Tanner (2004), in social sciences, systemic
change is related with the process and the outcome. As the system changes, new
outcomes occur, and these new outcomes can be seen in individuals’ beliefs, the
policies, and the standards. This study examines the components of the previous
system before changes were made in 2014 and investigates the process and outcomes

of the new system.

Systemic view in education: The systemic view refers to the organizational,
administrative, and instructional qualities and descriptors of the educational systems
(Banathy, 1995). In this study, this term is used to examine the organizational,

curricular, communications, and assessment structures of Northview.

Systemic change in education: Duffy and Reigeluth (2010) described systemic
change in education as “transforming the system’s core and supporting work
processes, transforming the system’s internal social infrastructure, transforming the
system’s relationship with its external environment, and transforming the system’s

change processes from piecemeal to systemic transformational change” (p. 204).

Organization: Child (1972) defined the organization as “the formal allocation of

work roles and the administrative mechanisms to control and integrate work
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activities” (p. 2). In the current study, as the department is a formal place where
people’s roles and administrative mechanisms had been provided and continually
proceeded, job-related activities and structures are integrated and controlled within

the administrative mechanisms.

Curriculum: Curriculum is defined as “what teaching and instruction is to be
offered and sometimes what its purposes and objectives are” (Kelly, 2009, p. 7).
Ornstein and Hunkins (1993) presented a more general definition: “A plan for action
or written document that includes strategies for achieving desired goals or ends” (p.
9). In this dissertation, curriculum includes the books, materials, pacing schedule,
extracurricular activities, academic calendar, and the instruction.

Assessment: Sadler (1989) stated that assessment is making judgments on students’
performance in certain subjects. In this study, these judgments are made based on the

scores for presentations and quizzes, and the midterm, final, and proficiency exams.
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CHAPTER II

THEORETICAL FRAMEWORK

The theoretical framework in a qualitative study shows where to start, what to
include, the method of the research design, and the way the researcher interprets the
results of the data (Meriam, 2009). As this indicates the boundaries of the research, it
is important to decide what to know or remember before progressing.

For the content of the theoretical framework in the current dissertation,
constructivism, systems theory, systemic change, and specifically, the Systemic
Change Process (SCP) conceptual framework will be examined in detail. In this
section, a synthesis of the related theoretical frameworks routed through the current

study will be given.

2.1 Constructivism

Schools are socially constructed organizations where students, teachers, and
school community transact with each other in order to function as a system.
Moreover, schools are constructed in order to achieve the goals of the community
through the cooperative and collective negotiation and decision-making with the help
of individuals and the groups in the school system. (Bowen, 2009). As a result, it
requires linking the current study with the constructivist position to systemic view of
education and educational change.

Constructivism emerged in the 1970s and since then it has been used widely
both in education and research (Gergen, 1985). It provides a metaphor used for
knowledge construction and human learning that rejects the principles of
behaviorism and emphasizes the importance of human experience and social
interaction (Mayer, 1999) which also affected the educational organizations such as

schools. According to Liu and Mathews (2005) “Constructivists hold the belief that
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knowledge is not mechanically acquired, but actively constructed within the
constraints and offerings of the learning environment” (p. 387). Constructivism "has
become a necessity in educational circles and ... stems from a long and respected
tradition in cognitive psychology, especially the writings of Dewey, Vygotsky, and
Piaget" (Danielson, 1996; p. 23). Von Glasersfeld (1984) describes constructivism as
a "theory of knowledge with roots in philosophy, psychology and cybernetics”
(p.162). In this perspective, knowledge is a metaphor constructed by the individual
through interactions with the environment. Ultanir (2012) summarizes constructivism

as following:

Constructivism is an epistemology, a learning or meaning-making theory that
offers an explanation of the nature of knowledge and how human beings
learn. The real understanding is only constructed based on learners’ previous
experience and background knowledge. It maintains that individuals create or
construct their own new understandings or knowledge through the interaction
of what they already believe and the ideas, events, and activities with which
they come into contact. (p. 195).

Constructivism is a theory that explains how knowledge is constructed when
information contacts with the existing knowledge in human’s experiences. It also
derived the metaphor of ‘building’ or ‘constructing’. It is a theory of how people
learn, build, or construct new information by building on the existing knowledge.
Constructivism emphasizes the importance of the beliefs, thoughts and ideas that an
individual experiences when they encounters the new information. Unlike
behaviorism, constructivism does not see the human brain as an empty slate, but as a
dynamic state that internalizes new information and constructs a new understanding
(Brooks & Brooks, 1999; Saunders, 1992). Fox (2001) summarized the

constructivist view of learning as follows:

Learning is an active process.

Knowledge is constructed, rather than innate, or passively absorbed.
Knowledge is invented not discovered.

All knowledge is socially constructed,

It is essentially a process of making sense of the world.

Effective learning requires meaningful, open ended, challenging
problems for the learner to solve (p. 24).

ouhkwdE
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First, it is stated that both human beings and animals in general acquire
knowledge by acting upon the world. People act and react and they learn from these
experiences. As knowledge and learning is an active process, people investigate and
act upon their world while getting to know it. Second, it is stated that human beings
have a distinctive cognitive system that is inherited and the ability to learn and
reason are all based on the innate capacity of the human. Next, as knowledge is
invented, people perceive and know the world from their socio-cultural and historical
perspectives. Thus, human knowledge is seen as the construct and the product of the
mind. Glassersfeld (1996) asserted that knowledge is the result of their sensory world
and it is specific to their ways of perceiving. As knowledge is socially constructed,
although people have their personal experience of knowledge, they can share in
common and although education is a social process which is influenced by the
culture, are made of sub-cultural norms and systems. Fifth, regarding making sense
of the knowledge, it requires actively understanding the knowledge. Lastly, it is
asserted that knowledge and effective learning requires meaningful and challenging
problems for the learner to solve to engage them with the subject deeply (Fox, 2001).

When we look at the epistemological perspective of constructivism, it is
argued that knowledge and reality do not have an absolute value, or there is no way
to know it (Murphy, 1997). According to von Glassersfeld (1995) “reality in the
constructivist paradigm is made of the networking and relationships that we rely on
in our living, and on which others rely on, too” (p.7). Therefore, it can be summed up
that the individual interprets reality based on experiences and interactions.

Constructivism emerged as the leading topic of knowledge and human
learning in 1980s. According to the constructivist researchers, knowledge is not
mechanically acquired but an active-process, and constructed with the interaction of
individuals (Liu & Matthews, 2005). Constructivism is discussed under two
headings; cognitive constructivism and social constructivism. According to Liu and

Matthews (2005) the features cognitive constructivism are the following:

The cognitive/radical constructivism is believed to stem largely from
Piaget’s work, with followers such as Bruner, Ausubel, and von Glasersfeld.
According to current literature, theorists affiliated with this line of thinking
focus on the intrapersonal process of individual knowledge construction.
They argue that knowledge is not a self-sufficient entity; that knowledge is
not directly transmittable from person to person, but rather is individually
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and idiosyncratically constructed or discovered. Cognitive or radical
constructivists consequently emphasize learner-centered and discovery-
oriented learning processes. In the process, social environment and social
interaction work merely as stimulus for individual cognitive conflict (p.
387).

Cognitive constructivism emphasized the intrapersonal process of individual
learning and knowledge construction. It is argued that knowledge cannot be
constructed by the self-entity and it cannot be transmitted from one person to another
directly. Learner-centered education and construction and discovery are the key
instruments for learning and meaning construction (Mclnerney, 2002). The basic

principles of cognitive constructivism are the following:

1. Knowledge is not passively received either through the senses or by way
of communication, but it is actively built up by the cognizing subject.

2. The function of cognition is adaptive and serves the subject's organization
of the experiential world, not the discovery of an objective ontological
reality (Glasersfeld, 1988; p. 83).

The second type of constructivism is called social constructivism. It is a
theory developed by psychologist Lev Vygotsky. Social constructivism emphasizes
the importance of the social context and the environment of the human while
constructing the knowledge. Heylighen (1993) states that social constructivism “sees
consensus between different subjects as the ultimate criterion to judge knowledge.
Truth or reality will be accorded to those constructions on which most people of
social group agree” (p. 2). Liu and Matthews (2005) summarized the social

constructivist view of knowledge as following:

The social or realist constructivist tradition is often said to derive from the
work of Vygotsky. Others classified in this category include Kuhn, Greeno,
Lave, Simon, and Brown. Varied as these theorists’ ideas are, they are
popularly held to be proponents of the central role of the social environment
in learning. Learners are believed to be acculturated into their learning
community and appropriate knowledge, based on their existent
understanding, through their interaction with the immediate learning
environment. Learning is thus considered to be a largely situation-specific
and context-bound activity (p. 388).
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Since social constructivism is based on specific assumptions on reality,
knowledge and learning, it is necessary to understand these in the social
constructivist view. According to the social constructivist view, reality is constructed
through human activity and interaction. All the members have roles in inventing the
meaning of the reality of the world. Reality cannot be discovered because it does not
exist before its invention. Moreover, social constructivists believe that knowledge is
a human product and it is socially constructed. Human beings create and construct
knowledge in the interaction with society (Kim, 2001).

Learning occurs in the learning community and with the appropriate
knowledge, which is based on existing knowledge and understanding. Hence, context
is in the centre of learning (Wolfolk, 2001). In Vygotsky’s social constructivism,
reality exists, but it is not knowable to the individual without the help of the social
environment and interaction. Knowledge is based on shared social experiences,
language used and meanings built. Negation, consensus and social interaction help
the self to construct knowledge. Moreover, the cognitive function is the social
adaptation by the agreement or disagreement of existing knowledge and social
interaction (Liu & Mathews, 2005).

Constructivism in education and schools has been a big push to educational
change. Most schools initiate change with the decision of a single person who is
mostly the school leader- the principal, or with a small committee. However, the
constructivist educational change allows the participants to share and negotiate their
own understandings of the problems and their solutions. The constructivist approach
to change which is based on collaboration, discussion, negotiation and agreement is
more likely to obtain achieving results (Miles; 1998; Wagner, 1998). Penual and Riel
(2007) argue that researchers have started to conduct constructivist view of change in
schools. They assert the importance of teachers working together to change the
school, and they continue that “We need to look at the ties between individuals and
within subgroups and at the interactions that take place within these networks
(p.612).

Under the light of all these explanations and definitions of constructivism, the
current study used the principles of social constructivism to examine the systemic
change process at the English Preparatory department under study. As the key

principles of constructivism propose, individual’s ideas, experiences, and beliefs
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about the systemic change are investigated since it is believed that, as in social
constructivism, knowledge is constructed through the interaction of individuals with

each other and negotiations for meaning-making.

2.2 Systems Theory and Systemic Change

The vast body of systems literature that has arisen over the past forty years is
often contradictory and confusing (Patton, 1990). Nevertheless, there seems to be
consensus about the concepts comprising a systems perspective, the terms systems
theory, systems thinking, systems perspective and systems approach are used almost
interchangeably in the literature. Therefore, as a collection of these labels, systemic
view in education is used as the umbrella term in the current study.

Tochon and Karaman (2009) stated that the challenge for educational systems
is the discrepancy and distinctness of human beings and societies that interact with
each other. It is also emphasized that in order for the deep and clear understanding of
systems thinking of the individuals and societies, one should look into the
interaction, communication, and dialogical aspects of the parts of the system.
Moreover, in educational research, the researcher should reconsider the complexity
in systemic approach since there may be abrupt interrelated circumstances. By taking
the systems thinking into consideration regarding educational research, the features
and specialties of individuals and societies ought to be reconsidered in order to make
connections between the entities of the systems which are called micro-systems
(Karaman, 2010).

Systems are an important part of all general regulations and organizations
such as states, unions, countries, cities, districts, institutions, schools and even small
organizations. The system of an organization steers the way to be ruled, managed and
planned (Capra, 1996). Moreover, systems are purposeful and their performance can
be determined. They have a user or users and they have parts (components) which
have purposes in and of themselves. Systems are closely related with the contexts
and its environment where there is an insider that is an insider and is able to change
the parts of the system. Moreover, a designer acts a role that can route the authority
and design the structure of the system. By doing so, the designer can affect the

conceptualization of the system and can change the final results of the whole system.
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The aim of the designer is to make more thorough and valuable system for the users
(Churchman, 1979). Accordingly, three components of a system are:

1. Asetor arrangement of things: Each component of a system can be identified
and examined separately. Understanding the system does not demand that the
system be seen only as the whole.

2. So related or connected as to form: These components, however, do not
function in isolation. One can identify and examine the inherent
interdependencies and interactions between them.

3. A unity or organic whole: the nature and existence of the relationships
between the components presents synergies that cause the operation of the
whole to be more effective than the operation of the parts in isolation
(Salisbury, 1996, pp. 9-10)

A different definition which is more scientific is given by Ackoff (1981) who
states that a system is formed by more than one requirement which fulfills the
following requirements; (1) the feature of a single unit in a system affects the whole
system, (2) the effect of an element on the whole system is independent, (3)
however, subgroups of the elements are formed, all have an effect on the behavior of
the whole but none has an independent effect on it.

Systems theory is dependent on the interrelations between the parts of a
system. It focuses on the relationships between the parts of a system in its
environment and its context. Systems theory or systems thinkers do not try to
understand the whole system separately by isolating it as the functioning parts seem
different when they are investigated separately (Tanner, 2004). Capra (1996)

summarizes systems thinking as the following:

Systems thinking concentrates not on basic building blocks, but on basic
principles of organization. Systems thinking is contextual, which is the
opposite of analytical thinking. Analysis means taking something apart in order
to understand it; systems thinking means putting it into context of a larger
whole (p. 30).

All systems are interrelated with other systems and their sub-systems (Tanner,
2004). According to Broks (2016), thinking is a spiritual human activity and it means
processing information. All thoughts and thinking activities are interconnected and

form hierarchical structures. All phenomena in human world of thoughts are
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reflected as systems. Systems are interconnected with their sub-systems in hierarchy.
Mink et al. (1994) listed the features of system theory as shown in Table 1 below.
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Table 1 Features of Systems Theory (Mink et al., 1994, p.151)

Features

Explanations

Features

1) Holism

The unit (however defined) should be considered as a functioning whole. Because of
holism, any subsystem or dimension of the unit can be the focus and still permit the
dynamics of the entire system to be known.

2) Interdependence

The various interrelationships among the subsystems ensure that change in a
subsystem will influence all other parts of the system.

3) Synergism

All parts of the system working together create an interactive effect that is greater
than the sum of those parts working separately.

4) Open-closed
continuum

It characterizes the degree of interaction a system has with the environment. An open
system has permeable boundaries across which information and resources flow. A
closed system has no interaction with the environment.

5) Static-dynamic
continuum

It describes the degree of change occurring within the system over time.

7) Goal Seeking,

Which contrasts with state maintenance, in that goal seeking describes a system
reacting differently to an internal or external event to produce a different outcome
than it has in the past.

8) Purposive

A system can produce the same outcome in different ways or it can produce different
outcomes in the same way.

9) Equifinality

A quality describing a system's ability to achieve the same end using different means

10) Feedback, feed
through, and feed
forward mechanisms

It involves the communication and assessment of information and action in order to
maintain or change the system state.




Ludwig Von Bertalanffy (1950), who was a biologist, is the researcher who
established systems theory as a scientific movement. It is stated that mechanisms and
organisms should be thought and studied as complex structures His ideas about
systems are generally accepted as “General Systems Theory” (GST). According to
Caws (2015), Von Bertalanffy was the first person who made the distinction
between open and closed systems and described open systems as “open in all sorts of
ways — and they can be closed by the selective admission of adjacent elements”
(p.515). Von Bertalanffy (1951; as cited in Jackson, 2009) showed that the concept
of an open system which depends on the environment, evolves toward states of
greater complexity and differentiation, and is capable of self-regulation by adaptation
to current circumstances, changing the structure and process of internal components

In the early 1950s, several scholars from different fields, influenced by
Bertalanffy, shared a similar idea: the unified nature of reality which is explained as
unified disciplined inquiry in understanding the complexities which are difficult to
understand by using the principles or theories of a single discipline or field.
Consequently, a multi-disciplined perspective that tried to understand the
complexities of the world in all manifestations emerged. As a result of their studies,
systems theory emerged. Three consequences of systems theory were formed. The
first was that there used to be correspondences in the principles from different fields,
which caused complexities for a single definition or solution to the problem. With a
general theory, it was thought to be useful tool. Second, it was the deficiency of
classical science to explain the definitions and situations in different fields such as
organization, wholeness, directiveness, and control. GST would be capable of giving
exact definitions for these concepts. Third, it was believed that only systems theory
can explain the aspects of different fields by looking into them in systems view
(Banathy & Jenlink, 2003). Bertalanffy (1968; as cited in Laszlo & Krippner, 1998),

summarizes GST as follows:

- There is a general tendency toward integration in the various sciences,
natural and social.

- Such integration seems to be centered in a general theory of systems.

- Such a theory may be an important means of aiming at exact theory in the
nonphysical fields of science.

- Developing unifying principles running “vertically” through the universe of
the individual sciences, this theory brings us nearer to the goal of the unity
of sciences.

- This can lead to a much needed integration in scientific education (p.68).
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According to Skyttner (2001) early studies and publications of GST tended to
focus on management science. He stated that “A system is a set of interacting units
or elements that form an integrated whole intended to perform some function.
Reduced to everyday language we can express it as any structure that exhibits order,
pattern and purpose” (p.53). In GST, there are three basic elements; the concept of
order, systemic research, and the deficiency of traditional science. It is argued that
the world is imagined as an order, and systemic research is necessary for GST.
Lastly, traditional science is unable to solve many real-world problems because its
approach is too often narrow and inclined towards a restricted area (Skyttner, 1996).
Basic assumptions regarding GST as a philosophy of the world and life have been
summarized by Bowler (1981; as cited in Skyttner, 1996). A selection is given

below:

- The universe is a hierarchy of systems; that is, simple systems are
synthesized into more complex systems from subatomic particles to
civilizations.

- All systems, or forms of organization, have some characteristics in common,
and it is assumed that statements concerning these characteristics are
universally applicable generalizations.

- All levels of systems have novel characteristics that apply universally
upward in the hierarchy to more complex levels but not downward to
simpler levels.

- It is possible to identify relational universals that are applicable to all
systems at all levels of existence.

- Every system has a set of boundaries which indicates some degree of
differentiation between what is included in and excluded from the system.

- Everything that exists, whether formal, existential, or psychological, is an
organized system of energy, matter and information.

- The universe consists of processes synthesizing systems of systems and
disintegrating systems of systems. It will continue in its present form as long
as one set of processes does not eliminate the other (p.19)

Social systems are described by GST as purposeful systems whose members
intentionally and collectively formulate objectives of the systems. The social
organization of the systems can be assessed by reference to the state of the whole
system. The change in one part will affect the other parts of the system. Furthermore,
it is stated that social systems are guided by values; therefore, social systems are not
concerned with physical needs but with values that depend on beliefs and values that
members have (Skyttner, 1996). In this relation, the current study will also deal with

the values and the beliefs that the people hold in the institution. Bowen (2009)
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discusses schools as social systems which sociologist refer as formal organizations in
which they are planfully organized to achieve the shared objectives which are set
beforehand and enforces rules and regulations which govern the interaction among
the parts of the system.

As discussed above, social systems are purposefully constructed; schools are
also assessed as social organizations in which change in one part would affect the
other parts of the schools as interconnected systems. The systems view of education

is described in Banathy and Jenlink (2003) as follows:

The systems view generates insights into ways of knowing, thinking, and
reasoning that enable us to apply systems inquiry in educational systems.
Systemic educational change will become possible only if the educational
community will develop a systems view of education, if it embraces the
systems view, and if it applies the systems view in its approach to change. (p.
A7)

Understanding the theoretical lens of systemic view of the world is important
since the objects and their attributes are in relation and interdependent. We can
understand from the characteristics of GST that it is a cyclical process and it needs to
be regulated. Moreover, these systems have subsystems which are implied by
hierarchy (Skyttner, 1996). As a result, theories of systemic change benefitted from
the features of GST; therefore, systemic change literature started after the expansion
of systems theory. In order to understand what systemic change is definitions for
theory and change are given in the following paragraphs.

Theory is defined as “a set of interrelated constructs, definitions, and propositions
that presents a systemic view of phenomena by specifying relations among variables,
with the purpose of explaining and predicting phenomena” (Kerlinger, 1986, p.9).
According to Marion (2002):

Theory is not reality; it is our best shot at describing reality... Theory is a
worldview, a paradigm, a philosophy, a way of understanding reality. A person
who adheres to one theory will draw one set of conclusions about reality; one
who adheres to another will draw another one set of conclusions. The two
people may approach research differently, they may ask different questions,
and they certainly would draw different conclusions about their observations...

(p. 4).
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As the word ‘theory’ is used with ‘change’ in this study, it is necessary to
explain what it is. Burnes (2004) states that change is a progressive part of an
organization throughout its life process. Fullbright-Anderson, Kubisch and Cornell
(1998) define the “theory of change” as “a systemic and cumulative study of the
links between activities, outcomes and context of the initiative” (p.16). The theory of
change is described as a how and why an initiative works (Weiss, 1995). The theory
of change is used in order to develop, implement and evaluate programs. Some of the

key advantages of using the theory of change are listed below:

- Change is a common sense approach

- It provides information about how, why and whether an intervention
works.

- It helps a diverse range of stakeholders reach a realistic consensus on
what is to be achieved, how, using what resources and under what
constraints

- It provides an overarching theoretical framework which clearly
identifies knowledge gaps and so helps you to choose the appropriate
formative and evaluation research methods. (Da Silva & Lee, 2014; p. 9)

Moreover, “theory of change is a theory-based approach to planning,
implementing or evaluating change at an individual, organizational or community
level...intended to achieve outcomes through actions, while taking into account its
context” (Laing & Todd , 2015, p.3). Theory of change can be used in programs,
initiatives, and program evaluation. In order to develop a theory of change, the
following steps can be implemented: literature review, document analysis,
observation, individual interviews, group interviews or workshops, and visual and
participatory methods (Laing & Todd, 2015).

Current educational systemic change research traces its roots to the
philosophical ancestors (which emerged in the 1940s), referred as the Diffusion of
Innovations (DOI). This tradition was commonly based on anthropology, sociology,
and communication. The effect of this tradition on education reached its peak in
1970s. Rogers (2003) first introduced DOI into the ducational context, and since
then, it has gained huge popularity among the change researchers.

The core principles of diffusion of innovation research emerged from (1) the
German- Austrian and the British schools of diffusionalism in anthropology (whose
members claimed that most changes in a society resulted from the introduction of

innovations from other societies); and, (2) the role of imitators of other system
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processes. This change paradigm was mainly focused on communication and
interaction between people in social systems. (Rogers, 2003)

Diffusion of innovations research is seen as the basic theory of systemic
change and although this philosophy arose from the marketing field, it affected social
systems. The DOI approach did not affect the educational systems as a whole, yet it
succeeded to influence the importance of communication in educational systems
(Ellsworth, 2000).

The general principles of DOI are argued in Rogers (2003). It is claimed that
innovation is affected by four key elements. These are innovation, communication
channels, time and social systems (Cheng, Kao & Lin 2004). It is offered that “an
innovation is an idea, practice, or project that is perceived as new by an individual or
other unit of adoption” (Rogers, p.12). Even if the innovation was created a long time
ago, if it is encountered or perceived as new, then it is an innovation. The second
element of DOI is communication channels, which are described by Rogers (2003) as
“a process in which participants create and share information with one another in
order to reach a mutual understanding” (p.5). It is stated that diffusion is the specific
kind of communication which is conveyed through two tools; mass media and
interpersonal communication. Another element in DOI theory is time. It is stated that
one of the strongest dimensions of innovation research is time. The last element is
the social system in the diffusion process. Rogers defined social systems as “a set of
interrelated units engaged in joint problem solving to accomplish a common goal”
(p.23). As DOI occurs in social systems, it is influenced by the social systems around
it.

Rogers (2003) also describes the innovation-decision process. It is stated that it is
an information-seeking activity used to decrease the ambiguity and uncertainty. The
process includes five steps. These are knowledge, persuasion, decision,

implementation, and confirmation. Sahin (2006) summarizes the steps as following:

In the knowledge step, an individual learns about the existence of innovation
and seeks information about it. “What?,” “how?,” and “why?” are the critical
questions in the knowledge phase. During this phase, the individual attempts to
determine “what the innovation is and how and why it works”. The persuasion
step occurs when the individual has a negative or positive attitude toward the
innovation and the individual shapes his or her attitude after he or she knows
about the innovation, so the persuasion stage follows the knowledge stage in
the innovation-decision process. At the decision stage in the innovation-

28



decision process, the individual chooses to adopt or reject the innovation. If an
innovation has a partial trial basis, it is usually adopted more quickly, since
most individuals first want to try the innovation in their own situation and then
come to an adoption decision. At the implementation stage, an innovation is
put into practice. There may be uncertainties about the implementation. Thus,
the implementer may need technical assistance from change agents and others
to reduce the degree of uncertainty about the consequences. At the
confirmation stage the individual looks for support for his or her decision and
if the individual is exposed to conflicting messages, then it can be reversed

(p.16).

Both GST and DOI expanded the research in systemic change in education
although these two theories were not originally related with the field. The principles
of these two theories affected the research and the theories of educational change in
the literature. As a result, situated in the outer circle of the systemic change research,

these two theories acted as the basis of this study in an educational context.

2.2.1 Systemic Change in Education

The systems view in education is explained by Banathy (1995) who explained
that a systems view makes it possible to examine and describe the system and its
setting, and also its components and parts such as the purposes, relationships with its
parts, the environment, the actions, the characteristics of the levels, and the behaviors
and the change. In order to change a school system, Banathy suggested four
strategies: fix the parts, fix the people, fix the school, and fix the system. The first
approach is about adopting new innovations such as curriculum and instructional
practices. In this approach, the change happens in the core of the educational
programs by fixing individual parts of the whole school system. “Fix the people”
approach means training and developing the educational staff’s behaviors, practices,
attitudes, values and beliefs. The third approach- “fix the school”- is seen as the unit
to change. The school improvement or change team implements needs analysis,
identifies the solution, and plans the change. This approach is also called the reform
movement in education. The last approach is the “fix the system approach”. In this
approach, the people responsible for the change give attention to all parts of the
system, as changing one part affects the other parts and components simultaneously.
This can also be as the “reconstructing” (Saskhin & Egermeier, 1992, p.14) all the

parts of the system in a school. In this study, the last approach is used as the whole
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systems will be the objective of the change, and it is believed change in one
component of the department will change the other parts.

Educational systems have several components which route the systems in the
state, district or school level. One of the core issues in systemic change is the
components of it. The components of systemic change are given in Table 2 below.

Anderson (1993) proposed vision, public and political support for the change,
networking and partnerships, teaching-learning changes, administrative roles and
responsibilities, and policy assignments as the components of educational systems.
Networking and partnerships, teaching and learning changes, policy assignments,
national content standards, ambitious student learning outcomes, action plans and
implementation, systemic change outcomes, monitoring, evaluating, adjusting and
timeline for outcomes can be listed as Danek, Calbert and Chubin’s (1994) elements
for educational reform. On the other hand, public and political support, ambitious
students learning outcomes, systemic change outcomes, monitoring, evaluating, and
adjusting, new models for outcomes, and centralized and decentralized change
processes are other components proposed by Clune (1993). Moreover, the National
Science Foundation (1996) also listed its own components for the educational
systemic change as: teaching-learning changes, administrative roles and
responsibilities, ambitious student learning outcomes, systemic change outcomes,
monitoring, evaluating, and adjusting, new models of practice, and a centralized-
decentralized change process.

One of the lists that incorporate quite different components than the others is
Smith and O’Day’s (1991) component list. The change process incorporates several
main items after deciding the change in the system. In the list three main elements
for the systemic change are listed. First, there should be a unity in the understanding of
the vision and the goals of what a school should be like; second, a compatible system design

of the instruction and the curriculum; and third, the support of the authority whether it is

school, district, or state wide.
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Table 2 Components of Systemic Change

Researcher Anderson Clune (1993) Danek, Calbert | National Smith and Hall and Hord
(1993) and Chubin Science O’Day (1991) (2015)
(1994) Foundation
(1996)
Vision Monitoring, Teaching- Monitoring, Vision and goals | Standards
evaluating, and | learning changes | evaluating, and
adjusting. adjusting.
Public and public and Networking and | Teaching- Establishing a Curriculum
political support | political support | partnerships learning changes | coherent system
of instructional
i/ guidance
c Networking and | Centralized and | Students Centralized and | Restructuring Policy and
GCJ partnerships decentralized learning decentralized the governance | governance
8_ change process | outcomes change process | system
E Teaching Students National Content | Students Resources
o learning changes | learning standards learning
@) outcomes outcomes
Administrative Systemic Policy Administrative Professional
roles and Change assignments roles and staff
responsibilities | Outcomes responsibilities
Policy Systemic Instruction
assignments Change

Outcomes




Hall and Hord (2015) assert that, in systems thinking, all parts or components
(also known as subsystems) of the systems are strongly linked to one another.
Ignorance of one part or pressure on another component would influence the other

parts of the systems. This approach combines all the components below;

Standards: What students are expected to learn and be able to do,

Curriculum: What the district expects students should know and be able
to do,

Instruction: The “how” of teaching and strategies used to deliver a
curriculum,

Assessment: Formal and informal procedures that provide a means for
measuring student progress,

Resources: Staffing, time budget, facilities, equipment, and materials,

Professional Staff: Recruitment and retention of high-quality personnel,
professional development, and appraisal,
Policy and Governance: Rules and procedures to be followed and how
decisions are made to implement those rules and procedures,
Family and Community: Support that build positive connections among
teachers, parents, schools, and the community (Hall & Hord, 2015;
p.216).

In higher education, the need for change is increasing to meet the needs of the
changing world and information in the modern society. As a result of the pressure
coming from the developing and changing world, educational technologists study to
lead the transformation of systems in educational institutions. Systemic change is
implemented in the systems from the current one to the more complex and a new one
(Watson & Watson, 2013). Duffy and Reigeluth (2012, as cited in Watson &
Watson, 2013) identify the six core elements and requirements of a systemic change

at an institution. These are as follows:

-It alters the institution’s culture by changing its assumptions, behaviors,
products, and processes

-1t profoundly affects the entire institution

-1t is intentional

-1t occurs over time

-1t creates a system that continuously pursues an idealized future for itself

-1t significantly transforms the current system to perform in an entirely new
paradigm (p.43).

It is also important to understand the systemic change process. Communication

and negotiation are important parts of the systemic change process. They bring the
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stakeholders together to understand and accept the views of different stakeholders
(Joseph & Reigeluth, 2010). Banathy’s (1996) systemic change approach proposed
five major steps for the change implementers to follow in their systemic change

process as follows:

1. Transcending the existing system and leaving it behind

Envisioning an image of the system that is desired

3. Designing the system, which, when implemented, transforms the existing
state to the desired future state

Presenting / displaying models of the system we design

5. Planning for the implementation of the design (p.61).

N

&

Before starting the systemic change process, being ready and thinking
through the necessity of the systemic change process gains importance. Banathy
(1991) listed some recommendations for the initiatives to consider before beginning

the systemic change process:

Understand systems design

Develop capability for design

Develop organizational capacity for design

Generate willingness in the community to support the design effort
Prepare a plan for the design inquiry (p.165).

arwONdE

2.2.2 Systemic Change Process — A Conceptual Framework

As a conceptual framework, Joseph and Reigeluth (2010) present a synthesis
of the major ideas of systemic change in education. Their conceptual framework of
the systemic change process includes six main items: broad stakeholders view,
learning organization, understand the systemic change process, evolving mindsets
about education, systems view of education, and systems design (Joseph & Reigeluth,
p. 99). These six elements are presented in a loop; each affects one another. Jenlink
et al. (1996) also proposed the logic of the systemic change process in order to
achieve a successful change process in education; they listed three main
developmental ideas that need to be fostered. These are breaking out of old mindsets,
building a shared vision, and developing a passion for that vision.

It is stated that broad stakeholder ownership is the foundation of every

systemic change process, and without broad stakeholder ownership; other elements

33



of the loop would lose their importance. Educational stakeholders’ are community
members actively involved in the system and the change process. It is thought that
the stakeholders need to think of the welfare of the school even if their children do
not study there because in order to have the wealth of the whole community the
welfare of the others in society should be provided with the best educational
opportunities. Therefore, education has a direct influence on the government, state
and the district level issues such as crime rates, and pensions. It is also expressed that
the negotiation of the stakeholders who have different backgrounds, experiences, and
opinions make the change process stronger. Moreover, the roles of the stake holders
need to be changed as they would become creators, designers and envisioners of a
new educational system (Johnson & Reigeluth, 2010). Jenlink et al. (1996) describe

it as follows:

How can you help stakeholders to develop a passion for the new vision of
education? The most important consideration is to foster a sense of
ownership of the vision, which requires their authentic participation in,
responsibility for, and control over the process by which they develop the
vision. This requires that the leadership of the district be willing to step out
of their old mindsets about administration and embrace a new mindset that
entails empowering rather than controlling (p.24).

Second, learning organization is stated as an important aspect for success in
the systemic change process. Dibella and Nevis (1998) explain the learning
organization as: “a systems-level concept with particular characteristics or metaphors
for ideal organization” (p.6). It is the ideal of an organization to become (product).
Senge (1990) also defines learning organizations as: “continually expanding its
capacity to create its future” (p.14). Senge (1990) also believes that personal
mastery, shared vision, team learning, mental models, and systems thinking, which
he called ‘the five disciplines of the learning organizations’, can help the systemic
change regarding learning organizations.

Third, according to Johnson and Reigeluth (2010), stakeholders should have a
deep understanding of the systemic change process. It is stated that this
understanding is the Dbridge to educational transformation. In addition,
communication among the members of the change is crucial, and it makes
connections between the diverse groups in change process. Moreover, the

stakeholders need to understand the content of different educational systems. For the
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third and the fourth steps, Jenlink et al. (1996) use “building a shared vision” as a
theme. They describe it as follows:

How can you help stakeholders to build a shared vision of education? To
do this, you need to help them to reach consensus on beliefs about
education, for they are the foundation of any vision. Since beliefs (or
values) about education are likely to differ among your stakeholders, you
must bring different kinds of stakeholders together to try to understand why
the others believe what they do. This requires a psychological environment
in which stakeholders feel safe in sharing their beliefs about education- an
environment where everyone suspends their judgments of others while
sharing. It also requires the development of group-process skills for
dialogue, self-disclosure, listening, and conflict resolution, which takes
guidance, time, and patience (p.23).

The fourth item in the systemic change conceptual framework is “evolving
mindsets”. The concept of school is engrained in people’s mind and many think of
classrooms, students, chalkboards, textbooks, the principal, exams and grading when
they think about school. However, in this conceptual framework, until the
stakeholders can evolve their mental models of schools, they will not achieve
changes in education. Researchers believe that systemic change is based on helping
people to change or evolve their mindsets about education (Caine & Caine, 1997).

Jenlink et al. (1996) describe it as following:

How can you help stakeholders to break out of their mindsets about education
and change? One essential means is to help them see the need for a
systemically different approach to education. Another is to foster exposure to
new approaches in education, which can be done through readings, videos,
lectures, site visits, and dialogues with all stakeholders (p.23).

‘Systems view’ is the next item for this conceptual framework. Joseph and
Reigeluth (2010) define this as “developing a systemic view of educational systems
and an understanding of the activity (or dynamics) of systems in order to undertake
serious systemic change efforts in education” (p.108). Moreover, Banathy (1992)

asserts three explanations for the systems view as follows:

- The systemic view helps us to understand the true nature of education as a
complex, open, dynamic human activity system that operates in ever-
changing multiple environments and interacts with a variety of societal
systems (p.17).
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- The systems view is a certain way of looking at ourselves, at the
environments we live in, at the systems that surround us, and at those we are
a part of (p.15).

- The systems view is a way of thinking, it is a world view we can posses. And
there are ways by which it can be delivered (p.16).

In the past decades, systems thinking and systems view in human and social
systems have been applied, and as a result several models have emerged (Banathy &
Jenlink, 1996). Banathy and Jenlink (1996) organized all those models and methods

in four domains of inquiry as follows:

- The systems analysis and description of educational systems by the
application of three systems models: the systems environment, functions /
structure, and process / behavioral models

- Systems design, conducting comprehensive design inquiry with the use of
design models, methods, and tools appropriate to education

- Implementation of the design by systems development and
institutionalization

- Systems management and the management of change (p. 48).

Banathy (1992) constructed three models that show the relationship between
systems and environment, functions and structure, and process and behavioral model.
These models are the lenses to understand, describe and analyze the educational
systems as open, dynamic and complex social systems. (Johnson & Reigeluth, 2010).

The models are shown below:

1.Systems—Environment Model. The use of the systems—environment model
enables us to describe an educational system in the context of its community
and the larger society.

2. Functions/Structure Model. The use of the functions/structure model
focuses our attention on what the educational system is at a given moment of
time. It enables us to (a) describe the goals of the system (that elaborate the
purposes that emerged from the systems—environment model), (b) identify the
functions that have to be carried out to attain the goals, (c) select the
components (of the system) that have the capability to carry out the functions,
and (d) formulate the relational arrangements of the components that
constitute the structure of the system.

3. Process/Behavioral Model. The use of the process/behavioral model helps
us to concentrate our inquiry on what the educational system does through
time. It projects a “motion picture” image of the system and guides us in
understanding how the system behaves as a changing and living social system
(Johnson & Reigeluth, 2010, p. 48).
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The last item in the conceptual framework is ‘the systems design’. Banathy
(1991) argues that the systemic change process needs to be a systems design process.
According to Banathy (1996) systems design begins with the engagement of a
dialogue about why there is a desire to engage in design. The five major design

processes proposed by Banathy (1996) are as follows:

- Transcending the existing system and leaving it behind.

- Envisioning an image of the system that we wish to create.

- Designing the system, which, when implemented, transforms the existing
state to the desired future state.

- Presenting / displaying the model(s) of the system we design.

- Planning for the implementation of the design (p. 61).

Furthermore, according to Johnson and Reigeluth (2010), “Systems design
requires a thorough understanding of a systems view of education in general and of
systems dynamics in particular” (p.112). Also creation rather than paying attention
to the content of the process is favored in a design process (Jenlink, 1995). In order
to accomplish the systemic design, “continuously helping stakeholders to transcend
their images of school, thinking in the ideal about a new system, subsystems, and a
detailed model of their new system is given as method to help stakeholders” (Joseph
& Reigeluth, 2010, p.113).

To sum up, this chapter reviewed the theoretical framework that is used in
this study. Specifically, this chapter presented; 1) constructivism and how the
principles of constructivism are be used in presenting and discussing the findings,
and 2) definitions and principles of systems theory and systemic change conceptual
framework in order to comprehend the logic behind the systemic view of this
dissertation. In the following chapter, systemic change models, national and
international studies on systemic change both in general education and EFL contexts

are reviewed.
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CHAPTER Il

LITERATURE REVIEW

This chapter reviews the different systemic change models and presents
several studies of systemic change initiatives in different contexts in Turkey and
abroad. For effective and continuous educational change, the systemic reform or
transformation should relate to all aspects and components of a system in the
educational setting. If the change initiative becomes successful, it is not only seen in
the classroom, but also in the whole school and administration and in the community
(Reigeluth & Garfinkle, 1991).

The population of students, changing policies, and the need for higher success
rates, and the social and global needs can be the major reasons for implementing
systemic changes in schools (Watson & Watson, 2013) and in EFL institutions.
While it is clear that the changing world forces change, it requires the need for
systemic change in higher education. From this perspective, systemic change is
described as “the body of thinking concerned with the design of an entirely new
system that was never designed to deal with challenges and processes it currently
faces” (Watson et al., 2008, p. 18). Systemic change, which is often called a
paradigm shift, entails replacing the whole system. The change must be
comprehensive for all aspects to be successful. Therefore, when change is intended
in education, it must involve all parts of education including the classroom, building,
district, and community. The nature of change alters the learning experiences,
instructional processes, and the administrative organizations (Banathy, 1991).

To understand systemic change in education, this chapter presents a review of
the literature focusing on changes at nationwide, districtwide, and schoolwide levels
in three separate sections. The first section examines systemic change models that
have been used in educational contexts. The second section reviews international

studies involving nationwide, districtwide, and schoolwide systemic changes in both
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general education and EFL contexts. The last section summarizes several studies
conducted in Turkey, largely at the tertiary level, and discusses the general school

change initiatives, specifically in EFL settings.

3.1 Systemic Change Models in Education

This section discusses various systemic change models. To apply a systemic
change, school reform or systemic innovations, mostly, planned and systemic
models, which have been studied empirically, are constructed. None of the following
models are thought to be superior to the other because each one might suit different
contexts and systems.

When organizations have a change issue, the first thing to consider is whether
the change is planned or unplanned and whether the change is prescriptive or
descriptive. Unplanned change occurs when there is a disorganized initiative towards
an immediate and particular problem. This kind of change is often emergent and
done in order to solve these little problems immediately (Burnes, 2009). On the other
hand, “Planned change occurs when leaders in the organization recognize the need
for a major change and proactively organize a plan to accomplish the change"
(McNamara, 2005, p. 175). Planned change happens as soon as a need for a change is
needed and anticipated by the management. In a planned change, there is a plan to
improve the system, and then implementation of that proposed plan for change
follows (Burnes, 2009). Furthermore, a change initiative can also be categorized into

two such as descriptive and prescriptive, which Schech-Storz (2012) summarized as:

Most change models can be categorized as descriptive or prescriptive based on
the perspective being examined. Descriptive theorists attempt to explain
change and its influences on managers, and prescriptive theorists and models
provide more of a blueprint for implementing change (p.22).

In the current study, the categorization of the change process is planned and
prescriptive, because it describes a planned change initiative of a university
preparatory department, which was started consciously and willingly by stakeholders
in the department. Additionally, this study not only describes the current status of the
change process, but also proposes some methods for improving the organization,

curriculum, communication, and assessment in the department during the change
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process. In the following paragraphs, several systemic change models will be

reviewed.

3.1.1 Lewin’s Three Step Model

The idea that change is quite strategic, continuous and shared instead of being
cumulative and separate which is the most important focal point in the prescriptive
change model development. The most referred prescriptive organizational change
model was designed by Lewin (1951), a scientist considering the sorts of obstacles
organizations come across and the ways to build up ways that would cause change at
the group, organizational and societal level (as cited in Burnes, 2004).

As Ellsworth outlined (2000), a three step model of unfreezing, moving and
refreezing to carry organizations a step forward in terms of stability with a satisfying
achievement. In his theory, Lewin states that organizations are to have time initially
to sustain the change and organizational involvement analysis before “unfreezing”
the organization. While expanding his theory, he made many inferences for effective
change. His inferences are; “1) there needs to be a change motivator or the change
does not occur; 2) employees are at the heart of changes within the organization; 3)
those affected by the change need to adapt, incorporate the new processes into their
routine and discontinue past practices; and 4) even with desirable goals, resistance to
change is common so for a change to be effective, it must be reinforced by replacing
organizational behaviors and attitudes” (Lewin, 1951, as cited in Burnes, 2004, p.
984). In Lewin’s model, the unfreezing step is the change motivation starting by
diagnosing the resistant forces. He suggested that power in sustaining the momentum
for change will be provided by opposite and equal resisting forces. As referred in
Burnes (2004), Lewin put forward that in the unfreezing step, organizations should:

a) Create a motivation for the change and encourage the replacement of old
behaviors and attitudes with those desired by management.

b) Devise ways to reduce barriers to change.

c) Create psychological safety. Once the organization unfreezes for the change, it

transitions to the move stage. This is the stage in which the organization moves
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forward with the change even though it may result in a short but stressful period that
will eventually lead to an equilibrium where the organization is stable (p. 985)
During the move stage, the equilibrium is adjusted by resisting the forces and
minimizing their impact, so change can occur. During this stage, the new values or
changes are introduced and organizations plan their actions regarding this notion
(Lewin, 1951; as cited in Burnes, 2004). In this stage, the organizations need to

consider the following principles:

d) Provide new information, new procedures, new behaviors, and new ways to look
at things.

e) Help employees learn new concepts or points of view.

f) Role models, mentors, experts, benchmarking results, and training become useful

mechanisms to facilitate change (as cited in Burnes, 2004; p.956)

When diminishing the resistant forces, an increase in driving forces occurs.
This phase is when the final step is involved to freeze the change. Refreezing is the
stage of routinizating the change. This can be achieved by setting a new structure,
rules, processes and incentives to support the newly established status quo as the
accepted behavior. It also covers helping employees adapt to the changed behavior or
attitude and perform it doing in their routines. Positive reinforcement, which is used
by trainers and managements, ought to be given. It is a need that reinforcement of the
stability of the change should be helped by coaching and modeling (Burnes, 2004).

The fundamental and general inference among organizational change theories
is the interpretation that transitions turn into more concrete states of quasi-
equilibrium in which organizational identity can once more be stabilized (Meaney &
Pung 2008). In this three-step model, it is asserted that organizations run in long
time spans in a frozen state in which most processes remain unchanged. Any kind of
change appearing in this period is thought to be small and causes more efficient and
effective operations. A modification to how the business functions can only be
thought as a real state when transitional period during which turbulence is advanced
into the organization because of the economic changes and innovation forces. This
necessity is evaluated and utilized to determine whether a complete organizational

change is needed. If change is regarded as a must, then the organization must
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“unfreeze” to let the brainstorming of the ideas to react to the obstacle. (Cummings

& Huse, 1989, as cited in Ellsworth, 2000).

3.1.2 The Concerns-Based Adoption Model (CBAM)

The Concerns-Based Adoption Model (CBAM) is a commonly used method
and technique in order to work on the implementation of change in education which
can be done by the educators and by other agents who act as the facilitators. CBAM
is one of the models that are supported by scientific data and strong proof in
educational change domain. This educational reform is based on assessing,
identifying and clarifying the change process which is implemented by the educators
putting effort on the instructional material and the process. CBAM was developed at
the University of Texas Research and Development Center for Teacher Education
(Hall & Hord 1987; Hord, et al., 1987). Anderson (1997) states that;

The CBAM provides an elaborate framework and methodology for describing
key dimensions of the process, content, and support for teacher implementation
of changes in curriculum and instruction. This description is accomplished by
applying various schemas for classifying teacher implementation attitudes and
behaviors, change management approaches, and change-facilitating
interventions and roles (p. 333).

Some researchers have developed models of change and proposed principles
based on their understandings, and they explained the axioms of the systemic change
process. For example, Hall and Hord (2015) listed 12 principles of change, stating
that systemic change at individual, organizational, or systemwide levels is highly
complicated and dynamic. It is asserted that people in charge of change will benefit
from these principles. Hall and Hord’s (2015) twelve principles are listed below:

1. Change is learning

2. Change is a process

3. The school is the primary organizational unit for change

4. Organizations adopt change — individuals implement change
5. Interventions are key to the success of the change

6. Appropriate interventions reduce resistance to change
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7. District- and school-based leadership is essential to long-term change success

8. Facilitating change is a team effort

9. Mandates can work

10. Both internal and external factors greatly influence implementation success

11. Adopting, implementing, and sustaining are different phases of the change
process

12. Finally, focus, focus, and focus (Hall & Hord, 2015; pp.9-19).

The first principle emphasizes that, while changing the system, the change
leader learns about the environment, the issue, the solutions, and the
implementations. The second principle asserts that change is not accomplished by a
one-time announcement from the executive leader. At higher levels, the change
process typically takes three to five years. The third principle states that the key
organizational unit for making change successful is the school. Everyone working or
taking part in the system of the school learns and advances as the change process
continues. The fourth principle tells us that, although everyone talks about concepts
such as reform, policy, systems, or organizations, successful change starts and ends
at the individual level. The whole school or system does not change until individuals
change. The fifth principle emphasizes that people who lead the change process tend
to be preoccupied with the innovation and its use. These can be called interventions,
and workshops might be the most used example of these interventions. Following
this principle, there may be resistance to change, and the solution to this change is
thinking of the appropriate interventions for the correct group at the correct time. The
seventh principle refers to the importance of bottom-up change as those nearest to the
action have the best idea of how to make the change succeed. The eighth principle
focuses on the importance of teamwork.

In the change process, the change leader has to create a team to assist the
change process, which would contribute greatly to change. As a change strategy,
mandates can be used. Although mandates are criticized for being a top-down
approach, they could work well in change situations. The tenth principle concerns
internal factors in the change process, which include beliefs, attitudes, values,
perceptions, expertise, and the physical features of institutions such as the classrooms
and facilities, and external factors in the change process, which include state policies,

district features, families, and central policies. The eleventh principle is the

43



diversification of adopting, sustaining, and implementing the change process, which
should be handled separately from one another. The last principle highlights the
importance of focusing deeply and critically on the change process (Hall & Hord,
2015).

CBAM is a strong framework to measure and follow the reform direction at
the personal level, where achievement is finally decided. This model suggests several
instruments for identifying and taking actions against concerns before they start;
evaluating the degree to which the reform is put into work practically; describing
what “use in practice” seems; and investigating what changes can be done without
any problems (Hall & Hord, 2011). Lastly, CBAM framework consists of three
diagnostic dimensions. Two of these are linked to the change timeline, allowing the
facilitator to prescribe interventions that address concerns when they are most likely

to arise.

3.1.3 Diffusion of Innovations

The classical change model is the Diffusion of Innovations (DOI) model by
Rogers (1995). While this model was originally designed for sociology,
anthropology, and marketing fields, it has contributed to reform, innovation, or
change in educational settings.

This model identifies the most salient characteristics of innovations and each
characteristic of these innovations. Rogers (2003) stated that “relatively little effort
has been devoted to analyzing innovation difference” (p. 204). Rogers (1995)
framework consists of five attributes: (1) relative advantage, (2) compatibility, (3)
complexity, (4) trialability, and (5) observability.

Relative advantage questions whether the innovation is better than the system
that is implemented. The following six indicators show whether it is better to change
or not: (a) economic profitability, (b) low initial cost, (c) decreased discomfort, (d)
social prestige, (e) savings in time and effort, and (f) immediacy of reward. An
example of educational innovation is technology in ELT classes and changing the

curriculum according to this new technology.
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Compatibility is the congruence of the new with the values, experiences, and
needs of the adopters. An example of this is determining whether the technology and
the curriculum suit the values and ethics of the school community.

Complexity indicates that innovations that are difficult to understand will be
implemented and will diffuse more slowly, and the acceptance of the innovation will
be more difficult. In education, for example, if the new technology and the
curriculum based on technology in ELT classes are difficult to implement and
understand, there may be resistance to implementing the innovation.

Trialability is described as, “the degree to which an innovation may be
experimented with on a limited basis” (Rogers, 2003, p. 258). This means that the
innovations that can be divided into small pieces to try will be adopted more rapidly
than those which cannot be divided.

Finally, observability means that the adopter of the innovation should observe
the use of the new innovation in the change context. For example, if the new
technology and curriculum in ELT is used with ease, the diffusion of the innovation
is accepted and will succeed.

Ellsworth (2000) states that change agents more tend to prefer this view if
only they are dealing with the real improvement of the reform, or if they are
determining whether to embrace the idea of the reform so as to meet the local needs.
Although the real structure of the reform may have already been decided, Roger’s
(1995) framework might be helpful to decide on how it should be served to its target
audience. For instance, the impression of the reform may occasionally be developed
by prioritizing the similarities to different beliefs and instruments that the change

agents are already comfortable.

3.1.4 Conditions of Change Model

Ely’ (1990) Conditions of Change Model focuses on the environment of
change studies. This model explores the circumstances that predispose an
environment toward change and focuses on the rich and consistent knowledge base
supporting conditions that appear to apply equally to change in any cultural setting.
This model has eight conditions to become successful in the educational change
process, which mostly emphasize the environment of the change initiative. The eight

conditions are listed as follows:
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. There must be dissatisfaction with the status quo.

2. The people who will ultimately implement any innovation must possess
sufficient knowledge and skills to do the job.

3. The things that are needed to make the innovation work should be easily
accessible.

4. Implementers must have time to learn, adapt, integrate, and reflect on what

they are doing.

Rewards or incentives must exist for participants.

Participation is expected and encouraged.

7. Support for the innovation by key players and other stakeholders is
necessary.

8. Leadership must be evident. (Ely, 1990; p. 300)

ISl

In this model, the agent is aided in the initial determination of whether change
is likely to succeed, and thus whether it is worth pursuing under the existing
circumstances. After assessing the presence or absence of the conditions, the
prospective change agent may learn whether or not the project has a good chance of
yielding the anticipated benefits. Since failure can bring some personal consequences
for an innovation’s advocates and waste the organization’s time and resources, it may
be best to avoid projects when these conditions are not present. Yet beyond this, the
Conditions of Change Model can be also useful for the practitioner who chooses
direct intervention toward improving one or more of the conditions, either before the
implementation effort is launched or in response to changes in them as it progresses
(Ellsworth, 2000).

3.1.5 Meaning of Educational Change Model

In this model, the focus has been on the change agent or the stakeholders, not
the environment. This model tries to connect educational reform to different views of
its major agents at both state and national level. There is no other framework that
handles individual actors of the change process according to their individual features.
Fullan and Stiegelbauer (1991) assert several tips for resisting, dealing with, or
managing change initiations from different perspectives. These tips are generally
preceded by a measurement where each of these agents positioned as a group,
attitudes, and other features that are in relation to their intention against school
reform. They are also followed by the debate of warnings and constraints in relation

to each task and facilities in resistance or support to educational reform. This model
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also prioritizes the change agent at different perspectives such as being the teacher or
the manager.

This view is highly possible to present the change agent best in offering
different kinds of reform actions which are generally bound to or particularly
effective for practitioners in their special roles. These actions may be positioned
inside the reform process. This model can help the change agent comprehend the
other views to implement which requires cooperation. It may also help the
practitioner to understand those who resist the desired change (Fullan, 2007).

The Meaning of Educational Change Model discusses the causes and nature
of the change implementation from the agent’s perspective, and factors affecting the
implementation are given under three categories: (a) the characteristics of change, (b)
local characteristics, and (c) external factors. The six stakeholders are identified as
the teacher, the principal, the student, the district administrator, the consultant, and
the community (Ellsworth, 2000). As the first three items relate to the current study,
they are discussed here.

First, the teacher needs to think of several questions before committing
herself or himself to the change implementation. The teacher should ask whether the
change addresses an important need, or if there is evidence that it has worked in
other places and has contributed to more effective learning. The teacher should also
establish whether the administration supports the innovation and if the fellow
teachers support the process. Second, as principals are the effective agents for
change, this model identifies some guidelines for the change principles. The principal
should brainstorm possible solutions and avoid blaming others for any difficulties
encountered during the process. They need to think big but start small by focusing on
something tangible and essential such as the curriculum and instruction. The
principal should also work on developing a professional culture, building comfort,
encouraging their staff with innovations, and supporting their staff. Additionally, the
principal should establish and communicate a clear vision. The third agent, the
student, is considered the major agent of the change implementation and requires
special attention. The teachers or change implementers must identify ways in which
the innovation will alter the relationship between the agents and plan strategies for
enhancing student motivation and understanding the innovation process. Students
should be thought of as partners in learning. The specific strategies should be

planned to build students’ competencies in their changed roles (Ellsworth, 2000).
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3.1.6 Stages of Planned Change

This model focuses on the resistance to change. It can be concluded that the
term strategies represents wider concept than resistance; however its true
identification of limitations to reform states it as the classical formation of this
structure. In this model, eighteen factors exist; consisting four main categories,
which intervene reform efforts and change the agent’s view of reforms. This model
state that although the positive parts of change process is neglected in other models,
the negative aspects of change are represented by these four categories of barriers,
and resistance are cultural, social, organizational, and psychological. For cultural
barriers, values and beliefs, cultural ethnocentrism, saving face, and incompatibility
of a cultural trait with the change are listed. On the other hand, for social barriers,
five items are listed. These are group solidarity, rejection of outsiders, and
conformity to norms, conflict, and group introspection. The third category is
organizational barriers. Five examples of organizational barriers are “threat to power
and influence, organizational structure, behavior of top-level administrators, climate
for change in the organizations, and technological barriers to resistance” (Zaltman &
Duncan, 1977, as cited in Ellsworth, 2000, p. 174). The final major category
discussed in this model is psychological barriers. These are perception, homeostasis
(the desire to maintain the comfortable level of sustainability), conformity, and
commitment and personality factors (Zaltman & Duncan, 1977, as cited in Ellsworth,
2000).

Ellsworth (2000) asserts that this model may be helpful to the change agents
as it discovers reform from another point of view through different models. By
highlightening the resistance and limitations to the reform, this model aid the change
agent to identify such barriers as they appear, or event to describe and point their
underlying behavior before they exist. It is important to note that a given individual

can harbor intense pro-change and pro-resistance attitudes simultaneously.

3.1.7 The Guidance System for Transforming Education Model (GSTE)

This model is an essential component of the overall change strategy. Several
coordinated and mutually reinforcing innovations, such as infrastructure curriculum,

pedagogy, and technology are usually necessary to support effective, lasting change
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(Hirumi, 1995). The GSTE model supplies a holistic perspective of the interactions
among components of the change, the involvement of the stakeholders, and the
surrounding systems external to the immediate environment into which innovations
are being introduced. While the model traces its roots to Banathy (1991), it has since
been explained and clarified by Reigeluth and Garfinkle (1994). Reigeluth and
Garfinkle’s (1994) perspective might be of particular use to the practitioner because
this framework is illustrated in a series of exemplars or case-based examples that
show its key points in practice (Ellsworth, 2000).

Systemic change requires changes to be made to all aspects of an educational
system including schools, classroom practices, curriculum, and assessment. One
theory that offers a detailed guidance for systemic change is the Guidance System for
Transforming Education (GSTE) by Jenlink et al. (1996). This system helped the
initiatives to follow the systemic change process step by step (Joseph & Reigeluth,
2005). The GSTE is a model for the systemic change process in education. It was
designed to help the facilitator provide some guidelines to follow a disciplined order.

There are five core phases to consider:

Assess the readiness and negotiate an agreement
Prepare the core team for the change process
Prepare expanded teams for the process

Engage in the design of a new educational system

o B~ w0 D

Implement and evolve the new system (Jenlink et al., 1996, pp. 24-27).

These five main phases are discussed under 26 discrete events, which are shown
in Table 1 (Jenlink et al., 1996; Joseph & Reigeluth, 2005). These discrete events
comprise a chronological series of activities for engaging in systemic change, which
are summarized as five phases (See Table 3).
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Table 3 Discrete Events of the Guidance for Transforming Education Model (GSTE)
Adapted from Jenlink et al., (1996).

Phase 1 Event 1: Assess and enhance your readiness to be a facilitator
Assess Readiness and | Event 2: Establish or redefine a relationship with a school
Capacity district
Event 3: Assess district’s readiness for change and negotiate a
formal agreement
Event 4: Assess the district’s capacity for change
Event 5: Select the participants for the core team
Phase 2 Event 6: Create the core team dynamic

Prepare the Core Team

Event 7: Capacitate the initial core team in systems design
Event 8: Design Events 9-11

Event 9: Identify competing change efforts

Event 10: Evaluate openness to change

Event 11: Evaluate the existing culture for change

Event 12: Design the process for expanding the core team

Phase 3 Event 13: Expand and build the decision-making team
Prepare the Expanded | Event 14: Select and build the design team

Teams Event 15: Capacitate and enculturate the design team
Event 16: Redesign the change process
Event 17: Evolve mindsets about education
Event 18: Explore ideal beliefs and assumptions about

Phase 4 education

Design a New Event 19: Select and build multiple design teams

Educational System

Event 20: Explore ideal visions based on common beliefs
Event 21: Develop a system for evaluating the results of the
change process

Event 22: Design a system of functions for each ideal vision
Event 23: Design the components for accomplishing each
function

Event 24: Design the administrative and governance systems

Phase 5
Implement and Evolve
the New System

Event 25: Develop an implementation process for evolving to
the new system
Event 26: Evolve, evaluate, and revise the new system
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Phase 1: Assess readiness and capacity

Before starting the systemic change, it is important to assess the facilitator’s
readiness for the systemic change. The facilitator also assesses the readiness and
capacity of the school for change. If the facilitator and the stakeholders are both
ready for the change process, they negotiate with each other to set the expectations
for all the stakeholders involved in the change process. Moreover, the facilitator
needs to analyze his relationship with key leaders in the school to determine whether
or not to proceed to the next level. If the result of the analysis is positive, both sides
should develop a plan for redefining their relationships in a formal ground. To assess
the school’s readiness for change, the facilitator should set some criteria by looking
at documents and interviewing the stakeholders. Furthermore, the facilitator needs to
ensure the stakeholders understand the need for the change process and the nature of
the change effort. For assessing the school’s capacity for change, the facilitator meets
with the stakeholders to identify the existing and lacking capacities for the systemic

change.
Phase 2: Prepare Core Team

After a formal agreement has been made between the facilitator and the
school, a core team needs to be established to initiate the change process. The core
team should be small, and its members should be selected from different groups in
the school; it is important to choose core team members that are well-respected
within their groups. After recruiting the core team, the facilitator should announce
the team members to others and make the stakeholders aware of the process. To
create a core team dynamic, the core team members need to work together to develop
a team culture and teaming skills. Then, to train the initial core team in systems
design, the facilitator should develop a skill and knowledge base for educational
systems design. In this event, they may investigate various systems theories and
practices and models. Moreover, the facilitator needs to help the core team to begin
communication among all stakeholders. After training the core team about the
change process, the facilitator starts to guide the core team for designing events 9 to
11. In event 9, the core team and the facilitator identify the competing change effort
regarding where the resources are being directed. After identifying the competing

change efforts, in event 11, the facilitator assists the core team in evaluating the
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openness to change, and they discuss the reasons why the school is open or closed to
change. In event 11, the facilitator involves the core team in evaluating the existing
culture, beliefs, and assumptions. In event 12, the core team discusses whether to
expand itself into a decision-making team or the design team first. The decision-
making team comprises 20-25 people, which is relatively larger and more powerful
than the design team. However, the design team, comprising 8—12 people, is a rather

small group of people who devote their time to designing a new educational system.
Phase 3: Prepare the Expanded Teams

This phase comprises four events. In event 13, the facilitator expands and
builds the decision-making team if it is done before event 14. Here, the decision-
making team is stronger than the design team, and the decision-making team
identifies personality profiles and common beliefs. Then, the core team facilitates the
development of a skill and knowledge base for the participants. Additionally, the
core team shares the results of all prior evaluations. In event 14, if it is done after
event 13, five people are selected among the decision-making team to serve in the
design team. These five people work with the other members selected in the school
to serve in the design team. The design team decides its operational way. Then, in
event 15, the facilitator helps the training and enculturating of the design team by
facilitating additional training for the design team with respect to the theories of
systemic change, practices, and the models. Here, the team might choose design
approaches such as user-designer, expert-designer, interactive or non-interactive,
designing or planning, and outside-in or inside-out. After selecting a suitable

approach, the design team redesigns the change process.
Phase 4: Design a New Educational System

In this phase, the facilitator helps with the decision-making and design teams to
identify their mindsets, and discuss their current educational mindsets. The facilitator
then attempts to develop an understanding of different educational systems and
designs, and in event 18, the facilitator assists both teams to develop basic beliefs
and assumptions about their educational system. They negotiate an ideal educational
system for their context. In event 19, the facilitator selects and builds multiple design
teams based on the individuals’ beliefs. In event 20, the teams explore ideal visions

based on their common beliefs. The facilitator assists in facilitating each design team
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to reach a consensus on particular beliefs and assumptions. Here, the design team
communicates its vision with the stakeholders and tries to foster their understanding.
Then, in event 21, the facilitator and the design team develops a system for
evaluating the results of the change process, and in event 22, the teams design a
system function for each ideal vision by guiding the design team members in moving
from general to more specific levels of the new system. In event 23, the team designs
the components for accomplishing each function of the new system, and in event 24,
the design teams design the administrative and governance systems (Jenlink et al.,

1996). Joseph and Reigeluth (2005) summarized this phase as follows:

This phase is probably the most intensive of all the phases, because it requires
all those involved to share their beliefs about education. Here, stakeholders
must come together to envision their ideal educational system. It is expected
that various stakeholder groups will have very different ideal visions, as
different stakeholders within each group will. What is more important is the
foundational set of common beliefs about education that must be developed
and agreed upon by all stakeholders. It is from this set of common beliefs that
ideal visions of education can be created to design a new educational system.
Often, multiple design teams are formed so that the common beliefs can be
implemented in very different ways in different schools in the district. (p.
941)

Phase 5: Implement and Evolve the New System.

The last phase consists of two events. Event 25 develops a plan for evolving to
the new system over time while trying to minimize the conflict between the
regulations of the new and the old systems. Then, in event 26, the facilitator and the
design teams and other stakeholders evolve, evaluate, and revise the new system
using the principles mentioned in event 21 (Jenlink et al., 1996). Joseph and

Reigeluth (2005) discussed this phase as follows:

Once the ideal system has been generated and approved, the community
develops an implementation process for gradually evolving the current system
ever closer to the ideal. Some compromises on the ideal are usually required,
especially in the short term, and of course the ideal will change as they get
closer to it. This means that they need not only a plan for evolving the current
system toward the ideal, but also a plan for evolving the ideal. Evaluation is an
integral part of both of these processes. (p. 941)
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The Systemic Change Process (Jenlink et al., 1996) proposes 18 continuous
events to ensure continual engagement in the process: (1) evaluate and improve the
change process, (2) build and maintain political support, (3) sustain motivation, (4)
develop and sustain appropriate leadership, (5) build and maintain trust, (6) evolve
mindset and culture, (7) periodically secure necessary resources, (8) develop skills in
systems thinking, (9) periodically and appropriately allocate necessary resources,
(10) develop group processes and team-building skills, (11) build team spirit, (12)
engage in self-disclosure, (13) engage in reflection, (14) develop design skills, (15)
communicate with stakeholders (two-way), (16) build and evolve a community, (17)
foster organizational learning, and (18) build an organizational memory (Jenlink et
al., 1996; pp.24-28).

Similar to Jenlink et al. (1996), this study investigates the requirements and
components of systemic change at Northview. The discussion chapter of this
dissertation compares the results obtained from the current study and the GSTE

model to deepen our understanding.

3.2 International Studies on Systemic Change in General Education and EFL
Contexts

Research studies on systemic change focus on school reform, school
innovations, change in all components of the system that a department or institution
runs, and research of the management. The following summarizes some systemic
change studies.

Fullan (2009) investigated three types of large-scale reform movements in
schools. He stated that one large-scale education reform, which started in the 1960s,
failed because it ignored the implementation stage and the context and culture of the
community. Fullan’s (2009) article reviewed the whole school district reform, the
whole school reform, and state or nationwide reform movements using particular
models.

Fullan (2000) also analyzed two school district reforms: the New York City
District 2 case and the Chicago School System. EImore and Burney (1998), who give
a detailed analysis of Fullan’s analysis, outlined several principles of the systemic
change in the New York case. The change process focused on instruction; however,

instructional improvement is a long process involving awareness, planning,
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implementation, and reflection. While shared expertise accelerates the systemic
change process, the focus is on improving the system. Beneficial ideas come from
talented and qualified people who work together as a team, and clear expectations,
decentralization, collegiality, caring, and respect are important. EImore and Burney

(1998) developed the following five emerging themes:

Principle 1: Principals are the key actors in instructional improvement.
Principle 2: Each school presents a unique bundle of attributes into a unique
set of instructional improvement problems. (p. 17)

Principle 3: Sustained instructional improvement is a process of bilateral
negotiation between system-level administrators and principals. (p. 18)
Principle 4: Common work among principals and teachers across schools is a
source of powerful norms about systemwide instructional improvement. (p. 18)
Principle 5: Instructional improvement is primarily about the depth and quality
of student work. (p. 19)

Fullan’s (2000) second case about systemic change involved two huge
systemic change initiatives with 550 schools in the Chicago School District. The first
change initiatives commenced in 1988 and ended in 1994. The main feature of the
six-year change movement was that the system was decentralized and the authority
was given to local school councils. In 1994, one third of the schools were engaged in
the self-initiated systemic change, one third struggled with the reform, and one third
was left behind. In 1994, the second systemic change initiative began. The district
reversed the decentralization, but this time addressed building capacity and external
accountability. Therefore, extra-school infrastructure was established under five
themes: (1) develop policies and goals to support school improvement; (2) make
significant advances in the professionals’ knowledge and skills to work
cooperatively; (3) develop external accountability to track the progress of the
schools; (4) there were no mandate programs for all schools; and (5) accept the help
of external assistance coming from universities, profit groups, and learning networks
(Bryk et al., 1998). Based on these two districtwide educational change initiatives,

Fullan (2000) presented the following seven principles for action:

1. Become stable learning communities in which students know and are
known by adults in the schools and in which students experience personalized
teaching and learning.

2. Create equitable opportunities for every student to engage in a broad,
intellectually challenging curriculum.
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3. Sustain a strong sense of equity and inclusiveness among parents and
stakeholders.

4. Decentralize control of resources and decision-making.
5. Link professional development to the creation of stable learning

communities.

6. Reallocate professional time in schools and school families.

7. Create, use, and publicize ongoing assessments of student and school
performance. (p. 13)

Fullan (2000) summarized the common features of the two above mentioned
cases, stating that both focused on the organizational and instructional systems of
schools, the devotion to changing teaching practices was linked to improved student
performance, both mobilized multi-level partnerships, and both demonstrated school
rapport at the district level. Moreover, both cases accelerated capacity building and
promoted data-driven inquiry and ongoing assessment. Lastly, there was a
preoccupation with equity and accountability.

Fullan (2000) also summarized the whole school reform that took place in the
U.S. in the 1990s. This type of systemic change focused on entire schools, and
involved hundreds of schools and districts. Twenty-four models were used but three
outperformed: Direct Instruction, High Schools That Work, and Success for All. The
core and shared components of these four models were indicated as “(1)
organizational change, staffing, and administrative support, (2) a focus on curriculum
and instruction, (3) supplies and materials, (4) scheduling and grouping, (5)
monitoring of student progress and performance, and (6) family and community
support” (Fullan, 2000, p. 17).

In contrast, Tanner (2004) examined the application of the theory of systemic
change to a state-level reform as an interpretative, instrumental case study. The data
collection instruments in this study were interviews, observations, and document
analysis. Three types of data analysis tools were used: holistic, inductive, and
typological. Six themes emerged from the inductive analysis of participants’
interviews: lofty ideals, permission to experiment, perceptions of power, perceptions
of belongings, leadership, and communications.

Harris (2010) explored the nationwide system change to education in Wales
and investigated the use of the School Effectiveness Framework (SEF) in the reform
project. The reason for the systemic change was that Wales underperformed in the

international league tables, particularly in math, science, and English. In 2006-2007,
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the government introduced a national school effectiveness framework to achieve
system-level reform and improve student outcomes for all students. The reform
framework was tri-level, which implied that all schools must be integrated in the
systemic change project, and district or local levels needed to act together with the
state. The first principle of the systemic change was that large-scale change can only
occur if all professionals are integrated into the process. Additionally, the nationwide
systemic change involves improving all schools and focusing on the gap between
high and low achievers. A countrywide reform, building collective capacity, requires
paying more attention to collectivity rather than individuals (Hansen, 2009). In the
Welsh context, the collective capacity is built with professional learning
communities (Harris & Jones, 2010). The aim was for professionals to collaborate in
a disciplined way. Professional learning communities are implemented with the joint
decision-making and a clear goal. To meet the needs of students, professional
learning communities should be given opportunities to innovate, change, and
develop. Countrywide change cannot be achieved without fragmented and piecemeal
reform processes because there are too many stakeholders, and this requires
leadership in every school. It is concluded that, to implement a wide systemic change
reform, professional learning communities should be built, and leadership in all
classrooms, schools, and districts should be encouraged.

Naicker and Mestry (2016) studied the systemwide educational change in a
South African context, asserting that the development of the systems can be achieved
by the association between high-quality leadership and effective schools. They found
that the school culture of the school district, strategies such as collective capacity
building, joint problem solving, networking, and system leadership might strengthen
systemic change efforts (Naicker & Mestry, 2016).

Hopkins (2011) reported a case in the Northern Metropolitan Region of
Melbourne in Victoria. The main educational goal was to provide high quality
education for all students regardless of their backgrounds. Specifically, the goals are
to be literate, numerate, and curious, with schools continuing to provide a broad-base
twenty-first century curriculum through setting goals. To achieve their goal, the
district set some principles in advance. First, student learning and achievement is at
the center of all teachers’ concerns, and enhancing the quality of teaching is central
to any improvement strategy. This aim is intended to be achieved by selection

policies, which means that only the best people can be teachers. The district asserted
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that sustained professional learning opportunities should be implemented out of the
curriculum studies. Additionally, leadership has high expectations to achieve the
systemic change process in the district schools. For the system context, standards of
professional practices and ongoing and transparent data to facilitate improvements in
learning and teaching are thought to be compulsory. Early intervention for school
performance and inequities in student performance are addressed. Finally, system
level structures are established to make the link between the levels of the system.

As a result of the effective school systemic change project, the district
proposed a model called Integrated School Improvement Model (ISIM), which
consists of five levels: (1) powerful learning, (2) instructional leadership, high
quality teaching, and high expectations; (3) pedagogical knowledge, curriculum
frameworks and standards, assessment and teaching, and student voice; (4)
recruitment and workforce, professional learning communities, data, school
improvement team, organizing for learning, and prioritization and planning; and (5)
system leadership, differential intervention and support, family and community
partnerships, and networking and disciplined innovations. In the report, it is stated
that the systemic change directly addresses student needs, promotes the professional
growth of teachers, and enhances the role of the school. It is concluded that the
improvement of the system will result from the deeper development of networking,
including school leaders taking on systemwide roles.

Giesting (2011) investigated an elected school board’s role as part of a district
leadership team dedicated to substantial systemic change. The study follows an
elected board over six years through interviews, observations, and document analysis
to find how board members ethically negotiate tensions between their roles as
community representatives and as district leaders who formulate policy and vote for
change. The study focused on how elected members were responsive to their
constituents and how the leadership role of the school board interfaced with other
district leadership roles to implement and sustain change. The study concluded that
elected members of governance boards, who can bring about noteworthy changes,
will provide insight to district change leaders and other boards of education who
could emulate the same processes so that they might also be instrumental in raising
student achievement and promoting equity necessary for educational reform.

Reagle (2006) studied the systemic change at a school district in Alaska. The

main objective of the systemic change was to improve the current status of the
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children studying at the schools in that district. The special position of the district
was that only 10% of the students could read at grade level, and the district was
bottom in different field subjects. The district invited parents, students, school board
members, business leaders, and community members to meet with the educators to
discuss the problems of the schools. The result of such efforts developed the Quality
Schools Model based on four structural components: shared vision, leadership,
standards-based design, and continuous improvements.

Saban’s (1997) case study investigated school reform using accelerated
schools model, which emphasizes the need for comprehensive organizational
restructuring of schools in meeting the needs of at-risk students. This model started
in 1996 to bring disadvantaged students up to grade level by the end of their
elementary school experiences. The purpose of the study was to explore the evolving
concerns of school communities in the process of the Accelerated Schools Model
during the 1996-1997 school year.

The study took place at a school situated in a central Ohio city, which has a
population of approximately 40,000. The school district had a student enrollment of
6,600 in the grades kindergarten through twelve. The district’s student-teacher ratio
was about 42 to 1,000 or 1 teacher to 24 students. The school had 390 students, most
of whom are European-American. Of 390 students, 36 were developmentally
handicapped, and 13 had been identified as learning disabled. According to the
regulations, 35% of the student population is required to be at-risk while in this
school this rate was 65%. The students were mostly form middle-class and poor
communities. The staff members, which have remained stable for many years, have
witnessed the changes in the school community over the years. This school had 44
certified and classified staff members. The study used purposeful sampling, and the
school principal, classroom teachers, change facilitators, representatives of staff
members, and parents were invited to participate on a voluntary basis.

At the end of the study, the researcher listed some suggestions after
conducting the systemic change at this school. First, school reformers should
recognize the complexity of emotions in people and respond to them accordingly.
Second, school reformers should reflect on the change process continuously—
continuous reflection on the implementation efforts constitutes one of the values, and
the heart, of the transformation process. Third, school reformers should recognize

that systemic school change takes time, and thus provide appropriate time for
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change. Since change takes time, one needs to be patient and realize that any change
that is going to be meaningful will take time to develop. Fourth, school reformers
should recognize that students’ perspectives are critical to the change process. Thus,
educators at schools should recognize the need and importance of the students’
voices in the improvement efforts. Fifth, school reformers should focus on the
students’ learning and recognize that systemic school change will not be successful if
the classroom teachers fail to adopt and translate reform ideas into effective practice
in their classroom. It is important for school reformers to recognize that school
reform is systemic, and systemic school change is not a simple event but an ongoing
process. School reformers should thus not neglect the personal experience and
meaning of educational change. Reformers should also implement staff development
because individuals have different needs at different stages of the change.
Additionally, at a school, the power and authority must be distributed to the
professionals, and the professionals must be empowered to make school-related
decisions. It is also important to involve parents in their children’s education. Lastly,
the school reformer must be aware that the physical structure of the school plays a
significant role in the change effort.

Schech-Strorz (2012) studied how a prescriptive change initiative affected the
organization with change management methods in order to find out whether these
prescriptive change processes were successful or not. Statistical data was collected to
examine the correlation between change implementation and achievement of the
change management in order to see whether this prescriptive and planned process
reached higher success rates. In order to ensure high representation of the total
participants and to obtain valuable information, purposeful sampling was used. One
hundred and fifty people of the organization participated in the study. Questionnaires
were used in order to collect the data. It was found out that if the change initiative is
planned carefully and suitably, then the organization would benefit from it in terms
of investment, growth, and efficiency. However, the initiators and the organization
can face failure in introducing new outcomes or activities if there is a mismatch
between the technics used for change. It is concluded that if prescriptive change
management technics are defined beforehand and the change process is planned
carefully, there will be a positive correlation between the process and the success at
the end.
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Joseph (2003) utilized qualitative research to test the Guidance System for
Transforming Education (GSTE), proposed by Jenlink et al. (1996). The GSTE is a
model for systemic change in a school-based reform. The study, which took place in
a partly urban and partly rural area of India, instigated three of the 26 stages of the
model: (1) forming a school core team, (2) developing the core team of leaders in a
two-day retreat, and (3) building the core team’s knowledge base in systems thinking
and systems design. The results showed the systemic change initiative could have
been more successful if events five and six had been improved. For event seven, the
researcher and the core team included a series of readings, group dialogues, and
collective reflections that helped the core team to begin to develop a learning
organization.

Hutchins (1999) studied the utility and practicality of the Systemic Change
Process Model (SCPM; Jenlink et al., 1996). This model was created for the systemic
redesign of education. The researcher used the formative research methodology,
which involved selecting a design model, selecting an instance of the model,
collecting and analyzing formative data, and offering tentative revisions of the
model. The researcher concluded that improvements needed to be made to the
implementation and organization of the model regarding activities dealing with
unwilling participants and conflict, a specific event for designing a new curricular
and new instructional material, training and enculturation for the student population,
information about how leadership can affect the process of the design and how to
handle leadership changes, and strategies for coping with elements of the system that
cannot be changed.

Lee’s (1997) study reports on a 10-year school/university reform effort. The
data used in this study has been collected since before the college of education
formally agreed to pursue comprehensive educational reform. Universities and
school districts across the country formed partnerships to improve the American
educational system. The purpose of this naturalistic case study was to develop a
theory of collaborative educational reform based on ten years of data characterizing
the educational reform activities. In this specific context, the data collection tools are
meeting notes and documents, interviews, and articles mentioning the change
process. It is concluded that, to engage in systemic education reform, one has to
become a system that engages with other systems committed to educational reform,

and that learns and adapts based on those interactions. The only way to develop
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internal coherence, make larger connections, and develop competence can, and
probably should, occur simultaneously. The researcher summarized that, if the
competence is individual and not collective or institutional, we are not fully engaged
in systemic educational reform, and the partnership is at risk.

Green and Etheridge (2001) investigated systemic changes in eight different
school districts in the U.S. to analyze the leadership process, decision-making,
standards and curriculum development, and community involvement. The common
feature of these eight districts was that they were successful with their systemic
change efforts. In all of the schools, reform began with the dispositions of the
stakeholders to do things differently because they were dissatisfied with the status of
their schools. Six themes emerged from the success of the investigation into the
systemic changes. The first theme, “creative tensions,” means envisioning better
conditions and more successful schools. Stakeholders and leaders participated in
workshops, retreats, or conferences. The teams were created, and they attempted to
solve a common problem as a team. The second theme was “leadership.” Unlike top-
down systemic change activities, the leader was flexible, collaborative, and
empowering. The leaders, who were selected within the district, built a common
vision and maintained continuity. The third theme was participation. They believed
that through participation and dialogue, common understanding could be achieved.
As they participated in the change process, they needed to take risks and their roles
were expanded; they also participated in the decision-making process. The fourth
theme was “commitment and factors,” which identified core values to guide the
study and form a basis for all decisions. They envisioned that the focus needs to be
on student learning. Next, as educators have to have shared goals and consistencies,
the fifth theme was “collaborative relationships.” As many groups and people were
involved in the process, they collaborated with the same vision and objective. The
sixth theme was “professional development,” which suggests that professional
development needs to be understanding, comprehensive, and integrative.

After examining both nationwide and districtwide systemic change in general
education literature, since the main focus of this dissertation is the EFL setting, it is
useful to review the English language systemic change processes in different parts of
the world.

Noriko (2010) conducted a qualitative ethnographic study regarding the English

Language Teaching system used in Japan. This study investigated how a large scale
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reform movement initiated by the Ministry of Education, Culture, Sports, Science
and Technology (MEXT) in Tokyo primary schools affected the teachers working
there. Archival data, media reportage, observations, and interviews were used in the
data collection method. The results showed that although teachers had positive
attitudes towards their jobs and teaching English at primary schools, it was found
that they did not favor MEXT. One important finding was that the goals of the
change process should be clear and explained to the stakeholders beforehand.
Interviews conducted with the participants showed that reform resulted in four
demands to teachers. These were 1) change in role and behavior, 2) change in skills,
3) change in intensification of time, and 4) shared understanding. The school
responded well to these four demands. However, due to the fact that she was
informed about her new role, the Principal’s manifestation of the powerful leadership
in the process was the main reason for these issues. The study also revealed that the
result of the change initiative depends mostly on how a principal approaches and
interprets change although the education system is centralized in Japan. On the
contrary, the participants rated MEXT negatively. The dissatisfaction of the change
and management were the results of not being clear in the process and with the
policy. Noriko (2010) notes that all the innovations, whether small or large, that
failed to reach institutionalization had one thing in common: lack of clarity. While
the teachers had positive comments about English language and ELT, they gave
negative ratings to MEXT, which had responsibility to change. Moreover, it is stated
that there needs to be a consensus among teachers about the beliefs and attributes of
education.

Segovia and Hardison (2009) investigated the English curriculum reform in
Thailand. The curriculum designers found inadequacy in teaching and learning,
transferring theory into practice, communicative curriculum, identifying student
needs, diagnosing learning problems, using different techniques, and constructing
communicative tests. After listing their needs and deficiencies, the change initiative
started, and the curriculum planners disseminated information to supervisors and
teachers through televised lectures, one-day conferences, and documents. The
lectures were about the theory behind the reform. They taught teachers the learner-
centered approach, which considers teachers as facilitators. The one-day conference
was organized by the supervisors, who demonstrated the participatory learning

approach. “Teaching Methods of a Learner-centered Approach” was used as the
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material. Nunan (2003) stated that the reform initiative in Thailand gave rise to the
curricular change movement in other Asian countries. One important drawback of
the reform was that, although teachers played a major role in the change movement,
they were untapped resources in the decision-making process.

Liton (2013) investigated the EFL teachers’ perceptions, evaluations, and
expectations about the English language courses at the tertiary level in Saudi Arabia.
The data were collected from 25 instructors working at EFL departments of
universities. Liton (2013) found that the syllabus was inappropriate for achieving
English language proficiency, and thus highlighted a need for systemic change in
EFL programs. The syllabus needed to put emphasis on vocabulary, listening and
speaking skills, and grammar, and the course contents needed to include Saudi socio-
cultural items for learners to make the teaching materials more relevant to the
students. Third, the pre-university course needed to be modernized and learner-
centered. Fourth, for Task-Based Language Teaching (TBLT), the class size should
be lowered from 100-110 to 25 students. Fifth, English should be the medium of
instruction in their departments, since Saudi students do not have much opportunity
to use English outside the classroom. Sixth, authentic texts should be integrated into
the curriculum, and last, English should be introduced to students at lower ages,
before enrolling in universities.

Jun and Liangrong (2011) explored the systemic change at a university EFL
program in China and proposed a model for their new system. It is stated that
although students study English for many years, they are still uncomfortable and
insufficient at communicating in English. The problems listed are large classrooms,
mixed proficiency levels, different motivation types and levels, insufficient
interaction in the classroom, outdated teaching notions, and examination-oriented
instruction. The aim of the university is to educate their students with international
standards, expand their horizons, encourage critical thinking, provide a supportive
language learning environment, increase competitive value of the university
students’ English proficiency to an international level, and enable communicative
competence in their programs. The English Language Center (ELC) in the university
implemented a series of reforms in four major areas: instruction, the examination
system, faculty support, and organizational development. To address these major

areas, the ELC proposed a model comprising the following strategies:
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Innovation in academic design and instruction: integrated skills orientation, learner-
centered instruction, task-based instruction, collaborative learning, theme-based
instruction, and cultivation of critical thinking.

Placement and exam system: placement tests, formative assessment, class
participation, reflective journal-writing, essays, quizzes, interactive oral tasks,
presentations, final examinations, pre-tests, and post-tests.

Faculty support and development: professional development and faculty research.
Organizational development and capacity: cultivation of learner autonomy,
extension of classroom instruction, additional facilities, and co-curricular activities
(Jun & Liangrong, 2011, p. 39).

First, they focused on innovations in academic design and instruction; second,
they established a placement and assessment system for the students; third, they
provided faculty support such as research opportunities, professional activities, and
ongoing workshops; and fourth, they encouraged student-run activities to stimulate
language learners to become language learners.

This section reviewed systemic change in both general education and EFL
contexts and in nationwide, districtwide and school-related contexts. The following
section reviews several national studies that have focused on systemic change at

schools.

3.3 National Studies on Systemic Change

This section of the literature review focuses on nationwide systemic changes
in general education, investigates the nationwide curricular changes related to
English language education, and discusses studies focusing on curricular systemic

changes conducted at the university level.

3.3.1 Studies on Systemic Change in General Education Context in Turkey

Change is also seen in the Turkish context in the current literature. However,

the main focus of these studies was on the curricular reform, teacher or
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administrative perspectives, and resistance to change. In the following paragraphs,
several studies on change in education are given.

Aksit (2007) discussed a number of reform initiatives in Turkey, which are
mostly concerned with curricular and structural changes. While various changes have
been implemented into the education system in Turkey, these efforts were not
directed to the core educational practices. The need for changes in education started
from the low achievement scores in international measurement benchmarks, such as
The Program for International Student Assessment (PISA) and The Progress in
International Reading Literacy Study (PIRLS), which showed Turkey as one of the
least successful countries. To increase the success rate in education, Turkey started
two reform initiatives—one curricular and the other structural. The curricular reform
aimed to prepare young citizens for the real world, and the structural reform aimed to
decentralize the provision of education in Turkey. The following main objectives of
the curricular reform were reported in the Board of Education and Discipline (BoED,
2005):

— Reduce the amount of content and number of concepts.

— Arrange the units thematically.

— Develop nine core competencies across the curriculum.

- Move from a teacher-centered didactic model to a student-centered
constructivist model.

— Incorporate ICT into instruction.

— Monitor student progress through formative assessment.

- Move away from traditional assessment of recall, and introduce authentic
assessment.

— Enhance citizenship education.

— Introduce second language courses from primary school.

— Widen the scope of religious education.

— Establish a system of student representation.

- Engage students in community work. (as cited in Aksit, 2007, pp. 133-134)

While the structural reform movement in 2005 intended to redefine the
central role of the ministry of National Education (MoNE), it is argued that the
suggested changes resulted in controversies that could not be solved. It is
summarized that, while the curricular reform was perceived positively, structural
aspects caused controversies, and it has not succeeded yet. The article states that “the
rate of adoption of any change will not only depend on what the changes are and how

they presented, but also how they are perceived by the stakeholders” (p. 136).
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Kasa and Ers6z (2016) studied the perceptions of teachers on the instructional
change initiatives and argued whether the educational systemic change regarding the
curriculum has had positive or negative perceptions among the teachers. An open-
ended questionnaire was administered to 286 prospective teachers. The results
showed that some participants found the changes to be positive and others found
them to be negative. Kasa and Ersoz asserted that initial implementation of the new
instructional design has been rather problematic, but the efforts to render it more
effective continue.

On the other hand, Canli, Demirtas and Ozer (2015) examined the school
administrators’ tendencies towards instructional change. In the study, 212 school
administrators who work in the schools situated in the south-east part of Turkey
participated, using the appropriate sampling strategy. The researchers used the
School Administrators’ Tendencies towards Change Scale in order to measure the
participating principals’ tendencies. The results of the study showed that school
administrators were the initiators of the change, and these people believed in the
success and advantages of change. The administrators tend to keep their positions in
the change process, and they showed moderate resistance to change. To sum up,
these administrators tend to have sympathy towards change. On the other hand,
variables such as gender and educational differences showed different results in
change while area of expertise, type of task, experience and school type did not show
any meaningful difference regarding resistance to change. More specifically, the
participants were moderate to change and discussed that the resistance should not be
neglected. Additionally, while the male administrators believed that they were more
positive and eager to change than female administrators, the results showed that the
female administrators were actually more open to change than were the males.
Moreover, the administrators, who held a master’s degree, showed no more
resistance to change than those holding a bachelor’s degree.

Tunger (2013) studied and summarized the literature for resistance to
instructional change in the Turkish context. The study relied on the changed
management and resistance to the change framework, examined the causes of
resistance, and identified prevention methods. Tunger found that one of the basic
conditions of successful change management was ensuring the effectiveness of the
change process, and resistance to change should be eliminated as much as possible.

To accomplish this, Tunger concluded that communication, education, participation,
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support, negotiation, compromise, threat and oppression, manipulation and
cooperation, change planning, practice implementation, and forecasting methods
should be used. The author also asserted that current circumstances and individual
characteristics must be considered, and positive methods should be applied primarily
to gain employees (Tunger, 2013).

Sahin (2012), who investigated resistance to instructional change, examined the
manifestations of curriculum change by looking at teachers’ perceptions. The major
focus of this study was the school culture. A phenomenological design was used to
investigate the meanings that the teachers in the study attached to changes in the
curriculum and the structure of their work. Semi-structured teacher interviews were
conducted with 60 teachers to find out the meaning and consequences of curriculum
change. The findings showed that, even though the teachers perceived the change as
a threat to their professional work because of a lack of expertise, they later approved
the values and beliefs of the new curriculum. The teachers also defined factors as
constraints to their implementation of the curriculum, such as physical limitations or

insufficient in-service training.

3.3.2 Studies on Systemic Change in EFL Context in Turkey

This section of the study reviews several studies on systemic changes in EFL
contexts. Turkey, which has had the intention to be a member of the European Union
(EV) for decades, aims to be congruent with the EU educational policies. The last
two educational reforms in K-12 were made to fulfill the requirements of the EU
frameworks. All the systemic changes, especially ELT, were a result of this ongoing
process. Accordingly, Cansever (2009) summarized the current status between the
efforts for coherence between Turkey and the EU:

Life-long learning has become the main point in EU’s educational strategy.
This concept includes in itself all the stages and forms of education and
combines them. Currently, what is expected from modern education systems is
to be structured in a model that allows life-long learning. As a candidate of the
EU, Turkey has internalized the educational reforms. In the globalizing world,
Turkey should be having these educational reforms in practice urgently to be a
developed nation and to stay alive. (p. 223)
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Since the importance of educational reform in Turkey is stated in the study
above, several studies were conducted to improve the instructional changes at
universities in EFL contexts. The following paragraphs review some of these studies.
Because English is taught throughout the first and secondary education in Turkey
(Kirkgdz, 2009b), it would be useful to start with the curricular change in the K-12
context.

Haznedar (2010) discussed the reform movement implemented in Turkey in
the foreign language education curriculum in 2006. The reform movement in 1997,
which involved about eight years’ compulsory education, made some innovations to
Turkey’s primary education. The first change was to extend the compulsory
education from five to eight years. Other objectives involved enabling a 100%
schooling rate and stopping integrated classrooms, especially in rural areas. In
addition, second language education changed with the new curriculum. English
language courses started in the fourth grade rather than the sixth grade, and this
curriculum was used until 2006 when a new curriculum was implemented in all K-12
schools. The new curriculum consisted of student-centered education leaving the
classical methods such as teaching grammar and vocabulary directly. Rather, the new
curriculum emphasized the daily life use of language functionally. However, it is
asserted that crowded classrooms, physical deficiencies of the schools, and the
qualified teacher education system affected the implementation of the new
curriculum. Haznedar concluded by suggesting the following changes that need to be
made to the curriculum: teaching contemporary teaching methods to language
teachers, integrating in-service training with classroom research, enriching the course
contents of the classes in ELT departments, and establishing an academic institution
to evaluate the new curriculum effectively.

After summarizing the curricular change initiative in a K-12 context, the
following paragraphs review instructional and organizational changes. An example
of a new instructional change at an English preparatory department can be seen at
MEF University in Istanbul. The change and design of the curriculum was conducted
by the curriculum team of the English preparatory department and published as a
case study by McKeown (2016). The department decided to implement a flipped
language environment to construct a dynamic second-language context. A flipped
classroom is one in which students are taught online prior to their university lessons,

and during class time, they practice what they have learned with the instructor
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(Knewton, 2015). In this method, students are in the center of the shift, and the
knowledge is created not consumed. The role of the instructor is to facilitate
students’ interactions with each other and with the material that was introduced in
advance via technological tools. The process is ongoing, and the curriculum unit of
the department diagnoses and evaluates the program and the curriculum annually.
The team found that the change in the curriculum and instruction increased the
students’ success rates.

Karip and Koksal (1996) discussed suggestions for effective instructional
design and changes, and summarized four key components: (1) management and
leadership, (2) teachers’ professional development, (3) monetary resources and
institutions, and (4) educational programs. He proposed that the quality in education
would improve by changing and improving those four key elements. It is stated that
leadership and management enables the development of the learning environment,
and these help to improve the culture of the school and its environment, teaching
facilities, initiatives in teaching, student success rates, the program, and the
differences among the students. Furthermore, teachers’ professional development
helps to improve the standards that are expected from the teachers. This notion also
sets some criteria for content and pedagogic knowledge. Effective systemic changes
in Turkey also address monetary resources for institutions. However, in
industrialized countries, the expense of education does not have positive or big effect
on the quality of education. As components of educational programs, the course
contents, course books, materials, and the learning-teaching process have a positive
effect on the effective system design and change.

The British Council (2015) published a report that shows the current state of
English instruction at Turkish universities and the need for the reform movement.
The report states that reform is needed to enhance the quality of the underperforming
universities in Turkey, and it is worth considering the kinds of reforms at universities
in Turkey. The report makes recommendations in seven areas relating to university
league tables, research, the Bologna process, quality assurance, and inward and

outward student mobility:

English language provision should be improved at all levels — preparatory,
undergraduate, graduate and staff — as part of a government-backed program to
upgrade Turkish universities so that they can improve their standings in league
tables. Elements of this program might include the setting of English-language
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standards for students, English teachers and academics, more and more
targeted professional training academics and English teachers, and more
relevant English curricula at preparatory, undergraduate and graduate levels.

(p. 52)

In summary, the report states that, as academics’ English language proficiency
levels should be improved for better quality research products, English courses need
to be offered to all academics. Furthermore, all English departments should fulfill the
requirements of the Bologna process, and all English schools and departments should
aim to qualify for national and international accreditation through a recognized
quality assurance system.

A change and curriculum evaluation study conducted in the university
preparatory department at Yildiz Technical University in Turkey evaluated the
instruction program of preparatory classes with 54 instructors and 753 students in the
2014-2015 academic year (Akpur, Alc1, & Karatag, 2016). The researchers used the
Context, Input, Process, and Product (CIPP) model developed by Stufflebeam
(2003). The findings showed that the students and the instructors both had positive
ideas about the components of the instruction; however, the students suffered some
drawbacks because they were unable to improve their language skills, there was an
imbalance of skills in the curriculum, the audio-visual materials were inappropriate,
and they had insufficient knowledge of English for their fields of study. As a result,
the researchers highlighted the need for changes to the needs analysis to determine
the objectives of the curriculum. It was also decided that all stakeholders should
participate in setting the goals, developing the learning experiences and methods, and
designing the assessment criteria. In addition, the authors advised that all four skills
should be emphasized in the curriculum, diverse audio-visual materials should be
encouraged, and real-life situations should be added to the curriculum.

Oztiirk (2015) studied the modular EFL curriculum in Hacettepe
University in Turkey. In this study, the modular EFL curriculum was investigated
under three dimensions: planning, implementation, and evaluation processes. The
study used the method design and collected data from people responsible for testing,
materials instructors, students, and the students’ scores. The strengths of the
curriculum are listed as being a flexible, dynamic, procedural, and process-product
oriented curriculum, which minimizes student loss. It is suggested that integrating a

better placement exam, having alternative assessment measures, and emphasizing
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different skills with different densities would enable a more effective and appropriate
curriculum.

Geng (2011) studied the design of a flexible content-based curriculum at the
university level and found a deficiency in the English curriculum for students
studying at university. Geng proposed a new content-based instruction (CBI)

curriculum, and listed several principles and assumptions for the new curriculum:

— Develop students’ proficiency and ability to use English effectively in a
variety of contexts related to their future careers.

- Increase the quality of education by creating opportunities for increasing
students’ job opportunities.

- Compete with more prestigious universities that offer all English-medium
instruction.

- Adopt English as a prerequisite for the accreditation.
- Encourage students and staff to take part in international joint projects in their

fields. (p. 92)

After diagnosing the problems in their instructional system, the new content
of the English curriculum is based on a gradual introduction of the curriculum, text
and task authenticity, flexibility, learner and teacher autonomy, and integration of
technology and teacher involvement in the program design and development. First,
the students attend intensive English programs to become familiar with CBI. After
completing the intensive program (preparatory classes), they continue their English
education in their departments following the CBI curriculum. In the intensive
program, students take a proficiency exam at the beginning of year, and the students
are placed in their classes. A level coordinator is assigned to each level, and a tutor is
assigned to teach each class. In this intensive program, students are taught the four
basic skills. The proposed model offers several committees. The testing committee
prepares the exams, the program development committee is responsible for designing
the pacing schedule, the materials development committee is responsible for
developing or adapting the material, the professional development committee
diagnoses the teachers needs and wants and focuses on arranging seminars or
workshops, and the student life improvement committee deals with social and
academic issues to improve students’ lives (Geng, 2011).

After students finish the intensive program, they continue to their
departments, and for English lessons CBI offers English courses for two hours a

week. The goal is to integrate CBI with language teaching. The model proposed in
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the study is more language-driven in the beginning and gradually becomes more
content-driven. The goal of the program is to teach the language skills that enable
them to use English effectively in written and oral contexts related to their fields. The
new model offers the following courses: Advanced Writing Skills in English,
Advanced Reading and Speaking Skills in English, English for Professional Purposes
I, English for Professional Purposes Il, English in the Workplace, and Research
Paper in English. Geng (2011) concluded her ideas about the new curriculum as

follows:

The content-based curriculum has its rewards and challenges. Students who
finish the content-based language program successfully are expected to be
proficient in both the target language and the subject matter they have studied
for their profession. They can update their knowledge since they get access to
the latest developments in their fields through the sources, most of which are
written in English. The ultimate achievement is, of course, to equip our
students with proficient skills in English, which will hopefully help them find a
better job, and use English in their future work place efficiently. (p. 108)

Ozkanal and Hakan (2010) investigated the effectiveness of an English
Preparatory Program at Osmangazi University in Turkey. The study was conducted
with 129 students who finished the program successfully. A Likert-type
questionnaire and open-ended questions were used to evaluate the effectiveness of
the program. The program was found to be successful in teaching English, and the
instructors were good at teaching. However, the students stated that the physical
conditions of the school were unsatisfactory and that the students needed English for
Specific Purposes (ESP) content. As a result of the evaluation, the researchers
suggested that the program should focus on speaking and listening, increase the
number of extracurricular activities, include technical English in the program, and
have more skills-oriented content such as note-taking and presentations.

Gokdemir (2005) examined preparatory department programs at five Turkish
Universities, and made suggestions in the following areas:

1. The courses should not only convey the course content directly. Students should

not do memorizing; they need to improve their language learning abilities using

real-life activities.
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2. Students need to be seen as part of the lesson, and they need to be given
responsibilities that suit their previous experiences.

3. The institution should take a more academic approach to language teaching so that
students can be confident knowing that universities are the correct places to learn
English. Modern and contemporary teaching methods should be used.

4. Students should be made to understand the importance of English for their whole
life.

5. All the staff working at preparatory school should be more careful about the
difficulties that the students might face.

6. The schools should present a relived and relaxed environment to students.

7. Technological devices should be integrated into the core program during their
education.

8. The audio-visual materials should be in different varieties regarding the cultural
and personal differences of the students.

9. Instructors should generate and foster student awareness and participation. (pp.
254-255)

Mirici and Saka (2004) proposed a model for English Preparatory Class for
the Black Sea Region countries through the Internet. Their article explained the
model in detail and examined whether it contributed to students’ learning and
English levels (Mirici & Saka, 2004). The model is designed specifically for the
Faculty of Engineering and Architecture students in the 1996-1997 academic year.
The organizational structure of a typical preparatory department is given in detail as

follows:

The coordinator is responsible for (a) designing, improving, and coordinating the
programs in all stages; (b) organizing meetings and interviews with the lecturers and
the students; and (c) arranging social activities.

Vice-Coordinators of Administrative Affairs help the coordinator with the registration
affairs.

Vice-Coordinators of Testing Affairs prepare the test drafts and are responsible for
controlling the printing and publishing affairs.

Lecturers (a) teach the classes, (b) check the exam papers, and (c) give feedback
about the flow of the program.

The technician is responsible for having the test papers and handouts published and
delivered.
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The secretary does the office work and types the quiz papers, handouts and formal
documents (proficiency exams, mid-terms, and achievement tests). (Mirici & Saka,
2004, p. 34)

In Mirici and Saka’s study, the system used in the preparatory department has
some organizational regulations. Before the term begins, the coordinator prepares the
educational program and keeps in touch with the publishers to provide the materials
that will be used during the academic year. The technicians control the classroom
and the building for the new term. The coordinator and some volunteer lecturers
prepare the proficiency/placement exam, which is conducted at the beginning of the
academic year. During the academic year, the coordinator coordinates the
proficiency/placement exam, establishes the class lists, and controls the official
work, which includes preparing student cards, student lists, classroom labels, and
materials. The coordinator arranges delivery of the course materials and holds
meetings with the students to discuss the pacing schedule. The coordinator checks
the content of the midterms and the quizzes, and, with the instructors, arranges social
activities such as conferences, seminars, and club organizations. After the term ends,
the coordinator evaluates the results of the program by interviewing the instructors.
The coordinator evaluates the results of the interviews and the test scores, and makes
arrangements for the next year. The coordinator organizes meetings to listen to ideas
about the following year. An analysis of the pre- and post-test results highlighted a
significant difference between the students’ English level at the beginning and at the

end of the program.

3.4 Conclusion of the Literature Review Chapter

This section reviewed previous evaluations of systemic changes to EFL
institutions. Overall, the existing literature focused on the curricular aspects of the
EFL institutions and recommended several changes to their curricula. However, this
study investigates the entire system including the curriculum, organization,
assessment, and communication. Having reviewed the studies on changes in the
curricula for general education and EFL contexts in Turkey and abroad, the

following chapter presents the method used in this dissertation.
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CHAPTER IV

METHOD

In this section of the study, qualitative research design and the reasons for
choosing this type of a research design are examined. After discussing the qualitative
research design with its philosophical assumptions used in this study, the description
and types of case study research are given by relating it with the specific case used in
this study. After that the role of the researcher is explained. Then, the sampling
strategies and detailed information about participants are indicated. The chapter
continues with the data collection resources and the data collection procedure. Then,
the quality criteria- trustworthiness and triangulation are described. Lastly, the data
analysis procedure and data analysis tool are given.

4.1 Qualitative Research Design

In this study, the qualitative case study is used in order to understand the
specific case better. According to Denzin and Lincoln (2000) both qualitative and
quantitative researchers put emphasis on the individual’s thoughts, point of views
and beliefs. However, actor’s perspectives are emphasized and considered more in a
qualitative research. Denzin and Lincoln (2000) summarized the qualitative research

as follows:

Qualitative researchers stress the socially constructed nature of reality, the
intimate relationship between the researcher and what is studied, and the
situational constraints that shape inquiry. They seek answers to questions that
stress how social experience is created and given meaning (2000: p.8).

It can be inferred from the citation above that a school is socially-constructed
institution where managers, instructors, and students interact with each other both
socially and academically. Moreover, these people have relationships that affect one

another. Accordingly, as in the current study, one of the aims is to investigate the
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social experience of these people. It is important to research their social experiences
with regard to the specific case in detail.

Human behavior and thoughts are governed by general, universal laws and
characterized by the regularities underlying them. Besides, the social world is
understood from the perspective of individuals, who construct that specific social
world by taking a part with ongoing action in that social environment or
organization. Thus, social sciences are seen as subjective rather than objective fields
of study that examine direct experience and relationships between the individuals and
their experiences of those social structures (Cohen, Manion & Marrison, 2013).
Denzin and Lincoln (2011) summarize the characteristics of a qualitative study as

following:

Qualitative research is a situated activity that locates the observer in the world.
Qualitative research consists of a set of interpretative, material practices that
make the world visible. These practices transform the world. They return the
world into a series of representations, including field notes, interviews,
conversations, photographs, recordings, and memos to the self. At this level,
qualitative research involves an interpretative, naturalistic approach to the
world. This means that qualitative researchers study things in their natural
settings, attempting to make sense of, or interpret, phenomena in terms of the
meanings people bring them (p.3).

The summary above emphasizes the importance of real world exploration
while doing a qualitative study. It is also understood that interpretation and real life
representations with several data collection instruments are necessary in order to
make meanings in the naturalistic approaches.

Creswell (2013) emphasizes several characteristics of qualitative research
such as natural setting, researcher as the key instrument, using multiple methods,
complex inductive and deductive reasoning, focusing on the participants’ meanings,
having an emergent design, reflexivity of the researcher, and developing a complex

picture of the problem and the issue (a holistic account).

Qualitative  research  begins with assumptions and the wuse of
interpretative/theoretical frameworks... To study this problem, qualitative
researchers use an emerging qualitative approach inquiry, the collection of data
in a natural setting sensitive to the people and places under study, and data
analysis that is both inductive and deductive and establishes patterns or themes.
The final written or presentation includes the voices of participants, the
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reflexivity of the researcher, a complex description and interpretation of the
problem, and its contribution to the literature or a call for change (p. 44).

Quialitative research designs mostly work with small cases such as an
institution, school, or even with a program, and the researcher seeks ways to
understand the case in detail by approaching closely and intimately. These details are
investigated by looking at people’s understanding of the case and its results and the
interaction with both the case and the other people experiencing the same case
(Silverman, 2013).

Individuals always bring certain beliefs and philosophical assumptions to the
research. These philosophical assumptions inform the research about the theories that
guide the research. The logic behind the philosophical assumption in a qualitative
study starts with deciding on where this philosophical assumption sits within the
overall research process. The philosophy is the use of abstract ideas, thought and
beliefs which help to decide the route of the research. The importance of the
philosophy in a qualitative study is to formulate the problem and research questions
to study, the site of the community where people are trained, work and research, and
to decide on the approach of the researcher and the community for the study
(Creswell, 2013). Therefore, in the following section, the philosophical assumptions

in qualitative study and the way they are linked to this study are examined.

4.2 Philosophical Assumptions

There are four philosophical assumptions in a qualitative study; ontological,
epistemological, axiological, and methodological. Ontological philosophy questions
the nature of reality, epistemology questions what counts as knowledge and how
knowledge claims are justified. Axiology questions the role of values in research.
Methodology questions the process of the research. The characteristics of ontology
are that the reality is multiple as seen through many views, and researchers report
different perspectives as themes develop in the findings. For the epistemological
philosophy in a qualitative study, the relationship between the research and the
researched subject is characterized, and subjective evidence from the participants is
studied. Quotes from the participants gain importance in order to decide the

epistemology of a qualitative study (Cresswell, 2013; Mingers, 2003)

78



For the axiological philosophical assumptions, the researcher openly
discusses the values, and shapes the study with the interpretation of the participants’
views. The methodological assumptions help the researcher to decide the process of
the research, the context, the particulars before the generalizations, and the
description of the context in detail. These philosophical assumptions may be hidden
or reflected explicitly in the qualitative study by looking at the interpretative
frameworks used. These interpretative frameworks may be the social science
theories used to frame qualitative studies: post-positivism, social constructivism, and
transformative perspectives (Creswell, 2014; Mertens, 2014).

Post-positivists do not believe in strict cause-and-effect relationships, but
believe that all effects and causes are probable. Post positivist researchers conduct
logically related steps, and try to understand multiple perspectives. They use multiple
perspectives of analysis including computer analysis of the data, writing the paper in
the form of a scientific report with a structure similar to quantitative research. In
social constructivism, people try to understand the world in which they live and
work. These people build subjective meanings of their experiences and lives
(Creswell, 2013).

In the current study, the social constructivist view of interpretative framework
is adopted. As we look into the relationship between the four philosophical
assumptions and the social constructivist view of interpretative framework, it can be
stated that multiple realities are constructed through individuals’ lived experiences
and interactions with others. The reality that is researched is co-constructed between
the research and the researched theme and subject. Individual values are negotiated
among individuals who are subject to the study. Lastly, the literary style of writing is

used. Interviewing, observing and analysis of texts are used as methodology.

4.3 Social Constructivist Research

The social constructivist view of knowledge also affected the research
paradigm. For most researchers, the belief and attention turned to the social and
negotiated meaning-making in the research field. According to Petit and Huault
(2008):

Many studies in the domain of knowledge management insist on the socially
constructed nature of knowledge and stress the need for a break with the
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dominant positivist paradigm. In general, researchers attempting to free
themselves from a positivist vision in the social sciences have tried to
emphasize the potential that a constructivist approach has to offer. Their focus
has been on its main dimensions, in particular, on the negation of ontological
preconceptions, the co-construction of knowledge with actors and pragmatic
orientation. In general, researchers attempting to free themselves from a
positivist vision in the social sciences have tried to emphasize the potential that
a constructivist approach has to offer. Their focus has been on its main
dimensions, in particular, on the negation of ontological preconceptions, the
co-construction of knowledge with actors and pragmatic orientation (p.75).

In the social constructivist research paradigm, importance is given to the
interaction between subject, objects and methods of knowledge construction (Burell
& Morgan, 1979). In this type of research, objectivism, empirical realism, objective
truth is not believed as the main aim. On the contrary, knowledge and truth are the
results of the mind. This idea revealed the importance of pluralistic and subjective
results of reality (Gergen, 1999; Schwandt, 1994). Knowledge is seen as the
continuous construction, and the researcher and the phenomenon cannot be
separated. Social constructivist research is interested in grounding their work to
subjective meanings, interpersonal relationships, and actively participating in the
construction of the phenomenon. The understanding is interactional and
conversational, and agreement is a result of the negotiation of the participants (Guba
& Lincoln, 1989).

In order to apply the requirements of social constructivist view in a research,
interpretation can be applied in all stages of a qualitative research (Creswell, 2013).
Guba and Lincoln (1994) emphasize the relationship between the interpretative
framework and ontology, epistemology, axiology and methodology. Creswell (2013)
lists how these beliefs are related with the social constructivist research framework.
For ontology (the nature of reality), there are multiple realities which are constructed
through people’s interactions and lived experiences. For epistemological beliefs
(how reality is known), “reality is co-constructed between the researcher and the
researched and shaped by individual experiences” (p.36). For axiological beliefs
(role of values), individual values are favored and gain importance. Lastly, for
methodological beliefs (approach to inquiry), literary writing style and inductive
methodology such as interviewing, observing, and analysis of the texts are used.

Creswell (2013) discusses social constructivist research as:
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In social constructivism, individuals seek understanding of the world in
which they live and work. They develop subjective meaning of their
experiences- meanings directed toward certain objects or things. These
meanings are varied and multiple, leading the researcher to look for the
complexity of views rather than narrow meanings into a few categories or
ideas. The goal of the research is to rely as much as possible on the
participants’ views of situation. Often, these subjective meanings are
negotiated socially and historically...In terms of practice, the questions
become broad and general so that participants can construct the meaning of a
situation, a meaning typically forged in discussions or interactions with other
persons. The more-open ended the questioning, the better, as the researcher
listens carefully to what people say or do in their life setting. Thus,
constructivist researchers often address the process of interaction among
individuals... The researcher makes an interpretation of what they find, and
interpretation shaped by their own experiences and background (p.25).

In this study, social constructivist view of research is taken into consideration.
The context of the study exists in a socially constructed environment, and people in
this context are in contact and in relation to each other, and since the systemic view
of the department under study and the current and previous systems are all
established with the experiences of people, specifically social constructivist

paradigm of research is chosen.

4.4 Case Study

Since this study is designed as a case study, it is important to understand the
characteristics of a case study. According to Yin (2012) a case is bound by a specific
time and setting, and the researcher collects data using a pre-described procedure in a
period of time from the individuals experiencing that case. Punch (1998) also points
out that the aim of a case study is to develop a full understanding of the situation.
Creswell (2013) explains case study research as following:

Case study research is a qualitative approach in which the investigator
explores a real-life, contemporary bounded system (a case) or multiple
bounded systems (cases) over time, through detailed, in-depth data collection
involving multiple sources of information (e.g., observations, interviews,
audio-visual material, and documents and reports), and reports a case
description and case themes (p.98).

Yin (1994) points out that a case study does not represent a sample, and in

doing a case study, the goal will be to expand and generalize theories and not to
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enumerate frequencies. Yin (2009) defines the case study as “an empirical inquiry
about a contemporary phenomenon, set within its real-world context — especially

when the boundaries between phenomenon and contexts are evident” (p. 18).

A case is generally a bounded entity (a person, organization, behavioral
condition, event, or other social phenomenon)...Case study research assumes
that examining the context and other complex conditions related to the case
being studied are integral to understanding the case. In-depth focus on the case
produces a wide range of topics to be covered by any given case study. In this
sense, case study research goes beyond the study of isolated variables. As a
product, and as a final feature in appreciating case study research, the relevant
case study data is likely to come from multiple and not singular sources of
evidence (p.6)

A case study is used in many fields such as programs, events, and activities
(Stake, 1995), and there are several procedures for conducting a case study. The first
step is determining whether a case study is suitable for the intended research subject.
The next step is, identifying the case clearly to provide an in-depth understanding of
it if it is an individual, a program, an event, or an activity. Then, the researcher needs
to decide on the sampling and data collection procedure and instruments in order to
conduct the study. After these procedures, the researcher has to analyze the data in
detail (Creswell, 2013).

Yin (2012) proposed three steps in designing a case study. The first step is to
define the case that one is studying. A case is generally a bounded entity (a person,
organization, behavioral condition, event or other social phenomenon). It is also
expressed that the case serves as the main unit of analysis in a case study. In a case
study, the researcher must determine what is important, interesting, or significant.

The second step is selecting one of four types of case study designs. In this
step the researcher should decide whether the case study is comprised of single or
multiple cases. Among the single or multiple case study designs, the researcher also
needs to decide if the case is a holistic or an embedded case study (Yin, 2008).

The third step involves deciding whether or not to use theory to fulfill the
methodological procedures, such as constructing the research question, selecting the
case, refining the case study design, or deciding the way the data will be collected.
For example, an initial perspective can state that successful school principals perform
as instructional leaders. Therefore, the researcher must attempt to build, extend, and

support this perspective. This can test a hypothesis. However, this way may limit the
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researcher. Therefore, one can also state that the theory may be proposed after the
initial findings of the results in order not to limit the research.

It is important to decide what the unit of analysis (case) in the study is and it
can be found in Baxter and Jack (2008). They state that “While you are considering
what your research question will be, you must also consider what the case is. This
may sound simple, but determining what the unit of analysis (case) is can be a
challenge for both novice and seasoned researchers alike” (p. 545). It can be
understood that, although the case is an enormous one with its participants, the data,
and the issues, the unit of analysis should be placed in the core of the study. The unit
of analysis is the major entity that is being analyzed in a study. It is the ‘what' or
‘who' that is being studied. In social science research, typical units of analysis include
individuals (most common), groups, social organizations and social artifacts (Yin,

2012). In the current study, the unit of analysis is the systemic change at Northview.

4.4.1 Types of Case Study

There are two types of case study: a single or a multiple case study. If the
researcher limits his study with a single organization, institution, or case, then it is
called a single case study. On the other hand, if there are more than one
organizations, institutions or cases, then a multiple case study would be more
appropriate. In this study, as there is the case of the systemic change at a school, a
single case study will be implemented (Yin, 2012).

Two types of case study designs according to the method used are also listed:
explanatory and descriptive case study (Yin 2012). The explanatory case study is

defined as following:

An explanatory case study consists of: (a) an accurate rendition of the facts of
the case, (b) some consideration of alternative explanations of these facts, and
(c) a conclusion based on the single explanation that appears most congruent
with the facts (Yin, 1981; p. 61)

On the other hand, in a descriptive case study, a descriptive theory is used in
order to describe the case before the researcher starts the research. It means that, the

researcher has a theory to explain a single or multiple case(s) rather than collecting
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information from everything about the case. In the explanatory case studies, the
reseacher tries to understand how or why something happened rather than just asking
what has happened. In the current study, an explanatory single case study research is
used in order to explain the reasons, components, the roles of the people, and the

results of the change at Northview between 2014-2016.

4.5 The Role of Researcher

This section explains the role of the researcher’s background; how | started to
get interested in this subject, started to think of the case, and how the study is
designed. It would be beneficial to say that my role as the researcher in this study is
defined as a ‘complete participant’ (Spradley, 1980) who is fully engaged with the
research site and the context.

Being a complete participant eased my work during this study for several
aspects (Agar, 1980). First, it was easy for me to focus on the entire culture-sharing
groups (Creswell, 2013) which were the students, instructors, and other staff working
at Northview. It also enabled me to describe and interpret the shared and learned
values and beliefs. Moreover, as | was immersed in the day-to-day lives of the people
at Northview, | had the chance to observe them closely and interview them regularly.

| worked several years for Ministry of National Education (MoNE) as an
English teacher after my graduation at an ELT department. Three years later, |
started my job as an instructor at the preparatory department which is the case in this
study, and it has been nine years since | started. Throughout my career at the
department, | was able to experience and follow several organizational and curricular
changes initiated at the department.

All these reminded me that we know very little about what a system is and
how systemic change can be started and implemented. These are the reasons why |
became interested in the systemic change as a research topic.

The time that me and my supervisor in this study negotiated about the
research topic of my dissertation, my supervisor advised me to examine and study
the systemic change initiative that my department had just started to conduct. After

we decided on the topic of this study, | applied to the ethical commission and to the
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directorate of the school to get the required official permissions. This is the process
how the subject of this study was chosen and got started.

After receiving the required documents, people working at the school helped
us a lot to gain access to the official records and documents related with our study.
Although I was granted by the director and the ethical commission to conduct this
research, | had some doubts about whether the staff would like to participate and
support this study. After | explained the purpose and the scope of the study, they
volunteered to take part in the study except one instructor who told that she does not
want to talk about the previous organizational or curricular changes and the people
who initiated them.

The next step was to start the observation, collecting the official records and
the documents. | was taking notes during the official and social meetings, and
collecting the announcements, e-mails, and student scores. | also started to look and
examine my own department more critically and | was noting down all details about
the school. | was also examining the people, their behaviors, and the culture of the
school more carefully. While doing these, | was trying to be sensitive in the context,
be a good communicator with the people, trying to develop empathy, be tolerant and
not the disturb people while doing my observation.

| conducted interviews after observation and field notes and obtaining official
documents. All these results were a chance for me to study the subject in detail. |
followed the data collection and data analysis procedures not to be lost in the huge
data. 1 made notes, wrote memos, did drafting, used member checking and peer
reviewing whether to see if | had not missed small pieces and to see whether the data
is coherent with each other.

| also had one advantage which is being the complete participant in this study.
As | experienced various systemic change initiatives in the institutions, |1 was aware
of people’s reactions to such a change process. To sum up, the procedures that are
followed from the very beginning of this study provided us sufficient data and results
to interpret and come to a conclusion.

From the beginning to the end of the study, | was the department head of the
current system and one of responsible person for all the changes at Northview. This

responsibility placed me as one of the members in the core team.
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4.6 Research Setting

This study is conducted at an English Preparatory Department which is
named as ‘Northview’ in this study. Northview is one of the three departments under
the School of Foreign Languages at a middle-ranked (according to the students’
university entrance exam scores) university situated in the western part of Turkey.
The other two departments are the Modern Languages Department and the
Translation and Interpretation Department. The aim of Northview is to teach
intensive English classes to the new students at the university.

At Northview, there are 38 instructors and approximately 800 students every
year which make Northview the biggest department at the university. Every year
nearly 700 new and 100 repeat students come to Northview to attend the intensive
English classes. There are three groups of students; (a) must group students (whose
department offers all courses in English or whose department offer 30% of the
courses in English, or (b) optional group students (whose medium of education is
mainly Turkish at their departments). Among the new 700 students, most of the
students’ level of English when they arrive is Al according to the CEFR. Their level
is assessed by the proficiency exam at the beginning of the academic year. After
these students’ levels are decided, they are put into the appropriate classes according
to their level. The classes are consisted of mostly 30 students and they get 24 hours
of English language education each week. The academic year consists of two
semesters- each continues for 15 weeks.

During their education, students are required to take 11 quizzes, 4 midterms,
and a final exam at the end. Moreover, they need to do two presentations- one poster,
one PowerPoint. If students” GPAs are over 60, then they have the right to continue
their education at their departments at the faculties. If a student’s GPA is lower than
60, they take the make-up exam. If they fail at this exam, must students study one
more year at Northview; however, if they are optional department students, these
unsuccessful students can continue their education at their own departments.

When we investigate the history of the department, Northview was founded
as a language center at first; however, with the needs of the university and the
requirements of the Higher Education Council (HEC) regulations, it changed into a
department in nearly 25 years. During the history of the department, nearly fifteen

managements changed and seven RRDs were published which regulated the official
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authority and boundaries of the department that are analyzed in detail in the results
chapter.

In parallel with the changes in RRDs and with the management, the main
focus of this study is the organizational, curricular, assessment, and communication
change experienced at Northview between 2014-2016. More specifically, the
reasons, components, results of the change and people’s roles in this process are

investigated in the current study.

4.7 Sampling

The quality of a study depends not only on the appropriate methodology or
instrumentation, but also on the suitable sampling strategies (Morrison, 1993).
Sampling needs to be done before the planning of the methodology and the other
design sections in the research. Getting information from the whole population is
nearly impossible because of the time, expense, and accessibility to the all
participants. Therefore, a smaller group, which is intended to represent the overall
population, is selected, and this group is called the sample. In order to do so,
purposeful sampling in which the researcher chooses the participants who will
directly experience the case and will possess the characteristics that the study
requires is used in this study. As the name suggests, the sample is chosen for a
specific purpose (Cohen et al., 2007). The participants are decided purposefully
beforehand in order to represent the whole population. These participants consist of
the people who directly experienced the systemic change process in the school.

4.8 Participants

The participants of this study are the instructors, the director, and the
administrative staff in the School of Foreign Languages, as well as the students who
experienced both the previous system and the current system. The instructors were
chosen as one of the main participants since they directly connected to the change
and led the change in the institution. Secondly, the students who studied in those two
systems were chosen to take part in the study as participants because these students
are affected by the change regarding their curriculum, books, exams, rules and
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regulations, and attitudes of the instructors. Also, the administrative staff such as,
the director, the secretary of the school, and the department secretary were the other

participants as they directly affected, experienced by, and helped the change process.

4.8.1 Alumni

In this study, five students who studied at the Preparatory department and
experienced the last two organizationally different departments in the 2013-2014 and
2014-2015 academic years took part. These students were interviewed in a focus
group. These students were selected purposefully as they had the chance to
experience and study at the two different departments in terms of the curriculum,
organization, assessment, and communication, and they could express their feelings
and experiences concerning about them. All of them were male students and they
were from different departments. All these students are Science and Letters Faculty
students. Their departments vary as Chemistry, and Biology. Also, they graduated
from different high schools such as Regular, Health and Anatolian. Moreover, their
English level which they state before starting university differs. Their level of
English vary as low and medium. Table 4 demonstrates some demographic

information about these students.

Table 4 The List of Student Participants

Student Gender Department English Level Time of Total Duration
before the interview of the interview
preparatory
department

S-1 Male Chemistry Beginner January, 2016

S-2 Male Biology Beginner January, 2016

S-3 Male Biology Beginner January, 2016 85 mins

S-4 Male Chemistry Beginner January, 2016

S-5 Male Biology Beginner January, 2016
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4.8.2 Instructors

Twelve instructors were offered a chance to participate in the study. The
purpose and the scope of the study were explained in detail to the instructors, and the
confidentiality was emphasized. After that, one instructor did not volunteer to take
part in the interview. She said that she became too tense and anxious in such
interviews, and she refused to participate in the study. Eleven instructors wanted to
participate in the study willingly; therefore, eleven instructors accepted to participate
in the study, and all of them accepted audio-recording.

Eleven full-time instructors, who were also observed, were interviewed
individually for the study. These eleven instructors accepted the interview and audio-
recording. The instructors have varying degrees of teaching experience, but all of
them were the instructors who taught and experienced the last two systems actively.
Therefore, it was beneficial to interpret their interview results regarding the systemic
change process in the department.

Among the eleven instructors that were interviewed nine of them had been
working as instructors, and two of them had been working as assistant professors in
the school. Their age ranged between 31 and 42, and their work experience in the
school ranged between 8 to 20 years. All of the instructors were educated in Turkey
and got diplomas in Turkish universities. Three of them had majored in English
Language and Literature while eight of them had majored in English Language
Teaching (ELT).

Each of the participants was invited to participate in the study face-to-face.
After eleven instructors accepted to take part in the interviews, they were asked job-
related professional questions in order to understand their educational backgrounds
and their previous experience in the school. No specific information such as their
names or their school names is provided in order to keep their identities confidential.

For the purposes of keeping the anonymity of participants, they were given a
number from 1 to 11. In order to indicate that they are instructors, the abbreviation of
“instructor” is added to the beginning of the number as follows: INS-1, INS-2, etc.
Each instructor will be introduced in detail below in order to give a better
understanding of their professional lives. The specific information is given in Table 5

below.
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Table 5 The List of Instructor Participants

Instructors Gender  Age Field of Education Level of Experience  Time of Duration
Education interview of Interview
IN-1 Female 33 English Language and  BA 11 February,2016 23 mins.
Literature
INS-2 Female 34 English Language BA 13 February, 2016 32 mins.
Teaching
Curriculum and MA
Instruction
INS-3 Female 31 English Language BA 8 March, 2016 23 mins.
Teaching
Educational MA
Management
INS-4 Female 36 English Language BA 15 April, 2016 58 mins.
Teaching
English Language MA
Teaching
Translation and PhD

Interpretation
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Table 5 (Continued)

Instructors Gender  Age Field of Education Level of Experience  Time of Duration
Education interview of Interview
INS-5 Male 37 English Language BA 15 April, 2016 25 mins.
Teaching
Educational assessment MA
INS-6 Male 33 English Languageand  BA 11 April, 2016 35 mins.
Literature
Sociology MA
INS-7 Female 33 English Language BA 12 March, 2016 33 mins.
Teaching
English Language MA
Teaching
Foreign Language PhD
Teaching
INS-8 Male 42 English Language and  BA 20 October, 2016 32 mins

Literature




Table 5 (Continued)

6

Instructors Gender  Age Field of Education Level of Experience  Time of Duration
Education interview of Interview
INS-9 Female 42 English Language BA 11 October, 2016 34 mins.
Teaching
English Language MA
Teaching
INS-10 Female 33 English Language BA 12 October, 2016 27 mins
Teaching
English Language MA
Teaching
INS-11 Male 33 English Language BA 11 October, 2016 19 mins
Teaching
English Language MA
Teaching
English Language PhD
Teaching

Total 473 mins.




INS-1 is an experienced teacher. The department under study is her second
work place, as she used to work at a primary school in the same city before. She has
been working in this school for six years. First of all, it would be useful to express
that her major is not ELT. This is important because she had not been educated to
become a teacher. Parallel with her major which is English Language and Literature,
she likes reading, especially the classics, and she connects this habit with her
classroom practice. She encourages her students to read and to do reading exercises.
Moreover, she expressed that her communication with her students was effective and
her students are comfortable around her. She describes herself as an even-keeled and
traditional teacher. She said she teaches directly without many extra-curricular
activities. She mainly focuses on grammar in her lessons, and she does not use games
or different activities in her classes. Interestingly, she said that she was boring in the
class, and it was normal for her students to describe her as boring and standard,
although she believes that she teaches well. She does not attend conferences as she
does not describe herself as an academician but as a teacher. When she first started
working at the school and basic language skills were taught separately, she gave
Reading and Writing courses; however, now as it is integrated curriculum, like
everybody in the department, she gives Basic English lessons. In the previous
system, she always had a duty and responsibility. Once, she was working on reading
and writing unit that was responsible for preparing the writing file, and then she
volunteered to work in the testing unit. However, she stated that she was not happy
with working in the testing unit as there were very few people in the unit, and the
workload was too much. She even stated that there were frequent quarrels between
the people in the testing unit, that they reported experiencing burnout.

INS-2 also majored in English Language and Literature, and she has an MA
degree in Curriculum and Instruction. She had 13 years of professional experience at
thetime of the study. This is her second place of work and she has been teaching in
the department for 10 years. She used to work at a primary school in a village in the
eastern part of Turkey. She stated that she followed the course book strictly, and she
did not do extra activities. She supplemented her students with extra worksheets that
her students needed. She usually follows the pace of other classes to be in
coordination. She stated that she tried to make her students feel enthusiasm and she
tried to motivate them. She wants to understand their psychology and mood. In

grammar lessons, she is teacher-centered, but in other parts of the lesson, she tried to
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be student-centered. When she first started working at the school, she was assigned
reading and writing classes, and she continued this until RRD 4 in 2010. After RRD
4, the skills based curriculum was stopped and integrated skills started. After that
year, she had duties in both the reading and writing unit and the testing unit. She
expressed the similar ideas as INS-1 that she was really “unhappy” in the testing unit,
as there were frequent arguments about the quality of the exams, and they were
criticized by the other instructors in the department. However, she stated that it was
not their fault since they tried their best. She blamed of the program, books,
materials, student level and the whole system in the department.

INS-3 majored in English Language Teaching, and she graduated in 2008,
when she was employed by the university, so he has been in the department for eight
years. When she first came to the department, she was hired as a listening and
speaking instructor. She stated that she is a hospitable and supporting teacher. She
explains everything to her students in detail. She tries to be active in the class and
wants everybody to participate in the activities and speak. She was assigned to work
in the testing unit in the previous system, and she shared similar feelings with INS-1
and INS-2. She stated that it was really difficult to prepare exams for the entire
school, as there were not enough instructors working in that unit, and she complained
that the organization did not allow them to work efficiently.

INS-4 is an experienced teacher in the department. She has been teaching
since 2001, and this is her second place of work. Her bachelor and master’s degree is
in ELT. Currently, she is a PhD candidate in Translation department and she is
writing her dissertation. Previously, taught at a university Preparatory department.
She thinks that she is a good teacher; however, she has some reservations about the
notion of teaching. She questioned how true it had been to teach a language that she
did not know completely. She argued that she tried to teach English with Turkish and
she stated that her students made it difficult for her to teach and tired her. From the
early days until 2010, she was working as a Reading and Writing instructor. She still
likes reading and writing classes, but she is an integrated Basic English course
teacher now, as the system does not allow instructors to teach one specific skill
separately. She was also assigned to the reading and writing unit in the past, and she
was not complaining about the change; on the contrary, she expressed her gratitude
for being in that unit as she felt really motivated and wanted to do her best in that

unit.
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INS-5 was one of the previous assistant-directors of the school. He carried out
that duty for a very short time- 5 months- and he stated that he quit his managerial
duty because of burnout from managing the school. He is also an experienced teacher
as he graduated from university in 2001. He majored in ELT and holds an MA
degree in Assessment and Evaluation. He states that he feels a sense of obligation to
his students and he thinks of them when he is in the school. He describes himself as a
giving teacher. He pointed out that students are important for him and he is a
disciplined person both outside and inside the classroom. He likes to guide his
students to accomplish their work. From the beginning of his career in this school, he
has always been a Basic English teacher, and he has always been in the testing unit
except in the 2016-2017 academic year. Last year, his unit was changed by the
department chair. He is currently working in the new “Professional Development
Unit (PDU)”. He noted that he enjoys organizing PDU events.

INS-6 has been working in the department for eight years, and he majored in
English Language and Literature. He holds an MA in Sociology. He described
himself as a good communicator. He likes to have good and effective communication
with his students both inside and outside the classroom. He likes to teach
meaningfully which means that he tries to create bridge between what is taught and
what is seen and experienced in real life context regarding the English language. As
his bachelor is in Literature and he holds his MA in Sociology, he stated that he liked
talking about philosophy, sociology, and literature during his classes. He likes to
motivate his students by talking about contemporary topics in his classes. When he
first started his profession in the institution, he was hired as a listening and speaking
instructor, and once he was the coordinator of this unit. He did this for about one
year and then he quit being a coordinator as he stated that it was a very tiring duty.

Similar to INS-6, INS-7 has also been working in the department for eight
years. She majored in ELT and holds an MA in the same department. However, she
changed her field for her PhD to Foreign Language Teaching. From the beginning of
her career in the department, she has always given Basic English courses in the
Preparatory department and Modern Languages department. She is also competent in
Italian as she wrote her PhD thesis in Italy. She thinks that she is student-centered.
She watches her students carefully during class time and engages in self-reflection to

herself and make changes or diagnose students according to those reflections, all of
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which she states that she is a flexible teacher. She also said that she teaches
inductively, and she avoids direct teaching and grammar teaching deductively.

INS-8 is one of the most experienced teachers in the study and the
department. One of his unique characteristics is that he is one of the instructors that
has been working in the institution since the foundation of preparatory classes in
1996. Therefore, he has seen many directors, managers and systems in the
department. He was majored in English Language and Literature, and he has been
working in the school for 20 years. He likes teaching, and he still has enthusiasm for
teaching English. He attends several conferences and certificate programs in
summers and during semester breaks. He is also one of the former vice-directors in
the school, as he was assigned to this position twice. However, as the director
changed during those periods, he had to give up his managerial duties.

INS-9 is also one of the vice directors in the history of the school. She stated
that her managerial duty had also been short because of conflicts that she had had
with the people in higher positions. She tried to do lots of things for the sake of
system such as changing the curriculum, school culture, materials, and books;
however, there was not enough time for her to put these into action. This is her
second workplace as she had worked at a primary school right after her graduation
from university. She started this school twenty years ago, and she is interested in
listening and speaking skills. She majored in ELT and holds an MA in the same field.

INS-10 had been working in the institution for about eight years and this is
her second workplace. Before, she had worked as an English teacher at a primary
school in a small town. She stated that she had primary and high school students
there studying at a multi-program high school and regional primary boarding school,
so their educational levels had been low, and also the conditions had been very hard.
She graduated from an ELT department and holds an MA in the Assessment and
Evaluation field. She was formerly the vice-chair of one of the previous organization.
She is a very effective and popular teacher among students, as all of her students
have a great time during her lessons. She states that she plans extensively and she
always has extra-curricular activities with her that she likes to share these with other
instructors. As she was the former vice-chairperson, she experienced the previous
system closely. She expressed her feeling explicitly about the previous systems and

she was able to make comparisons between each system.
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INS-11 majored in ELT, and he continued and completed his MA and PhD in
the same field. He has many articles and publications in his field. He has been
working in the institution for about 11 years and he is also one of vice-directors and
chairpersons in the previous organization. This is why he is specially asked to be
involved in the study. His managerial duty was long compared with the other
directors or chair people. He gave up his duties because he had to fulfill his military
service duty and he took a break from teaching and managing for one year. As a
teacher, he likes to make his students do research and find their own ways of
learning. He states that he does not engage in direct teaching, but fosters students to
find their learning styles.

Moreover, four of the instructors have been interviewed in the focus group.
These instructors were chosen intentionally as they have witnessed the change
process today and in the past regarding. Therefore, these instructors had the chance
to compare the process of current and previous systemic changes. There are four
instructors in the focus group, and these instructors work experiences vary from 8 to
20 years. They graduated from different departments, such as English Language
Teaching, and English Language and Literature. One instructor has a bachelor’s
degree, two of them have master’s degree and one of them holds a PhD. The list is
shown below in Table 6.

Four instructors were interviewed in a focus group in order to evaluate the
interview questions and interpret the results. These four instructors were chosen
intentionally, as all of them had managerial positions in the previous systems. For the
sake of the anonymity, they have also been given acronyms in this study such as
FOCI-1, FOCI-2, etc.

FOCI-1 is an assistant professor who majored in ELT and continued and
completed his graduate studies in the Curriculum and Instruction. He worked in two
different schools: a primary school after his university graduation, and a preparatory
department at a different university. Currently, he has two managerial duties. One is
the assistant director of the School of Foreign Languages, and the other one is
department head of the Translation and Interpretation department. In the former
system he was a coordinator of the testing unit. As a teacher, he states that he is
disciplined and strict. He also pointed out that he likes to talk to his students during
the class and tries to understand their learning capacities and abilities. He thinks that

management is a stressful job.
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Table 6 The List of Focus Group Instructors Interview Participants

Focus Gender Age Education field Level of Experience Time of Total Duration
group Education interview of Interview
instructors
FOCI-1 Male 37 Curriculum and PhD 14 January,

Instruction 2016
FOCI-2 Male 43 English BA 20 January,

Language 2016

Literature

74 mins

FOCI-3 Female 36 English MA 14 January,

Language 2016

Teaching
FOCI-4 Male 30 Curriculum MA 8 January,

Instruction 2016




FOCI-2 is one the most experienced instructors in the institution. He has been
working in the same school for about twenty years. One unique thing about him is
that he was the only authority in the school between 2007 and 2010. Those years, he
was the assistant director of the school where the director was the rector who gave all
the authority in the school to him. After he had resigned his managerial position, for
four years, he did not take any managerial duties until the last systemic change
started. He is currently the coordinator of the Testing Center of the School of Foreign
Languages he was appointed as the Assistant Director of the School again (by
February, 2017). He stated that he did not know what it means to be a teacher
theoretically, as he majored in English Language and Literature department. He said
that he learned teaching in the classroom and from more experienced teachers.

FOCI-3 is also one of the most experienced teachers in the school. She started
to work here right after her graduation from the English Language and Literature
department. Seven years after her graduating, she started her MA in ELT and
completed it in 2011. She is currently the vice-chairperson of the department, and it
is her first managerial duty. Before the last systemic change started in 2014, she was
giving Basic English classes, but before that, she was a Reading and Writing
instructor. She stated that when she was offered to be the vice-chair position
responsible for the curriculum and instructors, at first she did not want to accept as
she believed that it was a stressful job; however, after some time, she wanted to take
part in the systemic change process.

FOCI-4 is the least experienced person in the management. He majored in
ELT and has an MA degree in Curriculum and Instruction. He is the other vice-chair
of the department responsible for the testing unit. Previously, he was working as the
coordinator who was responsible for the testing and material in the previous system,
but he quitted that position himself because he stated that he felt uncomfortable with
the management and the system. As a teacher, he thinks that he is a facilitator in the
classroom. He stated that he guides his students, and he believes that all the
instructors are working for the sake of students. He pointed out that he is a student-
centered instructor, and he plans his lessons beforehand. He noted that he has strict
rules in the class and he thinks that his students get used to his rules in time. He also
believes that coordinating and working with instructors is a tiring and stressful job;

however, he likes to negotiate with the instructors in his unit.
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4.8.3 Administrative Staff

The administrative staff has witnessed the change process from the beginning
up until now. They have always supported and helped to gain access to the official
documents. These administrative staff has taken responsibility to ensure the success
of change process. They can be listed as the Director of School of Foreign
Languages, the Secretary of the School who is responsible for the building and the
administrative duties, and the Department Secretary, who deals with the official
documents of the Preparatory department. They were interviewed one by one and
their interviews have been audio-recorded and transcribed. These transcriptions were
translated into English by the researcher. The acronym AS is used in the text, e.g.
AS1, AS2, etc. As their management and administrative positions have been
observed, detailed information is provided. The list of these participants is given

below in Table 7.

Table 7 The List of Administrative Staff Participants

Administrative Gender  Age Position Yearsin  Duration
Staff (AS) the School
AS-1 Male 50 Director 2
AS-2 Male 46 Secretary of 3 81 mins
School of
Foreign
Secretary
AS-3 Male 38 of the 15
Department

AS-1 is the Director of the School of Foreign Languages, and he was
assigned to this position by the Rector in February, 2014. It is not his first managerial
duty, as he was the Coordinator of the Erasmus program, and he had been in that
position for six years. After six years at the international office, he was hired as the
Director of School of Foreign Languages. He states that he is not only experienced in

managing but also educated in it. His PhD is in Sports Management field, so he
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knows both the theory and the practice of management. He majored in Physical
Education department at one of the highest ranked universities in Turkey. After his
graduation, he started at a high school as a teacher, and then he decided to continue
his career in the academy and went to the U.S. to start his master’s degree in the
sports management field. Then, he continued his education in Organizational
Behavior department. He currently (by March, 2017) has several managerial duties:
he is a senate member, the Department Head of Sports Management, and the Director
of School of Foreign Languages. Beside his managerial positions, he continues to
teach in his own department. He states that he tries to enable his students to get the
best education, and he likes to change his students’ study behavior. As a manager, he
stated that small and daily issues take too much time. However, he likes to work on
academic and educational issues. He thinks that negotiation in management is so
important, and he favors bottom-up management.

AS-2 is the Secretary of the School of Foreign Languages. He has been
working in this position since 2013, and he is the first secretary of the school, which
means that he is too busy to design the administrative mechanism in the school. He
was first hired as a security guard in the university 17 years ago. He did that job for 8
years, and then he became an officer in the rector’s office. Two years later, he got a
promotion and became the chief of his unit, and after three years working as the
chief, he was assigned as the Secretary of School of Foreign Languages. In
September 2016, he got another promotion and became the General Secretary of the
University. He states his professional principles as being disciplined and trustful. He
helps with the workload and students’ requests.

AS-3 is the Secretary of the Preparatory Department, who is responsible for
the paperwork, and the tasks that both the department head and the school secretary
give. He has been working in the same institution from the beginning of his career in
2002. He worked with five different managements throughout his career. He states
that he tries to do his best for the sake of the school and he shares his experiences

with the new managers.
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4.9 Data Collection Resources

In this section, data collection instruments, data collection methods, and data
collection procedures are described. In a qualitative case study, the resources of data
collection are not limited to only one or two sources. The good case study is
considered to benefit from multiple data collection sources (Lincoln and Guba,
1985). Yin (2012) listed six commonly used sources of data collection in a case study

as following:

- Direct observation (e.g. human actions or physical environment)

- Interviews (e.g., open-ended conversations with key participants)

- Archival records (e.qg., student records)

- Documents (e.g. newspaper articles, letters and e-mails

- Participant-observation (e.g. being identified as a researcher but also filling
a real-life role in the scene being studied)

- Physical artifacts (e.g., computer downloads of employees’ work) (p.10).

In this study, three types of data collection sources are used: observations,
interviews, and documents. Both focus group and semi-structured interviews, official
document analyses, and the observation techniques in the school are used. According
to Creswell (2013) data collection is conducted in order to build an in-depth picture
of the case. In Table 8 below, the data collection instruments, resources and the
purpose of these methods are given.
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Table 8 Data Collection Resources

Data collection Data Resources N Purpose

instrument

Focus group interviews Instructors 4 Identify the
Alumni 5 interview

questions, decide
the themes and
interpret the results

Semi structured Instructors 11 Decide the themes
interviews Administrative 3 and interpret the
staff results
Observation Observational
Journal
Documents Rules and
regulations
document (RRD)

Official reports
Exam scores

4.9.1 Interviews

Interviews are used to evaluate or assess a person and gather data in a study.
For the purposes of this study, the research interview has been defined as ‘a two-
person conversation initiated by the interviewer in order to obtain research-relevant
information. Interviews are categorized under three categories: structured, semi-
structured, and unstructured. In structured interviews, the content and the procedures
are organized in advance, which means that the researcher does not have a great
freedom to change the content and the sequence of the interview questions. In semi-
structured interviews, the questions have also been prepared beforehand, but the
researcher has some freedom to add, pass, modify, or replace the interview questions.
In unstructured interviews, the interviewer starts with a general question and gives
control to the participant to the interview and does not have much control on the

sequence and the content (Cohen et al., 2007).
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Also, the focus group interview is defined as despite not being representative
of the whole focused group, with purposive selecting, in depth interviews are done
on a given topic. Participants in this type of research are, therefore, “selected on the
criteria that they would have something to say on the topic, are within the age-range,
have similar socio-characteristics and would be comfortable talking to the
interviewer and each other” (Richardson & Rabiee, 2001, p.5). In the current study
both semi-structured and focus group interviews are conducted in the participants’
own native language in order to make them comfortable and obtain an in-depth data

from the participants.

4.9.2 Observation and Field Notes

The second data collection instrument is the observation. Creswell (2009)
defines observation as “the act of noting a phenomenon, often with instruments, and
recording it for scientific purposes” (p. 54). He goes on to say that observation in
research is systematic and formal. The case study observation is conducted in the
field and in its naturalistic settings. Therefore, the observer to one degree is involved
in the observation process (Creswell, 2013).

Yin (2012) emphasized the importance of direct observations in a qualitative
case study. It is stated that direct observations can focus on human actions, physical
environments, or real world events. Researchers’ own five senses are used to take
field notes, and create narratives based on what the researcher sees, hears and feels.
Another way to do direct observation is making direct observations using formal
observational instruments and then noting, rating and reporting.

There are four types of observation used in a qualitative study. These are
complete observation, observer as participant, participant as observer, and complete-
participant (Creswell, 2013). In the complete observer role, the observer is as
detached as possible from the setting under study. Observers are neither seen nor
noticed. Such a role was thought to represent a kind of ideal of objectivity, although
it is mostly out of favor because it can lend itself to deception and raise ethical
issues. In the observer-as-participant role, the researcher conducts observations for
brief periods, perhaps in order to set the context for interviews and other types of

research. The researcher “is known and recognized, but relates to the subjects of
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study solely as a researcher. In the participant-as-observer, the observer is more fully
integrated into the life of the group under study and is more engaged with the people;
he or she is as much a friend as a neutral researcher. Lastly, the complete participant
observer “disappears completely into the setting and is fully engaged with the people
and their activities” (Angrosino, 2007; p. 54) , perhaps even to the extent of never
acknowledging his or her own research agenda.

Field notes also help us to collect observational data details. The written field
notes that the researcher keeps detail what is heard, seen, and thought and may help
the researcher while collecting and analyzing the data. The quality of the observation
that the researcher does should be detailed and extensive in order to achieve a
thorough and thick description. In the field notes, the researcher studies people,
events, objects, activities and conversations (Yin, 2007). In the current study
complete-participant type is used, as the researcher is fully engaged with the research
context for 70 hours and 87 full pages of field notes are taken. Moreover, observation
and field notes are used in this study in order to find out the changes happened in the
school regarding the instructors and administrative staffs’ behavior and attitude
towards the school. In order for an in-depth understanding of the site and the change
to develop, the researcher will observe the instructors, students, and administrative
staff.

4.9.3 Documents

The last data collection instrument used in this study is documents such as
official rules and regulations, exam scores and the official reports. Creswell (2009)
points out that documents may be the official and public documents in an institution.

Simons (2009) describes the use of documents as following:

Formal document analysis tends to be used less than interview and observation
in case study research, and its potential for adding depth to a case have not
perhaps been fully exploited. However, there are many ways in which
documents can be used in case study to portray and enrich the context and
contribute to an analysis of issues. I am using the word ‘document’ widely to
mean not only formal policy documents or public records but anything written
or produced about the context or site. This can include documents that formally
represent the organization, such as prospectuses, annual reports, audit reports,
equal opportunity statements, vision statements, rules and regulations,
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examination results, and informal documents like newspapers, bulletins,
memos, all of which may contain clues as to how the organization envisages
itself and how the program has evolved (p.65).

In order to understand the systemic changes in the school under study, this
study explored the past and previous rules and regulations documents dated 1993,
1996, 2005, 2010, 2012, 2013, 2015. Also, the statistical comparisons of students’
scores are given in the first chapter. Lastly, the official reports that were written after

the planning and evaluation meetings are analyzed.

4.10 Data Collection Procedure

First of all, the pilot study of the interview questions was done with some of
the participants. Then, the focus group interviews with the instructors and the
students were conducted in order to find the main themes or subjects of the semi-
structured interviews. After analyzing the results of the focus group interviews, the
content and sequence of the semi-structured interviews were controlled, and then
they were applied to the instructors, students, and the administrative staff. After the
interviews, the collection and analysis of the documents were done. While these
three data collection instruments were being conducted, observation would still
continue. All interviews were audio-recorded and transcribed by the researcher. Then
the data were transcribed and translated into English. A visual representation of data

collection procedures can be seen in the Figure 1 below:
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Figure 1 Data Collection Procedure

As can be seen in the Figure 1, data collection is an ongoing process, and the
three data collection instruments have been implemented at the same time
continuously. The data collection procedure started in October 2014 and continued
through October 2016. During this long period of data collection, the changes about
the organization, curriculum, assessment, and communication occurred in the school
regarding the instructors, administrative staff, and the students were observed. While

observation was being done, both interviews and documents were collected.

4.11 Quality Criteria

In this section of the study, the quality of the study is discussed under two
subheadings; trustworthiness and triangulation. Trustworthiness criteria enable the
study to become more valid. On the other hand, triangulation refers to comparison of
different sources and types of data by looking at different theories related to the
subject under study (Patton, 2002). The following paragraphs discuss both

trustworthiness and triangulation issues in relation to the literature.
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4.11.1 Trustworthiness

One of the concerns that this study aims is the broad understanding of the
systemic change by examining the context and the people in the process. To ensure
that the interpretations and the results of this study are trustworthy, credibility,
transferability, dependability, and conformability as the naturalists’ equivalents for
the validity are examined (Lincoln & Guba, 1985). Eight strategies have been
presented in order for the validity or trustworthiness of the qualitative study. These
are prolonged engagement and persistent observation, triangulation, peer review,
negative case analysis, clarifying researcher bias, member checking, rich and thick
description, and external audits. Prolonged engagement and persistent observation in
the field means learning the culture and checking the results of the data gathered. The
second is triangulation where the researcher uses multiple and different sources,
methods, or theories in order to check the data and the methods used. Thirdly, the
peer review or debriefing provides the researcher an external thought and idea on the
method and the data. Next, in negative case analysis, the researcher extends the
hypothesis while the research goes on and compares it with the negative cases.
Clarifying researcher bias enables the readers to understand from which point the
researcher looks into the researched items and the subject. Therefore, it would be
easier for the reader to understand what message the researcher wants to convey. In
member checking, the researcher checks the data and the results with the participants
whether there are  misleading points. Rich and thick description enables the readers
to understand the situation, aim of the study, and comment on the results deeply.
Lastly, in external audits, the researcher allows an external consultant or researcher
to examine both the process and the product. (Creswell, 2013; Lincoln & Guba,
1985)

Credibility in the guantitative research is used similar to the validity in the
quantitative research. Credibility criteria show whether the findings are true for the
situation and whether it measures what it actually intended to measure (Lincoln &
Guba, 1985). In this study, in order to enable credibility, prolonged engagement and
persistent observation techniques are used. To do so, the researcher engages in the
site for a long time to understand the environment, culture of the school, the
components and the people. Moreover, thick description of the context, components,
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and findings are given. Peer review is also used to check the results and the data
collected.

Secondly is transferability, which is also known as generalizability of the
study and the findings. Yin (1994) argues whether the findings can be generalized in
a qualitative study. However, Merriam (1998) stated that a case is not selected to
generalize the findings but to understand the deeper level of meanings and
understandings of the case and this could be achieved by looking at the case in detail.
Since this study is constructed as a single case qualitative research design, rather than
transferability, by doing thick description of the case, in-depth understanding of the
study is aimed.

Thirdly, dependability is called the preconditioning of credibility (Lincoln &
Guba, 1985). The equivalent of dependability in a quantitative study is the reliability
which is finding similar results and understandings when the study is conducted
again. However, it would be difficult to find the same results in a qualitative research
as the qualitative research deals with humans and their experiences. On the other
hand, dependability could be achieved by using the same methodology and it should
be consistent and dependable with the other. (Lincoln & Guba, 1985). In order to
achieve dependability, triangulation of the methods and data are used. Moreover, by
examining the negative case in this subject, the coherence of the results is analyzed.
Lastly, external audit criterion is applied by having an external researcher and
academician to check the process of the study. For dependability, the researcher uses
detailed field notes, good quality of tape recording and transcription, and spend time
in the researched place and group. Intercoder reliability where more than one
researcher does the coding and compares their results is also used for the reliability
of the data (Creswell & Miller, 2000). In this study, an instructor who holds his Phd
in ELT field checked the codes of the results of data gathered.

The last criterion is the confirmability, which tells that whether the data,
findings, and the conclusions are internally coherent. This criterion is important for
the sake of other researchers who may intend to conduct a similar study (Miles &
Huberman, 1994). In order to accomplish confirmability, detailed notes have been
taken from the beginning of the study. Moreover, after transcribing the interview
results, members that participated in the study are asked to check their words

whether to see if they want to add more words or control their comments on the

109



question they were asked. Lastly researcher’s bias is also taken into account not to
mislead the readers’ assumptions on the findings of the study.

To sum up, in this study, in order to make the results trustworthy, the
researcher engaged in the site for a long time to understand the environment, culture
of the school, and the system. Also, multiple resources of data collection instruments
and participants are used in order to triangulate the method and the data. During
these implementations, the researcher worked closely with the thesis supervisor for
debriefing. In this study, as the researcher is the complete observer, his ideas and
beliefs are shared explicitly. Also, the interview transcription is checked with the
participants for member checking. As mentioned earlier, thick descriptions is done in

order to enable an in-depth analysis of the case.

4.11.2 Triangulation

Triangulation is checking the components of the method and the data sources
in multiple ways, and it strengthens credibility, dependability, confirmability of the
study (Stake, 1995). Lincoln and Guba (1985) suggest that “no single item of
information should ever be given serious consideration unless it can be triangulated”
(p.283). Two types of triangulation can help the study become more trustworthy.

These are methodological and data source triangulation.
Data Source Triangulation

Data source triangulation refers to searching for support of the participants’
interviews results or observational reports whether they are coherent and similar to
each other. In this study, data source triangulation is done by examining the results of
observational field notes that the researcher kept during the observation sessions, and

by comparing the results of the interviews.
Methodological Triangulation

Methodological triangulation requires different types of method for data
collection (Lincoln & Guba, 1985). In this study, interviews with individual

instructors, instructors in focus groups, interviews with administrative staff, and

110



focus group interviews with alumni are used. Moreover, observational field notes and

official documents are used in order for cross check of the results obtained.

4.12 Data Analysis

Creswell (2013) states that ‘the data analysis strategies in a qualitative
research consists of preparing and organizing the data, then reducing the data into
themes through a process of coding and finally representing the data in figures, tables
or a discussion’ (p.180).

Official documents such as rules and regulations documents and exam scores
were collected, and observations were done. The necessary field notes were taken;
moreover, both focus group and individual semi-structured interviews were
conducted, and was audio recorded for an in-depth analysis of the current study.
Therefore, there are numerous sources of data collected to be analyzed. The collected
data needs to be analyzed so that some sort of sense will emerge from all that
information. Two types of data analysis have been proposed by Angrosino (2007);

descriptive analysis, and theoretical analysis. The definitions are given below;

Descriptive analysis is the process of taking the stream of data and breaking it
down into its component parts; in other words, what patterns, regularities, or
themes emerge from the data? On the other hand, theoretical analysis is the
process of figuring out how those component parts fit together; in other words,
how can we explain the existence of patterns in the data, or how do we account
for the perceived regularities? (p.67).

Angrosino (2007) lists five important components of data analysis procedure
for the descriptive analysis. The first one is data management. In this section, field
notes should be kept clearly organized. Then the second one is overview reading.
Here, the researcher needs to read through notes before proceeding with a more
formal analysis. The next component is clarification of the categories. The researcher
needs to begin with a description of what was seen in his notes. Then, moves to
classification of the notes, which is the essential process of taking apart the narrative
description and identifying categories or themes is. The last one is presentation of the
data. Here the researcher summarizes the useful categories in the text, tabular, or

figure form. On the other hand, for the theoretical analysis, the researcher considers
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the patterns in light of existing literature, and then demonstrates how findings relate
to the interpretation of others.

Another data analysis strategy is given in Creswell (2013). He proposes the
analytical data analysis procedure or spiral data analysis procedure. For a
qualitative case study, it is summarized that the researcher needs to create and
organize files for the data, read through the text, make notes in the margin, form
initial codes, describe the case and its context, use categorical aggression to establish
themes of patterns, and after that use direct interpretation, develop a naturalistic
generalizations of what was learned, and present an in-depth picture of the case using
narrative, tables, and figures. He states that “the process of data collection, data
analysis, and report writing are not distinct steps in the process- they are interrelated
and often go on simultaneously in a research project” (Creswell, 2013, p.182).

The spiral starts with the process. At the very beginning, the researcher
organizes the data into computer files, for analysis either by hand or computer. After
the organization of the data, researchers continue analysis with to get a sense of the
whole database. Reading the transcripts several times is suggested (Creswell, 2007).
Writing notes or memos in the margins would help the researchers in the initial
process of exploration. The next step is describing, classifying, and interpreting data
into codes and themes. Here, the researcher moves from the reading and memoing to
describing, classifying, and interpreting the data. The researcher forms codes or
categories and represents the heart of qualitative data analysis. The researcher builds
a detailed description, develops themes and provides the interpretation. The codes
can represent information that researchers expect to find before the study, surprising
information that researchers did not expect to find, and information that is
conceptually interesting or unusual to researchers. The next step in data analysis is

interpreting the data. According to Creswell (2009), it involves;

Abstracting out beyond the codes and themes to the larger meaning of the data.
It is a process that begins with the development of the codes, the formation of
themes from codes, and then the organization of themes into larger units of
abstraction to make sense of the data. Several forms exist, such as
interpretation based on hunches, insights, and intuition. Interpretation also
might be within a social science construct or idea or a combination of personal
views as contrasted with a social science construct idea (p.201).
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The final phase is representing the data. It shows what is found in the text,
table, or figure form. It can be a comparison table, a matrix, or a hierarchical tree
diagram and the cells contain text, not numbers.

In the present study, Creswell’s (2013) analytical and Angrosino’s (2007)
theoretical data analysis procedures are used. | first created and organized files for
the data. Then I read through the texts, made notes, and formed initial codes. Then |
described the case and the context regarding the results of the codes and themes.
Next, for classifying phase, | used categorical aggression to establish themes and
patterns. During the interpretation phase, | used direct interpretation, and developed
naturalistic generalizations of what was learned. Lastly, in the data analysis
procedure, | tried to present in-depth picture of the case using figures and tables in

relation to the relevant literature and similar cases.

4.12.1 Coding

In this study, for the in-depth analysis of the data collected, Saldana’s (2009)

coding manual (codes to theory model) is used. He explains the model as following:

A code in qualitative inquiry is most often a word or short phrase that
symbolically assigns a summative, salient, essence-capturing, and/or
evocative attribute for portion of language-based or visual data. The data
can consist of interview transcripts, participant observation field notes,
journals, documents, literature, artifacts, photographs, vide, websites, e-
mail correspondence, and so on (p.3).

Coding starts with writing codes and putting them under categories and
finally combining the categories to reach certain themes or concepts. In his book, he
lists the types of coding to be used in the data analysis procedure. In this study,
descriptive coding, which is a one-word code summarizes the primary topic of the
excerpt used. By using descriptive coding, the initial codes were noted on the
documents. Next, these codes were categorized and then concepts and themes that
will help to explore the case are asserted.

113



4.12.2 Qualitative Data Analysis Software

In the current study, in order to analyze the large body of data, MAXQDA
qualitative data analysis software was used. This software is used to import texts and
PDF documents that have been prepared after the observation or interview results
and help the researcher to organize and analyze it neatly With the program, one can
keep the demographic information of the data, do the coding, add memos, and group
them under certain categories. The researcher can also upload focus group interviews
and survey transcriptions and start analyzing them. Moreover, the software enables
the researcher to create maps for their thematic work (MAXQDA, 2015). One
screenshot from MAXQDA software while doing the data analysis and coding in this
study is given in the next page in Picture 1. John and Johnson (2000) summarized the
advantages of using such software in the analysis as following:

The advantages of using qualitative data analysis software include being
freed from manual and clerical tasks, saving time, being able to deal with
large amounts of qualitative data, having increased flexibility, and having
improved validity and auditability of qualitative research (p.1).
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In the current study, after transcription the data, they were uploaded to the
software and descriptive coding was done. After obtaining the codes (see Appendix
A), the categories and the sub-category decided. In order to be trustworthy, member-
checking and inter-coder processes were applied. After the analytical data analysis
procedure, descriptive procedure was done by examining the related studies and
cases in the literature.

4.13 Conclusion of the Method Chapter

In this section, the research methodology used throughout the of the current
dissertation is given. Specifically, the qualitative research design, philosophical
assumptions, case study, the role of the researcher, sampling strategies, information
about the participants, data collection tools and procedures, data analysis tools and
procedures, and the quality criteria were outlined. In the following chapter, the

results of the study will be given.
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CHAPTER V

RESULTS

This chapter presents the results of the documents, interviews, and
observation analyses in relation to the research questions. For an in-depth analysis,
three data collection tools were used to draw logical conclusions that answer the four
main research questions. This section of the study follows a thematic outline, which
starts with a review of the institution’s documents and is followed by a data analysis
of the documents, interviews, and observations in line with the resulting themes.

The reasons for the systemic change at Northview are drawn from an analysis
of the instructors, alumni, and administrators’ answers to the interview questions.
The documents are used to develop an in-depth understanding of the systemic change
experiences in the department. Finally, the observation results are given regarding
the reason, content, roles of the people, and the results for the systemic change.

An analysis of the collected data resulted in five themes: motivation,
leadership, structural change, standards, and whole school involvement (see Figure
2). Each theme has a follow-up statement, which differs according to the aim of each
research question, and each research question is analyzed under these themes. To
understand the reasons, components, roles of the people, and the results of the system
change process in Northview, the interviews conducted with the instructors,
administrative staff, and alumni are analyzed in detail. The findings of the document

analyses and the interview results are supported by an observation analysis.

5.1 Review of Institutional Documents at Northview

Because the historical background of the department and its former
organization has a significant effect, seven RRDs that have been published since the
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foundation of the university, are analyzed. Table 9 presents the names and dates of
the RRDs.

Table 9 The List of Rules and Regulations Documents

Document Name Date

RRD1 RRD of Language Education and Research Center 15/05/1993

RRD2 RRD of Language Education and Research Center 31/10/1996

Preparatory Classes Education and Assessment

RRD3 RRD of Language Education and Research Center 31/10/2005
Preparatory Classes Education-Teaching and

Assessment

RRD4  RRD of Foreign Language Education and Research 12/11/2010
Center
Preparatory Classes Education-Teaching and

Assessment

RRD5 RRD of Foreign Language Education-Teachingand  07/09/2012

Assessment

RRDG6 RRD of Basic English Department 25/06/2013

Education-Teaching and Assessment

RRD7 RRD of Preparatory Department 07/06/2015
Education-Teaching and Assessment

5.1.1 General Descriptions of the RRDs

The university involved in the current study started providing an English
language education from the start of its establishment in 1993, when the first RRD

was released. This document gave limited information about how to implement
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English courses since the Preparatory Department had not yet been founded. With
the publication of this document, the Language Education and Research Center was
officially opened in 1993 under the authority of the rector’s office. The institution
did not have the authority to be represented in the university senate. This document
consists of four main sections: definitions, aim, field of work, and organization and
administration. The definitions section defined the name of the language center, the
aims section determined that the aim of the center was to give language education to
the university staff and the students and increase their language level. It was also
claimed that the center needed to conduct research on language education. This RRD
contained limited content, with an indicator sentence that was broad with an unclear
aim; thus might be because it was the first official RRD to establish and assign a
center responsible for language education. Table 10 shows a detailed comparison of
the content of the RRDs.

The second RRD, which was put into operation three years after the first one,
in 1996, was more detailed than the first, as the preparatory classes were founded in
that year. The document consisted of 10 sections: aim, base, the aim of the
preparatory education, the definitions of the preparatory students, the duration of
preparatory education, attendance, preparatory education program, exams and
assessment, disciplinary procedure, and graduation. As the school of foreign
languages had not yet been founded, the institution was still a language center
without separate departments. The second RRD was thus a basic preparatory class
document. The name of the document changed, and a “Preparatory Classes”
statement was added to the title of the document. This document, which described
the aim, duration, definitions, attendance, program, exams and evaluation,
proficiency exam, midterms, quizzes, assignments, and make-up exams in detail, was
one of the most detailed RRDs. This second RRD was used unchanged for nine

years.
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Table 10 Comparison of Rules an Regulations Documents

Items RRD 2 (1996) RRD 3 (2005) | RRD 4 (2010) RRD 5 (2012) RRD 6 (2013) RDD 7 (2015)
Class hours 20-32 20-30 20-32 At least 24 At least 20 At least 20
(Weekly)
The base scoreto | 70 60 65 65 60 - 80
pass the
Department
Exemption No information | No FCE-C FCE-C TOEFL(IBT) — 72 | a) If the student
criteria information TOEFL-CBT — | TOEFL-CBT TOEFL (PBT)- 531 | has the equal
183 198 IELTS -4 scores which are
IELTS-5.5. IELTS 4 YDS - 60 indicated in
KPDS-60 KPDS - 60 HEC.
UDS-60 UDS - 60 If a student studied
at a preparatory b) If a student
If a student school at a studied at a
studied at a If a student different university | preparatory
preparatory studied at a in the last 3 years school at a
school at a preparatory different
different school at a university in the
university in the | different last 3 years.

last 3 years and
has at least 60
GPA score.

university in the
last 3 years and
has at least 60
GPA score.

c) If the student
studied at a high
school which
was in a country
where English is
an official
language.
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Table 10 (Continued)

Items RRD 2 (1996) RRD 3 (2005) RRD 4 (2010) RRD 5 (2012) RRD 6 (2013) RDD 7 (2015)
How to take the | Student’s GPA Student’s GPA a) Students need | a) The average of | a) Students who | a) Students
proficiency needs to be at needs to at least | to fulfill the two terms exceed the non- | who exceed
exam and the least 70 to take 55 to take the attendance comprise 40% attendance limit | the non-
final assessment | the proficiency proficiency exam | requirement percent of the cannot take the attendance
exam in the end. | in the end. GPA. The other | proficiency exam | limit cannot
b) Students need | 60% is from the | at the end of the | take the
to have 60 GPA | final exam. year and repeat | proficiency
in each module the program. exam at the

¢) Each student
has the right to
fail twice in the
modules. If he
fails more than
two, he cannot
attend the classes
but can take the
proficiency
exam.

d) Students need
to get 60 on the
proficiency exam
or 70 in the last
module (AFLCS)

b) If a student
did not take the
quizzes or
midterms and his
term average is 0
(zero), he has the
right to take the
proficiency exam
and get at least
65.

b) Their average
scores needs to
be at least 65.

end of the year
and repeat the
department.

b) Their
average score
needs to be at
least 60, and
80 for the
departments
accepting
students with
foreign
language
scores to the
university.
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Table 10. (Continued)

Iltems

RRD 2 (1996)

RRD 3 (2005)

RRD 4 (2010)

RRD 5 (2012)

RRD 6 (2013)

RDD 7 (2015)

Exams at the
beginning of the
academic year

There is only the
proficiency exam
at the beginning

There are both

proficiency and
placement tests
at the beginning

There are both
proficiency and
placement tests at
the beginning

Placement test is
used to assess
both proficiency
and placement.

The exam at the
beginning of the
academic year is
named both
proficiency and

placement exam.

There is only
the proficiency
exam, and it is
used as to
assess whether
the students
are proficient

in English, or
for placement
purposes.
Midterm a) At least 3 a)At least 2 No midterms a) At least 2 No information | a) The
midterms in each | midterms in each midterms. department
semester semester chair decides
b) Falls semester b) The portion of how many
b) Midterms midterms count midterms in GPA midterms to
count toward toward 25% the in one term is conduct.
60% of the GPA. | GPA, Spring 60%.
midterms count b) Midterms
toward 35%. make up 60%
of the term
average.
Quizzes At least one quiz | At least one quiz | No No No information | The
needs to be needs to be done. | predetermined predetermined department
taken, and there | -The quizzes can | number of number of chair decides
is no time limit. | take mostly 15- | quizzes. quizzes. how many
20 minutes quizzes to
term is 15% conduct.
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Table 10 (Continued)

Items RRD 2 (1996) RRD 3 (2005) RRD 4 (2010) RRD 5 (2012) RRD 6 (2013) RDD 7 (2015)
At least two No certain Portfolios were | No assignments | No information | The department
Assignments / assignments number of started. or portfolios. chair decides

Portfolios

should be given
in each term.

assignments

whether to assign
any projects or
assignments and
include them in
to the term
average score.

Final Exam

The proportion
of final exam is
40 in GPA in one
term.

No final Exam.

a) At the end of
each module, a
final exam is
conducted.

b) The
proportion of
final exam is
50% in GPA in
one module.

No information

No information

a) Itis the
proficiency exam
in the end of the
year.

b) Final exam
have 40%
proportion in the
GPA.

Make-up exam

Students need to
submit their
health reports in
one week to the
directorate in
order to take the
midterm and
final make-up
exams.

Students need to
submit his health
report in ten days
to the directorate
in order to take
only the midterm
make up exam.

Only final exams
have make-ups.

Students need to
submit his health
report in three
days to the
directorate in
order to take
only midterm
make-up exams.

If a student fails
in the academic
year, then the
proficiency exam
at the beginning
of the following
year is used as
the make-up
exam.

Students need to
submit their
health report in
three days to the
directorate in
order to take the
midterm or final
make-up exams.
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Table 10 (Continued)

Items

RRD2 (1996)

RRD3 (2005)

RRD4 (2010)

RRD5 (2012)

RRD 6 (2013)

RDD?7 (2015)

Portion of term
average counted
toward GPA

50% fall term
50% spring term

45% fall term
55% spring term

45% fall term
55% spring term

25% fall term
25% spring term
50% proficiency
exam

30% fall term
30% spring term
40% proficiency
exam

Summer School

No information

No information

Only the
students who
succeeded in the
fourth module or
the students who
were not
successful in the
fifth module can
attend summer
school.

No information

No information

No information

Dismissing (the
criteria for
unsuccessful
students)

After two years

After two years

No dismissing

No information

No information

After two years
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In 2005, the RRD 3 was published with eleven sections, which were similar
to those in RRD 2. The name remained the same and only a few changes were made
to the implementation of the preparatory classes, such as the exams and the weight of
each exam. The only section added to this document was the content section. This
document remained as detailed as the previous document.

One of the biggest changes in the history of the school was experienced in
2010 when the modular curriculum was introduced, although this did not involve a
structural change with the school as a School of Foreign Languages or Preparatory
Department. As a result of the curricular change to the school, the RRD had to be
changed. RRD 4 described the details of that new department and was divided into
three main sections. The first section consisted of four parts: aims, content, base, and
definitions. The second section discussed the fundamentals of education including
the aim of the preparatory education, the students, the duration, and the proficiency
exam. The third section explained the fundamentals of the program, course exams,
and assessments. Notably, RRD 4 was the first to make an official mention of
summer school and to contain an exemption section. Moreover, with the publication
of this document, the university started to accept the results of internationally or
nationally recognized exam scores such as the Test of English as a Foreign Language
(TOEFL), the International English Language Testing System (IELTS), the First
Certificate in English (FCE), the Examination of Foreign Language Proficiency of
State Employees (KPDS in Turkish), and the Inter-University Foreign Language
Examination (UDS in Turkish).

RRD 4 stipulated using the Common European Framework of References for
Languages (CEFR) to determine the modules and student proficiency levels. There
were five modules as Al, A2, B1, B2, and AFLCS (Advanced Foreign Language for
College Studies). AFLCS was the last module which was designed to prepare the
students to the exam that all students needed to take at the end of the academic year,
and this module was special to the Northview. Student level was determined by
results of the proficiency exam given to students at the beginning of the academic
year, and they were placed in the appropriate module. The first four modules
continued for five weeks, and assessment was based on results of the quiz and the
students’ portfolio, attendance, and final exam scores. If the student obtained an

average score higher than 60 for each module, the student could continue to the next
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module. Unique to this RRD was that students obtained extra points for attending the
classes.

RRD 5 was published in 2012, when the curriculum of the department was
changed again, the modular system was brought to an end, and the school returned to
a linear curriculum similar to that detailed in RRDs 2 and 3. RRD 5 consisted of two
main sections. The first section outlined the aims, content, base, and definitions, and
the second section described the curriculum, which was similar to the former one but
with some changes to the content.

One year later, in 2013, RRD 6 was published to make some small changes to
the content of RRD 5. Because of the students’ low scores, some deficiencies in the
curriculum, and burnout among the instructors, RRD 7 was published in 2015.

Because the RRDs leading up to 2015 had failed to mention the required pass
scores, students of ELT or Translation and Interpretation Departments could pass
with a 65 GPA. RRD 7 resolved this problem by adding an item explaining the pass
scores for the different departments. Another problematic issue related to make-up
exams. Although the students had to be given a make-up exam, in line with the
academic calendar, RRD 6 stated that the proficiency exam at the beginning of the
academic year would be used as a make-up exam; however, this contradicted the
RRD of the Higher Education Council (HEC). RRD 7 resolved this situation by
adding a make-up exam item between the dates stated in the academic calendar. The
last ambiguity of RRD 6 was that, although the RRD of the HEC stated that there
needed to be a proficiency exam after the fall term, RRD 6 failed to mention this.
Therefore, RRD 7 clarified this matter by confirming that students who were

unsuccessful in the previous year would sit a proficiency exam after the fall term.

5.1.2 Detailed Description and Comparison of RRDs

RRD 2 designed preparatory classes by indicating several specific rules about
how to conduct and run the English preparatory classes, although the structure or the
name of the center remained unchanged. As Table 8 shows, the institution had the
authority to give 20-32 classes a week in RRD 2. In RRD 3, the number of weekly
class hours changed to 20-32, and in RRD 4, this number reverted to 20-32. The

number of weekly courses changed again in RRD 5 to at least 24 classes each week,
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decreased in RRD 6 to at least 20 classes each week, and remained the same in RRD
1.

One of the most important changes in the RRD was the pass score, which
stipulates the score a student needs to achieve to pass the proficiency exam. In RRD
2, the pass score was 70, which is the highest score throughout the history of the
Preparatory Department. This score decreased to 60 with RRD 3 in 2005, and
remained the same in RRD 4. The pass score increased in RRD 5 to 65, and
remained the same in RRD 6. However, in RRD 7, two pass scores were indicated.
One for the Departments such as Psychology, Sociology, International Relations,
Mathematics, Biology, Chemistry, and all Engineering Faculty Departments, and the
other for the departments that accept students with foreign language scores on
university entrance exams, such as the ELT and Translation and Interpretation
Departments. The pass score for the first group is 60, and for the second group is 80.
Although there were two groups in 2013, different score requirements were not
indicated in RRD 6.

Exemptions, which are for students who do not have to study in the
Preparatory Department because of their special situations, were not mentioned in
RRDs 2 and 3; thus, we can assume that there were no given exemption rights for the
students. Exemptions first appeared in the publication of RRD 4 in 2010, and
subsequent RRDs contain different regulations for exemptions. According to RRD 4,
a student with a C or above in the FCE, 183 in the TOEFL computer-based test
(CBT), 5 in the IELTS, 60 in the KPDS, and 60 in the UDS does not need to study in
the Preparatory Department. Additionally, a student who had studied at a preparatory
school of a different university in the previous three years and has a GPA of at least
60 is exempt from one-year compulsory preparatory education.

This regulation changed slightly in RRD 5 in 2012. While the scores for FCE,
KPDS, and UDS remained the same, the required scores for the TOEFL and IELTS
exams changed to at least 198 in the TOEFL-IBT (Internet-based test) and 4 in the
IELTS. However, the statement regarding students with three years at a different
preparatory school or a GPA of at least 60 remained the same as in RRD 4. In 2013,
with the publication of RRD 6, the exemption criteria changed again. This time a
student needs to get 72 in the TOEFL-IBT and 531 in the TOEFL-CBT. The IELTS
score remained the same, but there was one important change regarding the KPDS
and UDS. The HEC decided to replace the KPDS and UDS with the Foreign
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Language Test (YDS in Turkish). Although the name changed, the required score
remained the same. The statement regarding studying at another department and
achieving a GPA of 60 also remained the same in RRD 6.

RRD 7, published in 2015, saw the biggest change in the exemption item. As
the HEC changed the equivalency in such exams, the department refers to the HEC
regulations and indicates that if a student (a) has equal scores to those indicated in
the HEC, (b) studied at a preparatory school at a different university in the previous
three years, or (c) had studied at a high school in a country where English is an
official language, they do not need to study in the Preparatory Department. The last
statement was included for the first time in an RRD in the history of the Preparatory
Department.

Another item discussed in the RRDs concerns the proficiency exam taken at
the end of the year and the final assessment. In RRD 2, a student’s average score for
the year needed to be at least 70 to take the proficiency exam, and this decreased to
55 in RRD 3. This situation differed in RRD 4 in 2010, when the modular system
started. There were five modules in a year, and each module contained quizzes and a
final exam. The students needed to fulfill the attendance requirement and achieve a
score of 60 in each module to take the proficiency exam at the end of the year.
Moreover, each student had the right to fail a module twice. However, if a student
failed more than twice, they could not attend the classes but they could take the
proficiency exam. Last, the students needed to achieve a score of 60 on the
proficiency exam or an average of 70 in the last module. The modular curriculum
was changed with the publication of RRD 5 in 2012. In RRD 6, the attendance
requirement was removed from the document and it was written that, if a student did
not take the quizzes or midterms and his term average is 0 (zero), he had the right to
take the proficiency exam and get at least 65. The same management released RRD 6
one year later in 2013 and changed the attendance requirement again. This time
students who exceeded the non-attendance limit could not take the proficiency exam
at the end of the year, were obliged to the academic year, and their average score
needed to be at least 65. RRD 7 stated that students who exceeded the non-
attendance limit could not take the proficiency exam at the end of the year and must
repeat the year; their average score needed to be at least 60 for most departments and
80 for the departments accepting students with foreign language scores to the

university.
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The exams at the beginning of the year were assigned various names and uses
in each of the RRDs. For example, while RRD 2 refers only to the proficiency exam
at the beginning of the year, RRDs 3 and 4 both mention proficiency and placement
tests at the beginning of the year. However, in RRD 5, the exam named “placement
test,” is used to assess proficiency and place the students, while in RRD 6, the exam
at the beginning of the academic year is named both proficiency and placement exam
and is used for both purposes. RRD 7 has only the proficiency exam, which is used
to assess whether the students are proficient in English, or for placement purposes.

Regarding the midterms, RRD 2 stated that at least three midterms were
required in each semester, and the portion of midterms counting toward the student’s
GPA in one term was 40%. In RRD 3, at least two midterms had to be conducted in
each semester, and the portion of the midterms was 25% in the fall semester and 35%
in spring. RRD 4 made no mention of the midterms. In RRD 5, in 2012, at least two
midterms had to be given to students, and the portion of the midterms counting
toward the GPA in one term was 60%. In RRDs 6 and 7, there was no item listed for
the midterms, and the decision was left to the department chair. Midterms make up
60% of the term average.

In reference to quizzes, RRD 2 states that at least one quiz had to be
administered; however, no time limit was indicated in the document. Quizzes made
up 10% of the term average. In RRD 3, at least one quiz lasting 15-20 minutes
needed to be done, and the quiz made up 15% of the term average in each of the
spring and fall terms. RRD 4 contained no predetermined number of quizzes;
however, quizzes made up 20% of the term average. In RRD 5, while no
predetermined number of quizzes were given, the quizzes in each term contributed
40% to the term average. RRDs 6 and 7 provided no information about quiz numbers
or frequencies, and the decision was left to the department chair. In RRD 7, quizzes
made up 40%.

Turning to the assignments sections, RRD 2 states that at least two
assignments should be given in each term, and the portion of assignments in each
term is 10% of the GPA. In RRD 3, there was no certain number of assignments;
however, the portion of assignments in each term was 5% of the GPA. With the
publication of RRD 4, and the introduction of the modular system, portfolios were
introduced. The portfolio scores were 20% of each module average. In RRDs 5 and

6, the portfolios were stopped, and there were no alternative items about assignments
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or portfolios. RRD 7 stated that the department chair decides whether to assign any
projects or assignments and include them in the term average score.

The RRDs also addressed the final exams. In RRD 2, the final exam was
worth 40%; however, RRD 3 does not mention a final exam indicator. In RRD 4, at
the end of each module, one final exam was conducted, and the portion was worth
50% of the GPA in a module. In RRDs 5 and 6, the final exam is not mentioned, and
the decisions were left to the department chair. In RRD 7, the final exam is the
proficiency exam at the end of the year, which is worth 40% of the GPA.

Regarding the make-up exams, RRD 2 stated that students needed to submit
their progress reports in one week to the directorate to take midterm and final make-
up exams, while in RRD 3, students needed to submit their progress reports in ten
days to the directorate to take only the midterm make-up exam. According to RRD 4,
only final exams have make-ups. In RRD 5, students needed to submit their progress
reports in three days to the directorate to take only midterm make-up exams. RRD 6
states that if a student failed the academic year, they could take the proficiency exam
at the beginning of the following year as a make-up exam. Finally, in RRD 7,
students needed to submit their health report in three days to the directorate to take
the midterm or final make-up exams; make-up exams for the final exam were
indicated in the academic calendar for the first time.

The scoring in each term is also different in each RRD. For example, while
the fall and spring terms account for 50% each in RRD 2, they are 45% and 55% in
RRD 3, respectively. There is no indicator in RRD 4 because of the introduction of
the modular curriculum. RRD 5 returns to the same proportions used in RRD 3;
however, these change in RRD 6 to 25% in the fall term, 25% in the spring term, and
50% for the proficiency exam. Last, in RRD 7, the fall and spring terms account for
30% each, and the proficiency exam is assigned 40%.

Regarding summer school, only RRD 4 contains specific information. In this
RRD, it is explained that only the students who passed the fourth module or the
students who were unsuccessful in the fifth module could attend the summer school.
The last item in the RRDs is dismissals. In RRDs 2, 3, and 7, unsuccessful students
are dismissed after two years. However, dismissal is not mentioned in RRDs 4, 5, or
6.

The RRDs show that several changes have been made in the department’s

official regulations. An analysis of Table 2 shows that more changes occurred later in
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the department than in the early years, and it can be inferred that the changes were
made to overcome the deficiencies of former RRDs.

5.2 Results of Research Question 1: How are the reasons for systemic change
explained at Northview by the administrative staff, the instructors, and the
students?

In relation to research question 1, which asked about the problems of the
previous organization, curriculum, communication, and assessment, and the reason
for changes in these areas, five themes emerged from the analysis of the observation
and interview data. Figure 2 shows the categories and five themes: (1) low-
motivation and willingness to contribute to change, (2) whole school involvement
and negotiation, (3) reconstruction of academic and administrative organization, (4)
attributes of the leader, and (5) specification of benchmark and standards.
Deficiencies in the transmission of information emerged as a subcategory. Each
theme was formed by four to five categories, which are given in Figure 2. These
categories were also formed by several codes (see Appendix A), which are discussed
in this section of the study. In subsequent mentions, the themes are shortened to the
following: (1) motivation, (2) whole school involvement, (3) structural change, (4)

leadership, and (5) standards.
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Figure 2 The Flowchart of Categories and Themes Formed the Reasons of Systemic Change at Northview




5.2.1 Motivation: Lack of Motivation and Eagerness to Contribute to Change

The interview results indicate that the instructors, students, and administrative
staff had low motivation toward the school. Most of the instructors stated that the
changes made to the curriculum and the organization of the department over the
years had resulted in unmotivated instructors, administrative staff, and students.
After interpreting the interview and observation data, the categories that emerged for
their low motivation were burnout, failure, lack of communication, lack of

confidence, and no sense of belonging (Figure 3).

Unmotivated people
Not being voluntary 7 BURNOUT
Chaos

Failure rate
Low-quality education 7 FAILURE

Feeling of being
unsuccessful \
Personal conflicts

Arguments in the meetings Lack of -——
Negative surprises communlcatlon

MOTIVATION

W/

Discomfort
Neglected instructors
Low self-esteem

NON-CONFIDENC

Unvalued staff
Unmotivated instructors
No dedication to work

NO BELONGING

W W/

Figure 3 Codes and Categories of Motivation (reasons)

An important category under the theme of motivation is the issue of burnout
among the instructors. Figure 3 displays the three most frequent codes for each
category. The codes used are unmotivated people, not being voluntary, chaos, failure
rates, low-quality education, feeling of being unsuccessful, personal conflicts,
arguments in the meetings, bad surprises, discomfort, neglected instructors, low self-

esteem, unvalued instructors, unmotivated instructors, and no dedication to work.
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These codes formed the categories and those categories affected the low motivation
of the people toward their jobs in the school. In this regard, S-1 expressed his

disturbance and burnout.

Classes started the day after the orientation program. A teacher came to class
and directly began the lessons without communicating with us. The teacher
continued like that for the first month, and we all fell behind schedule except
for two students sitting at the front. The others were all lost. The teacher
uttered that she was not teaching us, but only those students. We were all
shocked. The first thing that we saw in this new city and culture and school
was that teacher, and she did not care about us. In the orientation program, the
presenter did not explain the system to us, and only tried to motivate us.
Buying the books was said to be obligatory, and they were more expensive in
school than in other bookshops. The teachers told us that she would not accept
us into the class if we did not have the books with us. Because of this, there
was an argument in the class. Then, we started not to attend.

According to the above excerpt, S-1’s burnout started at the beginning of the
academic year, which suggests that he started the school year with low motivation
due to his teacher’s attitude toward the class and because it was compulsory to buy
the books to be accepted into the class.

Two instructors supported S-1’s position. INS-5 and INS-6 stated that, because of
the bad reputation of the department among the alumni and the other instructors
working in the department, the students were coming to the department with
prejudices. Similarly, AS-1 stated that, before he registered at the school, he had
heard some negative ideas from outsiders. Those outsiders argued that it had been a
waste of time to send their students to the school for a whole year of preparatory
education. He added that the instructors were very tense, and it was understood that
the instructors were unmotivated. He added that the instructors thought that meetings
were unnecessary because instructors were not given any responsibilities, or
opportunities to speak during the meetings. Another reason given for teacher burnout

was pressure. INS-7 describes one of her experiences:

One day | was a few minutes late. It was not usual for me as | am a punctual
instructor. However, that day, | saw that the director standing at the top of a
ladder, and he warned me rudely not to be late for class. | was shocked. After
that day, | never used the front door, but the door at the back of the class so |
would not see the director again, even if | came to school on time.
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It is understood from the excerpt that although INS-7 had been highly motivated
toward the job, the manager’s attitude lowered her motivation. INS-8 supported INS-
7, and added that by using their hierarchical power over the instructors, everybody
was tense and unwilling to come to school. She stated that there was a military-like
relationship—the director made commands that must be carried out. INS-10
supported these ideas claiming that, in time, the director was unable to find any
volunteers to work at the school, which created a sense of fear in the department.
Moreover, INS-2 expressed her fear of the previous department chairs stating that
instructors hesitated to use the photocopy machine and were afraid of the managers.
INS-9 also gave an example of a pressure experience. According to him, the
department chair had not allowed the instructors to continue their graduate education,
which explained why people started their graduate studies very late. She added that
the previous management and organization were based on punishments. When the
instructors did something unwanted, or they expressed something that the department
chair did not like, they were punished with more classes or additional work. INS-8
described the result of the burnout in the institution: the instructors started to keep
quiet and stay in their offices without interfering in anything at the school; they just
came to school, taught their classes, and left, like machines.

Another category under the theme of motivation was failure. The three most
frequent codes in the category of failure are failure rates, low-quality education, and
a feeling of being unsuccessful. INS-8 described the previous department as lost
years:

Within this system, which lasted two years, students did not improve. After
students started studying in their departments at the university, their teachers
were saying, “You didn’t learn anything about English.” So the generation
within this time period can be called “lost.” Of course, there were some
students that studied hard and became successful, but there was not a proper
layout, so the students were in a gap. They couldn’t find answers to their
questions.

By looking at the excerpt above, it is understood that there was a low success
rate, and this resuted in criticisms made by the others related with the system.
Moreover, it can be said that INS-8 situates herself as one of the instrcutors who was

feeling upset for the students.
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Lack of communication also lowered the motivation in the department.
According to the results of observation and interviews, three codes fell into this
category: personal conflicts, arguments in the meetings, and negative surprises. INS-
5 stated that previously, because there were no communication channels with the
management because of fear or not being taken seriously, the instructors talked with
each other but they did not share their opinions with the managers, even regarding
their professional problems. An analysis of the observation results shows that during
the meetings in the previous system, because of personal conflicts between the
instructors and the chair, and among the instructors themselves, the meetings were
not concluded with efficient results, and there were often serious arguments. As a
result, the instructors refrained from sharing their ideas and, instead, kept quiet
during these sessions. After some time, the meetings turned out to be monologues,
suggesting that the motivation of the instructors and the department chair decreased
significantly. INS-5 agreed that the meetings were fraught, stating that no one knew
the subjects of the department, and they were unsure about whether they would
oppose or agree with each other’s opinions during the meetings. INS-9 supported this
by emphasizing personal conflicts in the department:

There were extreme oppositions. Everyone was against each other. Some
people even avoided eye contact. Maybe there are still some fragments of those
bad days, but the majority of the people working in this institution are
newcomers, and this may be one of the reasons why there is no conflict any
more.

According to the excerpt above, it is understood that people working at Northview
did not have much and efficient communication with eachother as a result of past
experiences. However, after employing new instrcutors in the system, this situation
has changed. This might have also provoked the confidence rates of the people in the
department. Another category under the motivation theme is non-confidence, which
included codes discomfort, neglected instructors, and low self-esteem. INS-9

complained about these problems:

The manager and administrative staff made us feel constrained. The thoughts
of teachers were not considered or trusted, and the teachers were seen as
personnel that could be commanded, so the chair people were commanding
teachers by saying “do this, make it happen, fill out this form.” The teachers
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thought that their prestige was reduced, and they were uneasy. To sum up, it
was not a comfortable and relaxed work environment.

It can be understood from INS-9’s words that the relationship between the
management and the instructors were so tense that they did not trust eachother and
this caused discomfort among them. This may also be the case for feeling belonging
to their workplace. A lack of a sense of belonging to the department was a big
problem in the former department. From the perspective of administrative staff, AS-2
stated that, as the administrative staff did not know their responsibilities, they
became fed up with their work. FOCI-1 asserted that the instructors were very
unhappy, because they felt undervalued, which led to a feeling of neglect in the
department.

INS-7 expressed her feelings about the deficiencies of the previous
curriculum, stating that motivation is related to every component of the curriculum.
She reported that the level of motivation among the students was decreasing daily,
and the language teaching program in the previous curriculum was difficult because
it was above the students’ level. As a result of this conflict between the student level
and the content of the curiculum, all the teachers and students were so unmotivated.

She concluded that nothing worked well in the classes.

Before | started my job here, other faculty members told me that the
instructional quality was not high, and the students were just wasting one year
in this department without learning anything. Furthermore, it was said that the
students studying here had some disciplinary problems. Most of the students
were not attending the classes, preparing for their lessons, or participating in
the lessons. The students said that the department was banishing them from
university life. On the other hand, the instructors were so unmotivated; they
did not take ownership of their jobs and their institution. They did not have
respect for themselves or their jobs. Moreover, there was no sense of
belonging in the department. The school was like their second or third
address. There was lots of disinterest, and discussions were not focused on
the students.

To improve their motivation, INS-4 stated that a curricular change was
urgently needed, because she did not want to waste their time and effort or that of the
students. Moreover, she expressed that all the instructors were babbling, which

deteriorated their motivation. She continued that the previous system went out of her
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mind. She stated that she did not find the previous department chair honest, adding

that there cannot be such irresponsibility.

5.2.2 Whole School Involvement and Negotiation

The second theme addressing systemic change is the whole school
involvement and negotiation, which comprised the following categories: lack of
communication, meetings, no teamwork, and non-participatory management (see

Figure 4).

Decrease in roles
No involvement > NON-PARTICIPATORY
Personal closeness MANAGEMENT

Unshared workload x

Unbalanced management/ NO TEAMWORK WH O |_ E
Mistrust in teachers \
SCHOOL

Unplanned
Nonparticipation > MEETINGS —— 7 INVOLVEMENT
Lack of negotiation 1

/
/

Uninformed instructors /
Lack of negotiation ; Lack of ’
Negative criticisms communication

Figure 4 Codes and Categories of Whole School Involvement (reasons)

In terms of the meetings, most of the participants (INS-2, 3, 8, 10, FOCI-1, 3)
claimed that the previous department chair failed to hold regular and effective
negotiations to plan and evaluate the year during the meetings with the instructors.
Most instructors felt that their ideas were not taken seriously by the management,
because these meetings were conducted as obligatory requirements that had to be
done at least once a year, usually at the beginning of the term. Additionally, no one
participated in the discussions because the instructors knew that making a
contribution or sharing their ideas would lead to some serious arguments. Therefore,
everyone chose to keep quiet. The following is an example of those meetings, which
turned out to be the last meeting where an instructor had willingly contributed.
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In one of the meetings, the chairperson asked people to write down the positive
and negative aspects of the year. Although everyone wrote about the
deficiencies of the exams, only one instructor wanted to talk about it. After he
criticized the exams, the chairperson and the instructors who were in the testing
office started to shout at him and everybody felt nervous.

As no one wanted to share their ideas because of opposition, the whole school
involvement and negotiation between the instructors and the department chair came
to an end; however, the gossiping and criticisms among the instructors increased.

The results of interviews and observations show that the category lack of
communication contains three codes: uninformed instructors, lack of negotiation, and
negative criticisms. Here, we try to understand the lack of communication by looking
at these three codes in detail. First, INS-10 complained about the lack of positive
criticism:

They were just criticizing. Everyone accepts a job when it is offered

officially, unless they have an excuse. But, if you don't assign them a

responsibility, the only thing they will do is to step aside and watch as if it's a

soap opera. "What kind of a scenario is this? It’s such bad acting!" But when

you say, "You give it a try, then!”—Nothing. It's always easy to criticize if
you haven't worked for it, and | do not think the criticisms were personal. We
may have made some mistakes, but what we got was not constructive

criticism. In order to make constructive criticism, one should say, “There is a

problem with this exam that we encountered in previous ones, as well. | know

you work hard at it, but obviously it's not enough. What should we do?” It

should be said politely, not with accusations about a person’s age or lack of
experience.

The excerpt highlights that INS-10 had been annoyed and disappointed with
the way the criticisms were communicated in the school. Moreover, she also
complained about the way the criticisms were made to the people who were
responsible for the department.

In terms of the uninformed instructors, INS-8 shared that when new
regulations were put in place regarding the proficiency scores, the non-attendance
numbers, and the exam dates, the instructors heard about these new rules from the
students, which was an unwelcome surprise.

Lack of negotiation related to the situation mentioned by nearly all of the
instructors regarding the meetings, which were sometimes held during the academic
year. According to INS-7 and INS-10, these meetings were not conducted to ask the

instructors’ opinions or to get them involved in the decision-making process, but
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rather for the department chair to share his decisions. The inability of the instructors
to share their opinions and lack of participatory management made the instructors

feel undervalued and unhappy. INS-10 gave the following example of this situation:

In the previous department, the chair formed the groups in the department such
as testing, materials, or extra-curricular units by saying “the testing unit will be
selected.” A large amount of teachers were not involved in these organizations.
There were some specific criteria, so only a fraction of teachers were chosen.
The chosen teachers worked with good intentions, but after a while, they
became tired because a lot of work was shared among a few people. In the
exams, there were some faults with the questions. The chair said “we can
scrape along this method” but students were aggrieved. I worked with that
management for two years and due to exasperation and exhaustion, | began to
say “OK, I will do just my teaching duty and nothing else, I am fed up.”

The excerpt above shows us that only few people were active in the
management and the others placed themselves as the authority who had the right to
criticize the people in the management.

The category lack of teamwork under this theme referred to observations that
the previous department chair constituted a team comprising his close friends. INS-
10, who was the vice-chairperson in the previous system, said that the workload was
not shared among the staff, which was a weakness of the previous organization.
Moreover, they did not know the people in charge when a problem occurred. For
example, INS-10 stated that she did not know who had been in charge of attendance
records if she had a problem with it. She continued that there was a gap in the
management because of the circumstances related to the head of the department at

the time. INS-8 supported her ideas:

The chair did not want to distribute the authority or responsibility because he
didn’t trust anyone. The managerial staff was like a group of friends, who
worked only with people they loved or they trusted. However, when they don’t
include all the teachers, the teachers they choose have a heavy workload. If
they had shared the authority and responsibility, everyone would have taken
part, and the difficulty of the work would have been reduced. However, they
didn’t share, and they were criticized as far as I saw. Sometimes, the chosen
teachers’ groups were doing something and we supported them, but sometimes
we criticized them. It’s bad for both sides. For the chosen side, they were
working in hard conditions, and for the other side, they were not included in
such organizations, so there was no progress oriented toward improvement.
When the teachers are not included in organizations, they only went to classes
and then went home.
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It is understood from INS-8’s words that the previous chair had chosen to
work with very few people and the chair had neglected the rest. She situates herself
as one of the instructors who was neglected and was not trusted.

The last category under the theme of whole school involvement is non-
participatory management. Under this category, the most frequent code was personal
closeness. INS-3 stated that there were no standard implementations or rules because
things were discussed only with close friends in the institution. AS-1’s observation
about the school when he was first assigned to the school is important because he
said that when the teams were formed or the assignments were given, the department
chair wanted to protect his close friends. AS-2 also looked at this situation from a
historical perspective, saying that before the School of Foreign Languages was

founded, no proper management was implemented.

5.2.3 Structural Change: Reconstruction of Academic and Administrative Organization

One of the themes that emerged after analyzing the data was structural
change. Nearly all the participants expressed the importance of structural change in
the department, which was considered lacking in the previous organization of the
department. As shown in Figure 5, the related categories that emerged in this theme

were organization, responsibility, and assignments.

Top-down
Temporary > ASSIGNMENTS
Wrong assignments

U T\ STRUCTURAL
Complicated organizatio
Lack of culture ; orcanizaToN —>  CHANGE

No control on system

Authority conflict

Ambiguity with
responsibilities IRRESPONSIBILITY

Low self-esteem

Figure 5 Codes and Categories of Structural Change (reasons)
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The participants of this study expressed the need for change in the structure of
Northview. Having experienced many changes, INS-5 described the reasons for

structural change:

I myself was the vice-director of the institution. | had the chance to work with
five or six different directors. All the previous directors here tried to do
something for the sake of the department; however, these were all temporary.
These directors were doing their managerial duties for 1-2 years, and then they
resigned or they were removed from their positions. Things that those directors
tried to implement here were not completed.

INS-6 supported these statements and agreed that they were never able to
pass on a school culture to the newcomers because a new director would come to the
institution, choose two vice-directors and some coordinators and start work.
However, the department chair was unable to continue to the end of their initial
plan—they either resigned their position willingly or they were forced to resign from
their managerial duties. INS-4 also complained about the sudden and unexpected

change of the directors or the chair:

All the directors and the chair people were here for their own systems. In other
words, they all wanted to bring their systems and have everyone implement the
things that they wanted. They thought that it was so easy to implement a
system. No, it is not. Not only the students, but also the instructors, families,
and the whole university are affected by the change. They underestimated these
things. Mostly, they did not negotiate the changes with the others, so they
failed.

As the above quotations show, the people in the department chair changed
very quickly and usually failed to complete their official three-year obligation. The
results of these unplanned changes were mostly dissatisfaction with the system and
failure to teach English to the university students. As the people in charge changed,
the systems and the implementations changed. As the document analysis shows,
seven RRDs have been published since the foundation of the department. AS-1, who
has been the director throughout the systemic change process, summarized the

previous structural organization and the current organization:

The school has three important duties. The first is teaching students of the
Translation and Interpretation Department. The second is giving two or
three hours of weekly Basic English courses at the faculties and schools.
The third and the most important one is the English Preparatory department,
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which gives a one-year intensive English language education. Before the
systemic change, one director and two assistant directors tried to do
everything in the school. There was not a true organizational structure. The
assistant directors were also the heads of the departments. There were no
vice-chairpersons of the departments, and the vice-directors did not want to
share their responsibilities or their power. | think the reason was that all the
previous directors or vice-directors tried to benefit from their position
against the other staff in the institution. They were mainly thinking about
themselves, and this wore down the people working here. Moreover, in the
institution, there are not only academic staff and students but also
administrative staff, whose job it is to help the academic actions continue
smoothly. Two years ago, when | started here, | saw that the duties of the
academic staff and the administrative staff were mixed. The academic staff
were involved in proctoring, evaluating, and making copies of the exams.
This was a very dangerous situation, because it complicated the
administrative staff’s job to the point where they forgot their responsibilities
and duties.

The excerpt above highlights three main problems: failing to share the duties,
selfishness, and interference by the administrative staff in academic issues. To
resolve those problems, one of the very first things that were changed was the
structure.

In another interview, INS-4 added some other points related to the structural
change. She indicated that the instructors did not know the time, location, or content
of the exams. She was afraid to receive students’ questions about the exams because
she did not know anything about them. She also complained about the
communication tools and methods because they often heard about things after the

students. She summarized this situation as ambiguousness.

5.2.4 Leadership: Attributes of the Leader

Leadership emerged as one of the themes of the systemic change, and the
interviews conducted with the participants highlighted problems with leadership in
the categories character, being an outsider, incompetence, and justice (Figure 6).

Lack of communication also emerged as a subcategory of this theme.
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Discrimination
Not equal distance INJUSTICE
Unfair division of workload

Inexpereinced chairs
Non-qualified managements INCOMPETENCE

Non-acceptance \

Personal relations

Non-equal communication > Lackof ==

Discrimination > LEADERSH I P

communication

Outsider managers /
No belonging > BEING AN

Wrong assignments OUTSIDER

No dedication >

Mistrust to staff CHARACTER
Non-disciplined

Figure 6 Codes and Categories of Leadership (reasons)

The category character of the leader, which was mentioned by nearly all of
the participants in the study, included the code dedication to work. INS-8 stated that
the previous directors had been temporary, and they did not dedicate themselves to
Northview. The chairperson in the previous management, in particular, cared little
about the development of Northview because she had arrived a few months ago and
would leave five months later. She emphasized that no one had embraced Northview
until the last change process. Additionally, AS-1 stated that the instructors and
managers lacked confidence because the chair people had not shared the authority.
During the previous organization, it was also observed that the vice-director held a
more managerial position and the authorities. For example, one of the instructors in
the school was a vice-director, and the department head of two different departments.
However, even though it was stated that he was very busy, he did not share his
authority or responsibilities with others. INS-8 expressed her unhappiness with the

character of the previous chair as follows:

The manager and managerial staff made us feel constrained. The thoughts of
the teachers were neither cared about nor trusted. Also, the teachers were
seen as personnel that could be commanded, so they were commanding
teachers by saying “do this, make it happen, fill out this form,” etc. The
teachers were thinking that their prestige was reduced so they were uneasy.
To sum up, it was not a comfortable work environment.
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We can understand from the excerpt above that the previous chair used
commands and direct speech to the instrucotrs working at Northview. It can also be
inferred that instrucors felt themselves as invaluable and neglected.

The other two categories under the leadership theme are being an insider and
competence. According to the observation and interviews, there has never been a
director whose field was English; one was from the Turkish Literature Department,
and one was from the Mathematics Teaching Department who was not competent in
English, and this caused the competence problem in the school. AS-1 stated that the
previous chair did not feel she belonged at the school, adding that the school was her
third or fourth position. Additionally, INS-1 said that the previous chair did not know
anybody in the school and she did not show any effort to get to know them. That is

why, she explained, it was better to be an insider. INS-9 shared her ideas:

Well, they were trying to do something in their own way; but, for example, the
director of the previous system was from the Turkish Literature Department, so
what can you expect him to do? He is a man of letters. | think the reason for the
failures was that the people who did not know us became our managers. They
met only with specific people and managed the situation according to the
desires of these specific people.

INS-4 expressed her unhappiness about the department head and the
department chair. She stated that the previous chairperson was a modern person, and
she did not have much communication with the head. She complained that the
department head left the management to the people working under her, which caused
chaos. She also stated that the chairperson did not own the department. INS-4

explained it as follows:

The previous chairperson came here from a different university, and she did
not know our university. | think that she abused the institution. She did not do
anything for the sake of the department, only for herself. She got bored with
the department, and at first chance she could, she escaped from here.

The other problem with the leadership of the previous system was the justice
and how the authority was viewed. Nearly all the instructors emphasized the lack of
justice in the previous department. They claimed that one of the biggest reasons for
chaos and failure was lack of fairness to the people working in the department. INS-3
mentioned that the previous management had favored some of the instructors with
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whom they had personal closeness and relationships. She noted that the workload
was not shared equally among them. She adds that the school was managed by the
department chair’s close friends, who were not chosen by the people working there;
thus, they were giving preferential treatment to the people who were close to them.
She also protested that she should not have to be close to the department chair to

expect equal treatment. INS-8 also gave an example about the lack of fairness:

| heard from my friends that they are exiled, or they are not doing what they
want. Sometimes, the rector came to our meetings, saying “This teacher will do
this, another one will do this.” The teachers were complaining, “Why is it
always me? | am getting old, I will retire soon.”

From the exerpt above, it is understood that the chair allowed other people
outside the department to interfere the process. By looking at INS-8’s words, this
caused complaints and disturbance in the department in terms of not being respected

or unfairness.

5.2.5 Standards: Specification of Benchmarks and Standards

The theme of standards and their implementation in the department was
frequently mentioned in the interviews because it was commonly expressed that there
were no standards in the department. The categories under the theme of standards
were no sustainability, curriculum, lack of communication, testing and rules (Figure
7).

INS-11 expressed that stable standards are needed that are specific to the
institution, but also all organizations should have a part that is changed. INS-10
supported this idea by saying that the institution needed to have the ability to make
its own rules. However, the rules used to change with each new manager. She

expressed her concerns as follows:

I think changes here have always been personal. Each newcomer denigrates the
former one, and promises to do better than they did. | personally witnessed a
literal “take down” a couple of times. They took the lead by toppling the
former management. It was back in 2006 or 2007 when we were new in this
building. As I said, it was a literal take down. “They were useless; we will be
doing this better. Things will change. Pass grade is 60 from now on, or should
we change it again? What about 50?”
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Figure 7 Codes and Categories of Standards (reasons)

We can understand from the paragraph above that each systemic change
initiative started with the new management, which caused problems with maintaining
stable standards. Moreover, INS-7 claimed that there were uncertainties in the
curriculum, such as the portion of the exam results for the overall end of term
average and the content of the exams. She added that appointments for the units were
done secretly, without negotiating with anyone. S-4 expressed his disagreement with
the rule of mixing classes frequently during the year, and S-1 emphasized the
importance of communicating through the orientation program at the beginning of
each term. S-1 complained about the orientation program because someone gave a
presentation about the department that he could not remember and the next day,
classes started with a teacher who came to class and directly began the lessons
without communicating with them. INS-3 expressed her feelings about the lack of

effective communication as follows:

Communication was so different in the previous department. There was not a
healthy communication between people. People were not aware of their duties.
There were no standards for anything here. For example, people did not know
what would happen if they came to work late or if they were not in the exam
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room at the due time. We did not know about these things. Since there were no
standard implementations, we were not serious in our jobs.

Besides the lack of communication in the department that INS-3 stated, INS-2
asserted that the curricular change was necessary because many things in the
department were outdated. She exemplifies that there were deficiencies in testing and
giving instructions. Everyone wanted to do something but there were no standards.
Being one of the most experienced instructors in the department, INS-10 gave

examples of how things changed without any standards:

| have been working there since 1994, and I’m one of the oldest personnel.
After the new chair, as you see, we saw lots of organizational and curricular
changes. Some of them were made due to the requests of the rectorship, some
of them were made because new managers were not satisfied with the old
system, and a large part of these modifications were made due to students’
requests. In the past, before the new chair, lots of our students had some
problems that were written in national papers; these events were reported as
“Students in Preparatory Department Revolted and Marched to Rector’s
Office.”

INS-10’s words can show that there were organizational and curricular
irregularities in the previous department. Another category under the theme of
standards was curriculum. There were some deficiencies in the books and materials
used in the department (INS-7); however, the instructors were forbidden to prepare
and distribute extra materials for the class. The instructors were annoyed with this
implementation because some of the instructors were doing that. INS-6 and INS-11
conveyed that with each managerial change, the curriculum of the department
changed, which caused problems in the department. S-3 complained about the

deficiencies in the curriculum:

Books, programs, teachers’ attitudes, teachers’ instructions in classes,
information given to students, brochures, exams, portions of the exams,
announcements, the use of technology—the new curriculum brought discipline
to the teachers. | did not open the book in the first year because teachers were
covering thirty pages a day.

INS-8 described the above situation as “cruel.” FOCI-3 stated that the pacing
schedule was prepared two days before the classes started, which meant sometimes
they did not see it before classes started. FOCI-4 also reported that, in the 2013-2014
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academic year, the whole set of books were finished in one semester, and in the next
semester, the department chair asked the instructors to prepare a file for the classes,
which was one of the main reasons for the failure to learn. S-3 discussed the

problems of the curriculum and ambiguity as follows:

Everything was complicated. Nobody knew what they were supposed to do.
For example, our teacher didn’t tell us we had an exam until one day before.
We were all shocked. Moreover, the instructor did not know the exam time and
date. Neither the instructors nor the chair knew what they would encounter.
Things were all irregular. They were leaving the classroom in the middle of the
lesson.

Similarly, S-4 complained about the curricular ambiguity, pointing out that
books were changed every year and the curriculum was changed every two years. He
continued that they were doing three hour lessons in the morning but in the
afternoon, they watched movies, which were not indicated in the program. He stated
that it was enjoyable but after some time they realized they had not learned anything.
He also complained that they did not know about the proficiency exam, the
curriculum, or the chair, and a problem discussed in the student focus group was the
number of classes per day and the weekly schedule. The previous curriculum
contained 24 hours of classes a week between Monday and Thursday, which worked
out at six hours a day, which S-2 stated was long and tiring. INS-9 expressed her

experiences, which summarize the problem with the curriculum:

I was in the beginner group. During that time, there were a lot of lecturers in
the beginner group. Each week, | was making photocopies for what to teach. |
was specifying the topics and contents, and | was making photocopies
according to these things. It was difficult for us to make photocopies for each
week because | had to communicate with each of the lecturers about how they
should implement each lesson. For the next year, we tried to create a ‘file’
system so that we could create a standardized lesson plan. For the following
years, we started writing our own programs instead of using photocopies. So
we started to write our own examples etc., we reached today’s level. Thanks to
these things, | thought that I should skip to Listening/Speaking because |
thought we had covered everything about Listening/Reading.

Here, INS-9 complained about the category lack of communication because at
that time, the lecturers were giving information to their students but each lecturer
was telling his/her own words. There were three groups. The lecturers that were in

the highest group, were doing things in their own way, thus nothing was certain for

148



the other groups. When they went to classes, they did not know what they were going
to teach the students. INS-4 supported her and expressed that while she was telling
something about the curriculum, another instructor was saying something very
different. Teachers sometimes felt embarrassed that the students knew more than the
instructors because the coordinators had shared information directly with the

students. S-3 complained about the instructors’ communication style:

The teachers were too laid-back because of the attitudes of the previous
chairperson. Can a teacher humiliate the student’s native accent? I had an
argument with my teacher about this incident. | hated the class after this.
Everything was free and there was no discipline.

In relation to the category testing, the interviews showed that there was a gap
between what was taught and what was asked in the exams. INS-2 stated that efforts
had been made to fix the testing unit but they were unsuccessful. INS-1 reported that
the exams were prepared by a few people, but not to a specific standard. INS-8
expressed that the level of the exams was higher than the level of the students. S-4
gave an example of the deficiency of the tests:

While we were expecting a proficiency exam in the semester, the chair
announced that proficiency exam would not be done and we were all shocked.
They cancelled the exam suddenly. Then we gathered students and wrote
official letters, and talked to the rector. The rector helped us. It was not
mandatory for students of the International Relations Department to pass the
proficiency test, but suddenly, the chair decided to make the proficiency exam
mandatory for them. Lots of students suffered because of this decision.

The rules at Nothview were also problematic. INS-3 stated that Northview
did not have any standard rules regarding, for example, what might happen if an
instructor was late to school or experienced problems with the students. INS-4 and
INS-7 emphasized the importance of the RRD. The RRD used to be very unclear and
gave too much authority to the chair, which resulted in non-standardized decisions.
AS-1 expressed that, as the RRD was not clear, and when pressure from the top
reached the department, they had no rules to guide them. Moreover, INS-7
complained about a rule that prohibited the instructors from continuing their graduate

studies.
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5.2.6 Summary of the Reasons for Systemic Change

The analysis of the findings from the interview and observation results
indicate that five themes emerged in relation to the systemic change at Northview:
(1) low motivation and eagerness to contribute to change, (2), reconstruction of
administrative and academic organization (3) whole school involvement and
negotiation, (4) specification of benchmarks and standards, and (5) attributes of the
leader. Each theme is drawn from several categories that emerged from the data
analysis procedure. The categories under the theme of motivation include motivation,
burnout, failure, non-confidence, and no sense of belonging ; the categories the
theme of leadership are injustice, incompetence, being an outsider, and character; the
categories under the theme of whole school involvement include meetings, no
teamwork, and non-participatory management; the theme on standards includes rules,
testing, curriculum, and no sustainability; and assignments, organization, and
irresponsibility formed the structural change theme. Lack of communication emerged
as a subcategory of the first four themes.

The results from the interviews and observations show that, because the
instructors’ motivation levels were very low in the previous department, they were
unable to concentrate on their jobs, and they lacked a sense of belonging in their
profession and to the school. Moreover, the participants pointed out that they wanted
justice and an insider leader who was competent and had positive characteristics. The
instructors and the students mentioned problems with the standards in the department
involving the curriculum, rules, assessment, and communication, and most of the
instructors reported feeling lonely because they lacked involvement in the system or
the decision-making process. Additionally, although meetings were held, they were
irregular and ineffective. Finally, the administrative staff and the previous chair

asserted that a major structural change was needed to ensure smooth management.

5.3 Results of Research Question 2: How are the Components of the Systemic

Change Explained at Northview?

Regarding the second research question, which addresses the content and

components of the systemic change at Northview, three themes and four main groups
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of components emerged after analyzing the observation and interview data (Table
11). Those four groups are formed by 20 components of the systemic change. The
themes and the components are first discussed separately, and the relationship
between the themes and the components are then presented together.

The content of the systemic change constituted the core of the change
process. To understand the themes that emerged, it is necessary to examine the steps
and content of the change in detail. As the RRDs are one source of data in this study,
the official written reports and RRDs are analyzed. The official written records of
meetings held in the department are also examined. The components of changes are
analyzed under the themes (Table 12).

151



(4]}

Table 11 The Relations of Components of Systemic Change with Themes

COMPONENTS

THEMES
Whole School Involvement Standards Structural Change
. Materials Materials Weekly Schedule
Curriculum Books Academic Calendar
One-Year Pacing Schedule One-Year Pacing Schedule
Extracurricular activities
Weekly Schedule
Assessment Exams Exams

Presentations

Presentations

Organization

Teamwork

RRD

Design of Classes
Planning Committee
Evaluation Committee

RRD
Design of Classes
Course registration

Staff, Teamwork, RRD, Core-
team, Design of Classes,
Planning Committee, Evaluation
Committee, Course-Partners,
Assignments

Communication

Official & Social meetings

Orientation programs
Official & Social meetings
Communication tools




5.3.1 Components of Systemic Change at Northview

As seen in table, three themes emerged from the categories: (1) whole school
involvement and negotiation, (2) specification of benchmarks and standards, and (3)
reconstruction of academic and administrative organization. Twenty components
formed the four main groups: curriculum, assessment, organization, and
communication. Components that have a relationship with more than one theme are
written in two or three groups. Table 12 shows the components of the systemic

change under the four main groups.

Table 12 Components of systemic change

COMPONENTS OF SYSTEMIC CHANGE

Curriculum Assessment

1. Books 16. Presentations
2. Materials 17. Exams

3. One-year pacing schedule
4. Academic calendar

5. Extra-curricular Activities
6. Weekly schedule

Organization Communication
7. Core-team 18. Official and social meetings
8. Teamwork 19. Orientation programs
9. RRD 20. Communication tools

10. Design of classes

11. Planning and Evaluation
committees

12. Course registration

13. Staff

14. Course-partners

15. Assignments
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Curriculum

According to the official reports in the department, the initiative for
curriculum change started after the assignment of the new chair. The department
chair wrote a draft of a new curriculum for the department and called thirteen
instructors to participate in the planning commission. The aim of the planning
commission was to plan the change process, starting with the curriculum. The
planning commission met for three full days to discuss the aim of the university and
the department, reviews the previous curriculum and the students’ levels and needs,
and analyze the CEFR and TESOL criteria to see what standards might exist. Last,
the planning commission investigated the English curriculum of the departments in
the faculties to ensure coherence.

After working for two weeks, the commission decided on the components of
their curriculum. Because their students’ level is low when they first come to the
department, they should set achievable goals. The curriculum that they created was
presented to the other instructors working in the department. After everybody
accepted the components of the curriculum, they proceeded to choose appropriate

books for the students.

1. Books

After analyzing the official document and the curriculum, the department
chair decided to organize a book selection commission. The department chair sent an
official email asking who wanted to participate and eleven instructors volunteered to
participate in the book selection commission, which then searched for documents
prepared by the previous chair to select the books. The commission specified five
course books for the main course based on the curriculum prepared by the planning
commission. The instructors in the book selection commission shared those books
for micro-teaching (10-15 minutes teaching sessions) in their classes with the
students. The instructors stated that they chose two complicated and difficult units in
each book, which they taught at the same time in the classes. Then, they came
together and discussed the positive and negative sides of the books. Among these
five books, three of them were removed, and the other two books were examined in
detail to find out whether they were appropriate and amenable with the curriculum.

Last, they voted on a course book, and nine out of eleven instructors agreed on one
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course book. The commission selected listening and note-taking course books,
reading, and vocabulary course books in the same way.

2. Materials

The previous curriculum prohibited the instructors from providing
supplementary materials (INS-5 and INS-6). However, the planning commission
determined that the instructor can decide whether to use supplementary materials in
their classroom. This change gave the instructors the authority and responsibility to

prepare and distribute handouts for their classes.

3. One-Year Pacing Schedule

Focus group instructors stated that in the former curriculum, the pacing
schedule was prepared weekly; however, sometimes the instructors did not receive
the schedule before the week commenced. The instructors therefore taught at their
own pace, which caused irregularities in the department.

In the new system, the core team, comprising the department head and the
assistant chairpersons, prepared a one-year pacing schedule and distributed it to the
instructors one month before the academic year started. The schedule is also
uploaded to the website for the students to access.

4. Academic Calendar

According to the official documents, the university senate prepares a tentative
academic calendar and asks for the opinions of each department. Until the 2014—
2015 academic year, instructors of the Preparatory Department had not replied to the
senate’s official paper, which indicates that the department always accepted what the
senate had prepared. AS-1 stated that this caused ambiguity at the beginning of the
academic year since the proficiency exam was held after the term started. However,
after the management change, the new chair discussed the academic calendar in
detail with the planning commission to ensure that the academic calendar included
the dates and times of the proficiency exams, the start of the academic year, and the
exam dates. After the commission and the department chair made the necessary
changes to the tentative academic calendar, they informed the university senate
officially. With the new academic calendar, the Preparatory Department extended the
academic year from 28 to 30 weeks.
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5. Extra-curricular activities

According to the official documents, the previous curriculum included
several extra-curricular activities such as speaking, writing, theatre, cinema clubs,
and writing portfolios. The planning commission discussed which extra-curricular
activities were necessary and decided that only the speaking clubs would continue
because the remaining clubs had not worked well in the previous system. The
observation results showed that they also discussed the content of the speaking clubs
that, according to the official documents, would be taught by foreign instructors. The
speaking clubs would hold six to eight students and at least twenty sessions would be
held each week. The students needed to enroll for these sessions online, and the
foreign instructors would practice the topics that were taught to students one week

before.

6. Weekly Schedule

The instructors pointed out that the department offered 24 hours of classes a
week in the previous and current weekly schedules. However, according to the
official documents, in the previous schedule, classes were held for six hours a day
over four days a week between Monday and Thursday, and there were no classes on
Friday. As the students pointed out that six hours a day was long and tiring, the
department chair discussed this topic with the planning commission. The commission
decided to hold five classes each day from Monday to Thursday and for four hours

on a Friday.

Organization

Organizational change at Northview involved making changes in nine areas:
core teams, teamwork, RRDs, class design, planning and evaluation committees,
course registration, staff, course-partners, and assignments. Each of these

organizational change components are described in detail below.

7. Core team

According to the focus group instructors, after the chairperson was assigned,
he assigned two instructors as vice-chairpersons, and these three people formed the
core team. The core team reviewed the previous curriculum, and decided on the
department’s weaknesses and strengths. The core team formed the planning and

evaluation commissions to discuss the change process.
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8. Teamwork

An analysis of the documents showed that the department chair formed
several teams to discuss the materials, testing, and registration. These teams worked
collaboratively to ensure the materials relate to the exams. Each team was

responsible to one chairperson.

9. Rules and Regulations Document (RRD)

Since the foundation of the department, seven different RRDs have been
published to account for changes made to the rules for organizing the department.
The last RRD was published in 2015 following several meetings with the instructors
and administrative staff. In these meetings, the deficiencies of the system were
discussed, and the necessary changes were proposed to the directorate of the School
of Foreign Language. After these meetings were held with the directorate, the
document was approved and sent to the university senate. AS-1 stated that, in the
senate, the rector negotiated each item with the deans and directors at the university.
After receiving their approval, the document was sent to the General Directorate of
Law and Decree (GDLD) under the Prime Ministry. After the approval of the GDLD,
the RRD was published in the Official Gazette, and the department began using it.
This change process for the RRD took six months. In the RRD, several changes were
made in relation to the proficiency and other exams, exemption, non-attendance

numbers, scores, and equivalence.

10. Design of the Classes

In the previous system, the students were mixed and put in different classes
every seven weeks, which the students felt was insufficient time to get used to the
class and the teacher. The new organization thus changed this rule so that the classes
became mixed after the first semester, based on their scores.

11. Planning and Evaluation Committees

The planning commission was formed by the department chair to negotiate
the past and present status of the department and the beginning of the change
process. The planning commission comprised thirteen instructors. Three of them
were the board members, three were selected from among the instructors with at least
five years’ experience at the institution, and four of them were the former chair

people. The reason for choosing the former chair people was to actively integrate
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them into the process and benefit from their managerial experience. The last three
people were instructors who had completed their graduate studies in ELT or
Curriculum and Instruction.

The evaluation committee comprised four or five groups of instructors (68
instructors in each group). This committee aimed to meet at the end of each term to
evaluate and discuss the students’ levels and the curriculum, books, materials, and

exams.

12. Course Registration

The official documents show that the previous organization lacked a course
registration system. The list of students was sent by the Student Affairs Office.
However, many of the students on their list opted out of their education. Therefore,
even though the department chair put their names on the class lists, the lists did not
reflect the actual class numbers; the lists sometimes contained more than 1,000
students, but only 800 students attended the classes. With the organizational change,
the department chair implemented a course registration system, which ensured that
the students who froze their registration or who decided not to attend were not

included on the class lists.

13. Staff

The observations showed that the planning commission examined the results
of each class in detail at the end of the term. The instructors in the focus group
interviews stated that there were two classes with very low success rates. The
chairperson decided not to assign these four instructors to Northview, and after
sharing his opinion with the director of the school, the director assigned these
instructors to a different department. The department head requested five new
instructors, and the director approved; therefore, two months later, five new
instructors were employed, and six months later, two more instructors were
employed. The department chair contacted the responsible person at the HEC to
employ the foreign instructors. After receiving confirmation from the HEC, they
announced job openings for foreign instructors and received twenty-one applications.
After conducting the interviews, they employed four new foreign instructors, who
started three months later. Overall, the department chair employed eleven new

instructors in the department.
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The official documents showed that in the previous system, if one instructor
was ill or unable to teach, the class was sent home. The current system changed this
procedure. If an instructor cannot teach that day because of health problems, the
students are distributed to the other classes, and the instructor needs to submit an
official health report. However, if an instructor is unable to teach that day because of
other reasons, such as a conference, the instructor needs to obtain official written
permission and indicate the time of their make-up lessons. Additionally, official
leave has to be requested at least ten days beforehand. Before writing the official
leave document, the instructors need to talk to the vice-chairperson, who is
responsible for the staff. No official leave is permitted during the term unless there is

an urgent issue.

14. Course Partners

According to the focus group interviews, in the department, there were 24
hours of classes a week, and at least two instructors, called partners, shared a class.
Each instructor was able to choose their course partner. However, with the new
organization, the rule for choosing their partners was abrogated because some
instructors were unable to find partners. In the current system, the department chair
decides the partners, who are then free to design their weekly schedule. They can

also have one day off.
15. Assignments

According the interview results and the official documents, in the previous
organization, the director of the school was the vice-rector, who delegated authority
to the vice-directors in the school. The vice-directors were also the department heads
of three departments. Therefore, while the Preparatory Department had one vice-
chairperson, the other two departments in the school had no vice-chairpersons, and
only three people managed the school. However, the number of people managing the
school needs to be twelve. According to AS-1, under the new system, there is a
director and a secretary of the school. The director assigned two assistant-directors,
and then he assigned one instructor as the department head of each department, who
appointed their own vice-chairpersons. In the Preparatory Department, after the
department head assigned two vice-chairpersons, they shared the work. One vice-

chairperson was responsible for testing and the other vice-chairperson was
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responsible for the curriculum. The distribution of their tasks was announced to
instructors via an official email and announced to the students at the orientation
program.

The other structural change was about the separating administrative and
academic duties in the school. The instructors stated that formerly, the administrative
staff were interfering in the academic affairs. After the structural change in the
management, the director assigned a department secretary for each department, and

the mechanism in each department became more professional.

Assessment

The core team and the planning commission discussed the assessment tools
before the start of the 20142015 academic year and wrote their final decisions in the
RRD. The commission documents indicate two types of assessment tools: exams and

presentations, which are discussed in the following paragraphs.

16. Presentations

As indicated in the one-year schedule document, presentations are made in
the spring term. Before the presentations, the students are taught how to make a
poster and a PowerPoint presentation. The topics are given to the students two weeks
before the presentation days so that they have some time to prepare. The students
present their work in the classroom to the other students and their instructors, and

they receive a final score out of 100. This score is counted as one of the quiz results.

17. Exams

Three types of exams are conducted in the department: quizzes, midterms,
and the proficiency exam. The instructors and students both stated the exam dates
were not set previously, and neither the students nor the instructors knew what to
expect, which caused problems. In the new system, the dates, time, and duration of
the exams are set before the academic year starts, and they are written in the pacing
schedule. Moreover, it was decided that there would be no classes on the exams days.
The instructors stated that having no classes on the exam days made them feel very
relaxed because they stated that giving exams is really tiring.

The proficiency exam was also a problematic issue according to the
participants (FOCI-2, 3, INS-1, -4, -6, and S-2, S-4). According to the official

records and RRD 6, there were two proficiency exams in the academic year, one at
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the beginning of the term and one at the end of the term. There was also a placement
test at the beginning of the term, which was done two days after the proficiency
exam. Although there had to be one proficiency exam after the first semester
according to the HEC’s RRD document, the department did not conduct that
proficiency exam. According to the students, it was a problem and the department
chair grasped their rights.

The official records show that a standardized proficiency exam had not been
created, and the students pointed out that they did not know what to expect from the
exam because they were unable to access any example exams. The students and the
instructors in this study stated that the proficiency exam was a surprise both to the
instructors and to the students, and portions of the exam sections such as listening or
writing were not standardized; they changed in every proficiency exam, which
caused ambiguity. The instructors and students also pointed out that the level of the
exam was not standardized.

In the current system, during the planning meetings, the commission decided
to prepare a standardized proficiency exam. They examined the curriculum and the
books, and they noted the frequency of each subject, the exercise types, and the
genres and topics of the units. Then, they prepared a written report offering an
example proficiency exam, which they sent to the instructors to obtain their views.
Once all the instructors accepted the prepared proficiency exam, they uploaded an
example to the website for the students to access.

The new proficiency exam consists of four sections: reading, writing, use of
English and listening, and each part is scored out of 25 giving a total score of 100. As
speaking is difficult to measure objectively, it was decided that the speaking skill
would be assessed during the semester by presentations and three midterms. Finally,
a proficiency exam after the first semester for the students who failed the previous
year was also added to RRD 7, and the placement exam was abrogated. The scores of
the proficiency exam at the beginning of academic year are used to place the students

in suitable classes.
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Communication
Change in communication was made by organizing regular official and social
meetings; orientation programs, which were done at the beginning of each semester;

and communication tools such as social media, website, and collective emails.

18. Official and Social Meetings

The instructors noted that official meetings were held in all organizations in
the history of the department. However, these were not held at regular times, only at
the chair’s request. In the new organization, the department chair decided to have
three regular meetings, one at the beginning of the academic year, one at the end of
the first term to evaluate the second semester, and one at the end of the academic
year. The instructors were called to the second and third meetings in small groups of
six to eight. The reason for the small groups was to allow the instructors the chance
to express themselves openly and freely.

The new system also introduced social meetings into the department. The
administrative and academic staff stated that the social meetings are beneficial for
the relations and the communication among the staff. One breakfast at the beginning

of academic year and one closing dinner are organized in the department every year.

19. Orientation Programs

According to the observation reports and the official documents, the previous
system did not hold an orientation program for the students at the beginning of each
academic year. However, in the current system, two orientation programs are held
during the year, one at the beginning of the academic year, and the other at the
beginning of the spring term. For the orientation program at the beginning of the
academic year, all the administrative staff such as the rector, deans, directors, and
department heads are invited. The opening speech is done by the rector, and the
director of School of Foreign Languages gives the first lesson to the students titled,
“How to Be a University Student.” Last, the department head of Preparatory
Department gives a speech about the department, the curriculum, the exams, and the
rules.

In the orientation program at the beginning of the second semester, the
director makes the opening speech, and an instructor gives a presentation about
motivation in the Preparatory Department. Last, the department head gives
information about the curriculum of the spring term and the proficiency exam. The
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students who participated in this study reported that both of the orientation programs
were beneficial for their motivation and for becoming familiar with the department.

20. Communication Tools

The instructors stated that, although there was an official website previously,
it was not used actively or efficiently. The website displayed only several pictures of
the school and no one was appointed to manage the website. In the current system,
the director assigned an administrative staff to improve the design of the website, and
the website was updated to include general information about the school and its
departments. Each department prepared content for their section, and the Preparatory
Department uploaded the RRD, information about academic and administrative staff
and their contact information, a non-attendance section where students are able to
check their attendance, students’ exam scores, course contents in Turkish and
English, an example proficiency exam, school announcements, a one-year pacing
schedule, class lists, a list of honor students, and an electronic information booklet.

The instructors stated that previously, the only communication tool was the
telephone. However, in the current system, the department chair set up an official
email account. Every official announcement about the system, exams, and meetings
are done through this email account. The instructors stated that it was much easier for

them to keep informed and to act coherently.

5.3.2 Standards: Specification of Benchmarks and Standards

The observation results show that many changes have been made in relation
to standardization. The categories that emerged from the observation, interviews, and
the document analysis are rules, testing, curriculum, and sustainability;
communication emerged as a subcategory (see Figure 8).

RRD 7 helped to develop sustainable standards because the rules for exams,
the necessary scores to be successful in the department, exemption, attendance, and
levels are described in the RRD in detail. In addition, the instructors in the
department signed official documents after the planning and evaluation meetings
regulated specific issues in the department relating to the time of the exams, the
arrangement of the units, the evaluation of the exams, the books and the materials,

and the weekly schedule.
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Another category under the theme of standards is communication tools. After
obtaining an official email address for instant and regular announcements, the
department chair used the email account for all communication rather than sending
official papers. This official email address was announced to all the instructors at the
meeting held at beginning of the term. FOCI-2 and FOCI-4 pointed out that all the
instructors liked the idea of official email addresses because they hoped it would
enable effective communication between them and the department chair. FOCI-1
believed that the email system helped to resolve the communication problems in the
department since the instructors who did not want to speak in front of people could
write emails about their ideas and problems. INS-6 stated that the department chair
took these seriously because this was one way to get the instructors get used to
speaking openly and freely in the meetings.

The orientation programs were also changed under the new organization.
They are now held at the beginning of each term in the biggest hall of the university
to inform the students of the rules, the curriculum for the following term, and to
increase students’ motivation. Moreover, there were standards for implementing

instructional and communication tools. S-4 discussed them as follows:

When the communication changed, we had the chance to learn everything on
the website; the instructors started to inform us about what the next topic was
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and when the next quiz would be held. | believe that the system also changed
the attitudes of the teachers. Previously, when a teacher was absent for two
weeks, their classes were cancelled. Now, the students are distributed to other
classes, so not to fall behind.

INS-4 listed the curricular changes, which pertain to the official meeting
culture, books, appointments in the units, orientation program at the beginning of
each term, social meetings outside the school, RRDs, weekly schedule, number of
weeks in each term, exams, student clubs, the rate of exams for the academic overall
average, and the proficiency exam and its application. INS-2 shared her feelings

about the instructional changes related to the curriculum:

Our instructions also changed, but this was not because of in-service training.
When we changed the system, our instructions were also changed
automatically. When we changed the curriculum and testing, our way of
teaching also changed. The communication among the teachers also changed.
As the skills were integrated, we changed our teaching styles. Formerly, the
skills were taught separately but now we have integrated them. Our students
thought before that skills were different and they could not use their knowledge
in other classes.

INS 1 stated that the new system gave the students a feeling of success
because the new curriculum is more manageable and achievable. S-2 summarized the

curricular problems and the effect of change as follows:

The whole class gave up on the class because of the instructor and the courses.
The teachers were teasing me. They were calling me a tourist. There were no
proper or regular classes, and no smooth outline of the courses. The teachers
were teaching what they liked, and they were skipping over the units. There
were also pop quizzes, and it lowered our motivation. The teacher would let us
leave class for the last hour, for example, and in that hour the chair gave us a

pop quiz.

According to INS-10, systemic change meant restructuring the processes and
programs for the students including the duties, testing systems, and preparations. It
also meant beginning to implement new methods instead of using old ones. INS-9
stated that the curriculum became more student-centered rather than exam- or

teacher-oriented. INS-3 also emphasized her feelings:

I understand now that the systemic change was necessary since, after changing
it, everything runs well. For example, changing our books, adding one more
week at the end of each term, decreasing the daily hours from six to five hours,
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having a standard process for the partnership, mixing the students in the middle
of the term according to their levels, and changing the exams according to our
curriculum and instruction made the system better and more efficient.

The department chair also organized regular meetings, which consisted of one
planning meeting at the beginning of the term and two evaluation meetings at the end
of each semester. One third of the instructors, who had administrative duties in the
previous systems—such as department heads, assistant department heads, and
coordinators—were invited to the planning meetings. The meetings held at the
beginning of each term were to plan the following year in detail, and the meetings
held at the end of each semester with all the instructors in the department were to
evaluate the year’s progress. These instructors were divided into four or five groups
who might have different ideas about the system to share all kinds of aspects coming
from these instructors about the new system. INS-2 conveyed her ideas about the

standards:

| believe that the people who manage the testing unit are very professional
about it. The people working in the testing unit are the same but our work
organization changed. The criteria for testing have been set, which is very
important. Then we decided on the styles of exams. We did a needs analysis,
and we looked at the general proficiency exams. Our proficiency exam also
prepares our students for some international exams. Accordingly, our
instructions also changed.

5.3.3 Whole School Involvement and Negotiation

Three of the categories under the theme whole school involvement were non-
participatory management, meetings, and teamwork (Figure 9), and communication
emerged as a subcategory.

According to INSs-1, -4, -6, -8, and -10 and all FOClIs, the new department
chair tried to involve all the stakeholders in the systemic change process. They stated
that everything was planned with the instructors first. After a long discussion session
at the beginning of the term, the core team implemented the changes and informed

the instructors.

166



Increase in roles
Involvement .. PARTICIPATORY
Sharing chair _— MANAGEMENT

Shared workload

Balanced managemen% TEAMWORK —_— WH O |_ E

Core team SCHOOL
Egarr[]ig?gation > MEETINGS __—> INVOLVEMENT

Committees 57

4
Informed people ’
Negotiation >Communication 7

4
Support

Figure 9 Codes Categories of Whole School Involvement (components)

In these planning meetings, the department changed their books, materials,
curriculum, weekly schedule, and skills taught (INS-7). INS-4 indicated the
importance of negotiation by stating that the decisions were made with all of the
institute’s stakeholders. She stated that, in the previous system, a decision was made
by one person and the instructors heard about it from the students, which was
difficult for the instructors accept. By contrast, this new system involves the whole
school in every detail of the system, and they all have a say in how it works. INS-3

agreed with INS-4’s statements:

Evaluation meetings were done with all the instructors in the school. We were
all excited because we were divided into small groups for the meeting. We
understood that everybody could speak there freely, and we were not surprised.
The new management listened to us attentively, took notes, and took us
seriously. We expressed our thoughts about the weaknesses of the previous
system and proposed what we all believed. We understood that we all wanted
the same things: negotiation, justice, standards, and good communication. The
new chair people shared everything with us, so there was no resistance toward
the new management system since it became our special system.

INS-2 underlined that the amount of gossiping in the school reduced
considerably because all opinions can be expressed during the meetings. It was
observed that in the meetings during the academic year, the department chair wanted
everyone to share their ideas about the systems because the school is the common

place of everyone in the school. After the instructors had understood the intention of
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the chairperson, they trusted him. One important thing here is that the department
chair asked the instructors for their opinions about the subjects discussed and listened
to everyone critically. After the second meeting, everyone expressed their ideas
about the school freely. INS-8 stated the importance of communication and regular

meetings:

The previous chair did not use to share what they were doing, so we were
unaware of any new developments. They did not ask for our opinions. The
most important thing I see in today’s managements is that in all the steps and
all the developments, they’re giving us enough time to express our feelings and
thoughts at the semester-end and year-end meetings. They are collecting our
thoughts in a comfortable environment.

INS-2 restated that they changed everything in the institution including the
curriculum. She noted that they made it more detailed, all teachers were
synchronized in preparing the curriculum, and that if any material was needed, they
prepared it themselves and in a very short time. They also successfully changed the
testing unit, even though past efforts to make a testing unit were always
unsuccessful. She personally believes that the testing unit worked well then. INS-10

explained;

This is the job we get paid for. About resistance, | think those people didn't
show resistance because the workload was quite fair. They did not say "You
have done nothing for five years, now you deal with all of the exams!" Rather
than resistance, it was just disturbance.

INS-1 makes an important point regarding the planning meetings at the
beginning of each term and the evaluation meetings at the end of each term. She
stated that all the instructors shared their ideas in these meetings freely. Additionally,

INS-10 highlighted the importance of teamwork and how it was organized:

The new team was organized. They eliminated the previous works, and they
acted in a harmony. For example, committee meetings were held to change the
regulations. Decisions were not made by the same group of people. Groups
changed each time for each decision. We had meetings in particular times of
the semester but we didn't go overboard about them either. We shared the taken
decisions. The communication rate increased, and this was especially good for
us because we were not using our email addresses frequently. We used to see
only the headlines and sign it without being informed of the content. However,
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now we get informed with emails even for the postponed meetings. People
can't say, “I didn't know about it!”” any longer. Everybody takes part and this is
the most beautiful benefit of the modification.

It can be interpreted that INS-10 appreciates both the organizational and
communication changes at Northview. According to the excerpt above, she
emphasizes how the teams and committees have worked coherently to make
decisions. She is also happy with the way the communication tools are used because

she favors the organization in which everybody can participate.

5.3.4 Structural Change: Reconstruction of Academic and Administrative
Organization

Based on the official documents and the observation results, the design of
structural organization was set at a very early stage of the systemic change process.
The categories of the theme structural change were organization, responsibility, and

assignments (Figure 10).
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First, the Director of School of Foreign Languages was appointed by the
rector, the director appointed one assistant-director, and the director sent an email
from his personal email account to all the instructors in the School of Foreign
Languages asking who they wanted as their department head. There were no

nominees. Everyone sent the names that they would like to work with. This
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continued for a week, and the director talked to the instructors whose names were
written most frequently in the emails. S-1 stated that the structural change started
everything in the department. He remarked that he was aware that the department
became an institution in the second year and it affected his study behavior. He
continued that, not only his, but also his teachers’ attitudes toward the classes and the
students changed, and that all the students were aware of the structural changes in the
department.

After the instructors accepted the director’s offer for their new positions, the
director organized a meeting with all the instructors in the school and announced the
department chair. Then, the three department heads started their new positions and
appointed two vice-chairs. The Preparatory Department head chose two assistant
chairs from different groups. INS-2 stated that, as everyone expected him to choose
his best friends, he surprised everyone. The important thing here is that he had
informal negotiations with different instructors in the department. After their
appointment, the three members of the board held a meeting in which they worked
out their responsibilities in their units. One was assigned as the testing unit head,
responsible for the preparing, coordinating, and implementing the exams, and the
other was assigned as the material/program head, responsible for planning,
designing, implementing the curriculum, preparing the materials of the department,
and organizing the one-year program schedule.

INS-1 described that the department heads were elected in a democratic way
for the first time. Additionally, in the current organization, the small meeting groups
of six to eight instructors made the instructors feel comfortable about sharing their
beliefs about the school. Another thing that changed about the school culture was
that, with the selection of the new department chair, the instructors’ negative habits
of gossiping about the system, their colleagues, others, and the department chair
stopped automatically, because they were openly asked for their opinions about the
system during the meetings.

The official records in the school show that in the previous organization, the
department chair was appointed from outside the school, and according to INS-7, the
department chair people did not know the department. However, with the new
organization, the department chair was elected by the instructors among those
working in the department, and the structural organization was set. AS-1 stated how

the organizational structure was set during the change process:
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There was not a proper structural organization in the school when 1 first came
here. I had known some people working here before, and | talked to them about
the school and the system. | think that there needs to be a shock at the
beginning of the change. I continued with the same vice-directors who had
started here before me. | did not change them at first in order to gain some
time, to watch and to try to understand the school. In the management, there
needs to be twelve people, but there were only two people managing here.
After some time, these two assistant-directors who were also department heads
chose to give up their administrative duties because one needed to do his
military service duty and the other started at a different university. Then, from
my personal email account, | sent an email to the instructors asking who the
department heads should be. This was the first time that the instructors were
asked about their heads. Surprisingly, there were lots of replies to my
questions. The instructors were motivated, as they had the chance to choose
their head. | saw that the person in my head was approved by the instructors.
Then, I looked into his resume and academic background in detail.

AS-1 indicated that there had never been an election beforehand because, as
FOCI-3 explained, the department head was appointed by the director or directly by
the rector, and no one was asked for their input regarding it. Moreover, the directors
did not share their authority and responsibility with others, and the institution was
used to working in this system. Other instructors also expressed their feeling about
the election. INS-4 stated that there had been a very democratic election for the first

time, which she felt was the correct way to select the department head.

5.3.5 Summary of the Components of Systemic Change

According to the official document and interview analysis, twenty
components directly related with the system, which were grouped into four
categories: curriculum, assessment, organization and communication.

In this study, the components of the systemic change are interpreted and
discussed in relation with the themes motivation, structural change, standards, and
the whole school involvement, and leadership. The participants stated that, before
changing the components of their system, they were all involved in the process, and
they were motivated to make the necessary changes. The interviews indicate that
structural change and a change in standards were enabled through the eagerness of
the chairperson that they had elected and with the people involved in the change

process. The official records show that the instructors changed components with the
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support of the administrative staff. Last, the students felt that they benefited
considerably from the changes made to the components.

5.4. Results of Research Question 3: How do the stakeholders situate themselves
in the process of systemic change at Northview? What were the roles of the
stakeholders in the change process?

a) What were the roles of chair?

b) What were the roles of instructors?
¢) What were the roles of administrative staff?

This section presents the results of the interviews, observations, and official
documents regarding the roles of people in the systemic change process at Northview
in 2014-2016. As Figure 11 shows, the school director was the visionary of the
school. The change process started with his appointment to the school. Second, the
secretary of the school supported the change process in terms of the administrative
and official work. However, the department head is the core of the systemic change
in the department; he worked with his core team members who were the vice-
chairpersons that he appointed. While one vice-chairperson became responsible for
the testing unit, the other vice-chairperson became responsible for the curriculum and
staff. The department chair represents the core team in the change process, and the
instructors are the supporters and evaluators of the change process. The instructors
gave their full support for the change, with any resistance, and all of the instructors
meet three times a year to evaluate the process. Furthermore, the planning
commission, which was formed at the beginning of the process, planned the
components of the curricular. Lastly, the students were situated as the receivers of
the benefits of the change process at Northview.

Regarding the roles of the people in the systemic change process, three
themes emerged from interpretations of the observations and interview data:
structural change attributes of the leaders, and whole school involvement and

negotiation, which are discussed in the following sections.
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5.4.1. Leadership: Attributes of the Leaders

Most of the participants of the current study mentioned leadership in relation
to the roles of the people working at the institution. The categories that formed the

theme leadership are character, competence, and justice (Figure 12).

Fairness

Equality > JUSTICE

No discrimination \
Experience

Acceptance > COMPETENCE —>

Insider LEADERSH'P

Problem-solving
Dedication > CHARACTER
Decisive

Figure 12 Codes and Categories of Leadership (roles)

The interviews indicated that the instructors were very dissatisfied with the
injustice of the previous department chair and the organization because the duties
were not distributed equally among those working at Northview. By contrast, after
seeing that everybody had an equal workload in the department, INS-1 stated that her
prejudice about the new department chair ended, and INS-2 remarked they can talk
to the new chair easily. INS-10 stated that no one had embraced the department in
the same way as does the current department chair, and INS-2 asserted that justice is
of great importance to those in the institution. INS-2 also stated that, as the previous
department chair people had always had some deficiencies when it came to justice,
she did not face any difficulties accepting this change process. In the previous
department, unequal workloads had a negative effect on their relationships; however,
the current equal workloads allow everyone to become involved in the process,
which filled all of the instructors with relief.

In addition, during the meetings, everyone now has equal time to talk, and the
appointments are done fairly. According to FOCI-2, no one in the school receives

special treatment and all the instructors have equal workloads. Therefore, if one
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instructor has prepared three exams, he is not given any other duties in the materials
unit. The official records show that the appointment of instructors to the units was
done according to the workload in that unit. Most importantly, these were outlined in
the planning meetings at the beginning of the semester and were announced at the
beginning of the academic year.

INS-2 stated that the new management consisted of people from within
Northview, and they knew them very well. She continued that they had the same
problems and the same anxiety. She felt the goodwill that the new chair had. As they
felt this, all the teachers started to feel the same. INS-11 agreed that the gap between
the department chair and the instructors has decreased because the department chair
listened to them very carefully about who he should work most closely with instead
of choosing his closest friends. The FOCI interviews also showed that the
chairperson did not choose his vice-chair among his best friends but rather among the
other groups of instructors who were respected by their peers.

The category competence is discussed with the instructors in relation to the
competence of the department chair. INS-8 stated that the department chair did his
master’s degree in his second language, not Turkish, and still works in the same
field. He pointed out that the chairperson has knowledge of the field, and that he did
not learn English just for the academic opportunity it offers.

During the two-year observation in the school and from analyzing the
documents, it was found that most of the previous chair people and managers were
assigned from different departments or faculties. Therefore, the implementation of
the new organization was the first time that an insider was assigned as the
department head. The roles and the contribution of the department chair as an insider
is discussed in the following paragraphs.

INS-1 stated that, in the previous department, two or three people were
responsible for preparing the exams and managing the testing office, which the other
instructors were unhappy about. However, in the current department, the department
chair organized a detailed plan for the testing office and leads the office in a just and
fair way. Moreover, the new department head appointed two vice-heads, who have
been assigned responsibilities. One is responsible for testing and the other is

responsible for the books, materials, and the program. She said that the chair’s
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attitude toward the department, the students, and the instructors had always been
understanding, planned, and decisive. She continued that decisions are not made

based on personal connections. AS-1 shared similar thoughts:

There was a team with 60 people, so there needed to be a core team who could
review the system. The leader should be both human-centered and job-
centered. While the leader is thinking of the happiness of his staff, he should
also care about the success and discipline of the work. The academic
qualification of the department head who was elected is really satisfying.
Moreover, he is well-liked and sociable. He has good communication with the
other people in the school. He believes in teamwork. He does not have any
obsessions. He has equal regard for the people in the institution. He motivates
people and loves his job very much. Besides, he deals with every little detail
and he spends most of his time at school. This sounds normal, but the previous
chairpersons did not dedicate themselves as he does. He organizes not only
academic events, but also social events such as dinners, meetings outside of the
school, and meals on special days. He is self-confident and open to
communication. He has got vision and aims for the institution. He loves his
country and he works for it. He is a bit strict, but | believe that someone in the
institution should be.

AS-2 stated that there were three change leaders—the director of the school,
the secretary of the school, and the department head—who had been very decisive
and full of ambition to change the school. INS-8 explained that these three people are

committed and team-oriented. He continued as follows:

I notice that when we complain about a problem, the chair solves the problems
as quickly possible. For example, in the past, there were leaks in our building,
and these problems have been fixed. Also, the classrooms have been painted,
the curtains have been repaired, and the computers are working properly. | also
noticed something and shared it with other instructors; in the orientation, the
most impressive speech was the chairperson’s.

AS-1 described his role in the change process. He stated that he shared the
authority with the other managers in the school. He gave them both responsibility
and authority, but held the control mechanism in his hand. AS-2 supported his idea
and added that the new director was open to new things and had the patience and
eagerness for change in the school.
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The leadership in the new department and the systemic change process
formed a large part of this research question. INS-3 stated that the chairperson’s
attitudes, speech, and implementations helped and changed people’s ideas about
Northview. She added that all the instructors were able to accommodate themselves
to the new system easily, and people found answers to their questions. Moreover, as
the new department chair became close to the instructors, they all felt that they were
of value to the institution, and thus wanted to contribute more to the new department.
As a result, INS-3 thought that their roles in the change process increased because
they were given more responsibility. In addition, INS-4 emphasized the importance
of leadership in the systemic change process, stating that she was really happy with

the department head. She gave an example of her belief:

I remember that | had my thesis supervision committee, and | offered to cover
my lessons afterwards. The department head told me that they would handle
this and assured me that it wasn’t a problem. This was a very small example,
but | felt very motivated about the institution. After this incident, I felt very
happy, and so | try to do my best for the institution.

Furthermore, AS-1 expressed his feelings about the character of the new
chairperson. He stated that the chairperson is self-confident, has a vision regarding
certain objectives and ideals, and is not vindictive. Although the chairperson is
somewhat strict, it is necessary to manage such a big department. INS-8 asserted that
the new department chair solves problems immediately and correctly. INS-1 supports
this view and added that the chairperson is decisive, does the necessary things for the
department, and that the new chair’s experience in the school eased their jobs. S-1

realized the effectiveness of the chairperson’s speech at the orientation program:

When we first time came here, the instructors and the chair told us what to do
in the department. For example, | remember the presenter (the chair) at the
orientation. |1 remember everything he said in the orientation program at the
beginning of the year, unlike in previous years.

Further, regarding the character of the chairperson, INS-8 stated that the new
chairperson has commitment, dedication, and respect, which enables the teachers to

have respect for him. INS-8 continued his feelings as follows:
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It is about personal differences. For example, not all sportsmen are the same in
any sport. Their abilities would be different, even though they’re all working in
the same way. In this institution, there are some personal differences in terms
of working style. Yesterday my friend called me, and | noticed that it was 11
p.m. but he was still working. Even some days, he is working until 1 or 2 a.m.
This means he has no concept of overtime; you work personally to develop and
to be useful to the institution. All of the instructors make the effort to improve
this institution. So anyone can get this education, but not everyone would work
like this to improve the institution. I didn’t see these kinds of people in the
previous administration. It might be because the managerial staff was assigned
according to their academic careers, but not according to their personal efforts.
Furthermore, the previous managers were saying “OK, we have the biggest
position, and all we need to do is management work.”

S-1 and S-2 emphasized the impressive speech of the management in the
orientation program. INS-3 stated that the professional features of the current
department chair were prominent. She said that the current chair is fair and everyone
has equal access to him, which allows him to look at the department professionally.
INS-1 supported the idea that the current chair is decisive and fair, which encouraged
them to behave appropriately. She added that the new chair has always listened to
them carefully and tried to find immediate solutions to their problems.

People’s positions in the institution have played a significant role in the
systemic change process. INS-2 stated that they had all been inside the organization,
and they all felt that they did it altogether. INS-9 added that they all thought that they
needed to participate in the meetings because their words were taken seriously.
FOCI-1 and FOCI-2 stated that formerly, they had all thought that nothing would
change, even if they shared their ideas, but they were mistaken. Additionally, while
the administrative staff had interfered with the academic issues in the former
organization, which was not appropriate, after the systemic change at Northview, the
administrative staff focused on their required tasks.

5.4.2. Structural Change: Reconstruction of Academic and Administrative
Organization

The roles of both administrative and academic staff comprised an important
part of the structural change. Two categories are listed in Figure 13 below as

organization and assignments.
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Organizational behavior \STRUCTU RAL

it > ASSIGNMENTS / CHANGE

Qualifications
Bottom-up

Figure 13 Codes and Categories of Structural Change (roles).

When we examine the structural change theme in relation to the roles of the
people, AS-2 asserted that the change process started with the assignment of the
secretary and the director of the school. Regarding the administrative structure of the
school, AS-2 said that he first built the administrative organization with the
administrative staff, and he defined their professional job requirements and declared
their responsibilities. AS-1 summarized the structural foundation of the systemic
change in the school, asserting that a big gap existed between the administrative
work and the academic work, which put constraints on the structural organization.

He underlined the importance of the structural organization:

There are colleagues who were working in the school before | was assigned as
the director. We negotiated the structural organization of the school. To me,
there needs to be shock to start the change. | continued with the vice-director,
who was working with the previous directorate to gain some time and
understand the school. Then, at the end of the term, those two vice-directors
quit their positions and | had the chance to assign my own vice-directors. The
reason for that was to convey the message that the change was going to start
soon. | sent an email to all the instructors asking who the department heads
should be. This was the first time that the instructors were asked about their
heads. Surprisingly, there were lots of replies to my questions. The instructors
were motivated, as they had the chance to choose their head. | saw that the
person in my head was approved by the instructors. Then, | looked into his
resume and academic background in detail.

Furthermore, in the focus group interviews, the instructors emphasized the
teamwork in the school. FOCI-3 stated that after the assignment of the department
head, he assigned his core team, which consisted of four people: the department
head, two vice-department heads, and the coordinator of registration. These four

people started to have regular meetings to diagnose the problems of the previous
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department and to decide on the items to discuss in the planning and evaluation
meetings. In summary, the roles of the people at Northview in the structural change
were considered to relate to the organizational change and the teams formed within

the department.

5.4.3. Whole School Involvement and Negotiation

This section discusses the roles of the people at Northview in relation to the
theme whole school involvement and negotiation. INS-5 and INS-6 indicated that
during the systemic change, the whole school involvement was achieved by the staff
working at the institution. This was the first time that everybody was actively
involved in the change process and had a voice regarding the systemic arguments in
the process. Figure 14 shows three categories that relate to the theme whole school
involvement:  participatory management, teamwork, and meetings, and

communication is a subcategory.

Increase in roles :
Involvement — PARTICIPATORY
Sharing workload MANAGEMENT

Shared workload

galantced management> TEAMWORK \ WHOLE
ore team SCHOOL

Egi?ir;?gation > MEETINGS _—2 INVOLVEMENT

Committees 7
/7
/7

Informed people 4
L . .. ’
Negotiation Communication

Support /

Figure 14 Codes and Categories of Whole School Involvement (roles)

INS-10 discussed the category lack of communication in relation to
participatory management, stating that the reason for not encountering resistance to
the change was because of the positive personal relations and communication. She

asserted that the new department chair tried to share everything with the instructors
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and actively included them in the change process. She also emphasized the change in

communication between the instructors and the department chair:

If you criticize properly and politely, people listen to you. For instance, |
wrote an email a couple of times to complain about some negative things,
and | discussed my criticisms verbally with the chair, and he said that he
took note of them. People listen to your complaints and troubles when you
use the right words. When I say "I’m sick today, I can't come,” I didn't
receive responses such as, “Where are you! Get a medical report!” But |
relate this to my undoubted good intention. They made my work easier,
quite simply. Also, some informational brochures were printed, and several
meetings were held, which was really good because even a person that did
not attend the meeting was able to know thanks to these brochures that
included annual plans. These brochures help us in a really good way,
especially when we’re working with partners because sometimes we’re
unable to contact our partners, so it was an excellent development. There is
no disruption for the students and teachers because the communication
problems that are caused by telephone batteries or the telephone network
were solved. Also, they made good use of the website and social media.
Since the last management, | have seen that the students are well-informed.

INS-5 and INS-6 stated that they had not faced any difficulties throughout the
change process because they witnessed it actively. They asserted that, because the
change in the school was considered necessary by everyone, they had a smooth and
easy transition. They elaborated that the meetings at the beginning of the term were
so beneficial that they had not experienced any difficulties. INS-5 also stated that
when he saw that his suggestions were included in the change, he became more
motivated for the change. INS-6 said that the instructors and the department chair
allowed sufficient time for each other to reorganize everything in the department.
INS-4 also emphasized the importance of the meetings, stating that during the
planning and evaluation meetings, people had the chance to express their thoughts
about the system, which made them participate in the process.

Teamwork was one of the categories under the theme whole school
involvement. One of the first things that the new chair did was to organize the team in
the department and allow them to work in a peaceful environment. INS-8 stated that
working as a team had been effective since issues has arisen that one person alone
could not have dealt with. He continued that they eliminated the previous works and
acted in harmony. AS-1 supported this view and added that they were like a family,

which required teamwork. He added that the department head and his core team were
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competent in their jobs. Their communication channels had always been open and he
not experienced any anxiety about being unsuccessful.

INS-3 emphasized the importance of participatory management. She stated
that all the instructors wanted to share their thoughts and beliefs about the change
process because they had understood that their opinions were valued and considered,;
therefore, the instructors’ roles had been expanded. INS-3 supported that the
department chair shared every idea and decision with them, and INS-2 stated that she

was happy participating in the meetings:

We are all inside the system. We all feel that we do it all together. We all
think that we need to participate in the meetings because our words are
taken seriously. Formerly, we all thought that nothing would change even if
we shared our beliefs, but now everything has changed.

In summary, the roles of those involved in the change process in relation to
the whole school involvement and negotiation were affected by teamwork,
participatory management, organization of meetings, and the way people

communicate with each other.

5.4.4 Summary of the Roles of the People in the Systemic Change Process at Northview

After analyzing the interviews and documents, three themes emerged:
structural change, leadership, and whole school involvement and negotiation. While
character, competence, and justice formed the leadership theme, organizations and
assignments formed the structural change theme, the whole school involvement
theme comprised communication, meetings, teamwork, and participatory
management categories.

The instructors reported playing a considerable role in the change process
since they were involved in each level and component of the systemic change, and
they felt important and motivated during the process. The instructors enjoyed being
members of the team and were happy to participate in the management. Moreover,

the former chair noted that the assignment style of the department chair also helped
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them to work in harmony with the department chair and with their colleagues.
Moreover, while electing the department chair, the participants placed emphasis on
the importance of the character and competence of the change leader. Last, the
administrative staff remarked that sharing their experiences and supporting each

other enabled them to work effectively.

5.5 Results of Research Question 4: How Are the Results of Change Described
at Northview?
a)  What are the results of the change from the instructors’ perspective?

b)  What are the results of change from the students’ perspective?
C) What are the results of the change from the administrative staff’s’

perspective?

The results of the change are discussed in response to research question 4,
and the themes that emerged are structural change, motivation, and standards.
Whole school involvement and negotiation emerged as a sub-theme that related to all
three themes (Figure 15). The figure demonstrates that the students’ motivation
increased following the systemic change, which is directly related to the success of
the systemic change process. In addition, since the instructors, committees, and core
team were actively and willingly involved in the change process, the whole school
involvement is achieved, which affected motivation of the people in the department.
Their active involvement in the process enabled them to set the standards, increase
the motivation rate, and change the structure of the department through negotiations.
Three themes therefore emerged as a result of the Organizational and Instructional

Transformation at Northview.
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Figure 15 shows the three major themes and one sub-theme. Whole school
involvement, which emerged as the sub-theme, is promoted by the instructors,
committees, and the core team. Then, the involvement of whole school affected
people’s motivation to change the standards and structural changes in the
department. As a result of their active participation, changes were accomplished in
relation to the themes: motivation, standards, and structural change. Therefore, in
answer to this research question, the results of the systemic change are described as
the “Organizational and Instructional Transformation at Northview.” The success is
attributed to the motivation of people to implement new standards in the department
and achieve structural change. As shown in the figure, while whole school
involvement has a mutual relation with motivation, whole school involvement affects

the standards, structural change and the results of the systemic change.

5.5.1. Structural change: Reconstruction of Academic and Administrative

Organization

The results of the systemic change are discussed under three themes in
instructors and students’ point of views which is shown in Figure 16 below.
Structural change was formed by three different categories; assignment,

responsibility, and organization.

Fairness
Democracy > ASSIGNMENTS

Bottom-up
Participation \ STRUCTURAL
Support > RESPONSIBILITY —>

CHANGE

Increase in roles

Committee /
> ORGANIZATION

Teamwork
Bottom-up

Figure 16 Codes and Categories of Structural Change (results)
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Organization and responsibility are interpreted together since they are closely
related in terms of the results of the systemic change. According to the observation
results, the organizational structure has changed the most. There is now one director,
two vice-directors, three department heads, and two vice-chairpersons for each
department. In addition, a secretary was appointed to deal with administrative issues.
AS-1 stated that the responsibilities of the administrative and academic staff are now
clearly defined, and each group is only responsible for their area of expertise. AS-2
supported this idea, adding that if an instructor or a student has an administrative
problem, they need to communicate with the department head. If the department
head cannot solve the problem, he refers to the directorate, and they deal with the
problem together; FOCI-1 and FOCI-3 called this the school hierarchy. INS-10
stated that every position had an owner. Thus, if there is a problem regarding the
exams, they should see the vice-chairperson who is responsible for the testing unit;
however, for a problem concerning materials, they should see the other vice-
chairperson. For any other problem, they can see the department head. INS-10
emphasized that they know with whom they need to make contact for any given
situation, and he mentioned that when they have a problem with one of the students
in their class, they do not have to consult the director directly. AS-1 expressed his

feeling about the results:

| had a great belief in being successful. Organizations are like families. They
require teamwork. The most important result was how the structural
organization was designed. Everybody knows what they need to do. So, we can
see the success rates of the students. Moreover, the results of systemic change
can be seen when we look at other departments or schools in the university. For
example, the English Language Teaching (ELT) Department, which was
founded nearly 20 years ago, has just decided to start mandatory English
preparatory education. | believe that they now believe in the quality of the
education given here. Moreover, the Nursing School, the Sports Management
Department, and the Training Department has also started offering English
language education to their students.

The third category relates to the assignments of the director, department head,
or the people in the testing and materials units. The observation results indicate that
in the previous system, the department chair was assigned by the rector without the
instructors’ input or a democratic election. The department chair was an outsider who

did not know the school before being assigned. However, following the systemic
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change, the department head was assigned based on an election and negotiations with
the instructors, the assignments of the units were made based on negotiations within

the core team.

5.5.2 Motivation

Figure 17 shows the three different categories that form the theme of
motivation:  achievement, confidence and belonging, and negotiation.

Communication is a subcategory.

Rise in pass rate
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Realization of being go \
Dedication CONFIDENCE
Self-esteem =~ and \

Feeling of valued BELONGING
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Figure 17 Codes and Categories of Motivation (results).

FOCI-3 and FOCI-4 indicated that the students’ motivation increased starting
with the orientation program at the beginning of the year. S-5 stated that the systemic
change had motivated the students’ study habits for the exams. S-3 supported S-5

and expressed himself as follows:

After the systemic change, | was really motivated for success due to changes in
the portions and the official regulations document. We were able to see the
proficiency exam before we took it, and the department started showing the
students pictures that had the highest scores, which motivated lots of students.
After the system changed, we started to get to know the teachers and the chair.
The instruction and curriculum changed the relationship between the students
and teachers.
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At the end of the systemic change process, AS-1 stated that motivation
increased gradually among the instructors, administrative staff, and even the
students. INS-4 shared her positive feelings about establishing the school culture,
which was created during the change process. INS-6 noted that people used to
complain about the department to the rector, which he now accepts was not true. It is
emphasized that they did not have any problems with the students. They can easily
say that it is the only institution that does not have such problems. Moreover, he adds
that everything is shared with the instructors before announcements are made to the
students. As people are happy, they now have their meals in the institution and they
spend time at the school after their classes.

INS-3 expressed that the systemic change positively affected her attitude
toward her work, adding that she has more trust in herself and the system, and that
instructors no longer encounter negative surprises as a result of daily decisions or
lack of clarity or gossip. INS-4 also expressed her feelings about her motivation in

the current department.

| wanted to have my evening tea at school several days ago. | used to hate
staying at school after classes in the past. | was shocked by this plan. However,
the idea came to my mind spontaneously. | think that | wanted to see people
and be in school at that time. Another important example is that I did not use to
defend my institution beforehand. One day someone was talking about my
institution negatively. | heard his words and started to defend my school. |
explained the systemic change in this department. Afterwards, | was really
surprised with my response. We did not use to talk about our department
because of the negative effect it had on us.

INS-2 stated that the previous system had many misleading and deficient
points, which she remembers well. She pointed out that the systemic change affected
the relationship between the students and the teachers because they only have small
complaints compared with the former system. In addition, in the previous system, the
teachers could not find common ground, even though they did not have many
different beliefs, and the instructors were classified as either a reading teacher, a
writing teacher, or a main course teacher. The former chair had decided on that
system alone and presented his decisions to us. However, the new department chair
had told them that their ideas and beliefs were important, so they felt really valuable

to the institution.
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The department chair formed a planning commission and had small
evaluation meetings with the instructors, and they understood that the results of the
meetings were taken seriously and acted accordingly. She also added that they were
able to see the results of the change by the end of the last year. The proficiency test
results were very high, with an 80% success rate. People started to think that
Northview was successful, standards have been implemented in all areas of
Northview, and she now feels a sense of belonging to her institution and takes
responsibilities. She believes that everybody enjoys Northview now.

INS-1 claimed that the results of the systemic change were clear when the
results of the students’ whole year performance were announced on the department
website. Compared with the previous website, the new website gave everybody a
sense of satisfaction and pride about the effective job they had done throughout the
whole year. As stated in the section on research question, the motivation of the
instructors, administrative staff, and the students was low in the previous department
because of a failure of the program, fear of the department chair, and uncertainty
about the system. INS-6 and INS-7 stated that in the current system, they are really
relaxed and happy when they come to school and enter the class because there is not
a negative feeling in the whole school. The instructors feel that they are valued and
respected.

FOCI-3 stated that, since the successful change, she had a feeling of
achievement. INS-5 said that not only the instructors’, but also the students’
motivation and belief in the department had changed since they were sure that they
would be successful. Furthermore, INS-8 supported that both the instructors and the
students’ motivation level increased day by day because the success rate increased
from 17% to 80%. She continued, “The students who study properly pass their class
at Northview. It is good that there is no victimization of students as in the past.”
Accordingly, S-5 stated how their motivation rate increased after the systemic

change:

In the former system, we were all non-attendant because of the system and
instructors. Systemic change motivated us to work hard for the exams. After
the systemic change, | was really motivated to succeed due to changes in the
portions and the official regulations document. Moreover, we are able to see
the sample proficiency exam before we sit for it. You also started showing the
students pictures that had the highest degree, and this motivated lots of
students.
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INS-4 had a very different viewpoint, stating that they were aware of being
good teachers after seeing the students learn English and pass the proficiency exam.
INS-4 summarized her feelings as, “We were able to see the results of the change at
the end of the last year. The proficiency results were very good and people started to
think that the preparatory department is successful.”

Regarding the meetings, it was observed that in the meetings at the beginning
of the academic year and the evaluation meetings at the end of each semester, the
instructors felt nervous at first because of the fear inherited from the previous
meetings in the former system. However, after realizing that the department chair
was understanding, and was seeking ways to deal with the problems positively, their
perception of the department chair also changed. INS-4 emphasized the importance
of the social meetings and meals outside of the school. She believed that these social
facilities enabled people to get closer to each other and thus stopped the informal talk
and gossiping. It is also indicated that their problem was not laziness, but not
knowing how to foster their motivation and energy. INS-7 expressed her ideas as

follows:

| wake up feeling better in the mornings. | am not tense or worried anymore. In
the past, | remember that the materials were given to us while we were walking
along the corridor going to our class without any information, and the
department head was waiting for us in the early morning on the stairs to insult
us. Now | feel very well because | know that even if | get to work late because
of oversleeping or an illness, I can easily call the appropriate person to handle
the problem for me and I can cover my lessons or do some extra lessons in the
future. 1 do this because | feel responsible for my department.

Lastly, INS-3 stated that the character and the communication style of the
department head increased the instructors’ motivation levels. There were various
ideas about the leadership of the change process; however, everybody concluded that
they are really happy with the style in which the department chair performs his
duties. INS-3 stated that the department chair did not see them as workers but as
valuable and respectful people sharing the same values in the same institution. The
department chair makes them feel important to the success of the department, and
everyone can reach the department chair whenever needed. She also thinks that the
emotional intelligence of the chairperson is so high that everybody has a good
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relationship with the chairperson. Last, she thinks that the leader of the change

behaves professionally.

5.5.3 Standards: Specification of Benchmarks and Standards

Referring to the theme standards in relation to the observation and the
interview results for research question 4, the categories under the theme are rules,

testing, curriculum, and lack of communication as a subcategory (Figure 18).

Planned
RRD > RULES

Discipline
Assessment
Exams > TESTING ~
Level
STANDARDS

Content
Flexibility > CURRICULUM 7
Appropriate Level Rd

’

Orientation programs /'
Tools > Communication

Coordination

Figure 18 Codes and Categories of Standards (results)

According to the students’ focus group interview results, the curriculum has
been standardized. First, S-4 stated that all students had to attend the orientation
program, which they benefitted from very much because it was extremely effective.
Moreover, having lessons for six hours a day had been really long and tiring for S-4
as opposed to the current five hours. He continued that when the system changed,
they had the chance to learn everything on the website; the instructors informed them
of the next topic and the date of the next quiz. S-4 believed that the system has also
changed the attitudes of the teachers, and S-3 asserted that the books, the program,
the teachers’ attitudes, the teacher’s instructions in the classes, the information given

to students, the brochures, the exams, the portions of the exams, the announcements,
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and the use of technology had all been standardized, which has brought discipline to
the teachers. S-5 summarized the change in standards as follows:

In the previous organization, the classes were mixed three times a year. But the
new system mixes the classes only once a year. | would have just got used to
my class, and suddenly they would be mixed. It was awful. There was no plan
and the department was far from being technologically savvy. The department
uses technology effectively now. Previously, we were covering four books a
term but now they are distributed evenly. Everything is set before the term
starts in the new system. There are also worksheets since we needed extra work
to be successful. In the previous system, we had classes for six hours a day, and
it was tiring. Now there are only five hours of classes a day, and the semester
break has changed from nearly from seven weeks to four weeks, which is better
for us.

The school rules have also been standardized. FOCI-4 stated that the
instructors started to become more disciplined with their duties such as handing work
in on time and class hours. Moreover, the instructors know the procedure for
obtaining official permission for leave; they talk to the vice-head of the department
and complete an official request paper. They can also plan their courses with the
vice-head and talk over how to cover the lesson or do their make-up lessons. Under
the new system, the instructors also have two office hours, which they have to
announce to their students and ensure they are available in their offices during those
hours in case the students need help with their studies.

After the planning and evaluation meeting with the instructors, and the
publication of RRD 7, the rules and testing system were changed. The required
amount and timings of quizzes, midterms, proficiency, and make-up exams were
decided so that everyone knows what is expected and when. Moreover, INS-7 stated
that they changed the weekly schedule to extend the number of weeks in the semester
from 14 to 15 weeks. INS-3 and INS-4 stated that the partnership and mixing of the
classes once in the middle of the year is beneficial for the students’ education.

INS-3 expressed that, to be sustainable, collaboration and negotiation should
continue. She added that rather than personal and daily decisions, there were now
certain standards that were established in the RRDs. Further, the department chair
did not treat people based on their personal closeness, but rather according to the
standards. INS-3 also emphasized that no one—students, instructors, or the
administrative staff—had unanswered questions because everything had been clearly

designed.
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In terms of the category lack of communication, As AS-1 expressed that the
systemic change in the department improved the dignity of the department. Other
departments started to look into the Preparatory Department in detail and have more
positive feelings about it. The other departments also started to send their students to
receive the English language education for one year. AS-1 also noted that the school
now actively uses social media and the Internet. A new website has been created for
the department, which is accompanied by a student booklet. A sample proficiency
exam, the RRD, the exam score lists, attendance results, and even instructors’
resumes are uploaded to the website, which was not done in previously. Further,
announcements are made regularly via emails and the website (S-1 and S-4). INS-10

emphasized the importance of communication:

One of the best things that came with this modification is the orientation
meeting. Students couldn't get how serious it was but after the second and
the third one, their attendance rates to the classes increased. Only 50% or
60% of the students showed up to the first one but this number increased
year by year since they know that this meeting will guide them throughout
the semester. In this meeting, they are not only informed verbally but also
given a booklet that contains information about the department such as the
attendance limits, book lists, the grading system, and content of the exam.
They learn what's going to happen at the end of the semester during this first
meeting and this provides relief to both the students and the lecturers.

The exerpt above show us that, in thechange process, several concrete steps
were taken rearding the communcaiton tools which affected the attendance and

motivation of the students.

5.5.4 Summary of the Results of Systemic Change at Northview

The analysis of the interview results and official documents led to three
themes: structural change, motivation, and standards. Structural change comprises
four categories: organization, responsibility, assignments, and communication;
motivation comprises three categories: achievement, communication, and belonging;
and standards is based on four categories: curriculum, communication, testing, and
rules.

According to the administrative staff interviews and document analysis, the

structure of the school has changed. Formerly, two people were responsible for
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running the department. However, the change in the assigned management marked
the start of the change process and enabled everyone to know their responsibilities.
As a result of change process, the instructors and the students feel a sense of
belonging to the school and their communication rate increased. The instructors also
helped to change the curriculum, the testing style, and the school rules, and the

students’ success rates and motivation levels increased.
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CHAPTER VI

DISCUSSION

The aim of this study was to explore; the reasons for systemic change, the
components of the systemic change, the roles of people who contributed or resisted
to change, and the results of the systemic change process in relation to the theory of
systemic change. The results presented in the previous section under each research
question in detail with the themes that emerged. This chapter examines and discusses
the research findings derived from the data with the related literature and studies
conducted on systemic change. The discussion of this study is derived from the data
mostly from the principles of social constructivist research paradigm that is based on
the personal experiences of the participants (Creswell, 2013; Fox, 2001; Liu &
Mathews, 2005; Ultanir, 2012; Petit & Hault, 2008)

For the first research question, which deals with the reason of the systemic
change, findings were discussed by looking at five themes: low-motivation and the
eagerness to contribute to change, attributes of the leader, whole school involvement
and negotiation, specification of benchmarks and standards, and reconstruction of
the academic and administrative organization. Moreover, as a sub-category, lack of
transmission of information were discussed in relation to those five themes. The
reasons of change at Northview are also listed in various studies which supports the
findings of this research (Anghelache & Bantea, 2011; Hoover & Harder, 2015;
Mariana & Viorica-Torii, 2015)

As the second research question deals with the components of the systemic
change, which are the specific units of change, twenty changed items which are
grouped under four sections as: 1) curriculum, 2) assessment, 3) organization, and 4)
communication, in the department are discussed in relation to three themes. The
themes are the specification of benchmarks and standards, reconstruction of

academic and administrative organization, and whole school involvement and
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negotiation. Transmission of information as the sub-category is discussed under the
light of these themes.

The roles of people during the change process at Northview are explained in
the third research question. Here, the roles of the Director, the Secretary of School,
Department Head, Vice-chairpersons, and instructors’ roles are discussed with three
themes. The themes that emerged are reconstruction of benchmarks and standards,
attributes of the leader and whole school involvement and negotiation. Transmission
of information is discussed under each theme.

Lastly, the results of systemic change are discussed under three themes and
the sub-category - transmission of information sub-category. These three themes are
the reconstruction of academic and administrative organization, motivation, and
specifications of benchmarks. While discussing the results of this study, related
literature and examples from similar studies are used.

In the following part of this chapter, in order for an analytic understanding of
the flow of the study, the new design model named “Integrated-Contents Systemic
Change (I-CSC)” model is presented which summarizes and shows the content of
systemic change in this specific case. After that, the comparison of three models
from the literature, which are also mentioned in Chapter 11, with the proposed model
of this study is given. At the end, each code and category of the results of the study is

discussed with the findings of similar studies conducted in Turkey and abroad.

6.1 Integrated-Contents Systemic Change (I-CSC) Model

In order for a better and collective understanding of the study, a design
model of this specific case is proposed below (see Figure 19). The figure is designed
as a result of the research findings. The model is formed with four concentric circles
since it is easier to follow the relationships between the unit of analysis, themes and
categories. The figure was also divided into segments with both dashes and lines.

The first inner circle states the unit of analysis in the study which occurred as
systemic change in the current case. This unit of analysis is placed in the core of the
figure as all other themes are interrelated with this central theme. Moreover, it is also
placed in the center in order to ease people’s understanding the core and basic of the

model at first look into the model.
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In the second circle, five themes framed the unit of analysis which means that
the unit of analysis in this case is depicted in relation to these themes. The inclusive
names of the themes are written in the figure as the general names of each theme
which differ in each research question. The inclusive and general names of the
themes emerged as motivation, leadership, whole school involvement, standards and
structural change. However, these labels differ in their explanations in each research
question according to the findings.

In the third inner circle, the sub-category which affected four of the themes
can be seen. The general name is labeled as communication, and it is separated from
the themes with dashed lines in order to show that it is not a theme but a sub-
category of each theme. This finding is supported by several studies which prioritizes
the importance of communication (Reigeluth et al., 2008). As can be seen in the
figure, communication does not have a direct relationship with structural change that
IS why communication circle excludes it in the figure.

In the outer circle, the most frequently mentioned codes and categories which
constitute the sub-category and the themes are given. Out of the circle, the labels of
four requirements for this specific systemic change case are indicated as; 1) reasons,
2) components, 3) roles, and 4) results. This shows us that, in order for a systemic
change at such an English language institution, reasons, components, roles of people,

and the results should exist (see figure 19 below).
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Figure 19 Integrated-Contents Systemic Change Model (I-CSC Model)
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6.2. Comparison of Integrated-Contents Systemic Change Model with the Other
Models

Integrated-Contents Systemic (I-CSC) Model presents a demonstration of
systemic change at Northview. The model is a detailed one as starting from the outer
circle, the most frequent codes and categories that created five themes of the
‘content’ of the model are given. Moreover, four requirements for the systemic
change at an English Preparatory department are mentioned as reasons, components,
roles of people and the results. As these requirements and the components are
integrated, the name of the model was decided as Integrated-Contents Systemic
Change (I-CSC) model. It would be better to compare I-CSC model with other
systemic change models in the literature to see how they differ or show similarities.
Table 13 below demonstrates the summary of four models. Four requirements of I-
CSC model are discussed with the themes that established the integrated-contents of
the model.

The first requirement of I-CSC model is stated as reasons. These reasons are
formed by the lack of motivation and eagerness to contribute to change, attributes of
the leaders, lack of whole school involvement and negotiation, specification of
benchmarks and standards, and reconstruction of academic and administrative
organization. When we look at the other three models, GSTE stated that there needs
to be readiness capacity to change in its Phase 1. On the other hand, in CBAM,
Principle 1 is about learning the environment. However, as in this study, the change
leader is an insider; there was no need for a learning process. However, the change
leader tried to find out what people thought and knew about the system. Moreover, in
the tenth principle in CBAM, it is stated that the beliefs, thoughts ideas, and policies
and regulation factors affect change process which shows similarities with the first
requirements of the I-CSC model since the department discussed both internal and
external factors that CBAM stated. In Conditions of Change model, Condition 1
which is dissatisfaction with the status goes parallel with the first requirement of |-
CSC model. In Condition 1, similar to GSTE Phase 1, there needs to be problems
with the current situation of the system. Unlike in Condition 5 in Conditions of
Change model, in I-CSC model, there was not an incentive but psychological

motivation to become more successful.
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Table 13 Comparison of I-CSC Model with the Other Models

I-CSC Model

GSTE Model

CBAM

Conditions of Change

sustaining are
different phases

Requirements Themes Jenlink et.al.(2004) (Hall and Hord, 2015) Model (Ely,1990)
1.Motivation Phase 1 — Assess Principle 1- Change is learning Condition 1 — Dissatisfaction
" 2.Structural readiness and capacity Principle 10- Internal and external with the status
S Change factors
S 3.Standards Condition 5- Rewards or
@ 4.Leadership incentives
5.Whole School
n Involvement
| 1.Structural Phase 4- Design a new Principle 3- School is the primary | Condition 3- Accessible
L 2 Change educational organization components
Q | o 2. Standards system Principle 5- Interventions
O S 3'V|Vh°'|e School Principle 6- Appropriate
= £ nvolvement interventions
w | o to reduce resistance
T Principle 9-Mandates can work
o 1.Leadership Phase 2- Prepare the Principle 7- School based Condition 2- Knowledgeable and
LL 2.Whole School core-team leadership skilled people
O 3 Involvement Phase 3-Prepare the Principle 8- Team effort Condition 6- Participation
» | & 3'2‘#“““”’" expanded teams Condition 7- Support for
LL ange innovation
o Condition 8- Leadership
E 1. Structural Phase 5-Implement and Principle 2- Change is a process Condition 4- Time to learn,
< Change evolve the new Principle 4- Organizations adopt, adapt and
L] 2.Standards system individuals implement implement
L " 3.Motivation change
= 4'V|Vh°|e School Principle 11- Adopting,
5 nvolvement . :
. implementing, and




In the second requirement, in I-CSC model components are discussed. Here,
there were four main groups formed by twenty components were changed, and these
components are discussed under three themes as: whole school involvement and
negotiation, specification of benchmarks and standards, and reconstruction of
administrative and academic organization. In GSTE Phase 4, it is stated that,
designing a new educational system is necessary which is formed mainly by the
components of the new education. In CBAM Principle 3 which emphasized the
importance of school in change process, Principle 5, where workshops, seminars or
meeting would be useful for informing people, Principle 6, in which making the
interventions at the most appropriate time to decrease the resistance level, and
Principle 9 which is about the mandates and the hierarchy correlate with the
components of I-CSC model. Lastly, in Conditions of Change model, Condition 3
emphasizes the importance of accessible components to follow a smooth and simple
path for change.

Thirdly, in I-CSC model, roles of people are discussed with reconstruction of
academic and administrative organization, attributes of the leader, and whole school
involvement and negotiation. Parallel to this, in GSTE, Phases 2 and 3 mention the
importance of teamwork and core-teams. In CBAM, leadership and team effort are
emphasized in Principle 7 and 8. Lastly, in Conditions of Change model, the
importance of knowledgeable and skilled people, participation and leadership is
discussed in Conditions 2, 6 and 8 which shows similarity with I-CSC model.

The last requirement of I-CSC model is the results of the systemic change
process, and it is formed by three themes; reconstruction of administrative and
academic organization, specifications of benchmarks and standards, and motivation,
and one sub-theme; whole school involvement and negotiation. In GSTE, Phase 5 in
which implementing and evolving the new system and the evaluation are given.
Moreover, in CBAM, Principle 2, which discusses that change is a process and takes
some time, Principle 4, in which individuals are key to change and it is similar to
whole school involvement of I-CSC model, and Principle 11 which emphasizes
adopting, implementing, and sustain the change process show similarity with the
results of I-CSC model. Lastly, in Condition of Change model, Condition 4 mentions
the importance of time, adaption and implementation which correlates with all

themes in results in I-CSC model.
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6.3 The Participants’ Explanations of the Reasons of Systemic Change at
Northview

The first research question of the study explored the reasons of systemic change in
the department. The results derived from the analysis of the data show that, the
reason of the systemic change in the department is explained by several themes as
follows:

1) Motivation- the eagerness to contribute to change,
2) Whole school involvement and negotiations

3) Standards — specification of benchmarks

4) Attributes of the leader

5) Structural change — reconstruction of administrative and academic organizations

The first theme that had impact on the unit of analysis (systemic change) which
emerged as eagerness of people at the school to contribute to change was one of the
prominent requirements. In order to conceive their eagerness, reflections on burnout,
feeling of failure, lack of information transmission between the parts of the system,
lack of self-confidence and mistrust and no feeling of belonging to school are
discussed. All these elements support the findings of some other studies conducted
on the motivational reasons of systemic change (Pan, 2007; Wyse et al., 2014).

It is understood that after several systemic changes experienced in the school,
the instructors became tense and they started to have prejudice towards their jobs.
The failure of the previous organizations, curricula, and instruction also made people
think that it was a waste of time trying to fix things at their work place. Similar
findings were obtained in Hargreaves (2004), who discusses the negative results of
repetitive changes in the system that occurred in the institution.

Moreover, chaos came into prominence with fear from punishments and
exposure to mobbing. Seeing that the students could not achieve the requirements in
the system, failure came into question among the instructors and the administrative
staff. This feeling also resulted in low motivation and mistrust. Although they
personally struggle a lot and things do not change, the level of self-confidence of the
instructors and the students decrease. Moreover, the idea of delivering low-quality

education and seeing that they are lost in the system justify their burnout and mistrust
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to the school. The beliefs, values and thought of people in systemic change process is
also argued in Banathy (1995) as “fixing the people” in the change process

The eagerness to change was also supported by the lack of information
transmission between the people at school. The low-quality communication, personal
conflicts and arguments and gossiping as a result of not being open the effective
information transmission blocked the communication channels after years. Recent
research shows that ‘relational trust’ (Holmes et al., 2013; Keshner & McQuillan,
2016) among the change agents is seen as one of the points in change literature
which is also a matter in this study.

The other main reason for change occurred as lack of whole school
involvement and lack of negotiation in this study regarding the reasons of change.
Lack of effective information exchange, irregularities in meetings, feeling alone in
teamwork, and top-down and non-participatory management appeared as one of the
main reasons of the systemic change parallel to the ones in the literature (Hargreaves,
2004; Heargreaves & Fink, 2000; Kershner & McQuillan, 2016; Lauritzen, 2016;
Zhu et al., 2010). In the previous organziations, although several official meetings
were held, these were not administered regularly, and people did not know when and
what to speak about. Moreover, the instructors could not find a chance to participate
in the management and negotiation. The lack of effective and productive negotiation
in these meetings resulted in loneliness. Teams were not able to operate effectively.
Quietness became one of the traditions of the meetings and management. Lastly, lack
of transmission of information between the management, instructors, and students
caused eagerness to change to a system where they would find a place for themselves
to express themselves and negotiate the issues which is in line with the findings of
Duffy and Reigeluth (2008) and Woodman et al. (1993). The importance of
communication channels is also emphasized in Diffusion of Innovations theory
(Rogers, 2003; Deshors et al., 2016) which asserts that systemic change is the
process that people share information with one another.

The structural organization of the system did not permit the mechanisms of
school work in coherence which is parallel to the findings in several cases (Earl &
Katz, 2005; Loorbach & Rotmans, 2010). Previously, the whole organization and
mechanism in the school was under few people’s authority, and they did not favor to
share their authority. Although there were twelve positions in the management, only

two or three people shared the authority. Moreover, there used to be changes in the
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management of the department very frequently and this also caused avoiding taking
responsibilities. Moreover, the assignments to the management had always been top-
down without negotiating with the stakeholders in the institution. Sudden and
unexpected changes in the management also caused the managers to feel burnout.
Being the chairperson or the director was perceived as a threat among the possible
nominees of the management since they were aware that they would resign or would
be dismissed from their positions. Emphasizing the importance of job-commitment,
this study revealed that the commitment to the responsibilities of the director or
chairperson was low which caused unmotivated staff. The place of administrative
and organizational process is mentioned in this study which yielded similar findings
parallel to Nohl & Somel’s (2016) study.

Lastly, non-specific benchmarks with the fundamentals of the system,
assessments, information transmission, the content of language education, and
practices induced change. Specific benchmarks about curriculum, organization,
assessment, communication, exams, books and materials, staff, weekly schedule,
academic calendar, teamwork, and committees were not specified, and these caused
the need for change in the system. This study supports the findings of some others
which conducted on the standards of educational system (Green & Etheridge, 2001,
Reagle, 2006; Reigeluth et al, 2008).

6.4 The Exploration of Components of Systemic Change at Northview

The components of the systemic change may vary in different systems as
these are separate cases. In the current study twenty components were identified.
These components were discussed in relation with three themes emerged after
analyzing the data. These themes are specification of the benchmarks of the systems,
reconstruction of academic and administrative organization and whole school
involvement and negotiation. Moreover, communication as the transmission of
information as the sub-category is also discussed. These components are discussed
with the results of related and similar cases mentioned in the theoretical framework
and literature review sections of this study. One important feature of the components
in this study is that each of them was decided with long and detailed negotiations
with the instructors at the school which is also mentioned in Moore (2005).
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One of the phases that Fullan (2007) emphasized in the systemic change is the
‘implementation of systemic change’ which is also seen as one of the components of
change in this study. To start with, the components of systemic change in this study
are categorized into four: curriculum, organization, assessment, and communication.
Curriculum is formed by materials, books, one-year pacing schedule, academic
calendar, extra-curricular activities, and weekly schedule. Zavadsky (2016) refers to
the importance of change in curriculum in the systemic change process which
demonstrates similarity with this study. Secondly, organization constitutes teamwork,
RRD, design of classes, planning and evaluation committees course registration,
staff, core-team, course partners, and assignments. Thirdly, assessment is formed by
presentations, and exams. Lastly, communication is composed of official and social
meetings, orientation programs, and communication tools such as e-mails, web-site,
social media, and brochures. The components of change in the system go parallel
with the studies in the literature on systemic change (e.g. Reigeluth & Carr-
Chelmann, 2009; Zhu & Engles, 2014).

Similar to the findings of this study, Banathy (1995) argues that the first step
should be ‘fixing the parts’ of the system such as curriculum and instruction. When
we look at the curriculum, there were various clubs and the portfolio in the previous
system. After discussing these activities with the planning commission, it was stated
that students do not benefit from writing, cinema and theater clubs, and portfolio
assessment. However, it was decided that speaking clubs would continue with a
condition that is to change the content. It was thought that if such extra-curricular
activities do not help students with the academic improvement, then it would be
inevitable to get through them. Moreover, the weekly schedule was changed by the
planning commission. It was decided that six hours a day is too much for the students
and it led to boredom and unwillingness to stay in the class. Therefore, it was
decided that there would be five classes from Monday to Thursday and four hours on
Friday. By doing so, it was aimed that students’ concentration and attending to the
classes would increase. The students in the focus group interviews supported this
decision, and expressed their positive feelings about this arrangement. Moreover, the
academic calendar was extended from fourteen weeks to fifteen weeks in a semester.
This was done not to rush in the classes but to teach the subjects more effectively.
Although the instructors do not get extra benefit, they all supported the extension.

Lastly, the content of language program was changed. First, the status before the
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systemic change process was examined by looking at the books, materials, student
levels, exam scores and the needs of the departments. Then, the planning commission
started to design the whole year curriculum and the expected outcomes. It is stated by
the instructors that as they have been using the same curriculum for three years, they
think that they gave a right decision. It is argued in the related literature that
curricular changes in the systemic change process which is also seen in this study is
crucially important (Cotton, 1999; Danek et al., 1994; Darling-Hammond, 2004;
Davenport & Anderson, 2002; Hall & Hord, 2015; Hargreaves & Fink, 2003).

Books were changed after students and instructors’ negative feedback on
them. It is stated by the instructors that in the second semester of the previous
system, they were not able to use the planned course books, so a file for the second
semester was prepared by the instructors with the former chairperson’s decision. It is
pointed out that the main reason was the incompatibility between the students’ and
their expected English levels. After the systemic change process started, it is seen in
the official documents of the department that a book selection commission was
formed with thirteen instructors, and they started to examine five course books for
their education. These instructors conducted several pilot lessons of the same topic,
and they were gathered again and discussed what worked well and what did not.
After negotiating with each other, they decided on one course book. Then, this
commission selected the skills books for listening and reading in the same way. One
more decision that this commission made was preparing their own book as a
supplementary material. It is stated that no course books would be effective and
efficient by itself. It is noted that the supplementary book which would be prepared
by the instructors would consist of writing section, weekend worksheet section,
vocabulary section, and revision sections for the exam studies.

It was narrated by both instructors and students that days, duration, and
content of exams were problematic in the previous curriculum. Moreover, it is stated
that additional assessment types such as attending to clubs and keeping portfolio
caused unjust results at the end of the year. When the documents and field notes were
analyzed, it was seen that the days of the quizzes were changed. It is seen that, there
are four quizzes, two midterms in the first semester, and five quizzes, two midterms,
two presentations, and one final exam in the second semester. Days and time of the
exams are predetermined at the beginning of the academic year and are put into the

one-year pacing schedule by the department chair. Moreover, this document is
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announced to the students in the web-site. Moreover, the proportions of each quiz
were increased and the proportions of the midterms and final exam were resigned.
For other assessment types, the scores that students obtained from writing, theater
and speaking clubs and portfolio assessment ended. However results from
presentations continued and they had the same proportions as quizzes. Lastly, the
content, time and durations of the proficiency exam was changed according to the
official records. In the assessment, two proficiency exams were given to the students
— one at the beginning and the other one are at the end of the academic year. In the
new assessment, this number was increased to three. One at the beginning which is
for both new and old students, one in the middle which is only for old students who
failed the previous year, and one at the end of the academic year as the final exam.
Moreover, the content of the proficiency exam was redesigned by examining each
exercise types and the subject of the curriculum. According to the interview results,
neither the students nor the instructors were sure about the content of the proficiency
exam in the previous system. In the new system, one example proficiency exam was
uploaded to web-site, and it is stated that it became a criterion for the students.
Furthermore, the time and duration of the exam changed. While it was done in a day
in the previous system in two sessions, it is now done in two days with four sessions,
and the results are announced one day after the exam finishes.

The other change occurred in the whole school involvement and negotiations
in terms of the components of change. These are listed as the organization, staff,
course registration, official leaves, RRDs, partners, covering the absent instructors,
communication, orientation programs, website, communication tools, and official
and social meetings. It was both reported by the instructors and the seen in the
official document that, there was not a course registration system in the previous
system. It was narrated that this caused having extra-students who do not actually
registered in the department because of leaving the school or freezing their
registration. As a result, it is seen in the official lists that there were over one
thousand students in the department while the actual number was around eight
hundred. With the new system, course registration has become a must, so the actual
number of the students is in the lists now. There was also a change with the staff.
According to the interviews, the instructors whose students’ achievement rates were
low were appointed to a different department in the school. Moreover, the official

leaves were changed. It is stated that instructors are obliged to take the chair’s
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official permission for official leave. The course-partner system in the department
was also changed. According to the observational records, instructors were free to
choose their partners. However, in the new system the chair decides the course-
partners at the beginning of each term and announces them with official e-mails.
Moreover, in the last system, when an instructor did come to the school, the lessons
were cancelled. However, in the new system, there are no off classes as the students
are distributed to other classes. It is stated that by doing so, students do not fall
behind the program.

Other change was about the RRD. After the planning commission’s decision,
the chair worked on the RRD and determined the items to be fixed and these were
negotiated with both the planning commission and the director. In the RRD, as stated
in the results section, regulation about the proficiency exams, quizzes, midterm,
presentations and final assessment, proportion of the exams for GPA, and exemption
criteria were written. Research on systemic change show that policy assignments and
governance is crucially important which also supports the findings of this study
(Danek et al., 1994; Smith & O’Day, 1991).

There are several changes about communication regarding whole school
involvement and negotiation in relation to the change in the components. First are the
orientation programs. In the current communication system, it is pointed out that
there are two orientation programs. One is at the beginning of the term in order to
inform the students about the school, department and the curriculum. The other one
is at the beginning of the second semester in order to motivate students for the
second semester and inform them about the program in the second semester.
Moreover, it is observed that in the new system, web-site is used more. There is a
Preparatory Department section in the website, and the curriculum, the whole year
program, an example proficiency exam, attendance hours, exam results and
information booklet is given. Furthermore, it is stated that an official e-mail account
was obtained for the Preparatory department in order for fast and effective
communication. Lastly, official and social meetings are arranged in regular intervals.
There are three official meetings arranged in one academic year. One is at the
beginning of the academic year, two at the end of each semester. The meeting at the
beginning of the academic year was held in order to inform the instructors about the
year while end of semester meetings were done for evaluation. On the other hand,

social meetings were conducted twice a year. One is at the beginning, and one is at
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the end of the academic year. The importance of communication with the people
working in the school in order for effective change implementation is also mentioned
in related studies in the literature (Brinkhurst et al., 2011; Lozano, 2006; Sharp,
2002).

6.5 The Exploration of the Roles of People in the Systemic Change Process at
Northview

The third research question aimed to explore the roles of the people working
in the school during the change process. According to the results of the data, the
School Director, the Secretary of the School, the Department Head, instructors,
instructors in planning commission and Vice-chairpersons and students have their
own roles in the process. It was observed that as the people in the school worked in
coherence in a team, their roles are discussed integrated. The importance of the roles
of people in educational change is described in some other studies which supports the
findings of this study (Eisen & Barlett, 2006; James & Card, 2012; Reigeluth, 2016)

It is stated in the results section that, the change process started with the
director’s appointment. He stated that the reputation of the school was always
exposed to negative criticisms owing to low-achievement rates and not having
standard education. He was the visionary person in the school. The vision of the
change process is also emphasized in several studies in the literature and it is
supported by the findings of this study (Anderson, 1993; Smith & O’Day, 1991). He
envisioned that there was need for the reconstruction of administrative and academic
organization. It is stated that the first thing that he did was to choose his core-team.
His core-team consisted of the department head, and the school secretary. After the
director appointed the department chair, he approved the assignments of the vice-
chairpersons that the Department head offered. It is observed that, at the same time,
the director worked with the Secretary of the school about the work-division of
administrative and academic duties. It is stated that the director set several visionary
criteria. According to the official documents, the instructors first need to see their
Department heads before applying to the directorate. Then, organizing the orientation
programs at the beginning of each semester became mandatory. Lastly, it is narrated
that everybody in the school such as school secretary, department heads, and

administrative staff and instructors would not exceed their authoritative boundaries.
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This resulted in the shared vision in the school where all the people involved in the
change process which is also emphasised in other studies (Hines et al., 2017; Holmes
et al, 2016).

According to the observation and official documents, the Secretary of the
School worked on the work division of the administrative staff. It is stated that, after
negotiations with the department head and the director, he designated the department
secretary and listed the scope of his duties. It is pointed out that working in
coordination with the department head and department secretary was crucially
important which is also emphasized in similar studies on the importance of shared
work (Ellsworth, 2000; Spillane et al., 2002). Moreover, the secretary of school
helped both to the Director and the Department Head for the official rules and
documentations. Moreover, it was narrated that, the school secretary’s intervention to
the academic issues was forbidden by the director. To sum up, the role of the school
secretary was being the ‘supporter’ of the systemic change in terms of administrative
issues. Parallel to the findings in the literature about the support of change process
(Amoli & Aghashahi, 2015; Fullan, 2001) and administrative roles and
responsibilities (Anderson, 1993; National Research Council, 1996), this study
demonstrates similar findings.

Fullan (2007) also emphasizes the importance of ‘initiation of change’. It was
observed and stated that, the role of the Department Head was to initiate the change
process in the department in this case. It is also narrated that he had several duties as
an initiator, conductor, and the evaluator of the change process. His duties in the
process are discussed in relation to the reconstruction of administrative and
academic organizations, attributes of leadership, and whole school involvement and
negotiation. As he was in the core of the systemic change process, he worked with
everybody in the department which is supported by some other studies on benefits of
teamwork and leadership in change literature (Towndrow et al., 2009; Zhu, 2013;
Zhu et al., 2010) Therefore, it is impossible to discuss his role separately with the
others.

It is observed that the first thing that the Department Head did was to assign
two vice-chairpersons as the core-team members. While one of the vice-chairpersons
was responsible for testing, the other one was responsible for the curriculum,
materials and the staff. After deciding their duties, they negotiated on how to start the

change process. Then, the core-team established a ‘planning team’ comprising the
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previous managers, experienced instructors, and the instructors who continue or
finished their graduate studies in the field. The planning commission was formed
with thirteen people. In the first meeting, they negotiated and evaluated the previous
curriculum and the books. They decided that there was a need for book change.
Then, the core-team formed a ‘book selection commission’. The planning and book
selection commission worked in parallel. Next, after evaluating the previous system,
the planning commission listed the components which needed to be changed. It is
stated that negotiation was the key concept in these meetings as everyone expressed
their ideas. After the commission decided on the components of the change, teams
were founded such as testing and materials units. Each vice-chairperson was
appointed as the head of these units, and they started to work on preparing the exams
and the material with the people appointed in those units. The planning commission’s
duty did not end at the beginning of the systemic change. They came together when
there was a need for a change in RRD. In order to make changes in the RRD, the
commission worked collaboratively with the secretary of the school and the director.
In line with the studies which emphasize the importance of collaboration in the
change process, this study reveals similar findings (Desimone, 2002; Gallegher et al.,
2016; Tan, 2016).

The chairperson also led the ‘evaluation meetings’ which were gathered after
each semester. All the instructors were members of this commission and they
evaluated the students, books, exams, and expected level of English taught in the
classes. It is stated that instructors participated in these evaluation meetings actively
because they felt responsible for the department. The importance of teamwork and
collaboration is emphasized by Little (2007) as: “school reform is achieved through
the active participation and collaboration of the people” (p.13).

Three attributes of the chairperson became prominent; his character,
competence (Gudz, 2004), and justice (Albrecht, 2015). It is stated that his character
had the appropriate features to become the change leader. It is pointed out that he is
decisive, full of ambition, suitable for teamwork, and has commitment. Moreover, it
was stated that, both his past experience as being the vice-director of the school, and
coordinator of a level in previous systems, and his academic background made him a
respected leader in the process. Lastly, it was narrated that he paid attention and was
careful about being fair in the department. It is also pointed out that after seeing him

managing fairly; most people stopped questioning their workloads this study
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emphasized the importance of leadership in which the leader acts and gets it power
from bottom-up management approach, and responsible for the transformation and
change of the system (Hallinger, 2003; Hargreaves & Fink, 2003; Hopkins, 2011,
Hoy & Miskel, 2008; Leithwood & Jantzi, 2000).

It is reported that the instructors supported the process since their readiness
for change was high. It is noted that the instructors experienced several top-down
changes in the past years, and they expressed that most of them failed because of the
lack of negotiation and the managers’ little knowledge about the department. It is
also noted that the last systemic change was a chance for them because they were
involved in the process and the change started as a bottom-up process. The study
supports the findings of some other studies conducted on the inclusive or bottom-up
change process (Heargreaves, 2004; Fullan, 2016).

In this case, students did not play an active role; they were the receivers of the
benefits of the systemic change. As all the changes were done for the sake of their
success, their scores and positions in the classroom were negotiated in the planning
and evaluation commissions. By making necessary changes in the components of the
system and RRD, they obtained their rights officially. In the light of participants’
experiences and observation results, the study supports the findings of similar studies
conducted on active involvement and participation of the change agents (Tan, 2016;
Zavadsky, 2016)

6.6 The Exploration of the Results of the Systemic Change Process at Northview

The last research question was about the results of the systemic change
process. The results of the systemic change is discussed in relation with three
themes; reconstruction of academic and administrative organization, motivation of
people, and specifications of benchmarks. Also, whole school involvement and
negotiation emerged as the sub-theme in this research question. The reconstruction
of administrative and academic organization is derived from organization,
responsibility, assignments, and communication. O the other hand, motivation of
people is formed by achievement, communication, and confidence and belonging,
and negotiation. Lastly, specification of benchmarks constitutes four major

categories; curriculum, communication, testing and rules. The results of the systemic
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change in this study go parallel with the findings of similar studies in the literature
(e.g. Adams & Hester., 2012; Banathy, 1995; Banathy & Jenlink, 1996; Laing &
Todd, 2015; Mink et al., 1994).

In the results section, the findings of observational field notes, document
analysis and interview results are given in detail. However, these results will be
discussed with the findings of similar cases and studies. Since each category is
interrelated with each other, the results cannot be discussed separately but
holistically which is similar to the finding of Hopkins et al. (2014) who assert that
the components of the system are interrelated to each other. The organization of the
school was changed after negotiations with the director and the instructors. Besides,
the new organization is compatible with the official regulations of the university.
Most importantly, while working in the teams assimilated, the hierarchy in the
department was constructed as one chairperson, and two vice-chairpersons. In this
organization, the responsibilities of both the chair and the instructors are
predetermined and announced to everybody in the school — the students, instructors,
and administrative staff. After giving the responsibilities and the authority to the
people, they are expected to work in coordination and collaboration. Recent
researches show that collaboration and participation as teams would support the
change process as supported in this study (Bartett, 2008; Kurland, 2011). It is also
reported that the election of the chairperson increased the instructors’ eagerness to
work more effectively as they thought that their opinions are cared and given
importance.

The second result was obtained as specifications of benchmarks in the
department and the benefits of specification of policies and regulations in the change
process which are supported by Fullan (2016). The benchmarks of the curriculum,
testing, and rules are negotiated with the instructors in the departments. It is stated
that such a bottom-up decision making process motivated the staff and efficiency in
the workplace is increased. Setting certain criteria beforehand also resulted in
knowledgeable students as they do not have any question in their minds about the
system and the education that they get. Moreover, it is narrated that by organizing
regular meetings and effective communication tools like e-mails and web-site,
informal talks such as gossiping disappeared. This means that there was the

acquirement of school culture. By setting the criteria in the department, it was stated
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that school culture can be established which is also mentioned in several studies
(Fullan, 2006; Fullan, 2016; Kershner & McQuallan, 2016).

The last theme that emerged in the results of systemic change is motivation of
people. It is pointed out that while the instructors were coming to school unwillingly
with fear and burnout, it is narrated that their workplace turned out to be a peaceful
and confident environment where they spend extra-time after their classes. It is noted
that the instructors feel belonging to school as they support and defend their
department out of the school. Next, as the achievement rates of the students
increased, student willingness to attend the class rose and participating class activity
rates increased. Student participants stated that they know what they will encounter if
they study or do not study. They report that it is their choice to become successful or
fail. However, after they understand that the system allows them to achieve, they
become motivated and willing to learn English. The motivational results of systemic
change process are also mentioned in several studies which supports the findings of
this study (Leavy, 2005; Martins & Teblanche, 2003; Vickers, 2006).

Various studies highlight the importance of the whole school involvement in
educational change (Devos et al., 2007; Hargreaves, 2004) which is also emphasized
in this study. Parallel with the results of Little (2007), this study emphasizes the
importance of coordination and collaboration among the stakeholders of the systemic
change process by giving responsibility to the instructors, working in teams, using
participatory management requirements, and with effective communication among
the people. The place of people in change process is also emphasized in Fullan
(2011). It is stated that since educational change is a complex and complicated issue,
success of it is determined by what teachers and people think and do for it. This
study also changed several components of the systems such as standards, curriculum,
assessment, resources, staff, policy and governance, and organization which are
supported by previous studies (Banathy, 1995; Clune, 1993; Danek et al., 1994; Hall
& Hord, 2015).

Parallel to the findings of the research conducted in systemic change in
education, several main developmental ideas such as understanding the need for
systemic change, continuous learning in the organization, building a shared vision,
developing passion to change, changing people’s beliefs about change and the
system, understanding the systems view of education and design which is also seen

in the beginning of the systemic change process in this study is supported by the
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findings of this study (Banathy, 1992; Banathy, 1996; Banathy & Jenlink, 1996;
Jenlink et al., 1995; Jenlink et al., 1996; Johnson & Reigeluth, 2010).

In this study, five main themes are discussed and these are supported by the
studies conducted. The importance of willingness to contribute to change and
motivation is discussed in Noriko (2010), Sahin (2012) and Canli et al. (2015).
Moreover, the standards and specification of benchmarks of systemic change is also
emphasized in several studies and supported by the results of this study (Akpur et al.,
2016; Fullan, 2000; Go6kdemir, 2005; Jun & Lionrang, 2011; McKeown, 2016).
Reconstruction of academic and administrative organization, understanding systems
design by looking into various studies in the literature, developing ability and
organizational capacity, the willingness to change and support from the stakeholders,
and lastly preparation to the design recommendations were all prioritized in this
study. Moreover, it is taken into consideration that the change initiative is a planned
one and it takes time which ends in significant transformation in the system which is
highlightened in several researches conducted in literature (Banathy, 1991; Duffy et
al., 2010). Moreover, this study goes in line with the research findings about the
importance of whole school involvement and negotiation (Harris, 2010; Joseph,
2003; Giesting, 2011; Saban, 1997; Segovia & Hardison; 2009; Tanner, 2004;
Tunger, 2013).

In the following paragraphs of the study, discussion of the findings of the
current dissertation will be done in relation to program evaluation literature in ELT
field. Specifically the national will be analyzed with the findings of this study
holistically.

The findings of this study revealed that there are five themes in order to
change an EFL system. These can be summarized as motivation, leadership,
standards, whole school involvement, and structural change. Moreover, the systemic
change occurred in the organization, curriculum, assessment, and communication.
However, most of the studies in the ELT field are related to the curricular aspect of
the system investigated.

When we look at the report published by the British Council (2015) that
analyzed the English preparatory education in Turkish universities, parallel finding
can be found with the current dissertation regarding the reasons of the change. Both

studies state that in order to have a better and more successful English language
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education, EFL institutions need to change their curriculum and content of their
programs.

The most widely found literature in program evaluation literature is the
curricular aspect of the system. In this study, curriculum emerged as one of the
components of the systemic change, and similar findings are found in various studies
such as Coskun, (2013) Geng, (2011), Haznedar (2010), Knewton (2015), Ozkanal
and Hakan, (2010) and Oztiirk (2015). These studies state that the curricular changes
should be done in order to be successful in intensive English classes.

The other component of the systemic change in the current study was found
as the importance of assessment which shows parallel finding with the study
conducted by Akpur et al. (2016). In their study, similar to the findings of this study,
learning the types of assessment and implementing them in their curriculum is
prioritized. Moreover, Oztiirk (2015) in his program evaluation study, it is
emphasized that having alternative assessment types should be more appropriate in
EFL setting which is similar to the findings of this study.

In the current study, leadership emerged one the themes which shows
similarity with the study conducted by Karip and Koksal (1996). In the current
dissertation, it was found out that the leader should be competent, experienced, and
planned. In parallel with these findings, Karip and Koksal also emphasized the
similar findings. Moreover, when one of the characteristics of the leaders emerged as
being an insider in order to accomplish the change in an EFL institution which shows
similar findings with the study conducted by McKeown (2016).

Lastly, the organizational structure of the EFL institutions is investigated in
Mirici and Saka (2004) which shows parallel findings with the current study. In both
studies, the structure of an EFL institution is set and described in detail explaining

what each team is required to do to manage an EFL institution.
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CHAPTER VII

CONCLUSION

In this chapter of the study, final remarks of the dissertation will be given.
These remarks consist of expected contributions to the field, specifically to the EFL
context, limitations of the study, and implications for researchers, practitioners and
policy makers who intend to implement such a change process in their own

institutions.

7.1. Expected Contributions to the Field

There are various studies that investigated the management and change at a
school or systemic and curriculum design at a school. However, the systemic change
of an ELT department or institution with its all components is rare in the literature.
Four expected contributions can be listed as a result of this study. First is about the
content of the case. Second is about being a resource for different models of change.
Third, it is about the methodology, and lastly it is about the model that this study
proposes.

First of all, the current study examines the systems that were implemented at
an English preparatory department by looking at the historical lens of the systems in
the department, and the content of the previous systems. Therefore, the researchers
and practitioners may find several real examples of an English Preparatory
department. This would enable the readers to compare their own systems and their
own language teaching experiences.

Second, in this study, in the theoretical framework and literature review
chapters, both the theory of systemic change and example studies conducted on
systemic change have been given in order to understand the scope of the current

study. The theories and the systemic change examples can be a collective data for the
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readers who seek to find literature about systemic change, school reform, or
educational transformation.

Next, this study follows the principles of qualitative study with the selection
of participant, data collection tools and procedures, data analysis tools and
procedures, and the interpretation. Moreover, this study paid attention the quality
criteria of the qualitative research paradigm. Therefore, researchers or practitioners
who are interested in systemic change in their own fields will have the opportunity to
see a study which fulfilled the requirements of an empirical qualitative case study.

Lastly, this study proposes a model which can be used for both researchers
and practitioners who want to make changes in the system of their English Language
schools, departments or institutions. The model proposed was also compared with
other change models in the literature to show what differences or similarities they
have. Therefore, change initiators may benefit from both the model and the
discussion of it by looking at the components of them when they have a desire to

change their systems.

7.2. Limitations of the Study

This study is a qualitative single-case study that used observations,
interviews, and document analysis in order to explore the systemic change process
happened at an English Preparatory department. With any research, several
unexpected limitations and problems may occur. In this study, four unanticipated
problems emerged. First, it is about the design of the study. Secondly, it is about the
time of data collection from students. Next, it is the problem about the role of the
researcher in the study, and the last problem is about one data collection instrument.

Being a single-case study design can be the first limitation of this study. Since
the case itself is too wide to investigate, and the data was too much to collect and
interpret, another case which experienced a similar process could not be implicated.
If another case(s) were found and a multiple-case study design was conducted, it
would enable both the researcher and the reader to compare and examine those
multiple cases.

Another limitation of the study is about the time of the interviews conducted

with the alumni. As given in the methodology chapter, five alumni were interviewed

220



who experienced both previous and the current system. However, these alumni were
interviewed in the second semester of their education in the current system.
Therefore, there is a possibility that these students might forget the content and
requirements of the previous system which may affect the interpretation of the data.

Next problem might be about the role of the researcher in the study. As stated
earlier, the researcher is complete-participant who is always in the school and has
active role during the change process. The problem here may be that, the participants
of this study may sometimes hinder their real and sincere thought and beliefs about
the systemic change process because of the role of the researcher.

The last problem may be about one data collection instrument which was not
used in this study. Since the main aim of the study is to investigate the systemic
change process, class observation may have been used in order to see whether there
was a change in the instruction given in the department. However, this could take a
very long time since there are nearly twenty instructors participated in this study.
Moreover, their previous classes had to be observed which was impossible since this

study began after the initiation of the systemic change process.

7.3. Implications for Researchers, Practitioners and Policy Makers

As a result of this study, recommendations can be made to the researchers,
practitioners and to the policy makers. The implications are divided into three since
these people may get different implications according to their own interests. While
the researchers may look into the methodology and the theoretical framework of this
study in more detail, the practitioners of systemic change may relate themselves
more with the results and discussion of this study. Morevoer, the policy makers may
relate themselves with the results of this study.

For researchers, it can be recommended that, more empirical case study
researches should be employed in systemic change process as there are few studies
which deal with the systems of English language schools or institutions. In other
words, this model needs to be tested in other contexts and cases. Moreover, the
change process requires time and patience as it takes quite a long time to learn the
existing and previous system and their positive and negative sides. This means that

systemic change is long-term requirement and dedication. This is also an issue for
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the practitioners. The last suggestion can be the type of evaluation: formative or
summative. In such a research which deals with the systemic change, both of them
should be conducted as the system is a living and continuous mechanism.

For the practitioners who want to initiate the systemic change in their own
English language departments, or institutions, they need to get support from the
people in the change process. It would be better if they work in teams and support
each other since change in the system is a complex and complicated job, and it
requires a heavy work. Similar to this, whole school involvement and negotiation are
necessary for smooth and regular steps. This also means that bottom-up change
initiative is more appropriate for a change process otherwise; there may be resistance
to change. Lastly, it will be beneficial if the practitioner would train both himself and
the people in the process about the theories and implementations of systemic change
process.

Lastly, for the policy makers, this study emphasizes the importance of
bottom-up change process, and active involvement of the stakeholders in the
institutions. If a desire for change occurs in such an institution, then people’s ideas,
thought, and experiences would help the systemic change of that initiative.
Moreover, this study implies that since there is huge literature on systemic view of
education, research on systemic change in EFL and ESL is missing; therefore, in
order to emphasize the importance of systemic view of English education, new
courses about systemic design and system management of language education can be

offered in master’s or doctorate level.

7.4. Conclusion

This study explored the systemic change process at an English Preparatory
Department. Specifically, the reasons, the components of a systemic change, the
roles of the people of the process, and the results of the systemic change are
examined. Five themes emerged as a result of both semi-structured and focus group
interviews, observation and field notes analysis, and document reviews. These
themes differed according to the specific focus of each research question; however,
the foci have remained the same as: motivation, structural change, leadership, whole

school involvement and standards.
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According to the interpretation of the results of this study, a systemic change
model special to English Language departments, schools or institutions has been
proposed (I-CSC). This model consists of four requirements which were named after
the focus of each research question and the general names of the themes. Both the
researchers and the practitioners may benefit from the model as it tries to
demonstrate each and every components and steps for a systemic change. Moreover,
the readers may reflect on their own experiences regarding the case in this study. In
order to exemplify the current contribution to the ELT field, when we investigate the
I-CSC model has several components that are only specific to the field such as
quizzes, RRDs, presentations, organization and the curriculum.

The change process in this study is a circular- not a linear one, which shows
that the change process will always continue in order for the better system. This
circular change process is enabled by assessing students’ needs and results during
and at the end of the academic year. Moreover, for the circular change process,
instructors’ official evaluation meetings continue at the end of each academic term.

In can also be concluded that the systemic change process at Northiew not
only affected the department itself but also caused changes in people’s beliefs and
institutions in relation to Northview. In students’ perspective, students are more
conscious before they choose and register the university since they know what they
will encounter, and this also affects their motivation and success at Northview.
Moreover, the change process affected the instructors working at the department
since they have their own word and active participation rights to the administration,
and instruction which made them more confident and dutiful. Lastly, the faculties
and other departments at the university were affected by the change process. As soon
as the departments which have one-year compulsory or optional preparatory
education see their new students’ language development, their beliefs and attitudes
towards Northview have changed positively. Moreover, the other faculties who did
not use to have optional preparatory education written official petition to the
university senate in order to open optional English preparatory classes.

To sum up, the most important finding of this study is that, in order for a
successful systemic change, active involvement, support and negotiation of the
people in the process is very important. In order to accomplish this, there needs to be

a shared goal, planned procedures, and motivating reasons and results of the change.
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Moreover, the whole school should participate in the process with the help of correct
attributes of the change leaders.
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APPENDICES

APPENDIX A —-FIELD NOTES

(BOOK SELECTION COMMISSION)
21/5/2014

There are ten instructors in the meeting, as three instructors were not able to
attend the meetings. This is their third meeting about the book selection. Today, they
are going to give their final decision about the main course book. In the previous
meetings, they have chosen five course books, and the head distributed them to the
instructors to have a detailed look at them. Previously, they decided on the same
subjects for micro-teaching in the classrooms. After the second meeting, all the
instructors did their micro-teachings, and today they are going to give feedback and
have discussion on their final remarks.

The head of the department comes to the meeting and says hello to the
instructors who were ready in the meeting room before he came. After asking about
their days and health, he reads the agenda of the meeting. After that, the head asks
who wants to start first. The most experienced instructor (INS 1) in the meeting
wants to start first.

INS 1 states that the reading / writing and listening / speaking sections of
course book A (CB-A) may be lower than the students’ level. Therefore, she
emphasizes that they may need some extra-material. On the other hand, she pointed
out that CB-B is more inclusive and appropriate to students’ level. So, she votes for
CB-B.

While the instructor is speaking and making comments on those two course
books, the department head takes detailed notes about her speech.

INS 2 instructor in the meeting wants to speak after the first instructors. She
states her concerns that in CB-B, the skills are integrated, but it would be higher than

the students’ level. Moreover, she continues that the writing skill is not emphasized
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as in CB-C. She pointed out that CB-A, on the other hand will be easy for their
students, and adds that the level would be very low for their students. At last, she
recommends CB-C. She explained her reasons as being funnier and more exciting.

INS 3 states that she examined two of the course books, and she supported
CB-A. She states that writing sections in CB-B are better than CB-A. However, she
expresses her concerns that CB-B would be more difficult than CB-A, so she votes
for CB-A.

INS 4 states that he examined CB-D, and he thinks that it is not a suitable
course book for their school. He continues that as they have used CB-B in the
department before, and they liked it, he favored CB-B. He supports his idea that the
vocabulary, listening, and especially reading sections would support their students.
Therefore, he recommends CB-B.

INS 5 states that she examined two course books: CB-E and CB-A. She
recommends CB-A for the Preparatory department students because she states that
there are lots of mechanic exercises in the book which she thinks would be suitable
for their students.

INS 6 states that he examined both CB-A and CB-B. He notes that CB-A
lacks the vocabulary sections, so he supported CB-B for their education.

INS 7 points out that he taught CB-A and CB-B in his classes in micro-
teaching lessons. He states that CB-A is far from teaching the skills that may need,
and adds that there are not enough reading sections in CB-A. Therefore, he votes for
CB-B.

INS 8 put it short and directly recommends CB-B. The chairperson askes the
reasons for his choice, and INS 8 states that they used CB-B in the department
before, and he supports that CB-B was favored by the students.

INS 9 states that she examined three course books, and noted that CB-B can
be difficult for her students. Moreover, she states that after she used CB-A in her
micro-teaching lessons, she states that course book may not be suitable for their final
objective. At last, she votes for CB-C.

At the end of the meeting, the chair person expresses his ideas about each
course book, and he states that he recommends CB-B for the departments. As a

result, they moved on the final voting and CB-B is selected as the new course book.
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APPENDIX B- INTERVIEW QUESTIONS

Background information

1. Could you describe your professional background and current position, and will
you please describe yourself as a teacher?.
E.g. What are your beliefs about language? (About language learning? About your

role as a foreign language instructor?)

Research Question 1: How are the reasons for systemic change explained by the

participants?

2. As a teacher working at this institution, how would you describe the current state
of the Preparatory Department in comparison with its previous state? (Students who
studied in the previous and the current systems, instructors, chair, the

vision/goals/mission (culture) of the school?)

3. As an instructor, who has been inside the education and this profession for a long

time, what does systemic change mean to you?

4. Was the systemic change initiative started in 2014-2015 academic year necessary?
What were the deficiencies and strengths of the system which was implemented
before 2014-2015 academic year? Could you please explain the positive and negative
sides of the previous system? Moreover, how did the systemic change start in this

department in 2014-2015 academic year?

Research Question 2: How are the contents of the change explained?

5. What were the components of the systemic change? What things have been

changed during the process?
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6. In the previous system, in which areas were change necessary? How did the
systemic change process started and continued?
8. What do you think is the most effective way to start the systemic change process?

(Bottom-up or top-down)

9. How was the evaluation process in the systemic change initiative? During this
process, have you ever faced any difficulties? Moreover, were there any risks? How

was the chair’s attitude towards you during the process?

Research Q3: How do the stakeholders situate themselves in the process of
systemic change? What were the roles of the stakeholders in the change
process?

a) What were the roles of the chair?

b) What were the roles of instructors?

¢) What were the roles of administrative staff?

10. What were the students, instructors, and the administrators’ contributions to the
systemic change process? Moreover, how was the administrators, instructors and

students’ attitude towards change?

11. How did you feel during this process? What was your belief about achieving the
change? Moreover, how was your relationships affected by this process?

Research Q4: How are the results of change described?
a)What are the results of the change from the instructors and
administrative staffs’ perspective?

b)What are the results of change from the students’ perspective?

12. What were the reflections of systemic change towards the students, instructors,
and administrative staff? What were the deficiencies that you experienced in this

process?

13. What things can be done in order to have a sustainable system? How was the

results showed up. Moreover, what kinds of effects were there on your job here?
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14. Did you see any resistance to change in this department? Were you able to cope
with the change?
15. What kind of contributions did change process make to the department? Were

there any differences to school in terms of your attitude?
Suggestions

16. Do you have any other suggestions or comments on the systemic change in this

department?
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APPENDIX C- SAMPLE INTERVIEW SCRIPT
(SEMI-STRUCTURED INTERVIEW 10)

Interviewer: Firstly, can you talk about the process that made you come here,

including your high school education and the institutions you worked for?

INS 10: | studied at Anatolian High School back in the days when education of
Anatolian high school was lasting for 7 years and | got my preparatory training after
primary school. Right after 7 years of high school education, | studied at Department
of English and graduated 4 years later. Then, | had a fleeting experience of private
teaching institution however | didn't even have time to attend the classes and in a
short period of time, | was assigned as a teacher to a public school and worked there
for a year. | had primary and high school students in there studying at multi-program
high school and regional primary boarding school. So, their educational level was
low and also the conditions were hard. A year later, in 2005, | started to my still-

continuing job at here as a lecturer.
Interviewer: What was your reason for applying to the university?

INS 10: To be honest, | started to think that | was falling back a little bit while | was

working for public school.
Interviewer: What made you think so?

INS 10: Because the syllabus wasn't detailed enough and we were stucked with the
grammar classes. | still remember the days | was teaching present perfect tense
clauses over and over again and the students' reactions with blank faces. They
weren't good at vocabulary. | guess working in a troublesome area had an impact,
too. If | had been working in a school in the downtown, parents would have been
more conscious. Kids were finding "English™ as an outsider or as if it's a toy found in
the street. For instance, they were always asking my permission to study for other
classes and exams during my classes. Because English classes were not as important
as the other classes for them but they had been bearing it just because they like me.

This also may had effected. | thought that | could improve myself better in university
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and use my knowledge extensively. Also, having colleagues around would be better
for me. Frankly, this is why | applied to the university.

Interviewer: | see. Then what happened? For example, when did you start your job

in here?

INS 10:: | started to working here in September 2005. It's been 12 years
approximately. | haven't done something effective about improving myself yet. We
just got CELTA together. It was very successful training for me. | also applied for
post-graduate education in Assessment and Evaluation. It felt better to go towards
this field. But it was kind of a disappointment. But | think | learn from my
environment, people around me and problems | come across with my students in
class and come up with solutions for next semester. So, this is basically how I left 12

years behind.

Interviewer: What were the other positions that you got here and how long did you
take part in them?

INS 10: | took part in a department related to preparation of exams for a short period
of time. Apart from that, | worked as the vice-head of the department for 2 semesters.
Since the head of the department was living in another city, she wasn't in the big part
of the job. Besides, my colleague that | shared my work during the first semester left
the university in the second one and | dealt with the most of the job. We were in
charge of all of the examination process, attendance records and any other

operational matters except management related ones and we pulled it off.

Interviewer: | see. In 2014, we experienced a system modification. Do you think

that it was necessary?

INS 10: Yes, it was necessary. Because, last year, while we were organizing the
examination process, we shared the tasks in the 5 or 6 - person group. Hence, each
person had a lot to do and the others forgot the responsibilities of the job year by
year. Forgetting the responsibilities made it easier to criticize the job had been done
by the others.

Interviewer: Do you have any examples for this situation? Such as a memory?

INS 10: I don't have a specific memory but let me tell you this one. Once, we

253



prepared an exam and the students had problems about some parts of it. And then,
some people complained by saying " Who prepared this? That's what you get if you

charge an adolescent lecturer.” and more. We were younger than they were.

Interviewer: Well, would they accept this job if they were offered? Were they

volunteers for this job?

INS 10: No, they were not volunteers. They were just criticizing and that's what | am
trying to mean. Everyone accepts a job when it is offered officially, unless they have
some excuses. But, if you don't assign them a responsibility, only thing they will do
Is to step aside and watch as if it's a soap opera. "What kind of a scenario is this!
Such a bad acting!" But when you say "You give it a try, then!", nothing. It's always

easy to criticize if you haven't worked for it.
Interviewer: Do you think the criticisms were personal or academic?

INS 10: I don't think they were personal. We may have made some mistakes but
what we got was not constructive criticism. In order to make a constructive criticism,
one should say " There is a problem with this exam and we encountered with it in
previous ones, as well. 1 know you work hard for it but obviously, it's not enough.
What should we do?" It should be told politely, not with accusations about a person's

age or lack of experience.

Interviewer: | see. So, you think it was necessary. The first reason was about

examination process.

INS 10: Yes, having everyone involved is a good sign of this modification. The other
one is, we couldn't have been an institution that makes its own rules. Rules were

changing with each new manager of the department and so on.
Interviewer: So, how were these people assigned here?

INS 10: Frankly, I don't have an opinion because we worked with a manager from
department of Turkish language and literature, department of mathematics teaching
and one of them didn't even know English. So, head of the department had to deal
with all of the work. In these circumstances, you have the responsibility but you don't
have the authority. You want to change some things but to do it, you have to talk

with your manager and explain it with great difficulty. As/he is a temporary manager
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he wouldn’t dedicate himself / herself to the department. S/he doesn't care about
development of the department because s/he came 3 months ago and will leave 5
months later. What | am trying to say is, no one had embraced this department until
the modification. So, as it was said before, | guess this was the most important
problem for us. We had a bunch of responsibilities, we had to deal with everyone and
we have students from each department. | mean, half of the student population of the
university gets education in this department. However, no one asked about our
problems or listened us. Instead, they talked about the cars in the parking area and
thought that we do nothing and make good money. However, what we do in here is a
serious job. Someone should have seen this matter of fact and represented us in
senate. | believe it was fairly important for us. The director came, management staff
changed and system modification, so and so. All these happened roughly in the same
time but when we approach to these changes as a whole, 1t's a beneficial situation for
us. Also, | think we have a hierarchy now. For instance, when you have a problem
with one of your students in your class, you don't have to consult to the manager
directly or if the student consults to the manager, s/he leads the student to the
competent authorities. In this way, s/he also doesn't paint the lecturer into a corner.
Now, every position has an owner. If there is a problem about exams, you should see
The director, when it's about materials, you should go and see the vice-chair or for
any other problem, you should see the department head. You know with whom you
should contact in which situation. We didn't have chance to structuring or stuffing
because the head of the department was changing constantly.

Interviewer: The team was also changing with the head of the department.

INS 10: Yes, but not only the team but also the methods were changing. For
example, when a new manager is assigned, s/he charges one person for a job, but
when the other one is assigned after the previous one, s/he charges 6-person group

for a job.

Interviewer: Alright, | have a question. Northview was founded in 1996. It's been 20
years and 9 regulations have been made during this period of time. Why do you think

some things are always changing?

INS 10: I think it's personal. Each newcomer denigrates the former one and promises
to do better than they did. Because, | personally witnessed a literal "take down™ a
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couple of times. They took the lead by toppling the former management. It was back
in 2006 or 2007 when we were new in this building. As | said, it was a literal take
down. "They were useless, we will be doing this better. Things will change. Pass
grade is 60 from now on, or should we change it again? What about 50?" And so

on...

Interviewer: Well, how was the continuation of the modification process? | mean,

did anyone adopted a procedure for the people who work here?

INS 10: No, the team was formed by the new manager with the names s/he had on
mind in advance and it was related to personal relations. No one would say "You
can't handle it, we can." Because, as a result of working as a big group for a long
time, personal problems and issues can be spoke of. Also, this position doesn't worth
to take on the responsibility and it is not a splendid position. Hence, people didn't
want to take on the responsibility but if there were a group of people who take it,

they would call the shots.
Interviewer: So, how have this system modification started?

INS 10: It happened with an management change. Former manager left and we had a
new one but this time he didn't undervalue this department and gave priority to this
job. He set to the work with the idea of a permanent personnel cadre. I'm not sure but
this is what | saw. And then, the question of "Who can do it? Who wants to do it?"
was asked and people made comebacks. Those names were voted and accepted and

it was a good thing to have vote for it.
Interviewer: Have it been voted before?

INS 10: No, we didn't vote before. However, there were some points that | couldn't
find logical about that voting, too. Because, we didn't know who was nominated as a
candidate but they asked us about our candidates in mind. Apart from that, the
concept of voting was a good idea in terms of giving people a chance to express an
opinion despite the risk of bad results, which it did not end bad. This is how it
started. The new team was organized and they eliminated the previous works and

they acted in a harmony.

Interviewer: Did the new team take the shots as the others did?
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INS 10: No, meetings were hold for each decision.
Interviewer: What kind of meetings were they?

INS 10: For example, committee meetings were held to change the regulations.
Decisions weren't made by the same group of people. Groups changed each time for
each decision. We had meetings in particular times of the semester but we didn't go
overboard about it, either. We shared the taken decisions. Communication rate
increased and especially this is quite good for us because we weren't using our e-mail
addresses frequently. We used to only see the headlines and just go and sign it and
we weren't informed about most of the thing. However, now, we get informed with
e-mail even for the postponed meetings. People can't say “I didn't know about it!"
any longer. Everybody takes part and this is the most beautiful benefit of the

modification.
Interviewer: What were the strengths of the previous system?

INS 10: To be honest, strengths of it were transferred to the new one. For instance, in
the previous system, we prepared the exams beforehand because we have a lot to do
during the semester; classes, preparing materials, homework, exams, our special life
and suchlike. While it takes 2 weeks to prepare an exam during the semester, if you
don't have classes to attend, this process decreases down to 3 days. We tried to
operate it in the previous system but it had rough edges because only a group of
people were in charge of this process. However, it was a strength of it as an idea.
Social clubs such as; speaking, cinema, writing clubs were created. Clubs were
created with good intentions but then, we tried to grade the students for these clubs to
increase the attendance. So, this started to cause problems but it was done with good

intentions because these clubs were created and worked selflessly.
Interviewer: What about the weaknesses?

INS 10: First of all, works were not shared among the stuff and this was the most
problematic weakness. Moreover, we didn't know about the people in charge of some
things in case of a problem. For example, | didn't know who was in charge of
attendance records if i have a problem about it. There was a gap in the management
because of the circumstances related to the head of the department we had back in

those days.
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Interviewer: What were the circumstances?

INS 10: She was living in Ankara and she was in here only 3 days of the week and
she had her own classes to attend during these 3 days. | also have a memory about
this. Once, we were going to hold an examination and she was responsible for
preparing and holding it. | attended to my own class and wondered about her whether
she prepared the exam. | went to ask to her and apparently he forgot to prepare it.
While | continue my class, the exam was prepared in 20 minutes with old questions
from previous exams. Luckily, it wasn't an important exam that affects students'
grade-point averages. He dedicate himself very well at first but then, maybe being
aware that he would leave soon had effects and he kind of kept his hands off the
department and this caused us some problems like management gaps. Because we

couldn't replace my friend after s/he left and one person had to do the work for two.
Interviewer: Why did this happen? Why did no one assigned for that position?
INS 10: Frankly, no one wanted to do this job.

Interviewer: So, people criticized but didn't want to do it, right?

INS 10: No one wanted that position. And secondly, that position was available only
for 1 semester and teaching it during the semester would cause a problem. Also, the
ones who accept this position had troubles about personal communication abilities.
People that we offered the job didn't want to get involved . Thus and so, that
position remained empty. | guess, | also showed heroism and tried to handle it by
myself. However, this is a crowded place with tens of staff and hundreds of students.
Even if I can do it by myself, it would better to have someone when | make a mistake
and correct me when its necessary. Yet, as | told before, it was temporary situation.

Most of the work was done in the first semester.

Interviewer: All of the management staff had effects on the process. But what about

their attitudes towards the lecturers?

INS 10: They are open the communication. We had times that scrutinized the exams
widely with some colleagues, so | have a detailed perspective about this matter. Not
for the smallest details but, even | criticized about parts | found missing or deficient.

If you criticize properly and politely, people listens you as a matter of course. For

258



instance, | wrote e- mail a couple of times and mentioned it personally and they said
that they took none of it. People listen your criticisms and troubles when you use the
right words. When I say "I’'m sick today, | can't come.” | didn't receive sayings like
"Where are you! Get a medical report!”. But | relate this to my undoubted good
intention. They made my work easier, quite simply. However, I'm sure some people
tried to take advantage of good intention or people who don't know how to criticize
properly got negative reactions and I hope they do. Because it was too sad to see the
people arriving to the school at 9.15 am for their classes at 9 am and no one warn
them while | try to be at school at 8.30 for my classes at 9 am. Why don't they warn

these people?
Interviewer: This makes the one think that it's not fair.

INS 10: Yes, exactly. For example, now, we have a very detailed and ordered list for

invigilation. | feel people don't see anything unfair.

Interviewer: | see. Well, change is a painful and resistive process because people get
used to a system and it's hard to leave it for another. So, were there any resistance

like this against the system modification?

INS 10: I didn't realize such a thing. Some of the things conflict with some people's
profits and they feel disturbed. Because they get warned for the things they always
do and didn't get warned before or they may have to start preparing the exams. No
wonder they are disturbed. But this is the job we get paid. About resistance; | think
even those people didn't show resistance because work sharing was quite fair. They
were not said "You did nothing for 5 years, now you deal with all of the exams!".
Rather than resistance, it was just disturbance. But this situation can be difficult for
the ones who think they know the best because of their ages. The thing is, the new
management staff consists of younger people than they are. They may feel like they
are given orders even if they are not. | work here for a long time and | haven't heard
of a sentence including imperative mood. On condition that | head, | would try to
solve this problem personally or somehow claim my right. People may have thought

so but I didn't realize such a thing yet.

Interviewer: | see that people want others to act fair but they also want to be treated

"more fair".
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INS 10:They misunderstand the word of ‘fair'. What they want is to be treated better
and shown favor. But it doesn't work like that.

Interviewer: | am aware of everything since the day one. This is what we call

‘conflict with their profits'.
INS 10: Exactly!

Interviewer: They start to say "He is younger than us, he is a friend." and when they

don't get a privilege, they go into a sulk.

INS 10: I have a solid communication with all of the management staff. 1 would be

the one ask for privilege, if | wanted to.
Interviewer: Have this modification process affected the students?

INS 10: Yes, it have. One of the best things that came with this modification is the
orientation meeting. Students couldn't get how serious it was but after the second and
the third one attendance increased. Only 50 or 60 students showed up to the first one
but this number increases year by year. Because they know that this meeting will
guide them throughout the semester. In this meeting they are not only informed
verbally but also given a booklet to get all of the information about the department
such as; attendance limits, book lists, grading system, content of the exam. They
learn what's going to happen at the end of the semester during this first meeting and

this relieves both the student and the lecturer.
Interviewer: So this meeting relieves the students?

INS 10: Of course. At least they know what to do and how to do. Also they don't
have to knock the lecturer's door for each question every whipstitch. Even if they
ask, lecturer also has a document and s/he can use it and doesn't leave a question

mark behind.

Interviewer: So, how did it affect the lecturer? Any effect on lecturer's relations,

personal or academic life?

Because | remember someone from former managements said " | was so afraid of the
management that | used to use distant ways to not be seen by them even when | don't

have class that day. But now, | come for breakfast every morning. " Did you see any
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person effected personally like this?

INS 10: As people don't have to prepare exams in the break times any more, they
have more time for themselves. We organize breakfasts, iftar meals and end of the
year meetings. People who didn't have a chance to sit together and talk found a
chance and management staff don't act outsider or look down on the others.
Everything is on rails and you don't have to look in front of you all the time on a
train going very well. So as | see, people set aside time for themselves and their
students, just like I do. I think having less students and classes last year may have
effect on this. If we consider the student's point of view, seeing another lecturer
complain about the exam and the questions would affect their thoughts of the lecturer
and this only harms the school. But now, we don't have such a problem. People have
no idea about the preparation of the exams. Only a group knows it. So, we can't go to
a class and complain about the exams because | am the one who prepared the next
exam. In this way, lecturers can't have problems with each other with this kind of
matters. We also revealed how much we care about each other. We started to care
even we did not before. Students see that this is an institution and actions does
matters. For example, when you break a window, you'll be told "You have to take the
responsibility of this, someone is in charge of in this kind of situations.” instead of

"Okay, never mind." | think they know these now. We did this.

Interviewer: Let me ask this. Can you describe the management in here or the sense
of leadership if there is? Can you compare the former and the current management,

especially in terms of sense of leadership?

INS 10: Formerly, meetings were only to share the work. But now, we have
meetings just to share ideas and inform. | mean, the new management doesn't keep
the things closed and share every new occasion. Thus, it doesn't feel like they are
above us. Also, there is a stability about the positions. A stable manager who knows
what we did last year and takes the responsibility of mistakes made last year.
However, | hear rumors about him not liking other's ideas from time to time and |
don't feel bad talking about it. But generally, | don't have a complaint. It would be a
major complaint if there were a malfunction in management. But there is not and |
don't hear bad things, either. Management is a stable mechanism in itself and all of

the topics are discussed, planned and then come to us. Otherwise, it would take more
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time to set to work. That’s why this is a closed mechanism but results are always

submitted.
Interviewer: Is there anything you want to add about this system modification?

INS 10: Mainly, they are well-intentioned people. Actually, management stuff
consists of lecturers and | think this is a good point. They have another position, too.
But basically, we do the same job with them and they are not outsiders. They
understand us when we have an in-class problem because they experience the same
things. To be honest, | wouldn't be okay with management stuff who don't lecture
like I do. Things are pretty good as is it now and take less time than it used to.

Interviewer: Do you think this system will change again with a new management
staff?

INS 10: To make a change, they should come with a better system and it's not that
easy to come up with a new system. People got used to this functioning. They got
used to being informed, to be questioned, and they are questioning more now. So, we
would go only further, not to the back. And they would ask “What was the problem
about the previous system?" Because, you should change something with a better

one.
Interviewer: They would say that they are happy with the current system.

INS 10: Of course. We hear positive things from people around us. Rector of the
university had a dinner with us and this shows his positive reaction about us. When
people realize these, they can't denigrate this system unless a better one is offered.
And if there is a better one, let it be. Even the current management wouldn't object to
it. So, yes, an embracement can be a matter discussion. And considering my passed
years in here, | haven't heard of any rumors like " X person said this, Y person told

that" and so on since the last year and nothing happens in front of the everyone.

Interviewer: Thank you.
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APPENDIX D - LIST OF CODES AND CATEGORIES FOR

INTERVIEW TRANSCRIPTS

Table 12 Codes for Research Question 1(reasons)

Codes

Categories

Themes

Concept

Having prejudice
Waste of time

Tense instructors
Teacher burnout
Unmotivated instructors
Unnecessary meetings
Mobbing

Not being voluntary
Chaos

Fear

No permission for
graduate studies
Punishments

Reduce in the prestige

Burnout

Low quality education
Feeling of being
unsuccessful

Being Loss

Inadequacy of instruction
Failure rate

Failure

No Help each other
Gossiping

Personal conflicts
Arguments in meetings
Decreased communication
rate

Ineffective
communication

Bad surprises

Shock

Outsider perception
Negative criticism

Lack of Communication

Not cared teachers

Low self-esteem
Discomfort

Being reflected in national
press

Non-confidence

Not Valued staff
Unmotivated instructors
Not Valued job
Unwilling to work

No dedication to work
Feeling some constraints
by the management

No belonging

MOTIVATION

SYSTEMIC CHANGE
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Table 12 (Continued)

Codes

Categories

Themes

Concept

Discrimination
Not Equal distance
Unfair division of work

Injustice

Inexperienced chair

Not qualified directors
Effective management
Non-proficient chair

No trust in the chair

Non acceptance of the chair
No transparency

Incompetence

Outsider chairperson

No belonging of the chair
Wrong assignment of the
chair

Being and Outsider

Personal relations
Arguments in meetings
Discrimination

Equal distance

Non-equal communication

Lack of
communication

No dedication to work
Non-disciplined

No impressive speech
No share of the authority
No trust to the staff
Unease with the chair

Character /
Attributes

LEADERSHIP

SYSTEMIC CHANGE
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Table 12 (Continued)

Codes

Categories

Themes

Concept

No standards
Preparations

Change the scores
Ambiguity in the system
Preparation in the term
RRD

Being unplanned
Temporary
implementations

Daily decisions
Starting the late
Academic studies
Student exchange
Mixing the classes
Partners

Rules

Problems with testing
Complexity in testing
Change in exams
Inappropriate level
Ambiguous proficiency
exam

Testing

Orientation program
No coordination
Web-site

No informed people
Relations

Lack of
Communication

Inappropriate level

Unbalanced instruction Curriculum
Failure in the system

Content

Weekly schedule

Instability No

Personal changes
system modifications

sustainability

STANDARDS

SYSTEMIC CHANGE
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Table 12 (Continued)

Codes

Categories

Themes

Concept

Wrong assignments
Temporary change
Administrative assignments
No discipline

No democracy

Top-down assignment

Assignments

Core teams

Ineffective coordination

Not synchronized organization
Gap in management
Nonprofessional management
Complicated organization
Problems with the previous system
Lack of school culture

Outsiders’ interference

Bad reputation of the management
Organizational behavior

No control on system

No structural organization
Hierarchy

Interference of administrative staff
Implementations due to students
requests

Rectorship request

Organization

Authority conflict
Ambiguity

Irresponsibility

Wrong assignments
Temporary change
Administrative assignments
No discipline

No democracy

Top-down assignment

Assignments

Core teams

Ineffective coordination

Not synchronized organization
Gap in management
Nonprofessional management
Complicated organization
Problems with the previous system
Lack of school culture

Outsiders’ interference

Bad reputation of the management
Organizational behavior

No control on system

Hierarchy

Interference of administrative staff
Implementations due to students
requests

Rectorship request

Organization

STRUCTURAL CHANGE

SYSTEMIC CHANGE
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Table 12 (Continued)

Codes

Categories

Themes

Negative Criticism
Questions in mind
Unaware of new
developments

No negotiation
Not comprising
communication

Lack of
Communication

Unplanned meetings
No participatory
management

Lack of negotiation

Meetings

Unshared workload
Unbalanced
management
Mistrust in teachers

No teamwork

Personal closeness
Not sharing chair
Decrease increase in
roles

No involvement

No participatory
Management

WHOLE SCHOOL

INVOLVEMENT

SYSTEMIC CHANGE g
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Table 13 Codes for Research Question 2 (Components)

Codes Categories Themes Concept

Positive Criticism
No questions in mind
Beings aware of new Communication
developments
Positive criticism
Support
Negotiation
Comprising
communication
Support to the chair
Positive criticism

Evaluation meetings Meetings
Committee meetings
Planning meetings
Participatory
management
Asking instructors
thought

Shared workload Teamwork
Balanced management
Trust in teachers

Sharing chair

Helplng Instructors Partlc|pat0ry

Increase in ro_Ies management
Involvement in the

management

WHOLE SCHOOL INVOLVEMENT
SYSTEMIC CHANGE
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Table 13 (Continued)

Codes

Categories

Themes

Concept

Assessment
Preparations
Preparation in advance
Regulation documents
Planned system
Permanent decisions
Starting the lessons on
time

Disciplined instructors
Academic studies
Mixing the classes
Partners

Rules

Days

Duration
Portions

Levels
Frequency
Proficiency exam
Assessment
Exams

Testing

Orientation program
Standard communication
Coordination

Web-site

Collective e-mail system
Booklet

Social media

Relations

Brochure s

Informing people

Communication

Appropriate level
Balanced instruction
Instructional change
Extension of the semesters
Restructuring the program
Content

Weekly schedule
One-year schedule
Student oriented

Curriculum

Stability

System modifications
RRD
Documentations

Sustainability

STANDARDS

SYSTEMIC CHANGE
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Table 13 (Continued)

Codes

Categories

Themes

Concept

Assignment of the
chair

Temporary change
Administrative
assignments

Correct assignment
Democratic election of
the chair

Democracy
Competence

Assignments

Core teams

Start of change
Effective coordination
Synchronized
organization

School culture
Organizational
behavior

Control on system

No structural
organization
Hierarchy

Change of
administrative staff
Soft transition

Need for change
Planning Committee
Evaluation Committee

Organization

No Authority conflict
Hierarchy
Discipline

Responsibility

STRCUTURAL CHANGE

SYSTEMIC CHANGE
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Table 14 Codes of Reseaarch Question 3 (Roles)

Codes Categories Themes Concept
Fairness
No discrimination Justice

Equal distance
Fair division of work

Experienced chair
Quialified director
Effective management
Proficient chair Competence
Trust in the chair
Acceptance of the
chair

Prove of the chair
Transparency

LEADERSHIP

Dedication to work
Attributes of the chair
Impressive speech

Decisive
Understanding Character /
share the authority Attributes

Patient chair

Pure minded chair
Trust to the staff
Problem solving chair

SYSTEMIC CHANGE
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Table 14 (Continued)

Codes

Categories

Themes

Concept

Assignment of the
chair

Permanent change
Administrative
assignments
Correct assignment
Democratic election of
the chair
Democracy
Bottom-up
assignment

Assignments

Core teams

Start of change
Effective coordination
Synchronized
organization
Professional
management
School culture
Reputation of the
management
Organizational
behavior

Control on system
No structural
organization
Hierarchy

Change of
administrative staff
Soft transition

Organization

STRUCTURAL CHANGE

SYSTEMIC CHANGE
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Table 14 (Continued)

Codes

Categories

Themes

Concept

Positive Criticism
No questions in mind
Being aware of new
developments
Positive criticism
Support

Negotiation

Communication

Evaluation meetings
Committee meetings
Planning meetings
Participatory
management
Asking instructors
thought

Negotiation

Meetings

Shared workload
Balanced management
Trust in teachers
Responsibilities

Team work

Sharing chair
Share

Increase in roles
Involvement in the
management

Participatory
management

WHOLE SCHOOL INVOLVEMENT

SYSTEMIC CHANGE
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Table 15 Codes of Research Question 4 (results)

Codes

Categories

Themes

Concept

Students’ positive feelings
High quality education
Rise in success

Motivated students
Realization of being good
Feeling of success

Achievement

No personal arguments
Support

Well informed students
Web-site

Collective e-mail system
Informing people

Booklet

Social media

Relations

Increase in communication rate
Effective communication
Brochures

No surprise

Comprising communication
Personal relations

Positive criticism

Communication

Relieved instructors
Cared teachers
Comfortable environment
Peaceful environment
Relaxed psychology
Feeling secure
Belonging to school
Feeling of value
Value the staff
Motivated instructors
Value the job

Valued instructors
Willing to work
Dedication to work

Confidence
and
Belonging

Team work

Participation
Committees

Support

Help each other

Personal relations
Effective communication

Negotiation

MOTIVATION

SYSTEMIC CHANGE

274




Table 15 (Continued)

Codes

Categories

Themes

Concept

Formal ground
Preparations

Changing the scores
Preparation in advance
Regulation documents
Planned system

Permanent implementations
Starting the lessons on time
Disciplined instructors
Academic studies

Mixing the classes

Partners

Rules

Change in exams
Inappropriate level
Proficiency exam
Assessment

Testing

Orientation program
Standard communication
Coordination

Communication

Appropriate system
Balanced instruction
Extension of the semesters
Success

In Language Education
Restructuring program
Content

Weekly schedule
One-year pacing schedule

Curriculum

STANDARDS

SYSTEMIC CHANGE
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Table 15 (Continued)

Codes

Categories

Themes

Concept

Assignment of the chair
Administrative assignments
Correct assignment
Democratic election of the
chair

Democracy

Bottom-up assignment

Assignments

Core teams

Effective coordination
Synchronized organization
School culture
Reputation of the
management
Organizational behavior
Control on system
Hierarchy
Administrative Staff
Change

Teamwork

Involvement in the
management

Evaluation meetings
Committee meetings
Planning meetings
Negotiation

Organization
and
Meetings

Participatory management
Increase in roles
Teamwork

committees

Core teams

Participation

Support

Bottom-up

Responsibility

STRUCUTRAL CHANGE

SYSTEMIC CHANGE
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APPENDIX H: INFORMED CONSENT FORM

Miilakat Géniillii Katihm Formu (Ogretim Elemam)

Bu miilakat ODTU Ingiliz Dili Ogretimi doktora programi dahilinde
yiiriitiilen bir doktora tezi ¢caligmasi kapsaminda yapilacaktir. S6z konusu ¢alismada
bir Ingilizce Hazirlik bdliimii sistem degisikligi konusu incelenmektedir.

Miilakatta gorev yapmakta oldugunuz béliimde, sizin sistem degisikligi
konusu Tlizerine goriislerinize ve kariyer ge¢misinize iligkin sorular yoneltilecektir.
Miilakat ortalama 30-40 dakika siirecektir. Vereceginiz yanitlar sistem degisikligi
siirecinin aydinlatilmasi i¢in Oonem tasimaktadir. Miilakata katilimda goniilliiliik
esastir. Miilakat sirasinda sorular nedeniyle ya da baska bir nedenle herhangi bir
rahatsizlik hissetmeniz durumunda istediginiz an miilakati sonlandirma hakkina
sahipsiniz. Boyle bir durumda arastirmaciya miilakata devam etmek istemediginizi
sOylemeniz yeterli olacaktir.

Miilakatlarda size sorulan sorulara verdiginiz yanitlar yalnizca doktora tezi
kapsamindaki arastirmada kullanilacak, goriismelerin sesli kayitlar1 sifreli bir
bilgisayarda saklanacak ve katilimecinin kimligi gizlenecektir. Arastirma yayinlarinda
goriigmeler sirasinda katilimcilarin kullandigi ifadelerden katilimcr kimligi gizli
tutularak alint1 yapilabilecektir.

Bu calisma ile ilgili daha ayrintili bilgi almak igin arastirmaci Omer Faruk Ipek ile

(ipek.omer(@metu.edu.tr) iletisime gecebilirsiniz. Katiliminiz i¢in tesekkiirler.

Bu c¢alismaya tamamen goniillii olarak katilyyorum ve istedigim zaman yarida
kesip c¢ikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amach yayimlarda
kullanilmasin kabul ediyorum. (Formu doldurup imzaladiktan sonra uygulayiciya

geri veriniz).

Ad Soyad
Tarih
Imza

278



APPENDIX G: VITA

PERSONAL INFORMATION

Surname, Name: Ipek, Omer Faruk

Nationality: Turkish (TC)

Date and Place of Birth: 8 October 1982, Karabiik
Marital Status: Married

Phone: +90 505 342 82 74

Fax: +90 374 253 51 27

email: ipek.omer@metu.edu.tr

EDUCATION
Degree Institution Year of Graduation
MA AIBU English Language 2012
Teaching
BA AIBU English Language 2004
Teaching
High School G0l Anatolian Teacher Training 2000
High School

WORK EXPERIENCE

Year Place Enrollment
2008 AIBU Preparatory Department Instructor
February

2004 October  Public Schools Teacher

FOREIGN LANGUAGES

Advanced English,

PUBLICATIONS

1. Evcim, H., ipek, O.F. (2013). Effects of jigsaw Il on academic achievement in
English prep classes. Procedia - Social and Behavioral Sciences. 70, 1651-1659

2. Ipek, O.F., Evcim, H. (2013) How do two language instructors’ beliefs about
teaching and learning reflect their teaching practices?: The bridge between theory
and practice. 4" ELT Blacksea Conference. BOLU.

279



3. Ipek, O.F., Karaman, A.C. (2013). How do language instructors at a university
preparatory school in western Turkey situate themselves in relation to student

success? V Uluslararasi Egitim Bilimleri Kongresi, Bildiri Kitap¢igi, 1621-1630.

4. Yesilbursa, A., ipek, O.F. (2013). Why is it necessary to validate SILL? Procedia
Social-Behavioral Sciences, 70, 887-893.

5. Ipek, O.F., Yesilbursa, A. (2017). Language learning strategy use of university
preparatory school students? International Journal of Educational Sciences.
16(1-3), 60-66

6. Ipek, O.F., Daloglu, A. (2017). The effectiveness of special teaching methods
Course | in preparing students to special teaching methods 11 course: A Case
Study. Abant Izzet Baysal Universitesi Egitim Fakiiltesi Dergisi. 17(1).

280



APPENDIX H: TURKISH SUMMARY (TURKCE OZET)

GIRIS

Kiiresellesme, internet ve bilgi teknolojilerinin yayginlasmasi, toplumda ve
toplum gelisimini anlamada, insanlarin giinliik planlart ve programlarinda
degisikliklere yol agmistir. Ancak, degisiklik kavrami, egitim s6z konus oldugunda
biraz zor olabilir. Egitimdeki degisiklikler miifredat ve egitim kurumlarinda
reformlara ve Ogretmen-6grenci iliskilerinde degisikliklere yol a¢mistir. Bu tip
degisiklikler ayrica egitim programlarmi da etkilemistir. Diinya c¢apinda artan
Ingilizce kullamimi ayrica Ingiliz dili dgretiminde kullanilan materyallerde, 6lgme
araglarinda ve Ingiliz dili 6gretimi miifredatlarinda degisiklige sebep olmustur.

Yabanci dil egitiminin amaci 68rencilere anlamli iletisim bilgisi ve yetenegini
kazandirmaktir. Bu sebeple, son yillarda dil 6gretimi teorileri, yaklasimlari, metotlar
ve teknikleri degisiklik gostermistir. Bu tiir yenilikler, egitimdeki arastirma
yaklagimlarini da degistirmistir. Egitim arastirmalarinin amaci egitim kalitesini
yiikseltmek oldugundan egitim sistemleri incelenerek sistemin ne oldugunu agikca
tanimlanmas1 gerekmektedir. Sistem, birbiriyle baglantili ve baglh farkh
diizenlemelerin birbiriyle uyumlu bir biitiin olusturmasi anlaminda kullanilmistir.
Egitimdeki sistem arastirmacilari, bilme, diistinme, nedenleri aragtirma ve sorgulama
konularina tizerinde durmuslardir. Egitim bir sistem olarak ele alinir; ¢iinkii var olan
diger sistemlerle baglantilidir. Egitimdeki sistem degisikligi ise var olan sistemden
daha 1yi bir sisteme gecis icin kullanilir. Boylece biitiin sistem degisikliklerinde
gelisme ve ilerleme olmak zorundadir. Egitim sistem degisikliginin 6nemi
ortadayken sistem degisikligi iizerine ¢ok az arastirma bulunmaktadir.

Egitim sistemlerini anlamak i¢in diinyadaki ge¢mis yabanci dil egitimi ve
yabanci dil 6gretimi iizerine yapilmis aragtirmalara géz atmak gerekir. Gegmiste
yabanci dil Ogretimi iizerine yapilan egitim arastirmalari daha ¢ok motivasyon,
Ingilizce’nin diger iilkelerdeki konumu, yabanci dil politikalari, miifredat igerikleri,
ogretim metotlar1 ve degisiklikleri, 6gretim amagclari, 6grenci rolleri, dort temel

beceri, degerlendirme ve 6gretmen yetistirme lizerine yogunlagmistir. Son 10 yilda
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ozellikle 6gretmen yetistiren programlarda 6gretmen bilisi {izerine birgok arastirma
bulunmaktadir. Bu yiizden 6gretmenin ne diisiindiigli ve neye inandigi, dgretmen
yetistirme programlarina etki etmistir. Boylelikle bu programlarda ve igeriklerinde
degisiklikler meydana gelmistir. Tiirkiye’deki 6gretmen yetistirme arastirmalari ise
diinyadaki trendi takip ederek sistem yaklasimini goz ardi etmistir.

Tiirkiye’deki Ingiliz dili 6gretimi arastirmalari yabanci dil 6gretimi ve
O0gretmenleri, yabanci dil 6gretimi ve dgrencileri, yabanci dil 6gretmen egitimi, dort
temel beceri, 6lgme ve degerlendirme ve dil ve kiiltiir lizerine yogunlagmustir.
Buradan da anlasilacag iizere; Ingiliz dili dgretimi alaninda hem diinyada hem de
Tiirkiye’de sistem yaklagimi ihmal edilmistir.

Tiirkiye Ingilizce’nin kiiresel olarak yayginlasmasinda bilim, iletisim ve
teknoloji  konularinin kullanilmas1 konularinda etkilenmistir. Bu etkiye ayak
uydurabilmek i¢in Tirk tniversiteleri, yabanci dil merkezleri kurmuslardir. Bu
merkezlerin amaci liniversiteye gelen 6grencilere etkin ve yeterli yabanci dil egitimi
vermektir. Bu kapsamda bahsi gecen yabanci dil egitim kurumlari temel ingilizce ya
da Ingilizce hazirhik béliimleri agmis olup, bu béliimlerde dgrencilerine ingilizce
ogretimi yapmaktadirlar. Bu béliimler, dgrencilerine bir senelik Ingilizce hazirlik
egitimi vererek ogrencilerini fakiiltelerindeki boliimlerinde gosterilecek olan bdliim
derslerine hazirlamak; gelecekteki akademik ve mesleki kariyerlerine yardimci
olmak i¢in diizenlemeler yapmislardir. Bu ¢abalara ragmen yabanci dil egitim
uygulamalar yeterli seviyede goriilmemektedir. Bu sebeple, yabanci dil egitimi
programlarina sistem yaklasimiyla tekrar degerlendirilmesi gerekmektedir.

Sistem yaklagiminin bu ¢alismaya konu olmasimin sebeplerinden birisi de
Ingiliz dili 6gretim kurumlarmin idarecileri genellikle ingilizce Ogretmenligi boliimii
mezunlarindan olusmaktadir. Bir baska deyisle Ingilizce 6gretmenleri alanda birkag
sene calistiktan sonra bagli bulunduklar1 kurumlarda koordinatorliik, boliim
baskanligi ya da kurum miidiirliikleri yapmaya baglarlar. Ancak bu boliimlerden
mezun olan Ingilizce dgretmenleri herhangi bir idarecilik ya da kurum ydnetimi
egitimi almamislardir. Bu sebeple aldiklar1 gorevlerin geregini yaparken, problemler
yasamaktadirlar.

Son olarak British Council’in yaymladigr bir rapor, Tirkiye’deki
tiniversitelerde yabanci dil egitiminde dort baglamda degisikligin olmas1 gerektigini

ortaya koymustur. Bu baglamlar uluslararasi, ulusal, kurumsal ve bdliim
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baglamlaridir. Uluslararast baglamdaki sorun, son yillarda Tiirk tiniversiteleri ¢ok
fazla insana yabanci dil egitimi vermesine ragmen istenen seviyeye ulasamamig
olmasidir. Ulusal baglamda ise Ingilizce egitimi aileler ve dgrenciler tarafindan
tercih edilmesine ragmen yeterli akademik personel ve yiiksek kalite sikintisi
cekmektedir. Kurumsal baglamda Ingilizce hazirhk &grencilerinin  diisiik
motivasyona sahip olduklart belirtilmistir. Boliimsel baglamda ise Ogretim
elemanlarinin yeterli sertifikasyonlara sahip olmasina ragmen Ogretim ile ilgili
eksikliklerinin bulundugu kaydedilmistir. Sonu¢ olarak bu calismada daha ¢ok
British Council’in belirttigi boliimsel baglamdaki degisiklikler tizerine durulmustur.
Ingilizce’nin yaygin kullanimi1 ve yukarida belirtilen sebeplerden otiirii bu
calismada Tiirkiye’de bulunan bir iiniversitenin Ingilizce hazirlik béliimiinde
gerceklestirilen Ingilizce egitimi sistem degisikligi calisilmistir. Bu ¢alismada adi
gegen baglama “’Northview’’ adi verilmistir. Northview’daki sistem degisikligi dort
ana icerik bakimindan incelenmistir. Bunlar; miifredat, organizasyon, dlgme ve

iletisimdir.

Sistem Degisikligi’nin Kapsam

Genel olarak sistem degisikligi mevcut olani bagka bir duruma doniistiirmek
olarak tanimlanir ve bu siire¢ devamlilik gerektirir. Okul reformu veya degisikligi
okuldaki biitiin her seyin degismesi anlamina gelmektedir. Bu degisikliklerde
miifredatin, Ogretimin, organizasyonun, mesleki gelisimin ve ailenin katilimi
bulunmaktadir. Degisiklik yonetimi ise Ingilizce dili 6gretimi alaninda farkli bir yere
sahiptir. Bu alandaki degisim yavas, karmasik ve korkutucu oldugundan problemli
olarak goriilmektedir. 1980’lerde bu alandaki degisimler daha ¢ok tepeden inme ve
merkeziyet¢i bir anlayisla gerceklestirilmistir. Ingiliz  dili ~ dgretimi’ndeki
degisiklikler sadece sonu¢ odakli degil; ayrica siire¢ odaklidir. Bu degisiklikler
sistemli adimlar ve uzun bir siire¢ gerektirmektedir. Degisikliklerde 6gretmenler ana
hedef olarak ortaya c¢ikmakta ve bu gelisimlerin 6znesi konumunda
bulunmaktadirlar. Basarili degisiklik projeleri, katilimecilarin aktif destegi ve
karsilikli goriismeler yolu ile gergeklestirilir. Degisiklik, sebepleri iyi arastirilirsa,
Ogretmenler siirecin icerisine dahil edilirse ve yetkin liderlik 6zellikleri ortaya

cikarsa basarili olabilir.
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Cahsmanin Icerigi

Mevcut sistem degisikligi literatiirti, degisim liderleri ve yoneticilerinin 6zel
yeteneklere sahip olmasi gerektigini vurgulamaktadir. Ancak Ingilizce hazirlik
boliimlerinin yoneticileri degisiklik ve liderlik konusunda 6zel egitimlere tabi
tutulmamislardir. Eger mevcut sistemlerinde bir sorun oldugu takdirde bu kurumlar
yonetimlerinde, Ogretimlerinde, Olgmede, yonerge ve yoOnetmeliklerinde,
miifredatlarinda, kitaplarinda ve personellerinde degisiklik yapmak zorundadirlar. Bu
yiizden bu kurumlardaki idarecilerin bahsi gegen biitiin bu konularda uzman olmasi
gerekmektedir. Ancak Ogretmen yetistirme programlari incelendiginde bu
idarecilerin degisiklik konusunda herhangi bir egitim ya da uzmanliklarinin
bulunmadig1 goriilmiistiir. Bu idareciler daha ¢ok degisiklik konusundaki mevcut
arastirmalart inceleme yoluna gitmislerdir. Mevcut alan yazinda ise sistem
degisikligi iizerine yeteri kadar calisma bulunmadigindan, bu idareciler bir kisir
dongii icerisine girmislerdir. Bu sebeple, Northview isimli kurumda gegeklesen bu
calisma, alan yazindaki bu eksikligi gidermede yardimci olacaktir. Miifredat,
organizasyon, Olgme ve iletisim alanlarmin olusturdugu iki sene siiren sistem
degisikligini incelemistir.

Northview bu calisma i¢in 6zellikle se¢ilmistir. Bunun sebebi, bu boliimde
son 10 yilda farkli temel degisiklikler gerceklestirilmistir. Northview’daki
degisiklikler Ingiliz dili egitimindeki basarisizliklar sonucu ortaya ¢ikmistir. 2014
yilinda gergeklestirilen son degisiklik tiniversitedeki herkese ve kurumla bagli olan
her seye etki ettiginden dolay1 dnceki degisikliklerden daha farklidir.

Bu calismada incelenen Northview oOgrencilerin tercih siralamasina gore
Tiirkiye’de orta siralarda yer alan bir tiniversitede bulunmaktadir. Bu tiniversite 1992
yilinda kurulmus olup c¢esitli alanlarda 25 yildir egitim-6gretim yapmaktadir.
Universitede lisansiistii egitimi veren 4 enstitii, 4-6 y1l aras egitim veren 10 fakiilte
ile 6 yiiksekokul ve 2 sene teknik ve mesleki egitimi veren 7 meslek yiiksekokulu
bulunmaktadir. Universitede 5000’i yeni olmak {izere toplamda ortalama 30 bin
Ogrenci bulunmaktadir. Northview’e ise yeni gelen 5000 6grencinin her yil 800’1
kay1t yaptirmaktadir.

Universitedeki Yabanci Diller Yiiksekokulu’nda Miitercim-Terciimanlik,

Modern Diller ve Hazirlik Bolimleri bulunmaktadir. Hazirlik boliminde 4’u
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yabanci uyruklu olmak iizere 38 6gretim elemani ¢calismaktadir. Northview’da 2 grup
ogrenci bulunmaktadir. Bunlar zorunlu ve istege bagli olarak isimlendirilmistir.
Zorunlu grup Ogrenciler, fakiiltelerindeki derslerinin %30’u ya da daha fazlasi
Ingilizce dilinde verildigi icin bir yillik hazirlik egitimini basari ile tamamlamak
zorundadirlar. Istege bagli 6grencilerinin boliim derslerinin %30’undan daha azi
Ingilizce dilinde verildigi icin bu &grenciler bir yillik Ingilizce egitimde basarili
olamasalar bile fakiiltelerindeki bdliimlerine ge¢me sanslar1  bulunmaktadir.
Northview’daki 6grencilerin biiyiikk ¢ogunlugu zorunlu grup 6grencisi olarak yer
almaktadir.

Northview, her biri 15 haftadan olusan iki akademik yar1 yilin olusturdugu bir
akademik yi1l boyunca yabanci dil egitimi vermektedir. Ogrenciler devamsizlik
sayisinin - gecmemek; gerekli quizler, vizeler ve final smavina girmekle
yiikiimliidiirler. Girdikleri bu sinavlardan 100 puan iizerinden 60 ortalamaya sahip
ogrenciler hazirlik egitiminde basarili kabul edilmektedir.

Daha oOnce de belirtildigi gibi Northview’da farkli sistem degisikleri
uygulanmistir. Ornegin; 1996-2010 yillart arasinda dogrusal miifredat uygulanirken
2010 yilinda farkli bir idarecinin gelmesi ile kur sistemi uygulanmaya baglamistir.
Bu kur sistemi boliimde iki sene kullanildiktan sonra baska bir idarecinin atanmasi
sonucu tekrar dogrusal sisteme gec¢is yasanmustir. 2012°den 2014’e¢ kadar olan
stirecte Ogrenci basarisinda ve egitim kalitesinde diislis olmasi1 sebebiyle tekrar
yonetim ve sistem degisikligine gidilmistir. Bu calismada 2014°te baslayan sistem

degisikligi asagidaki arastirma sorular1 kapsaminda incelenmistir.

1) Sistem degisikliginin sebepleri katilimcilar tarafindan nasil agiklanmistir?

2) Sistem degisikliginin igerigi katilimcilar tarafindan nasil agiklanmigtir?

3) Kurumdaki paydaslar kendi rollerine sistem degisikligi siiresince nasil
aciklamislardir? Boliim idaresinin 6gretim elemanlarinin ve idari personelin
sistem degisikligindeki rolleri nelerdir?

4) Sistem degisikliginin sonuglari nasil agiklanmigtir?
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TEORIK CERCEVE

Nitel arastirma’da teorik cergceve calismaya nereden baslanacagina, neler
igerecegine, arastirma dizayninin  yOntemine ve arastirma  sonuglarinin
yorumlanmasini kapsar. Bu da aragtirmanin sinirlarini belirler. Bu ¢alismada teorik
gergeve olarak, yapilandirmacilik, sistem teorisi, sistem degisikligi ve sistem
degisiklik siireci kavramsal gercevesi detayli bir sekilde ele alinmistir.

Okullar 6grencilerin, 6gretim elemanlarinin okulla ilgili topluluklarin sistem
olarak isletilebilmesi i¢in birbirleriyle etkilesim igerisinde olunan sosyal olarak insa
edilmis organizasyonlardir. Boylelikle bu c¢alismayr yapilandirmaci yaklagimla
sistem yaklagimini baglantili bir sekilde incelemistir. Yapilandirmacilik 1970’lerde
hem egitim hem de arastirma icin ortaya ¢ikmugtir. Ogrenme ve bilgiye ulasmak
konularinda yapilandirmaci bir yaklasim benimsenmistir. Bu yaklasim davranisei
kuramin esaslarin1 reddeder ve insan deneyimlerini ve sosyal etkilesimi 6n plana
cikartir. Yapilandirmacilik bilginin nasil olustugunu insan deneyimleriyle ortaya
koymaya calisir. Bu kuram ayrica insanlarin inanislarinin, diisiincelerinin ve
fikirlerinin yeni bir bilgi ya da deneyimle karsilagildiginda nasil sekillendigini ve
yapilandirildigint inceler. Sistem teorisi ve sistem degisikligi kavramlart 40 yil
boyunca karmasik bir duruma sahiptir. Yine de kavramsal olarak sistem teorisi,
sistem diisiincesi, sistem perspektifi ve sistem yaklagimi birbirlerinin yerine
kullanilabilmekte olup hepsi sistem teorisi catist altinda birlesmektedir. Sistemler
kurumlarin is ve isleyislerini diizenlerler. Bu kurumlarin nasil planlandigini,
yonetildigini ve kontrol edildigi konularinda etkilidir. Ayrica sistemler amaca
yonelik olup isleyisleri daha 6nceden planlanmalidir. Kullanicilar ve igerik bulunmak
zorundadir. Ayrica sistemler ¢evresiyle etkilesim igerisinde olup diger sistemlerle
baglantili ve iligkilidirler. Sistem teorisi ilk olarak “’Genel Sistem Teorisi’’ olarak
1950’11 y1llarda Von Bertalanfty isimli biyolog ve arastirmaci tarafindan bilimsel bir
hareket olarak ortaya ¢ikmistir. Genel sistem teorisinde sistemlerin agik oldugu ve
birbirlerinden etkilendigi ileri siiriilmiistlir. Okullar ve kurumlar gibi sosyal sistemler
ise genel sistem teorisinde insanlarin sistemleri kasitll olarak etkiledigi ve
dontistiirdiigii  fikriyle ortaya cikmistir. Sistemdeki bir parcanin  degisiklige
ugramasiyla biitlin bir toplumun ya da kurumun etkilenebilecegi belirtilmistir. Egitim
sistem degisikli ise temelini Rogers’in (2003) ortaya attig1 “’yeniliklerin yayilmasi’’
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isimli felsefik temelden almaktadir. Bu akim antropoloji, sosyoloji ve iletisim
temelinde ilerlemektedir. Yeniliklerin yayilmasi gelenegi dort temel unsur iizerine
insa edilmistir. Bunlar; yenilik, iletisim kanallari, zaman ve sosyal sistemlerdir.
Degisiklik bu dort temel unsur iizerinden gergeklesmektedir. Egitimdeki sistem
degisikliginin temel prensipleri ise Banathy (1995) tarafindan agiklanmistir. Bu
yaklagimla sistemlerin agiklanmasi, incelenmesi, igerikleri, amaglari, iligkileri,
cevresi, hareketleri ve davraniglari 6n plana ¢ikmistir. Egitimdeki sistem degisikligi
icin dort temel unsurun olmasi gerektigi ileri siiriilmistiir. Bunlar; sistem
boliimlerindeki degisiklikler, insanlardaki degisiklikler, okuldaki degisiklikler ve
sistemdeki degisikliklerdir. Ayrica egitim sisteminde degisikliklerin olabilmesi i¢in
sistem igerik listeleri yapilmistir. Hall ve Hord (2015) egitimde sistem degisikliginin
olabilmesi icin standartlarin, miifredatin, Ogretimin, Ol¢gmenin, kaynaklarin,
personelin, yonerge ve yonetmeliklerin ve toplumun degismesi gerektigini

belirtmistir.

LITERATUR INCELEMESI

Bu bolimde, sistem degisikligi modelleri ve yapilan sistem degisikligi
calismalar: ile ilgili bilgi verilmektedir. Egitimde SiStem degisikligine basariyi
artirma ya da degisen politikalar gibi farkli nedenlerle gidilir. Degisimin etkili olmasi
ise yapilan donilisiimiin egitim ortaminin biitiin yOnlerini kapsamasima baglidir.
Basar1 saglandigi takdirde, etkileri sadece sinif icinde degil biitiin toplumda
goriilecektir. Farkli sistem degisikligi modelleri, karsiladiklar1 ihtiyaca gore
planlanmis- planlanmamus, kural koyucu- betimleyici gibi siniflandirilabilir. Ancak,
hi¢bir model digerinden daha {istiin sayilamaz.

Lewin’in Ug¢ Asamali Modeli, serbest birakma, harekete gecme ve tekrar
dondurma kuralin1 igerir. ilk asamada degisim icin bir motivasyon kaynag: sarttir;
eski aligkanliklarin yerine yenilerinin getirilmesi gerekir, fakat degisimin Oniinde
mutlaka engeller olacaktir. Bu yiizden, gereken giivenin saglanmasi gerekmektedir.
Ikinci asamada ise denge saglanmalidir. Ortaya ¢ikan engellerin etkilerinin en aza
indirilmesi, yeni uygulamalarin ve davranig bigimlerinin ortaya konulmasi gerekir.

Ayrica, uzmanlar, rol modeller ve calisanlarin egitilmesi bu agamanin birer pargasi
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olmalidir. Son asama ise degisikligin standart bir uygulama haline gelmesini
amaglar. Yeni kurallar ve yapilanma rutinin bir pargast haline gelmelidir.

Endise Odakli Kabullenme Modeli detayli bir c¢er¢evede degisiklik
uygulamasini ele alir. Bu model, degisimin 6grenme iceren bir slireg ve okulun da
degisimin yasandigi temel 0ge oldugu, degisimin bireyler tarafindan hayata
gecirilecegi, atdlye calismalart gibi miidahalelerin basariya katki saglayacagi ve
degisime gosterilen direnci kiracagi, basari ic¢in liderligin sart oldugu, takim
caligmasiin gerekli oldugu, yukaridan gelen talimatlarin ise yarayacagi, i¢ ve dis
etkenlerin basariy1 etkileyecegi, kabullenmenin, uygulamanin ve giiclendirmenin
degisim siirecinin parcasi oldugu ve odaklanmanin sart oldugu prensiplerine dayanir.

Yeniliklerin Dagitimi klasik bir degisim modelidir. Burada,innovasyonun
yerlestirilen sistemden daha iyi olup olmadig1 ele alinir. Bu baglamda, maddi getiri,
diisitk maliyet, rahatsizliklarin giderilmesi, sosyal prestij, zaman ve iggiicii tasarrufu
ve miikafat ya da karsiliginin hizla elde edilip edilmemesi degisimin belirleyicisidir.

Degisim Sartlar1 Modeli, degisikligin yapilacagi ortama odaklanir. Mevcut
durumla ilgili yasanan rahatsizliklar, degisimi baslatacak kisilerin yeterli donanima
sahip olmasi, degisim i¢in gereken kaynaklara rahatga ulasilabilmesi, uygulayicilarin
yeterli zamana sahip olmalari, katilimcilarin = ddiillendirilmesi, katilimin
desteklenmesi, paydaslarin innovasyonu desteklemesi ve liderligin belirgin olmasi
gerekli sartlar1 olusturur.

Egitimsel Degisimin Anlami1 Modeli, ¢evreye degil degisimi gergeklestiren
aktorlere odaklanir. Degisimin yapisi, yerel Ozellikler ve digsal faktorler degisime
gotiiren etkenleri olusturur. Ayrica, dgretmen, yonetici, 6grenci, bolge yoneticisi,
danisman ve toplum degisimin paydaslaridir.

Planlanmig Degisimin Asamalar1 model’i, ongoriilen degisimin yaratacagi
direnci ele alir. Bunlar, kiiltiirel, sosyal, kurumsal ve psikolojik engellerdir. Yapilan
reformun sinirliliklarinl ortaya koymasi agisindan degisimi yiiriiten aktdrlere
yardimci olan bir modeldir.

Egitim Modelini Dontistiiren Danigsmanlik Sistemi, degisimin sistemin biitiin
yonlerini  kapsadigint savunur. Okul, smif i¢i uygulamalar, miifredat ve
degerlendirme bunlardan bazilaridir. Bu amagla, degisim i¢in hazir olup olunmadig:
Olciilmeli, ortak bir goriise varilmali, takimlar kurulmali, sistem tasarlanmali ve yeni

sistem ytiriirliige konmalidir.
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Fullan (2009), 1960’larda yapilan bir reformun yiiriitme asamasimin ve
toplumun kiiltiirel yapisinin yeterince iyi ele alinmadigi gerekcesiyle basarisiz
oldugunu belirtir. Fullan (2000) ayrica New York ve Chicago’da yapilan reformlari
ele alir. New York calismasi, O0gretim odakli yiiriitilmistiir. Ancak, Ogretimin
tyilestirilmesi uzun vadeli bir ¢alismadir. Chicago Orneginde ise, yetki merkezde
degil yerel okullarda toplanmisti. Fullan (2000) 1990’larda  ABD’de yiiriitiilen
reformu da ele almistir. Burada kullanilan modellerin 6ziinde kurumsal degisim,
yonetimsel destek, miifredata ve O0gretime odaklanma, materyaller, gruplandirma,
Ogrenci performansinin gozetimi ve aile ve toplum destegi gdze g¢arpmaktadir.
Tanner (2004), yapilan sistem degisikligi uygulamalarini devlet seviyesinde reform
calismasi olarak ele almistir. Miilakatlar, gozlemler ve belge analizi yaparak toplanan
veriler yiliksek idealler, gii¢ algisi, aidiyet algis1 ve iletisim konularin1 One
cikarmustir.

Hem Tirkiye’deki hem de diinyanin diger yerlerindeki arastirmalar
gostermistir ki Ingiliz dili 6gretimi konusunda daha ¢ok miifredat degisikligi
calismalar1 yapilmistir. Buna baghh olarak miifredat degisikliginin sistem
degisikliginin sadece bir alt bagligi oldugundan degisiklik konusunda daha kapsamli

calismalara ihtiyag vardir.

YONTEM

Bu calismada nitel durum calismas1 Northview’daki 6zel durumu anlamak
icin kullanilmistir. Hem nicel hem nitel aragtirmacilar bireylerin diisiincelerini, bakis
acilarin1 ve inanislart iizerine dururlar. Ancak ¢alismada yer alan kisilerin bakis
acilari nitel arastirmada daha fazla yer bulur. Okullar ve ilgili kurumlar sosyal olarak
yapilandirilmis kurumlar oldugu icin nitel arastirmaya uygun bir baglamdir. Bu
okullarda gorev alan yoneticilerin, 6gretim elemanlarinin ve 6grencilerin birbirleriyle
olan sosyal etkilesimleri bu ¢alisma i¢in uygun bir zemin olarak bulunmaktadir. Nitel
arastirma dizaynlart cogunlukla kurum, okul ve program gibi kiigiikk alanlari
incelemek i¢in uygun goriilmektedir. Bu yontemle insan iliskileri, tecriibeleri, goriis
ve Onerileri rahatlikla ortaya cikarilabilir ve yorumlanabilir. Bireyler arastirmaya
karsi her zaman belli inaniglar ve felsefik goriisler beslemektedir. Bu felsefik
gorilsler aragtirmaya yon veren teorilerin temelini olusturmaktadir. Nitel arastirmada
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yer alan bu felsefik temeller biitiin arastirma siiresini etkilemektedir. Bu agidan
felsefe; soyut fikirlerin, disiincelerin ve inanislarin yonlendirilmesi konusunda
Oonemlidir.

Nitel bir arastirmada dort farkli felsefik temel bulunmaktadir. Bunlar;
gercegin  dogasint sorgulayan ontoloji, gerg¢egin ne oldugunu sorgulayan
epistemoloji, arastirmadaki degerlerin yerini belirten aksiyoloji ve arastirma siirecini
sorgulayan metodolojidir. Ayrica bu ¢alisma insanlarin tecriibelerini ve goriislerini
dogrudan incelemek icin sosyal yapilandirmaci yorumlama g¢ergevesi ve daha once
bahsi gecen dort felsefik temel iizerine kurulmustur. Sosyal yapilandirmaci
yaklagima gore kisiler, nesneler ve bilgiye ulasma metotlar1 arasindaki etkilesimler
Oonemlidir. Bu tiir bir arastirmada nesnellik, deneysel gerceklik, nesnel gergeklik
arastirma konusu degildir. Aksine; bilgi ve gerceklik diisiince ve inaniglarin sonucu
olarak ortaya ¢ikmistir. Bu baglamda bilgi devam eden yapilandirma sekliyle one
cikar. Sosyal yapilandirmaci aragtirmacilar ¢aligmalarini 6znel anlamlandirma, kisiler

arasi iligkiler ve aktif katilimla incelerler.

Durum Calismasi

Bu calisma nitel durum c¢alismasi oldugu i¢in durum c¢alismalarinin
Ozelliklerini anlamak onemlidir. Durum, zaman ve mekanla sinirlidir ve arastirmaci
onceden planlanmis ve tanimlanmis zaman ve yontemlerle bireysel tecriibeleri toplar.
Ayrica durum caligmasinda var olan konunun biitiinciil bir sekilde anlasilmasini
amaglamaktadir. Durum ¢alismalar1 diger konulara 6rnek teskil edilebilecek nesnel
sonuclar vermekten daha ziyade gercek yasam kosullarina var olan durumu
incelemektedir. Bu tiir c¢alismalar; programlar, olaylar ve faaliyetler igin
kullanilabilmektedir. Durum ¢alismasi yapabilmek i¢in birka¢ adim gerekmektedir.
Birincisi; arastirmaya konu olan durumun c¢alismaya uygun olup olmamasidir. ikinci
adim; durumun derinlemesine anlasilabilmesi icin iyi bir sekilde tanimlanmasidir.
Sonrasinda ise arastirmaci, katilimcilari, veri toplama prosediirlerini ve araglarini
tespit etmelidir. Bahsedilen bu siireclerden sonra ise arastirmaci toplanan veriyi
analiz eder. Durum c¢alismalarinda analiz biriminin belirlenmesi gerekmektedir.
Analiz birimi, birgok veri igerisinde ¢alismanin temelini ve merkezini

olusturmaktadir. Bu ¢alismada analiz birimi Northview’daki sistem degisiklidir.
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Durum calismalar tekil veya ¢oklu durum caligmalar1 olmak {izere ikiye
ayrilmaktadir. Arastirmacinin ¢aligmasini tek bir organizasyon, kurum veya durum
ile smirlandirmasia tekil durum calismasi denirken; birden fazla organizasyon,
kurum veya durum calismasina ¢oklu durum caligmasi adi verilir. Ayrica ¢alisma
metoduna gore durum calismalari betimleyici ve agiklayict olarak ikiye
ayrilmaktadir. Bu ¢alismada Northview’da 2014-2016 yillar1 arasinda gergeklesen

sistem degisikliginin agiklayici tekil durum ¢aligmasi yontemiyle tasarlanmastir.

Arastirmacinin Rolii

Ingiliz Dili Egitimi Béliimii'nden mezun olduktan sonra Milli Egitim
Bakanligi’na bagli okullarda birka¢ yil Ingilizce 6gretmeni olarak calistim. 3 yil
sonra bu ¢alismada ad1 gegen Northview’da 6gretim elemant olarak gorev yapmaya
basladim. Boliimdeki kariyerim boyunca farkli yapisal ve miifredat degisikliklerini
gérme ve tecriibe etme sansini yakaladim. Bunlarin hepsi bana sistem degisikliginin
nasil baslatilacag1 ve uygulanacagi konusunda ne kadar az bilgi sahibi oldugumuzu
gosterdi. Iste bu durum, sistem degisikligi konusunda beni arastirma yapmaya tesvik
etti. Danigmanimla bu konudaki gerekli goriismeler saglanip etik komisyonu ve
kurum izinleri alindiktan sonra calismaya baslanmistir. Arastirmanin amacini Ve
kapsamini katilimeilara anlattiktan sonra katilimcilar ¢aligmaya katilmak konusunda
goniillii olduklarmi belirtmislerdir. Sonrasinda ise gozlem ve resmi belgelerin
toplanmas1 gerceklesmistir. Veri toplama siirecinde resmi ve sosyal toplantilar
gozlemleyip not aldim. Ayrica 6grenci notlari, e-postalar ve duyurulari elde etmeye
basladim. Ayn1 zamanda ¢alistigim kuruma daha elestirel gézle bakmaya basladim
ve okulla ilgili en ufak detayr not aldim. Not alma esnasinda insanlarin
davraniglarini, hareketlerini ve okul kiiltiiriinii incelemeye calistim. Gozlem yapip
resmi evraklar topladiktan sonra miilakatlar1 gerceklestirdim. Bu siire¢ boyunca not
tuttum, memo yazdim, taslak ¢ikarttim, verileri katilimcilarla kontrol ettim ve partner
degerlendirmesi konusunda yardim istedim. Bu g¢alismada “tam katilime1” olarak
gorev aldim ve bunun insan davranislarini, kurum kiiltiirinii ve ge¢misini, mevcut
durumu ve insan iligkilerini incelemek agisindan ¢ok faydali oldugu kanaatine

vardim.
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Orneklem

Bu c¢alismada amaca yonelik oOrneklem kullanilmistir. Bu ¢alismanin
katilimcilar1  sistem degisikligini  dogrudan etkiledigi kisilerden segilmistir.
Katilimcilar; 6gretim elemanlar1, miidiir, idari personel ve her iki sistemi tecriibe
eden Ogrencilerden olugmaktadir. Bu c¢aligmaya 5 mezun Ogrenci, 11 &gretim
elemani, 4 odak grup 6gretim eleman1 ve 3 idari personel olmak {izere toplam 23 kisi

katilmastir.

Veri Toplama Araclan

Bu ¢alismada veri toplama araglar olarak; gézlemler, miilakatlar ve belgeler
kullanilmistir. Miilakatlar hem odak grup hem de yar1 yapilandirilmig olarak

diizenlenmis olup resmi belge analizi ve gozlem teknikleri kullanilmistir.

Veri Toplama Prosediirii

Ilk olarak, miilakat sorularinin pilot ¢aligmasi yapilmistir. Ardindan ana
temalar1 belirlemek i¢in 6grenciler ve 6gretim elemanlariyla odak grup miilakatlari
ve yar1 yapilandirilmis miilakatlar gergeklestirilmistir. Odak grup miilakatlarin
sonuclar1 analiz edildikten sonra yar1 yapilandirilmis miilakat sorularinin igerigi ve
sirast kontrol edilmis ve Ogretim elemanlarina, Ggrencilere ve idari personeline
uygulanmistir. Miilakatlardan sonra belgelerin toplanmasi ve analizi yapilmistir. Bu
islemler gergeklestirilirken siirekli gézlem yapilmistir. Biitiin miilakatlar ses kaydina
alinmis olup arastirmac tarafindan yaziya dokiilmiistiir.

Kalite kriterlerini yerine getirebilmek i¢in giivenirlilik ve saglama ¢aligmalari
uygulanmistir. Veri analizi i¢in analitik veri analizi prosediirleri kullanilmistir. Bu
analizde aragtirmaci verileri bilgisayar dosyalarinda diizenler, ardindan analize
baslar. Veriler birka¢ kez okunduktan sonra iizerlerine not ve memo yazilir. Daha
sonra kodlama ve temalar1 ortaya ¢ikarma islemi baslar. Bu islem sonrasinda
aciklama, smiflandirma ve yorumlama siirecleri yapilir. Son olarak ortaya ¢ikan veri
gorsel olusturarak sunulur. Bu c¢alismada betimleyici kodlama teknigi kullanilmis

olup MAXQDA isimli nitel veri analizi programi kullanilmistir.
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BULGULAR

Toplanan verilerin sonuglarina bakildiginda bes ana tema ortaya ¢ikmustir.
Bunlar; motivasyon, liderlik, yapisal degisiklik, standartlar ve tiim okul katilimidir.
Her bir tema 1ilgili arastirma sorusu kapsaminda farkli yonleriyle incelenmistir. Bu
sonuglara gegmeden Once Northview’dan kurulusundan bu yana kullanilmis olan
yonetmelikler incelenmistir.

Northview’un kuruldugu 1993 yilindan bu yana yedi farkli yonetmelik
yayinlanmis olup bu yonetmelikler boliimii, haftalik ders saatleri, basari notu,
muafiyet, yeterlilik sinavi giris kosullari, akademik yilbasi ve yilsonu smavlari,
vizeler, quizler, ddevler, yilsonu sinavi telafi sinavi, smav notlariin genel basari
notuna etkisi, yaz okulu ve ilisik kesme konularinda diizenlenmistir. Ornegin gegme
notu 1996 yilindaki yonetmelikte 70 iken 2005 yilindaki yonetmelikle 60’a
diisiiriilmiis olup 2012 ve 2013 yillarindaki yonetmeliklerde 65 olarak belirtilmistir.
2015 yilinda ¢ikan son yonetmelikle gegme notu dil boliimleri igin 80, diger
boliimleri i¢in 60 olarak belirlenmistir. Ayrica 1996 ve 2015 yonetmeliklerinde
muafiyet ile ilgili herhangi bir kriter bulunmazken sonrasinda gelen dort
yonetmelikte farkl kriterler ortaya konulmustur.

Calismada birinci arastirma sorusu, sistem degisikliginin sebeplerini
incelemek tizeredir. Bu baglamda sistem degisikliginin sebepleri, diisiik motivasyon
ve degisime katki saglamak icin istek, tiim okul katilim1 ve gériisme, akademik ve
yonetimsel organizasyonun tekrar yapilandirilmasi, lider 6zellikleri ve standartlarin
belirlenmesi olarak ortaya ¢ikmistir. Bilgi akisindaki eksiklikler alt kategori olarak
ortaya c¢ikmistir. Motivasyon konusunda katilimcilar tiikenmislik, akademik
basarisizlik, iletisim problemleri, kendine giiven problemi ve aidiyet hissetmeme
konularmi 6n plana ¢ikarmiglardir. Tiim okul katilimi temasinda ise katilimcilar
yonetime katilamamaktan sikayet etmis bulunmakta olup takim ¢alismasinin
olmadigini; toplantilarin plansiz, katilimsiz ve goriis aligverisinden yoksun oldugunu
belirtmislerdir. Ayrica Ogretim elemanlart iletisim eksikligi sebebiyle iletisim
problemleri, olumsuz elestiri ve bilgilendirilmeyen kisiler olduklarini anlatmislardir.
Yapisal degisiklik konusunda ise gorevlendirme ve atamalarin tepeden inme, gegici
ve yanlis kisiler oldugunu belirtmekte olup organizasyonun karisik, kiiltiirden yoksun

ve kontrolsiiz oldugunu belirtmislerdir. Ayrica sorumluluk duygusunun olmadigi
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ortaya ¢ikmis olup yetki catigmasi, sorumluluk karmasast ve diisiik 6zgiiven ortaya
cikmistir. Lider ozellikleri konusunda ise adaletsizligin ayrimcilik yapma, esit
mesafede duramama ve is yiikiiniin adil olmayan bir sekilde dagitilmasi konulari
ortaya ¢ikmistir. Yetersiz idareciler konusunda ise tecriibesiz boliim idaresi, yetkin
olmayan idareciler ve idarecileri kabullenememe kategorileri 6n plana ¢ikmustir.
fletisim eksikligi konusunda ise kisisel iliskilerdeki diizensizlikler, esit olmayan
iletisim ve ayrimcilik 6n plana ¢ikmistir. Gegmis idarecilerin digsaridan atanmasi
konusunda ise idarecinin kendini kuruma ait hissetmemesi ve 6gretim elemanlari
tarafindan yanlis atama olarak degerlendirildigi kanis1 hakimdir. Lider karakteri
olarak ise kendini ise adamama, personele giivenmeme ve disiplinsiz olma
kategorileri 6n plana c¢ikmistir. Standartlar konusunda yonetmeliklerde belirtilen
kurallarin diizensiz ve plansiz oldugu belirtilmistir. Ayrica kararlarin giinliik alindigs,
smavlarin seviyelere uygun olmadigi, yeterlilik sinavi konusunda belirsizligin
yasandigi katilimcilar tarafindan belirtilmistir. Ayrica iletisim eksikligi konusunda
koordinasyonsuzluk, bilgi edinememe ve olumsuz iliskilerin oldugu ortaya
cikarilmistir. Bununla birlikte miifredatin igeriginin uygun olmadigi, haftalik ders
saatlerinin fazla oldugu ve siirdiiriilebilir olmadig1 kanaatine varilmistir.

Ikinci arastirma sorusunda ise degisimin igerigi ortaya cikarilmasi
amaglanmistir. Bu baglamda, sistem degisikligini dort temel igerikten olustugu elde
edilmistir. Bunlar; kitap, materyal, yillik 6gretim programi, akademik takvim,
miifredat dis1 aktiviteler, haftalik programdan olusan miifredat, sunumlar ve
sinavlardan olusan 6l¢me, takim g¢alismasi, yonetmelikler, sinif dizaynlari, planlama
ve degerlendirme komiteleri, ders kaydi, personel, ders partnerlikleri ve atama ve
gorevlendirmelerden olusan organizasyon ve son olarak resmi ve sosyal toplantilar,
oryantasyon programi ve iletisim araglarindan olusan iletisim olarak belirlenmistir.

Kitap degisikligi i¢in kitap se¢im komisyonu olusturulmustur. Bolim
Baskanlig1 biitlin 6gretim elemanlarina kimlerin kitap se¢im komisyonuna katilmak
isteyecegini soran bir elektronik posta gondermistir. Goniilliilerin olusturdugu Kitap
Se¢im Komisyonu, Planlama Komisyonu’nun hazirlamig oldugu miifredata bakarak
incelemek iizere bes ders kitab belirlemistir. Ogretim elemanlari bu ders kitaplarmi
10-15 dakikalik kisa derslerde uygulamis olup gerekli raporlar1 bir sonraki Kitap
Secim Komisyonu toplantisinda sunmuslardir. Incelenen bes kitap yapilan

degerlendirme sonucu ikiye diistiriildiikten sonra yapilan tartigmalar sonucu oy
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coklugu ile 1 kitap se¢ilmis olup secilen kitap 6gretim elemanlarina duyurulmustur.
Bolimde kullanilacak materyaller konusunda ise Ogretim elemanlar1 siiflarinin
durumuna gore materyal hazirlama, ¢ogaltma ve siniflarinda kullanmak konularinda
serbest birakilmistir. 1 yillik 6gretim programi hususunda ise daha 6nceden haftalik
verilen program boliim idaresi tarafindan yillik olarak hazirlanmis olup 6gretim
elemanlarina donem baglamadan dagitilmistir. Akademik takvim konusunda ise
Boliim Baskanligi, Planlama Komisyonu’ndan ¢ikan kararlar1 dikkate alip {iniversite
senatosuna resmi yazi ile gondermistir. Akademik takvim Rektorliigiin taslagindaki
gibi degil; boliimiin istedigi gibi yaymlanmistir. Bunun sonucunda 28 haftadan
olusan akademik yil 30 haftaya c¢ikarilmigtir. Miifredat dis1 aktiviteler konusunda ise
bir onceki miifredatta bulunan yazma, tiyatro ve sinema kuliipleri ¢ikarilmis olup
sadece yabanci uyruklu Ogretim elemanlar1 tarafindan verilmek ilizere Konusma
Kuliibii’'niin devam etmesine karar verilmistir. Haftalik ders programi i¢in ise 24 saat
ve 4 giine yayilan ders programi 5 giine yayilmistir.

Organizasyon konusunda ise materyal, sinav hazirlama ve kayit ofisi adi
altinda birimler kurulmus olup Boliim Bagkani1 ve Boliim Baskan Yardimcilari’ndan
olusan grubun kontroliine baglanmistir. Yonetmelik konusunda ise Planlama
Komisyonu’nun belirledigi hususlar ¢er¢evesinde yeni yonetmelik hazirlanmis olup
uygulamaya konulmugtur. Sinif dizayni konusunda 6nceden 3 defa karilan simiflar
yine sistemde sadece donem arasi olmak iizere 1 kere karilma yoluna gidilmistir.
Onceden diizensiz ve giindemi olmayan toplantilar yapilirken yeni sistem degisikligi
ile birlikte her Ogretime elemaninin kendini idare edebilecegi planlama ve
degerlendirme komiteleri olusturulmustur. Ders kaydi konusunda ise Onceden
Rektorliigiin gonderdigi diizensiz listelerin yerine boliim tarafindan ders kayit sistemi
olusturulmus olup daha diizenli hale getirilmistir. Ayn1 zamanda boliim baskanligi
etkili ve yetkin gérmedigi 6gretim elemanlarini pasif goreve ¢ekip ya da diger
boliimlere gorevlendirdikten sonra 11 yeni O6gretim elemam istihdam etmistir.
Onceden ders partnerligi konusunda herkes en iyi arkadasini partner olarak segerken
mevcut sistemde boliim baskanlig1 bu yetkiyi kendi eline almis olup belirli kriterler
cercevesinde ders partnerligi eslesmelerini yapmistir. Ayrica boliimdeki atamalar ve
gorevlendirmeler Ogretim elemanlarmin kanaat ve diisiinceleri dogrultusunda

yapilmustir.
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Olgme konusunda ise bir yilda iki sunum yapilmas: kararlastirilmis olup
Ogrencilerin aldiklar1 notlarin quiz notu olarak sisteme girilmesi kararlagtirilmistir.
Ayrica smavlarin genel not ortalamasina olan etkisi degistirilmis olup donem iginde
yapilan quiz ve vize notlarinin agirlikli ortalamaya olan katkilar1 yiikseltilmistir.

Son olarak; iletisim konusunda eksikliklerin giderilebilmesi i¢in resmi ve
sosyal toplantilar diizenlenmis olup ogrenciler i¢in yilda iki defa olmak iizere
oryantasyon programlari uygulamaya konulmustur. Ayrica iletisim araglar1 etkin bir
sekilde kullanilmis olup 6gretim eleman1 ve 6grenci sikayetleri en aza indirilmistir.

Ucgiincii aragtirma sorusu kurumdaki insan rollerini arastirmaya yoneliktir. Bu
baglamda yliksekokul miidiirii vizyon olarak belirtilmis, boliim baskani girisimci,
yiiksekokul sekreteri idari destek¢i, Ogretim elemanlar1 akademik destek¢i ve
degerlendirici olarak konumlandirilmistir. Ayrica 6gretim elemanlarindan olusan
planlama takimi olusturulmustur. Boliim bagkani ve baskan yardimcilarindan olusan
ana takim sistem degisikliginin merkezinde konumlandirilmistir. Ogrenciler ise
sistem degisikliginden faydalananlar olarak belirtilmistir.

Doérdiincii ve son arastirma sorusu sistem degisikligi sonuclarini incelemistir.
Buna gore 6gretim elemanlari, komiteler ve ana takim gruplariyla tiim okul katilimi
saglanmis olup standartlar ve yapisal degisiklik elde edilmistir. Ayrica hem
Ogrencilerin hem de bahsi gecen gruplarin motivasyon diizeyi artmis olup
motivasyon, standartlar ve yapisal degisiklik, organizasyonel ve 6gretimde doniisiim

sonucuna yol agmustir.

TARTISMA VE SONUC

Bu calismanin amaci, sistematik degisikligin sebeplerini, degisiklige direng
gosteren veya katki saglayan insanlarin rollerini ve sistematik degisiklik teorisi
kapsamindaki sistematik degisiklik siirecinin igerigini ve sonuglarini kesfetmektir.
Sonuglar bir 6nceki boliimde detayli gosterilmistir. Bu boliim, sistematik degisiklik
lizerine uygulanan ve ilgili literatlirle baglantili verilerden ortaya konan arastirma
bulgularini ele alir. Bu calismanin tartismasi katilimcilarin kisisel tecriibelerine
dayanan sosyal, yapilandirmaci aragtirma paradigmasi ilkelerinden ortaya cikan

verilerden toplanmustir.
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Sistematik degisikligin nedeniyle ilgilenen ilk soru i¢in bulgular bes temaya
bakarak degerlendirildi. Diisiik motivasyon ve degisiklige katki saglamaya yonelik
cesaret, liderin yeterliligi, tiim okul katilimi ve miizakere, standartlarin
Ozellestirilmesi, akademik ve yoOnetimsel organizasyonun yeniden insa edilmesi.
Dahas1 bu bes temayla iliskili olarak bilginin aktarilma eksikligi de bir alt kategori
olarak tartisilmistir. Northview daki degisikligin nedenleri ayrica aragtirmanin
bulgularini destekleyen cesitli calismalarda bulunur.

Ikinci arastirma sorusu degisikligin spesifik birimleri olan sistematik
degisiklik bilesenleri ile ilgilendigi i¢in miifredat, 6lgme, organizasyon, ve iletisim
halinde gruplandirilan, 20 degisiklik maddesi {i¢ tema kapsaminda ele alinir. Temalar
standart ve Ol¢iilerin 6zelestirilmesi akademik ve yonetimsel organizasyonun yeniden
ingas1 ve tam okul katilimi ve miizakeredir. Alt kategori olarak bilginin aktarilmasi
bu konularin 151¢1nda degerlendirilir.

Northview’deki degisiklik siireci boyunca insanlarin rolleri {i¢iincii arastirma
sorusunda agiklanir. Burada yoneticinin okul sekreterinin boliim bagkaninin, baskan
yardimcilarinin ve 6gretim elemanlarinin rolleri ii¢ tema ile birlikte degerlendirilir.
Ortaya c¢ikan bu temalar, standart ve Olgiilerin yeniden hesaplanmasi liderin 6z
yeterliligi ve tam okul katilimi ve miizakeredir. Bilginin aktarilmast her bir tema
altinda degerlendirilir. Son olarak sistemli degisikligin sonuglari ii¢ tema ve bir alt
kategori-bilginin aktarilmasi- altinda ele alinir.

Bu boliimiin ilerleyen kisimlarinda, ¢alismanin analitik bir sekilde anlagilmasi
icin, bu Ozel vakada ki sistematik degisikligin icerigini Ozetleyen ve gosteren
Birlesik-igerik Sistemli Degisiklik modeli sunulmustur. Daha sonra bu c¢alismanin
One siirlilen modelinin yani sira ¢alismanin literatiir taramasi boliimiinde de
bahsedilen, literatiirden {i¢ modelin kiyaslamasi da verilmistir. Sonunda ¢alismanin
sonuglariin her bir kategorisi Tiirkiye’de ve yurt disinda yiiriitiilen benzer

caligmalarin bulgular ile ele alinmistir.

Birlesik-Icerik Sistemli Degisiklik Modeli

Calismay1 daha 1yi ve kollektif bigcimde anlamak i¢in bu 6zel vakanin desen
modeli asagida gosterilmistir. Model, arastirma bulgularinin  sonucu olarak

tasarlanmistir. Model yuvarlak sekillerle olusturulmus ve hem kesik ¢izgi hem de
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cizgilerle ayrilmustir. {lk i¢ cember bu vakada sistematik degisiklik olarak meydana
gelen calismadaki analiz birimini verir. Ikinci cemberde, bu vakadaki analiz
biriminin bu temalarla iligkili olarak tasvir edildigi anlamina gelen, analiz birimini
bes tema sekillendirmistir. Temanin kapsamli isimleri her bir aragtirma sorusunda
farklilik gosteren her bir temanin isimleri olarak tabloda yazilmistir. Temanin
kapsamli ve genel isimleri: motivasyon, liderlik, tam okul katilimi1 standart ve yapisal
degisiklik olarak ortaya ¢ikmistir. Ancak bu etiketler bulgulara gore her bir aragtirma
sorusundaki aciklamalarinda farklilik gosterir. Ugiincii i¢ ¢emberde temalarda
dordiinii etkileyen alt kategoriler goriilebilir. Genel ismi iletisim olarak adlandirilir
ve onun bir temadan ziyade her bir temanin alt kategori oldugunu gdstermesi adina
kesik ¢izgilerle temadan ayrilmistir. Bu bulgu iletisimin 6nemine 6ncelik vurgusu
yapan ¢esitli ¢alismalar ile desteklenmistir. Modelde gosterildigi gibi iletisim yapisal
degisiklikle dogrudan bir iliskiye sahip degildir.

D1s ¢cemberde, alt kategori ve temalar1 olusturan en sik bahsedilmis kod ve
kategoriler verilmistir. Cemberin disinda bu sistematik degisiklik durumuna yoénelik
dort gereklilik ismi su sekilde verilmistir; nedenler, bilesenler, roller, ve sonuglar. Bu
bize bir dil kurumunda sistematik degisiklik igin nedenlerin, bilesenlerin, insan
rollerinin ve sonuglarinin var olmasi gerektigini gosterir.

Birlesik-igerik sistem degisiklik modeli Northview’daki sistematik degisikligi
gosterir. Modelin igerigine yonelik 5 temayr olusturan en sik kod ve kategorileri
vermesi ve dig cemberden basliyor olmasi dolayisiyla detayli bir modeldir. Dahasi
Ingilizce hazirlik boliimiindeki sistematik degisiklige yonelik dort gereklilik
nedenler;bilesenler, insan rolleri ve sonuglar seklinde bahsedilmistir. Bu gereklilikler
ve bilesenler birbirleriyle iliskili olduklari icin modelin ismine Birlesik-icerik sistem
degisiklik modeli olarak karar verilmistir. Bu modelin literatiirdeki diger sistematik
degisiklik modelleriyle benzerlik ve farklarini gérmek adina kiyaslamakta fayda

vardir.

Katilimcilarin Northview deki sistematik degisiklige dair nedenlerine yonelik

aciklamalari

Veri analizlerinden ortaya ¢ikan sonuglar, boliimdeki sistematik degisiklige

yonelik nedenlerin asagidaki gibi aciklandigini gosterir.
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1.Motivasyon-degisiklige katki saglamaya goniilliilik
2.Tim okul katilim ve uzlagsmalari
3.Standartlar-olgiitlerin belirlenmesi

4.Liderin 6z yeterlilikleri

5.Yapisal degisiklik-yonetimsel ve akademik organizasyonlarin yeniden ingast.

Okuldaki insanlarin degisiklige yonelik istekliligi etkiye sahip olan ilk tema
idi. Istekliliklerini algilamak igin, tiikenmislikleri {izerine, basarisizlik hissi, sistemin
parcalar1 arasinda bilgi gecisi eksikligi, 6zgliven eksikligi, glivensizlik yada okula
aidiyet hissinin olamamasi iizerine yorumlar yapilmistir.Biitiin bu unsurlar sistematik
degisikligin motivasyon nedenleri iizerine calisilan diger calismalarin bulgularim
destekler.

Okuldaki sistematik degisiklik tesebbiisiinlin ardindan 6gretim elemanlarinin
gergin hale geldigi ve mesleklerine yonelik Onyargiya sahip olmaya bagladiklar
goriilmektedir. Eski orgiit, miifredat ve d6gretimin basarisizligi da insanlari isyerinde
bir seyleri degistirmeye yonelik cabalarinin zaman kaybi1 olduguna yonelik
diistinmeye itmistir. Dahasi, ceza ve mobbing’e maruz kalma korkusu kaosu ortaya
cikarmistir. Bu his, motivasyon diistikliigii ve giivensizlikle sonuglanmistir. Kisisel
olarak ¢ok caba gostermelerine ve bir seylerin degismemesi, 6gretim elemanlarin ve
Ogrencilerin 6zglivenleri diismiistiir. Dahas1 diisiik kalitede egitim verme fikri ve
sistemin igersinde kaybolduklarim1 gormek, gilivensizliklerini artirdi.Degisiklige
yonelik isteklilik, okuldaki insanlar aras1 bilgi aktariminin eksikligi ise bu istegi daha
da artirdi1.Diisiik kalitedeki iletisim, kisisel catigmalar, tartisma ve dedikodular gegcen
yillar ile iletisim kanalarini kapatt.

Degisiklige yonelik baska bir ana sebep de degisiklik nedenlerini ilgilendiren
calismadaki miizakere eksikligi ve tiim okul katilimindaki eksiklik olarak ortaya
cikmistir. Etkili bilgi degisikligi eksikligi, toplantilardaki diizensizlik, takim
calismasinda  yalmz hissetme, bu duruma katki saglamstir.  Onceki
organizasyonlarda, cesitli resmi toplantilar yapilmasina ragmen, insanlar diizenli
olarak yonetilmiyor ve ne zaman ne konusacaklarin1 bilmiyorlardi. Dahas1 6gretim
elemanlari, yonetim ve miizakereye katilim sansi bulamiyorlardi. Bu da yalmizlikla
sonuglandi. Takimlar etkili bigimde ¢alisamiyorlardi. Sessiz ve paylasimin olmadigi

toplantilar, yonetimin gelenegi haline gelmisti. Son olarak, &grenci, yonetim ve
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ogretim elemanlar1 arasindaki bilgi gecisi eksikligi bu olumsuzluga neden olmustur.

Sistemin yapisal oOrgiitlenmesi okul ¢aligmasinin mekanizmasimin uyum
igerisinde ¢aligmasina miisaade etmemistir. Daha Onceden okuldaki orgiit
mekanizmasi birka¢ yetkilinin elindeydi ve bu yetkiyi paylagsmak istememislerdi.
Yonetimde 12 pozisyon yer almasma ragmen sadece 2-3 insan yetkiyi
paylasmiglardi. Dahasi, bu durum sorumluluk almalarini da engelledi. Ayrica
yonetime verilen gorevler, kurumla miizakere etmeden tepeden inme sekilde
verilmistir. Yonetimdeki beklenmedik ve ani degisiklikler de yoneticilerin
tilkenmislik hissetmesine sebep oldu. Yonetici ya da bolim bagkani olmanin,
yonetim adaylari tarafinda muhtemel bir tehdit olarak algilandi ¢linkii onlar ya istifa
ya da gorevden uzaklastirilacaklarmin farkindaydi. Bu c¢alisma, yoneticinin
sorumluluklarinin ve kabuliiniin, motivasyonu diismiis personelle sonug¢landigini
gosterir.

Son olarak, sistemin temelleri Olgme, bilgi aktarimi, dil igerigi ve
uygulamalarla ilgili belirli olmayan o6lgiitler degisiklige neden olmustur. Miifredat,
orgiit, olgme, iletisim, Kitaplar, sinavlar, materyaller, personel, haftalik program,
akademik takvim, takim ¢alismast ve komiteler hakkindaki belirli Olgiitler
belirlenmemisti ve bu sistemdeki degisiklik ihtiyacini dogurdu. Bu calisma egitim

sisteminin standartlar1 {izerine yapilan arastirma bulgularini destekler.

Northviewdaki sistematik degisikligin bilesenlerinin kesfedilmesi

Sistematik degisikligin bilesenleri ayr1 vakalar olduklart i¢in farkh
sistemlerde degisiklik gosterebilir. Bu caligmada 20 bilesen tanimlanmistir. Bu
bilesenler veri analizinden sonra otaya ¢ikan ii¢ temayla araciligiyla incelenmistir.
Bu temalar sistem Olclitlerinin belirlenmesi, akademik ve yonetimsel oOrgiitiin
yeniden insa edilmesi ve tiim okul katilim1 ve uzlasmadir. Dahasi, alt kategori olarak
bilginin aktarilmasi haliyle iletisimle ele alinmistir. Bu bilesenler ¢aligmanin literatiir
taramasi boliimiinde ve teorik gercevesinde bahsedilen benzer vakalarin sonuglariyla
ele alimmistir. Bu c¢alismadaki bilesenlerin bir 06zelligi de her birinin okuldaki
ogretmenlerle detayli ve uzun bir goriismenin ardindan karar verilmis olmasidir.

Ilk basta bu calismada sistematik degisiklik bilesenleri dort’e ayrilmistir:

mifredat, orgiit, 6lgme ve iletisim. Miifredat, materyal, yillik program akademik
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takvim, miifredat dis1 aktiviteler ve haftalik programla olusturuldu. Ikinci olarak
orgiit, takim ¢alismasi, sinif dizayni, planlama ve degerlendirme komitesi, kurs kayat,
personel, ¢ekirdek takim, kurs partnerleri ve ddevlerden olusuyordu. Uciincii olarak
O0lcme sunum ve smavlardan olusuyordu. Son olarak iletisim, sosyal ve resmi
toplantilardan, oryantasyon programindan ve e-mail internet sayfasi, sosyal medya,
ve brosiirler gibi iletisim araglarindan meydana geliyordu. Sistemdeki degisiklik
bilesenleri, sistematik degisiklik {izerine literatiirdeki ¢alismalarla paralellik
gostermektedir.

Miifredata baktigimizda eski sistemde c¢esitli kuliip ve portfolyolar vardi.
Planlama komisyonu ile birlikte bu aktiviteleri ele aldiktan sonra dgrencilerin, yazi
yazma sinema, tiyatro kuliipleri ve portfolyo degerlendirmelerinden fayda
saglamadig1 goriilmektedir.

Ucgiincii arastirma sorusu, degisiklik siiresi boyunca okulda ¢alisan insanlarin
rollerini kesfetmeyi amaglamisti.Veri sonuglarima goére okul miidiirii okul sekreteri,
boliim bagkani, 6gretim elemanlari, planlama komisyonundakiler, ve boliim bagkan
yardimcilar1 ve 6grenciler siiregteki rollerini aldilar.Okuldaki insanlar takimda uyum
icinde calistikca rolleri de biitlinlesik hale geldi.

Son arastirma sorusu sistematik degisiklik siirecinin sonuglar1 hakkindaydi.
Sonuglar ii¢ tema icinde degerlendirildi. Bunlar akademik ve yonetimsel
organizasyonun yeniden inga edilmesi, kisilerin motivasyonu Ve Olgiitlerin
belirlenmesi olarak ortaya ¢ikmistir. Ayrica tim okul katilimi ve miizakere bu
arastirma sorusunun alt temasiydi. Yonetim ve akademik organizasyonun yeniden
inga edilmesi Orgiit sorumlulugu gorevler ve iletisimden gelmekteydi. Diger taraftan
kisilerin motivasyonu, basari, iletisim, giliven, aidiyet ve miizakere ile olusuyordu.
Son olarak oOlgiitlerin belirlenmesi, dort temel kategoriden meydana geliyordu.
Bunlar, miifredat, iletisim, 6lgme ve kurallar ortaya ¢ikmustir.

Sonug

Okullarda uygulanan sistem degisikligi veya yonetimini inceleyen birkag
calisma bulunmasina ragmen, Ingiliz dili 6gretimi kurumlarinda gergeklesen sistem
degisikligi siirecini inceleyen calisma bulunmamaktadir. Bu sebeple, yapilan bu
calisma, alana dort farkli boyutta katki saglayacaktir.

Ik olarak, bu ¢alisma, ingilizce hazirlik okulunun sistem degisiklik siirecine

tarihsel bir agidan yaklagmistir. Boylelikle, bu ¢alisma, hem arastirmacilar, hem de
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uygulayicilara kendi sistem degisiklik siireglerine 6rnek teskil edebilecektir. Ayrica,
sistem degisikligi yapan kisiler, kendi tecriibelerini yansitabilecek bir kaynak ¢alisma
elde etmis bulunmaktadirlar.

Ikinci olarak, bu calismada, kapsamli bir teorik cerceve ve literatiir
incelemesi yapilmis olup, sistem degisikligi konusunda arastirma ve uygulama
yapmak isteyenler, bu boliimler sayesinde sistem degisikliginin kapsamini ve
uygulama 6rneklerini bulabilirler.

Ucgiincii olarak, bu ¢alisma nitel calismanin gereklilikleri olan adimlar1 birebir
yerine getirmistir. Boylelikle, deneysel bir c¢alisma kapsamina girmis olup,
okuyuculara akademik ve bilimsel veriler sunmaktadir.

Son olarak, calismanin sonunda, Ingiliz dili 6gretiminde uygulanabilecek olan
bir sistem degisiklik modeli 6nerilmis olup, bu konuda ¢alisma yapmak isteyenlere
kaynak teskil edebilecektir.

Calismanin alana katkilart oldugu kadar, bir de smirliklar1 bulunmaktadir.
Bunlardan ilki ¢alismanin c¢oklu-durum c¢alismasi degil de tek durum c¢aligmasi
olmasidir. Digeri ise, mezun 0grencilerden toplanan verinin ge¢ toplanmis olmasidir.
Bir diger smrlik ise ardindan arastirmacinin ¢aligmadaki rolii olarak
degerlendirilmektedir. Son olarak, ¢alismada ders gézlemi kullanilmamis olup, eger
bu veri toplama aract kullanilmis olsayd: Ogretimdeki sonuglar da
degerlendirilebilirdi.

Ayrica, bu c¢alismadan arastirmacilarin, uygulayicilarin ve politika
diizenleyicilerinin  ¢ikaracaklari sonucglar bulunmaktadir. Arastirmacilar igin
cikarilabilecek sonug, bu c¢alisma deneysel ve akademik bir calisma oldugu ve
sonucunda bir model gelistirildigi ve onerildigi i¢in, bu modelin baska kurumlarda
veya okullarda test edilmesi gerekmektedir. Uygulayicilar ise bu ¢aligmaya bakarak,
kendi kurumlarindaki sistem degisikligi konusunda yardim alabilir ve kendi
siireclerini bu calismanin igerigin de bulabilirler. Diizenleyicilere ise sistem
degisikliginin tabandan-tavana olmasi gerektigi ve insanlarin aktif katiliminin olmasi

gerektigi vurgulanabilir.
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