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ABSTRACT

This study investigates teachers’ and pupils’ roles in the teaching and learning of
elementary history in relation to the social studies curriculum in Turkish schools. The
methodological design of the study embraces both quantitative and qualitative research
methods. Questionnaires were completed by 219 elementary teachers in Istanbul and
Samsun 1n Turkey. Seven class teachers and three head teachers took part in the interview
process based in the study’s three case schools in the Bafra district of Samsun.

Observations took place in three fourth and three fifth grade elementary classrooms of the
same schools and lasted three weeks.

The study argues that children must be given a sense of the discipline of history by
introducing historical enquiry as the basis of the school history teaching in order that pupils

will develop the skills which make significant contributions to their cognitive development
(see Chapter three).

From the analysis of the data the study found that:

» There were gaps between teachers’ espoused child-centred curriculum theories and their
classroom practices. Teachers preferred whole class teaching techniques (i.e. lecturing and
questioning) as the means of delivering the curriculum. The curriculum itself was too
broad and too knowledge-based.

» History was seen as a vehicle in citizenship education based on the political events of
national history. The subject’s classroom activities were dominated by textbooks and the
practice of ‘pupil’s recitation” which was limited to the memorisation of factual
information. '

» Teachers mostly used a style of questioning which checked pupils’ historical knowledge
rather than their historical understanding.

* From the analysis of interview data and Turkish curriculum documents, the study argued
that the teachers could be classified as ‘national utopians’ and ‘utilitarian/instrumentalists’
in their perceptions of elementary education. This affected their teaching styles.

» The analysis of video-tape data showed that teachers used three main teaching styles. On
the basis of a further classification teachers were grouped as 'lecturers', 'controllers of
proxy teaching' and 'questioners'. The relationship between teaching styles and teachers’
perceptions of elementary education 1s discussed in chapters five and six.

» The teachers thought that they were experts in the teaching of literacy and numeracy and
argued that subject specialism was only to be considered in other areas of the curriculum.

» This study also confirmed that the social studies textbooks used in the classrooms
involved in the study were not appropriate to pupils' understanding and reading levels (see
chapters five and six). During the observations, it was recorded that below average pupils
used their textbooks less than the above average and average pupils. The textbooks were
less likely to promote the task related behaviour category ‘working’ than other materials.

The study has implications for the process of educational change beyond the teaching of
history. It focuses on 1ssues of curriculum and practice in Turkish elementary schools by
analysing the factors affecting teachers’ perceptions of curriculum policy and their own
practices. It investigates each of these areas and presents the implications for policy,
theory, practice and research in Chapter seven by concluding that the starting point for a
rational educational policy should be partnership with teachers. Therefore, the study argues
that teachers must be included in research projects and that such projects need to use a
variety of techniques based on classroom practice, (e.g. interview analysis, observation
techniques, questionnaires, document analysis, case studies and action research) explored
and evaluated throughout this study.
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CHAPTER 1:

INTRODUCTION: BACKGROUND AND JUSTIFICATION

1.1 The purpose of the study

This study explores Turkish elementary teachers’ classroom practices and their
perceptions of curriculum policy in relation to history teaching. It also provides a
descriptive account of pupils’ historical learning. It uses both qualitative and
quantitative research methods: the questionnaire, interview and classroom

observation.

There is little existing research into the teaching of elementary history in Turkey.
This study was undertaken to fill this gap and in doing so sought to put observation

techniques onto the research agenda. It was classroom based and focused on the
classroom activities of teachers and pupils. It is the first time such a study, using

observation techniques, has been undertaken on the teaching of elementary history

in Turkey.

Lack of research done 1in this field in Turkey led me to look at research 1ssues from

an international perspective in order to make comparisons and to find relevant



eXamples in an attempt to provide possible objectives for later research and assess

the implications for further developments in the curriculum relevant to elementary

history teaching.

The aim of this study, therefoi'e, 1S to Investigate teachers’ and pupils’ roles in the
teaching and learning of history, with respect to the social studies curriculum. As

suggested by researchers (see Galton et. al., 1980a; Croll, 1986) for a study of this

kind, classroom observations are included in the study.

The research process consists of the application of three research methods detailed
in chapters four and five: First, a preliminary questionnaire was conducted within
nineteen elementary and primary schools for the purpose of gathering data from a
large population in order to address problems and to develop criteria for interviews
and classroom observations. Second, three schools were chosen to illustrate the
country’s elementary tradition in which the system comprises elementary and
primary schools and in the study’s case, a third was added as a °“Curriculum

[aboratory School’'. Last, interviews were carried out in these schools along with

classroom observations.

1.2 Outline of the study

This study is divided into six chapters. Chapter two i1s devoted to the review of
related literature: the first section informs the reader about the current educational

system in Turkey and 1ts historical roots. The second section examines the



educational reforms in England and the teachers’ reaction to the change process.

Chapter three explores the psychological perspectives in relation to the teaching and

learning of primary history.

Chapter four is divided into two sections. The first section identifies the specific

research questions, while the second section addresses these questions attempting to

justify the research methods chosen.

Chapter five analyses the data in separate sections. Each section begins with detailed

information about the research process and ends with a summary or/and discussion

of results.

Chapter six 1s devoted to a synthesis of the data and discussion of the main issues.
Chapter seven gives a short summary of the main findings and presents implications

for curriculum development. It also makes suggestions for future research.

== L — A—

' In 1990 the National Education Development Project was introduced by the Government of Turkey.
The project organised Curriculum Laboratory Schools (MLO) in which science, social studies
laboratories and libraries were established with the provision of a range of text matenals (e.g.
computers, video-films and so on).



CHAPTER 2

ENGLAND

This chapter is divided into two sections. The first section attempts to inform the
reader about the current educational system in Turkey and examines its historical
roots. The second section is devoted to a number of issues arising from examining

educational reform in England and the teachers’ reaction to the change process.

2.1 Education in Turkey
2.1.1 Current educational system1

a. Background information about the country

Turkey, once the centre of the Ottoman Empire, lies between Asia and Europe as a
cultural and geopolitical is;[hmus. In 1919, 1n the immediate aftermath of World War
I, the Turkish National Struggle began. Mustafa Kemal (Atatiirk), the leader of the
nationalist congress, led the successtul defence of Turkish soil against the Italian,
British, French, and Greek forces between 1919 and 1922. Turkey was established
as an independent republic in 1923, with Mustafa Kemal Atatiirk taking his place as
first President of the Republic. 1946 marked the point when Turkey became a
democratic republic seeing its first free election. The Republican period brought

with it a secular constitution, and eventually a parliamentary democracy with a free



market economy, which has endured throughout most of the post-war period.

T'he European part of the country is called Thrace, while the Asian part 1s known as
Anatolia (Asia Minor). Turkey has a land area of 770,760 square kilometres and
most of which is in Anatolia (755,688 square km.). According to the November
1997 census, the population of Turkey is 62,606,157 and more than two thirds of
people live in urban areas. Although Ankara is the capital city of Turkey, Istanbul

has the biggest population (9,198,229) and is still the cultural and commercial

capital of the country.

b. School system

Amongst the major reforms adopted by the Turkish Republic were those 1n the field
of education. The 1924 law which unified the education system put all schools under
the centralised authority of the Ministry of Education. The task entrusted to the
Ministry was that of the development of opening new elementary and secondary

schools and other institutions, thus creating a modern education system. (Handbook

of Primary Education in Europe, 1989; Akyuz, 1997).



Figurel.l: Structure of Turkish education system
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¢. Education governance

This has created a situation in which the administration of educational system 1s
centralised under the control of the Ministry of Education. It 1s divided into two
major areas: formal and non-formal education. Included in the area of formal
education are the institutions of pre-school education, primary education, secondary

cducation and higher education (Handbook of Primary Education in Europe, 1989).



Non-formal education organises learning activities both inside and outside the
formal education institutions. It caters for those who feel the need to improve their

general educational level or who need to serve an apprenticeship in a trade, or to

undertake some type of vocational training.

T'he responsibilities of the Ministry of Education are varied. It is charged with: the
responsibility for drawing up curricula, co-ordination of the different areas of the
work of the private and voluntary educational organisations which are officially
recognised; the design, building and the maintenance of schools; and the provision
and development of educational materials. The central system accommodates two
advisory bodies: the Supreme Council of National Education and the Board of
Education. Within the Supreme Council both public and selected private institutions
are represented. The Minister of Education convenes the Supreme Council annually
which makes recommendations for the coming year on all matters related to
education. The other advisory body operating under the auspices of the Ministry, the
Board of Education, is seated permanently and 1ts specific responsibilities involve
designing the curricula, control of examinations and the approval of textbooks. Its
decisions, however, are subject to Ministerial approval. Policy on matters with

regard to higher education is determined by the Higher Education Council

(Handbook of Primary Education in Europe, 1989).

The operation of secondary schools is regulated by the Board of Ministerial

Inspectors, which has direct responsibility for the inspection of secondary schools



while supervising the provincial inspectors of lower primary schools. In the
provinces, the inspection and supervision of elementary schools is undertaken by the
Inspectors of Elementary Education. In these areas educational affairs are organised
by the Directors of National Education, who while being appointed directly by the
Minister are responsible, when carrying out their day to day tasks, to the provincial

governor who directs their operations (ibid.).

d. Educational finance

Education at all levels 1s supported by central government. This area of the budget
constitutes approximately ten per cent of overall public spending. Local associations
for the construction and maintenance of schools also give financial support to

primary education. Every school also has associations such as the School and Family

Union which cover some expenses of the school.

e. Aims of primary education

The Constitution of the Republic declares that all shall have the right to education.
In line with this state schools administer primary education which 1s both
compulsory and free. Classes must be taught in Turkish, and religious education 1s a
compulsory subject in the curricula of primary and secondary schools (see 2.1.2: b.
The republican period). The only institutions exempt from these rules are those
which are specially licensed. The principles of education codified in the Constitution
are as follows: universality and equality, fulfilment of individual and social needs,

freedom of choice, right to education, equality of opportunity, education for all




throughout life, adherence to Atatiirk’s reforms and principles including secularism,

the building of democracy, a scientific approach, co-education, and school parent co-

operation.

Most pre-primary education is private and is not considered to be an integral part of
public education, though some of these schools are organized and operated by State
primary schools. Pre-primary education is concentrated in the urban areas, where it

serves the rapidly increasing demands of more and more working mothers.

The Basic Law of National Education (1989) aims to ensure that children in primary
education gain the knowledge, skills and attitudes that are necessary for what 1s
considered to be the most appropriate course in their transition to adult lite. It aims
to facilitate the development of characteristics conducive to life in a balanced and

healthy society. This necessitates the advancement of physical, mental, ethical,

spiritual and emotional health amongst the widest section ot the population.

f. Primary school organization

There are three stages in primary education: Stage 1 (6-8 age group), Stage 2 (9-10
age group); these two are in lower primary (elementary) education and Stage 3 (11-
13 age group) which comprises upper primary (middle school) education. Although
the classes consist of the same age groups, they are comprised of children of mixed

ability. Pupils may be asked to repeat one year of a stage if they fail the

examinations set by teachers during the academic term.



The average class size is 40 pupils. The schools of many cities carry out both
morning and afternoon teaching sessions due to the enrolment of an excessive
number of pupils. Especially in primary schools (consisting of elementary and

middle schools), some elementary pupils attend morning classes and the rest attend

afternoon classes.

g, Curriculum
In the first stage of the school children are instructed in reading, writing, arithmetic,
life studies, and basic sciences together with arts, music and physical education.

Specialization only occurs in the last two stages (Handbook of Primary Education in

Europe, 1989).

The academic year commences in September and lasts through until May or June. It
is divided into two academic terms: autumn (gziz) and spring (bahar). Allocation of
time to each subject is based on a maximum and minimum number of hours and it
changes according to the stage. Turkish and mathematics are given more time
allocation than other subjects. However, ‘life studies’ (a combination of social
studies and science) shares this priority with Turkish and mathematics at Stage 1
(IGM, 1995) art, music and physical education take place throughout all stages. At

Stage 2, these three subjects are taught by specialist teachers it there 1s enough

staffing at the school.

10




Throughout the eight-years of compulsory primary education the stated aims are to
achieve programme integrity; to improve educational quality, and the curricula for
mathematics, science, artistic crafts, handicrafts, and a foreign language in the
middle schools; and to advance individual and co-operative activities in elementary
schools. A foreign language was also introduced at Stage 2 in the 1997-1998
academic year. From the same academic year, ‘national history’ and ‘national
geography’ are integrated as ‘social studies’ in Stage 3. Courses are developed to
meet the requirements of integrity demanded by the eight-year program. They
concentrate upon the implementation of programs relating to Turkish language, the

social sciences, general knowledge and culture, music and elective courses (IGM,

1997).

Children are tested by teachers in each academic term and parents are informed by
students’ record cards. There have been entrance examinations prepared by the
Ministry for pupils before entering Stage 3 to attend some state or private middle
and high schools. After the introduction of the eight-year compulsory primary

education, these entrance examinations are now being considered at the end of Stage

3.

h. School staffing

Teachers in Turkey are officials and are directly responsible to, and paid by, the
Ministry of Education. In 1983 teacher-training institutes were attached to

universities and have been providing four years university education for subject

11




teacher candidates. Since 1992 pre-primary and primary teacher training have been
raised from two years to four years. According to 1992 statistical records 57.2 per
cent of lower primary teachers are male and on average, a teacher teaches 28.5
pupils and an average elementary school, whether unique or as a part of a primary
school, employs 4.7 teachers. Likewise, 59 per cent of upper primary teachers are
male. An upper primary teacher (specialist) teaches 45.6 pupils and an average upper

primary or middle school employs 7.4 teachers.

In order to meet the Ministry of Education’s needs for class teachers, the Higher
Education Council made some structural changes in education faculties. From 1997
all teacher candidates in faculties can get a ‘primary teaching certificate’ it they
complete courses which are arranged by primary education departments. Theretore,
all teacher candidates, in theory, will have teaching qualifications for primary

education while they will have their subject specialism in secondary education.

Classroom teachers teach all subjects at Stage 1. Art, music and physical education
can be taught by specialists at Stage 2. On the other hand, all subjects are taught by

specialist teachers at Stage 3. There are special working groups 1n schools and each
teacher is an active member of one of these groups. Groups are arranged according

to subject areas (in Stage 3), stages and special education needs. The role of the head

teacher 1S administrational.

12




k. Facilities

Facilities vary widely between rural and urban areas and between western and
castern parts of the country. The contribution of school-parents unions in primary

schools is an important issue. In many cases, these associations help schools to

provide text materials, to repair school buildings, to improve library facilities, to

construct additional buildings and so on.

l. Contemporary issues

Many changes have recently been made in the field of primary education.
Compulsory primary education has been extended from five years to a continuous
period of eight years by the 1997 law. Also new financial provision is given in order
to support this extension. The draft bill previously caused many discussions. The
Weltare (Refah) Party, the main partner in the conservative coalition government,
did not accept continuous compulsory eight-year primary (basic)* education, since it
~was suggested that all vocational middle schools, which formed a part of the
vocational high schools, would be closed and there would be real integration of
elementary and middle schools, i the form of primary education. According to the
draft bill middle school departments of the religious high schools would be closed.
This was unacceptable to the Weltare party and its small partner the True Path
(Dogru Yol) Party. However, the political opposition, the press and other institutions
strongly supported continuous compulsory eight-year primary education, and this
was one of the most important reasons behind the defeat of the conservative

government. The National Assembly accepted the draft bill as law via the efforts of

13




curreént government.

According to the new law vocational education and apprenticeship training will be
given after the eight-year primary education; classroom sizes will be reduced to 30
(it 1s currently above 50 in some schools) and to accommodate this, the number of
classrooms will be increased by 140,000 and 190,000 more teachers will be
employed; new primary schools will be constructed; computers and audio-visual
equipment will be widely used during primary education, and finally the financial

status of teachers will be improved.

Extensive work on the aforementioned improvements and modifications in the
primary school curricula has now begun. The Ministry of Education plans to revise
textbooks with regard to contemporary requirements. Meanwhile, however, the

National Education Development Project continues to co-ordinate research on

curriculum development.

m. Patterns of achievement

There is no available source to make international comparison for the achievement

of Turkish students. The Ministry of Education’s statistics showed that 93 per cent
of primary pupils had been received to next grade at the end of the 1983-89
academic year as a result of their successes in all curriculum areas (Baloglu, 1990,

p.76). Government statistics also show that adult literacy rate is approximately 90

per cent and the government attempts to raise this figure.

14




2.1.2 Educational reform in Turkey

a. I'he Ottoman period

Whatever the characteristics of any educational system 1t cannot be explained
without its roots. Turkey was created as a nation state from a multinational and a
multicultural empire. The so called westernisation movement was started with the
casternisation of the Balkans and Eastern Europe by the Ottomans. Mehmet the
Conqueror announced himself as the emperor of the west and east when he
conquered Istanbul in 1453 who established the Palace School (Mekteb-i Enderun)
alongside the Madrasahs (Islamic universities including teacher training institutions)
soon after the conquest (Turkish Review, 1989, p.15). The aim of the Palace School
was ‘to train ablest children for leadership positions in the political body of the
Ottoman Empire ... who were selected, on the basis of physical and intellectual
criteria’, from non-Moslem families as male Ottoman citizens (ibid.). The
philosophy underlying the selection system was to create a ruling class which could
be easily controlled by the Sultan and to drive off Turkish aristocrats from the
governing body of the empire. The schools were organized into grades. ‘Selection
took place at all stages, both before entering the school and while in the school, and
it was carried out by highly-trained officials’ (ibid.). Instruction was broad
consisting of ‘Turkish, Arabic, Persian, Moslem religion and culture, Turkish
customs and rules of courtesy and etiquette, riding, archery, wrestling and sword

practice, music and apparently mathematics’ (ibid.).

15



On the other hand, infant (sibyan) schools were the main primary institutions in
Ottoman educational system from the early period of Ottoman history which, later,
became insufficient in both quality and quantity. Sultan Mahmud II’s attempt to

arrange compulsory primary education in 1824 failed (Oztiirk, 1998, p.6).

In 1839 the promulgation of Giilhane Imperial Firman (Giilhane Hatt-1 Hiimayunu)
known as the Tanzimat (Reorganization) brought legislative changes in the political
and administrative systems of the empire. In 1845 a commission gathered inspired
by the ideas of the Tanzimat era and proposed the establishment of a Ministry of
Public Schools (Mekdtib-i Umumiye Nezareti) in an attempt to reorganize public
education under the supervision of the state. A permanent Council of Public
Instruction, which became the Ministry of Public Schools in 1847, was set up and
entrusted with the responsibility of reforming the infant (elementary) and the
intermediate schools (Risdiyeler) in order to fulfil the gaps between primary and

secondary education (Turkish Review, 1989, pp.21-3).

In 1856, a new Imperial Rescript (the Hatt-1 Hiimayun) was proclaimed as the
second phase of the Tanzimat era and the Ministry of Public Schools was replaced

with the Ministry of Public Education (ibid,, p.24). In the 1860s infant schools were

re-formed and a new training college (Ddrilmuallimin-i Sibyan) was opened 1n
Istanbul seeking to implement new teaching methods and techniques. In 1869
Regulation for General Education (Maarif-i Umumiye Nizamndmesi) was introduced

(ibid). According to the new regulations the first phase of the primary schooling
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became compulsory for girls between six and ten years olds and for boys between
seven and eleven years olds (Oztirk, 1998, p.6). History, geography and arithmetic
took place in the infant school curriculum besides religious education and reading
(Akytuz, 1997,p.182). With the proclamation of the first Parliamentary Monarchy
these regulations became law 1n the 1876 Constitution (Kanun-i Esasi). In the same
year a general syllabus was introduced for infant schools. Later it would become a
basic for the elementary curriculum (Oztiirk, 1996 pp.6-7). After the late 1860’s new
method schools (usil-i cedid mektepleri) were established as elementary schools
(iptidai mektepler, ilkokullar). Teachers followed ‘new teaching methods and new
methods of the use of instructional materials (usi/-i cedid)’ in these schools.
Especially in reading, they applied a pedagogical rule which was ‘the unknown
should be taught in terms of the known’ (Akyiiz, 1997,p.182), building on the
existing “ knowledge of the child. Between 1891-1892 the first comprehensive
elementary curriculum was introduced. The period of elementary schooling was
reduced to three-year education in rural areas while it stayed four-year education 1n
urban areas. The elementary curriculum subjects defined as alphabet (Elifba), Holy
Koran (Kur’'dn-i Azimiissdn), proper reading of the Koran (Tecvid), primary
religious instruction (IIm-i Hdl), ethics (Ahldk), the Ottoman language grammar
(Sarf-i Osmdni), spelling (Imld), reading (Kiraaf), the Ottoman history (Zarih-i
Osmdni), the Ottoman geography (Cografya-yi Osmdni), arithmetic (Hesap) and
calligraphy (Hiisn-i Hat). According to new regulations, elementary teachers had to
graduate trom the training college or others had to take teaching certificate

examinations, establishing their credentials as good natured persons, before
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embarking on their career as elementary teachers in Istanbul (Oztiirk, 1996 pp.6-7).

After the proclamation of the second Parliamentary Monarchy (1908), the 1913
Provisional Law for Primary Education (Tedrisat-1 Iptidaiye Kanun-1 Muvakkati)
united elementary and middle schools and six-year primary education became
compulsory. The Regulation divided primary schools into three stages and a new
curriculum subjects were introduced as reading, calligraphy, the Ottoman language
(Lisan-i Osmdni), arithmetic, geometry (Hendese), geography, history, finance
(Diiriis-i  Esya), science (Malamdt-i Tabiiye ve Tatbikati), health education
(Hifzissihha), civilisation and ethics and economy education (Maliimdt-i Medeniye
ve Ahldkiye ve Iktisddiye), handicraft and painting (E! Isleri ve Resim), physical
education and educational plays (Terbiye-i Bedeniye ve Mektep oyunlari), military
training (Tdlim-i Asker?) for boys and house keeping and sewing (Idare-i Beytiye ve
Dikis) for girls. The Regulation also permitted five-year primary education which
were attached to lycées (sultaniler). Therefore, there were two types of primary

schools in the educational system until 1924 (ibid., pp.7-3).

The period between 1908 and 1923 was notably ‘ditferent from earlier reform
periods in education. One of the major differences was the amount of attention given
to ideas and issues as opposed to curriculum content’ (Turkish Review, 1989, p.26).
The opponents of the educational system, who could be classified as social
constructivists like sociologist Ziya Gokalp (1874-1924) and pedagogue [smail

Hakk: Baltacioglu (1886-1978), and individualists like Sati Bey (1880-1968)

18



"developed new ideas, methods of assessment and experiments in education’ (ibid.)
who more or less affected Republican era. According to Gokalp ‘the purpose of
education is the adaptation of the individual to his social and natural environment.
Such an education is deeply rooted in the national culture, but having universal ideas
1n 1ts scientific teaching’ (quoted 1n ibid., pp.26-7). However, Sati Bey believed:
The perfecting of individuals through persuasion and training seemed to be
first step in the improvement of society. Therefore, schools had to be
organised in which individuals could develop their own capacities to the

utmost. I believed that the best results could be attained through active,
inventive and creative methods rather than learning through rote memory

(quoted 1n ibid., p.28).
Sati Bey also practiced his ideas establishing a school when he was the director of
Teacher Training Collage in Istanbul. Unlike others he strongly emphasized the

place of primary education in educational reform (Akytiz, 1997 Sakaoélu, 1991).

b. The republican period

With the collapse of the Ottoman Empire in 1923 Turkey was officially established

as a nation state. After the establishment of the Turkish republic, the 1924 Law of
Unification of the Education System (Tevhid-i Tedrisat Kanunu), named later as

secular education (Baloglu, 1990, p.6), was accompanied by other reforms. For the

fret time in Turkish history all educational institutes were systematically controlled

and governed by the Ministry of Education.

According to Zaim and Dinger (1985) innovations which underlie educational policy

in the republican era might be classified into three difierent periods (1923-1980) and
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characteristics of such innovations are:

Revolutionary movements of the republican era — Atatiirk
Aim — to change, by means of secularisation and Westernisation, the Eastern,

Islamic, structure of society into a Western type (1923- 48) This period can be
further subdivided:

A. The period of revolutionary movements, 1923-41.
B. The intermediate period, 1942-8, with the attempt to reverse the
revolutionary movement, and bring the one-party state into a secular-

democratic structure.
Democratic Party period 1948-60
The attempt at economic, social and cultural development based on Islamic
and national traditional cultural values within a secular democratic state.
Pluralistic society — 1960-80

Cultural polarisation in a secular state. The social, cultural and political forces
of Islamic and traditional- nationalist movements v. those of revolutionary-

secularist Westernist (cosmopolitan) (p.2).
Apart from these a further classification might be made 1n the light of changes 1n the

political life which have taken place since the late 1970°s and onwards atfecting the

country’s education policy:

Military coup period 1980-83

The Coup of 1980 followed a period of what the military perceived as ‘anarchism’
between 1975 and 1980. During this period education policy re-shaped and focused
on the ideas of Atatiirk taking into account national and Islamic values of the
society. This was justified on the basis of the need to protect the country’s people

against communism. There was compulsory religious education in secondary

schools and an increase number of religious high schools. Ideas and revolutions of

Atatiirk were strongly emphasized in every aspect of the national curriculum and
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practised throughout the schools in an attempt to establish a balance between

secularism and Islam.

Post-military coup period 1983-1997

Democratic and industrial developments were on the agenda of every government in
this period. After the collapse of the Soviet Union, communism was no longer
perceived as being a danger to the political life of Turkey. However, the press, left
wing parties and the army argued that Islamic fundamentalism had been
strengthened by the conservative governments and secular education based on the
revolutionist ideas of the first republican era had been sacrificed to the fundamental
ideas of Islam. By contrast, conservatives claimed that while secular education was
protected against the rise of fundamentalism, the educational system was required to
meet the needs of pluralistic society as a result of democratic changes. Eventually
with the support of pressure groups, the liberalized Motherland Party and the
Democratic Left Party came into government in 1997. Eight-year compulsory
education and the abolishment of middle school departments of religious and
vocational high schools were accepted by the National Assembly. A new era of what
[ call national utopianism was spelt out by the government (see also chapters tive

and six) taking its inspiration from the first republican period.

National utopianism

Following the 1789 French Revolution, nationalism gradually began to spread all

over the Ofttoman world. However, the Turks were the last nation who felt
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nationalistic ideas in the Ottoman lands. On the other hand, the i1dea of
Westernisation in military and technology levels goes back to the eighteenth century
and culminated through sending students to France and establishing schools -mostly
military technical- in the nineteenth and early twentieth centuries. Turkish students
who went to France came back to the country with revolutionary ideas and were
called the Young Turks. They influenced Ziya Gokalp as the first Turk who
‘formulated a systematic theory of Turkish nationalism’ (Turkish Review, 1989,
p.37). "Gokalp’s educational background included both traditional Islamic and
Western, secular characteristics... [H]e avidly read the Islamic classics and the
writings of the Young Turks’ (ibid) who were educated in France, and ‘those of
Western thinkers, particularly the French sociologist Emile Durkheim’(ibid.) and

philosopher Jean-Jacques Rousseau.

According to Gokalp:

The individual adjusts himself to his natural environment by means of reality
judgements. These are the products of the conscious mind and the capacity to
form them may be developed by a scientific process of training. Reality
judgements and the process of developing them are universal. They are the
basis of modern technology and civilization. The goal of teaching 1s to instruct
children in reality judgements, scientific knowledge. Theretore the process of
teaching is international or umiversal rather than culture-bound within the
nation. This fact must be taken into consideration in developing an educational
system for modern Turkey. On the other hand, the process of education should
have two aspects: national training and international or universal teaching

(quoted in ibid., p.27).

Gokalp believed that “the new life of the nation must be drawn from a rediscovery of
the indigenous Turkish culture, its traditions, values and spint’(ibid., p.38). He,

arguably, had the 1dea of classical nationalism which refers to the nationalism
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associated with ‘the rise of the nation-state and includes a cultural Interpretation of
national identity, based on a specific interpretation of the past history of a country in
order to weld together a unitary state’ (Giddens, 1993, p.342). Therefore, ‘the rise of
classical nationalism was closely connected with the development of a mass
education system and through education, especially the role of national history,

people think of themselves as belonging together in the same national community’

(ibid.)

In the Turkish context, classical nationalism was converted to national utopianism
In order to create not only a unification between the people in a nation-state but also
to create a new and a dynamic society. Therefore, the philosophy which underlies
the modern educational system 1n Turkey 1s a mixture of nationalist and Westernist
1deas. As a social constructivist Ziya Go6kalp ‘occupies a pivotal position in the
intellectual and educational modernisation of Turkey ... during the formative period
of Turkey’s national development’ (Turkish Review, 1989, p.37). He advocated ‘the
following social policy: “to be of the Turkish nation, of the Islamic religion, and of
Europan civilization”... Atatiirk claimed him as his intellectual “father” and
appointed him to ‘the Parlimentary Education Committee [in 1923] ... which
formulated proposals for the reform of the school curriculum’ (ibid., p.37-8). Later
on, the social policy that Gokalp had advocated was tranformed and turned out in the
form of “for the Turkish nation, for secularism and for Europan civilisation”, to be

achieved by the Turkish Government on the basis of the idea that “the conception of

education as a social process and function has no detinite meaning until we define

the kind of society we have in mind’ (Dewey, 1916, p. 112).
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Therefore, the idea of Turkish nationalism was strongly emphasised in the Turkish
educational system. After the death of Atatiirk (1938) it was called Atatiirk’s
nationalism based on his 1deas and reforms. As in the economic model, curriculum
theory was also based on a mixture of universal theories. French encyclopaedism
(classical humanism), Russian polytechnicalism and American pragmatisim (social
reconstructionism) with the addition of theories of the Turkish nationalism for the
preparation of a future desired society influenced theoretically the development of a
national curriculum. In sum, curriculum theory was humanistic and knowledge-
based which primarily aimed to give cultural heritage ‘in terms of literature, music
and history’ (Lawton, 1989, p.4) as in the ‘encyclopaedistic view’. It was designed
to prepare good and productive citizens of the republic as in the ‘polytechnic view’
(Holmes and McLean, 1989, pp. 11-5; Lawton, 1989, pp.4-6). It later advocated
‘social reconstructionism’ because it was believed that education 1s a way of
improving society, and at the same time developing individuals as members of
society laying stress upon social values: experiences appropriate for developing
citizenship and social cooperation. Knowledge is justified in terms of ‘social needs’
(Lawton, 1989, p.6) which “enables young people to tackle problems and prepares
them to solve the problems they are likely to meet as adults in a democratic society’
(Holmes and Mclean, 1989). Hence, 1 call it national utopianism because it was a
nationalistic interpretation of the very ideas of those curriculum theories (see IGM,

1995) in which the curriculum meets the needs of a non exist society not the current

needs of individuals.
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b.1 The role of foreign advisors in the development of the Turkish educational
system

Education was in the political agenda of the new Turkish Assembly 1n the early days
of National Struggle. Therefore, ‘the first educational congress was held on July
1921 1n Ankara and inaugurated by Mustafa Kemal Pasha who said “we will have
national education and principles to improve its organization” > (quoted in Zaim et
al., 1985, p. 10). In 1923, the Izmir Economic Congress was convened primarily in
order to decide Turkey’s new economic policy but it also dealt with the problems in
the elementary and secondary education, with particular reference to agricultural
training (Turkish Review, 1989, p. 46-7). In the same year, at sessions of an
Educational Commission, Gokalp and Baltacioglu ‘proposed the introduction of
practical work into the curricula of all schools, although the theory of learning by

doing was rejected by the Commission’ (ibid.).

On the other hand, to invite foreign educators was seen as inevitable because the
educational system, inherited from the Ottoman Empire, was inadequate in both
quality and quantity. For this purpose John Dewey, a well-known American
educator, was invited to Turkey in 1924 (ibid.). During his short stay Dewey
prepared a short report indicating the amounts of money which should be
appropriated in the national budget and how the appropriations should be used. The
second report was sent to the Ministry after Dewey returned to the United States

(Dewey, 1960). ‘He proposed a series of subjects to be studied by Ministerial
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commussions’ (Turkish Review, 1989, p.47) including ‘school buildings; professional
instruction of teachers, head teachers and inspectors; publication of education

oriented literature; the establishment of libraries: and the role of the school in

agricultural development’ (ibid.). Dewey (1960, p.1) argued that ‘the first and most
Important point is to settle upon the aim and purpose of the schools of the country’

making the following statement which has been included every curriculum since

1924

It 1s the development of Turkey as a vital, free, independent and lay republic in
full membership in the circle of civilized states. To achieve this end the
schools must (1) form proper political habits and ideas; (2) foster the various
forms of economic and commercial skill and ability, and (3) develop the traits
and dispositions of character, intellectual and moral, which fit men and women
of self-government, economic selif-support and industrial progress; namely,
initiative and 1nventiveness, independence of judgement, ability to think
scientifically and to cooperate for common purposes socially. To realize this
ends, the mass of citizens must be educated for intellectual participation in the
political, economic and cultural growth of the country, and not simply certain

leaders (ibid,, p.1).
Dewey (ibid., p.10) made clear that ‘attracting to the teaching profession the right
kind of intelligent and devoted men and women and of equipping them with both
knowledge of subjects taught and with modern and progressive pedagogical 1deas
was the crucial problem’. He believed that this could be solved when the teachers

have better economic status and a right kind of in service training.

Dewey emphasized that unity and uniformity were different things in the formation

of an educational system. He urged that ‘a mechanical system of uniformity may be

harmful to real unity’. He recommended:

The central Ministry should stand for unity, but against uniformity and in tavor
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of diversity. Only by diversification of materials can schools -including
elementary schools- be adopted to local conditions and needs and the interest
of different localities. Unity is primarily an intellectual matter, rather than an
administrative and clerical one. It is to be attained by so equipping and staffing
the Central Ministry of Instruction that it will be the inspiration and leader

rather than dictator of education in Turkey (ibid,, p. 8).
John Dewey’s reports ‘are historically significant in the development of the Turkish
educational system’. The reports ‘were discussed and analyzed by Turkish
[intellectuals], who found [in] them hopes [for] expressing the national character,
but they did not become the basis of a consistent, national programme or further
initiative in education, although they were partially applied by’ (Turkish Review;
1989, p.48) the Ministry and included in the Act 789 of National Education.

(Gticliol 1985, p.7).

Apart from John Dewey’s reports on the formation of Turkish educational system
there are three other significant reports prepared by the foreign advisors. The first 1s
known as the Kiihne Report of 1926 (Turkish Review, 1989, p.48). The German
educator Dr. Kiihne ‘broached the question of a general curriculum for the Turkish
schools and advised the abolition of the Arabic script and the adoption of Latin
characters for Turkish writing which culminated in Atatiirk’s adoption of Latin
characters in 1928 (ibid.). The two other reports are mostly related to technical
education and economié issues made by Omar Buyse of Belgium in 1927 and the
Kemerrer Group of The United States in 1933 (ibid.). The latter emphasised that ‘the

lack of educational facilities was merely ... a part of a wider educational problem’

(ibid., p-49). Turkey was little able to use existing educational facilities. A very
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considerable portion of elementary pupils left school without completing their full

course of study. Therefore, it recommended an increase in elementary education

from three to five years (ibid., p.49).

In sum, although reports of foreign advisors were not utilised to their fullest extent
and were criticised and found ‘culturally and economically unrealistic’ (Turkish
Review, ibid., p.51), they were partially implemented as in the Dr. Kiihne report. In
fact, education was highly politicised and was full of uropian ideas in the creation of
Turkish Republic. In this context schools have been seen as agents of those ideas till

the present time (see Akar, 1996, p.214).

b.2 The development of the primary curriculum in respect to social studies

In 1924 the first national curriculum of the republic was practised in elementary
schools and elementary education became compulsory for all children between
seven and eleven (Oktay, et. al, 1997, p.10). The curriculum was revised in 1926
according to a policy of co-education, child-centered approaches and locality
principles. In 1936 and 1948 the elementary curriculum developed around these
principles. In developing the elementary curriculum, there were academic teams in

the Gazi Institute of Education of Ankara who previously worked as elementary

teachers (Varis, 1996).

The fifth National Education Council (MES) met in 1953 to discuss problems which

were derived from the 1948 elementary curriculum. According to Varig (1996)
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MES’s studies had supported child-centered approaches, children’s social activity
and less control over teacher autonomy. Through studies under the MES in Stage 2.
history, geography and citizenship were grouped into social studies, and nature
studies, agriculture and family studies were grouped into science and nature studies.
However, until the 1968 primary curriculum these areas remained separated. In its

report the fifth MES announced:

The aim of grouping subjects 1s not only to make artificial connections, but
also to enable children to examine and investigate a phenomenon or a
problem through kinds of information and understandings. For this reason, it
has to be taken some phenomena and problems are starting points around

children in pupils’ learning (quoted in Varig, 1996, p.36).
On the other hand, the attractiveness of the rural elementary schools had been
derived from the legal opportunity for rural children which allowed them to attend
village institutes for elementary education. Hence, it was very easy for a successtul
rural student to attend one of the village institutes to become an elementary teacher.
These institutes continued as elementary teachers resources until the first

conservative government in Turkey in the mid 1950s. The government abolished

these institutes and established new teaching colleges to improve primary teaching
quality but public belief about the abolishment of the village institutes by the
conservative government was that they were backyards of the Republican People’s
Party (the left wing) (Akyuz, 1997, p.343). Generally speaking, there was little
improvement in the quality of teacher training, since elementary teacher training was
fully transferred to colleges of urban areas from the rural institutions, and 1t was still

Far from the university education. Abolitism also caused gradual regression of the

economy and education quality in rural areas.
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T'he real integration for some of the separated subjects was provided by the 1968
primary curriculum. Erden (Undated) reports that since 1968 there has been
American influence upon the primary curriculum, and she explains that this
Influence may come from J. Dewey’s work on the Turkish educational system 1in

1924 and from some of the curriculum developers who were educated in the United

States. She continues:

TI'hrough investigating theoretical explanations in relation to attainment
targets, teaching principles and practice in the primary curriculum one can
say that the curriculum is progressive. Actually, Dewey says that education
develops with democracy and schools are minor democratic communities.

Pupils learn necessary knowledge and talents in order to live in a democratic
society (p.12).

The 1995 primary curriculum explains the relationship between the school and

democracy:

Primary schools are real democratic communities... Pupils should
understand the democracy for a democratic life. Democratic education is
provided through living it and self-government. To do this schools should be
organized according to democratic regulations, and social activities... (IGM,

1995).

The primary curriculum also announces that pupils should be skilled in problem-

solving and scientific methods, and it 1dentifies primary school and the teacher in it

as follows:

Primary school is an institution to teach children according to scientific
methods. It should direct children’s critical-thinking, and should help
children to acquire habits of thinking and judging themselves in their actions.
The teacher should help children as a guide to ways in of handling kinds of
situations as problems, which children are confronted with at home and the
school, finding out the ways to solve problems, obtaining necessary
knowledge and collecting materials, comparing and assessing the evidence to
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solve problems, generalizing their ideas to use in new situations and
analyzing, synthesizing and evaluating their ideas to make judgements (IGM,

1995).
As can be easily seen in the above definition of the primary school and teacher’s

role, there is nothing new about the curriculum compared with previous ones. In this

definition, the curriculum simply adopts Bloom’s taxonomy of educational

objectives.

Some modifications have been made since the introduction of 1997 Education
Reform 1n primary social studies curriculum and there was no change in the subject

matter 1n elementary level (see Ministry of Education, 1998).

In theory, the curriculum was developed on the basis of the progressive approaches.
However, Erden (Undated, p.14) argued that ‘teacheré and heads do not practice
progressive approach in delivering the curriculum...teachers neither know enough
about progressivism nor adopt this approach’. On the contrary, a review of the

Turkish literature suggests that teachers are confronted with the following problems:

Content: Content does not provide efficient time to practice the curriculum
according to its requirements. It 1s far from rationalism and children’s pedagogical
needs. It has an artificial integration of social studies and science and nature studies.

The curriculum 1is itself subject-based. Therefore, it 1s not practical to use topic-

based approaches within this framework (see Oktay er. al, 1997, Sakaoglu 1995;

Bilici, 1995).
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Knowledge: The educational system is based on competitions through entrance
examinations. Children probably forget many things after passing examinations that
they ought to memorize. It 1s argued by Turkish researchers that the knowledge
required for this process of training to pass examinations 1s inappropriate for the
development of the required cognitive skills of children (see Oktay, et. al, 1997).
For instance, in social studies the focus is on the political events of national history
and the memorization of geographical knowledge which i1s mainly based on
information about cities, regions, countries, their products and populations. In maths,
there are secondary level equations, accounts of geometrical problems and so on.
The emphasis is on the inculcation of knowledge through a simple process of rote

learning, rather than attempting to develop aspects of qualitative understanding in

the subject matter.

Text Materials: Because of the poor resources, elementary school teachers and

pupils are very much dependent upon textbooks. Although textbooks are examined
by the Textbooks Examination Committee under the Ministry of Education betore
they become text materials many of them were written by retired teachers and non-

professional academicians in education. In my study, survey results and interviews

with elementary teachers showed that teachers did not find textbooks appropriate for

their pupils.
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Teacher Professionalism and their status: Generalist teachers have difficulties
transmutting knowledge for all subject areas as the study’s teachers mentioned in the
Interview process (see 5.2 Interview data). At the same time. "specialism’ 1s seen as
an unrealistic option from the point of view of: the availability of qualified teachers,
shortage of teaching equipment and materials, and also of financial resources. These
arguments seemed flawed however, when taking account of the fact that Turkish
clementary teachers have undergone a four-year university degree course, since
1992. Indeed, in the final two years every teacher candidate specializes in a subject
area to proxy a secondary subject if there is a need for this in his or her school
district. Therefore, it can be argued that teachers’ special interests can be organized
for primary education and each school at least may have one social studies
(including or excluding linguistics) and one science specialist. The Ministry has
employed many university graduates as elementary teachers since 1992. The reason
for this policy is that there are not enough elementary teachers in lower primary
schools. These persons may be qualified according to their professions via teacher
training courses 1n elementary education. For example, a history teacher may teach
elementary social studies better than a generalist teacher. However, he or she may
have certain difficulties in teaching elementary maths, as compared to the generalist
teacher and current structural changes do not provide a ‘specialist’ approach in the

lower phase of primary education (see 2.1 Education in Turkey).

Economic crises in the country have affected the teaching protession more than

other occupations. Teachers’ salaries have gradually decreased relative to inflation,
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thus teaching is no longer an attractive profession for many. Also, due to teachers’

relatively low income, many feel unable to follow the most recent developments in

the teaching publications.

On a more optimistic note, education is now one of the first priorities for the current

government. However, education policy still has no emphasis upon the amelioration

of the difficult economic circumstances that Turkish teachers continue to face.

Time table of the schools: Many schools have morning and afternoon pupils (dual
teaching) in urban areas. Pupils officially attend the schools for five lessons
(approximately 200 minutes teaching time and 50 minutes break) in a day either
from morning to noon or from noon to evening. However, a full day programme is

practiced in dual teaching schools.

In conclusion, there has been always a national curriculum and govemméntal control
on the Turkish educational system in Turkey in contrast to England. At least three
reforms affected the Turkish educational system. First, the 1924 Educational Reform
left all schools under the control of the Ministry of Education, bringing in
compulsory elementary education and introducing the first national curriculum.
Second, the fifth MES (1953) report advocated child-centred approaches and topic
based curriculum, as the Plowden Report (1967) did in England. However, policy
statements and grouping subjects did not appear to change the way teachers

delivered the curriculum. Third, real integration ot elementary and middle schools in
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1997 brought about an eight-year system of compulsory primary education (referred
to as ‘reform in primary education’). This abolished middle schools of vocational
and religious lycées and re-unified history and geography as ‘social studies’ in upper
primary education, but the curriculum content mostly remained the same as in other

subject areas.

2.2. Teachers and educational change

This section attempts to identity the major issues in educational change in relation to
curriculum and teachers’ reactions to the change process. In order to understand the
change process, it 1s useful to explore the historical background to current
educational policies in England. The analysis of educational change is based on a
review of teacher’s reactions to the 1988 Education Reform Act. I attempt to explain
how teachers adapted to the changes imposed by the Act. This section 1s divided into
three sub-sections. In the first two sections I examine curriculum development and

its implementation in England while the other section 1s related to educational

reform in England.

2.2.1 Curriculum development

The term ‘curriculum’ is used for a programme or course of educational activities in
schools (Kelly, 1989). In a wider definition it is ‘an attempt to communicate the
essential principles and features of an educational proposal in such a form that is
open to critical scrutiny and capable of effective translation 1nto practice’

(Stenhouse, 1975, p.4). A curriculum has at least three components: content,
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Instruction and outcomes. Instruction as a practice contains all the aspects of

teaching approaches and learning activities in it (Rudduck and Kelly, 1976). On the

other hand, ‘innovations are deliberate attempts to improve practice in relation to
schools’ (ibid., p.11) In the definition of the curriculum, these interrelated

components assist the planning of curriculum change and development.

Evetts (1973) divides educationalists into two groups; the idealists (classical
humanists) and the progressives. Lawton (1981) describes that

Idealists are supposed to see education in terms of acquiring knowledge, to
see teaching as initiating pupils into traditional culture, and to see the
curriculum organised to transmit an understanding of established disciplines.
On the other hand, progressives are said to see education in terms of growth,
to see teaching as child-centred rather than subject-based on the needs and
interests of the children.

In the progressive approach, the curriculum 1s viewed in accordance with the

principle expressed by A. V. Kelly:

While it is true that understanding cannot be developed in 1solation from
bodies of knowledge, it does not follow that decisions about the knowledge
content of the curriculum should or must be made first. On the contrary, it
suggests rather that they are secondary considerations. We need first to be
aware of the kinds of intellectual capacity we are concerned to promote In
pupils and, only then, to make decisions about the kinds ot content they must
be initiated into in order to develop these capacities (quoted in Egan, 1986,

p.X).

On the other hand Lawton (1989) adds ‘reconstructionism’ as a synthesis of these

two basic approaches. He argues:

If classical humanism is knowledge-centred, and progressivism 1s child-
centred, reconstructionism might be society-centred. However, this would be
an over simplification since an important part of reconstructionism 1s to see

individuals and society as harmoniously integrated rather than in opposition

(p.6).
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Lawton (ibid.,, p.7) also says that ‘there is a good deal of agreement 1n the UK, USA
and Australia on the definition of three basic educational 1deologies, despite some

confusing differences in terminology’.

Fullan (1991) outlined two broad approaches to curriculum reform. In North
America, educational reform followed two different ways which are centralisation

and de-centralisation. He calls centralisation ‘intensification’

Increased definition of curriculum, mandated textbooks, standardised tests
tightly aligned with curriculum, specification of teaching and administrative
methods backed up by evaluation, and monitoring all serve to intensify as
exactly as possible the what and how of teaching (p.7).

De-centralization is called ‘restructuring the curriculum’ by Fullan, based on ‘school

based management’ which involves:
enhanced roles for teachers in teaching and decision-making: integration of
multiple 1nnovations; restructured timetables supporting collaborative work
cultures; radical reorganisation of teachers education; new roles such as

mentors, coaches, and other teacher leadership arrangements; revamping and
developing the shared mission and goals among teachers, administrators, the

community, and sometimes pupils (p.7).

Innovations and attempts to develop the curriculum have similar characteristics both
in Britain and in North America. Since the Plowden Report, the progressive
approach overwhelmingly was the one discussed in Britain, as open-education was
in North America. According to Holmes and McLean (1989, p. 49) the progressive
approach allowed primary schools, and to some extent to lower grades of secondary
schools, to adopt curricula based on child centred philosophies. This had been in

progress since the mid-nineteenth century in Britain. However, ‘A major topic of
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discussion throughout the 1970°s was the notion that there should be a centrally
determined common curriculum in all schools’ (Kelly, 1989, p.222). This resulted in

the introduction of the National Curriculum, in the form of the 1988 Education

Reform Act.

In conclusion, as accepted by many (see Stenhouse, 1975; Rudduck and Kelly, 1976;
Kelly, 1989; Fullan, 1991 and Hargreaves, 1994), while in the progressive approach
the curriculum is coupled with the enhancement of teacher autonomy and school
based management (de-centralization), in the reconstructionist view the curriculum
1s to be ‘a common or national curriculum, but not a uniform curriculum’ (Lawton,

1989, p.8) which associated with centralization (intensification).

2.2.2 Teachers and change

Whatever the merits of the theoretical bases of the change process, teachers, at
least at the operational level, are the main actors of charge (Croll, 1997, p.11).
Croll (ibid.) explores ‘four models of teacher roles’ in different curriculum
approaches to educational change. The first model is designed for operation in the
de-centralised curriculum approach. In this model teachers are seen ‘as partners 1n
educational policy making’, ‘along with other actors, in the policy-making process’
who ‘contribute to policy making at all levels and in a pluralist “give and take”
fashion’. He (ibid., p.12) says that ‘the high point of teacher partnership is often
held to be the period of the operation of the Schools Council from the late 1960s

until the early 1980s’ and as Maurice ‘Plaskow documents the dominating role that
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teachers came to play in the Schools Council’ (ibid.), and ‘teachers in this context

were very clearly the teacher unions’ (ibid.). However. ‘the Schools Council

approach to curriculum development also involved a partnership with teachers at

school level’ (ibid,, p.13).

In the second model teachers have been perceived, since the 1988 Education Reform
Act, as “implementers of education policy, and this model draws a sharp distinction
between policy-making and policy implementation drawing on a centralised,
bureaucratic and hierarchical view of the educational system’ (ibid,, pp.12-3). In this
model teachers are perceived as passive actors and their job is to deliver curriculum
according to 1ts requirements. It is supposed that a centralised curriculum provides
standardisation in education through this approach (ibid.). Croll (ibid., p.14) argues
that ‘some of the documents produced by the Department for Education and
HMI/OFSTED 1n the late 1980s and early 1990s suggest a sharp distinction between

the determination of policy and its implementation’.

In the third model, in some respects, teachers are ‘opponents of the educational
policy’ and they ‘are seen as resisting the imposition of policy changes’ (ibid., p.15).
Croll (ibid.) says that ‘such resistance is held to be in the interest of pupils and
frequently is explicitly intended to advance other political agendas such as equal
opportunities and anti-racist approaches to education’. As an example of teachers’
resistance to the ‘imposed’ policy, Croll (ibid.) reports that “union action in refusing

to carry out the statutory assessment procedures led to the government having to
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abandon the 1993 round of standardized assessment’

The fourth model sees teachers as policy makers in practice and 1s related to the
notion of partnership but it is more informal and individualistic, arising from the
nature of teaching rather than from intentional choices by partners (ibid., p.12). It 1s
supposed that ‘teachers operate as policy-makers in practice at school and classroom
level, making personal and individual decisions’ (ibid,, p.19). Therefore, ‘common
actions by teachers’ in the teaching process ‘can create a policy-making process

which parallels governmental-level processes’ (ibid.).

Fullan (1991) and Bruner (1996) advocate the fourth model. Fullan (ibid., p.37)
believes that ‘any implementation of educational change involves change in
y mmp g g

practice, and at the basic level, teachers and pupils are agents of all teaching and

learning activities in practice’. Bruner (1996) says that
in theorizing about the practice of education in the classroom (or any other
setting, for that matter), you had better take into account the folk theories that
those engaged in teaching and learning already have. For any mnovations that
you as a ‘proper’ pedagogical theorist may wish to introduce will have to
compete with, replace, or otherwise modify the folk theories that already guide
both teachers and pupils (p.46).

Stenhouse (1980, p.245) argues that ‘the improvement of teaching is about the

growth of understanding and skill of teachers which constitute their resources in

meeting new situations which make old aspirations inappropriate or unattainable’.

However, the assumption here is that teachers and schools do not easily accept
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innovations. Traditionally, teachers rely on long-term practices. A good theory 1s not
always a guarantee of a good practice in which many external and internal factors
etfect the practicability of a good theory in relation to economics, feasibility, values
of education, teachers’ beliefs and so on. Hargreaves (1994, p. 11) argues that
‘political and administrative devices for bringing about educational change usually
ignore, misunderstand or override teachers’ own desires for change’ (e.g.
standardized tests and mandated curriculum guidelines). ‘[Sluch devices commonly
rely on principles of compulsion, constraint and contrivance to get teachers to
change’ (ibid.). He (ibid.) concludes:

to ask whether a new method is practical 1s therefore to ask much more than

whether it works. It is also to ask whether it fits the context, whether it suits

the person, whether it is in tune with their purposes, and whether it helps or

harms their interests. It is in these things that teachers’ desires concerning
change are located; and it is these desires that change strategies must address

(p.12).
All the arguments above involve the question of ‘How does change work in
practice?” (Fullan, 1991, p.37). Fullan (ibid.) counts °‘three components 1n
implementing any new program or policy’: “the possible use of new or revised
materials’, ‘the possible use of teaching approaches’, and the ‘possible use of
alteration of beliefs (e.g. pedagogical assumptions and theories underlying particular

new policies or programs)’ which are provided by the quality of continuous teacher

training.

In sum, like Fullan (1991), Bruner (1996) and Hargreaves (1994), Stenhouse (1975)

too believe that ‘rational curriculum planning must take account of the realities of
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classroom situations. It is not enough to be logical’ (quoted in Lawton, 1983, p.22).
As a result, debate on curriculum development suggests that any innovation which is

meant to be realistic and sound has to include teachers’ partnership in theory and in

the implementation process.

a. Educational Reform in England

In order to see how educational reforms affected the educational system in England
from the beginning to current situation, from the direction of teacher’s autonomy
towards having a centrally prescribed national curriculum we need to examine its

roots in a historical perspective with special attention to elementary education (later

as perceived primary education).

While the basic foundations of compulsory elementary education for all children in
England were shaped in the nineteenth century, (Gordon, 1981, pp.64-5) there was

no unified schooling system. ‘The task for elementary education for children’ (ibid.)
was ‘to provide intensive religious education combined with such acquirements as
may be suitable in their life and to render children respectable members of society’

(Lawson and Silver, quoted in Alexander, 1995, p.272) and ‘[t]he job of elementary

school teacher for most of the nineteenth century was to deliver the curriculum

specified by Parliament’ (Pollard ez. al.,1994, p.9). Here the aims of English primary

education in this period show a great deal of similarity to policies in Turkey towards

the end of the nineteenth century in considering the religious figures in both

countries’ elementary education.
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By 1870 Elementary Education Act aimed to spread public education and ten years
later elementary education became compulsory for children aged 5-10°(Alexander,
1995, p. 272). Central control of the elementary school curriculum was maintained
through a succession of codes (Kirk, 1991, p.18). In England, a comprehensive
elementary curriculum was developed by the end of nineteenth century, as it was the
case in Turkey. This included adding object lessons in addition to a core of the 3Rs.
In 1902 schools were brought under the jurisdiction of local education authorities,
making it possible for the Board of Education to develop bilateral relations with
these bodies (Alexander, 1995, p.273). This can be seen as laying firm foundations
for the secularization of education, with the state replacing churches as the main
school administrator, and the introduction of scientific approaches to the respective

areas of the curriculum, including history, geography and social studies generally

(ibid.)

By the twentieth century ideas of educational reformers such as Froebel, Pestalozzi
and Dewey were becoming more influential in elementary education, as was also the
case in Turkey after 1924. ‘Dewey himselt was advocating the power to learn from
experience which leads to the formation of habits’ (Gordon, 1981,p.66). Theretore,
‘the 1931 Hadow Report demonstrated’ such a view as ‘the curriculum of the
primary school is to be thought of in terms of activity and experience, rather than of
knowledge to be acquired and facts to be stored’ (Board of Education, 1931, p.93;

quoted In Pollard et. al,1994, p.11). The Hadow Report also ‘discussed the
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importance of developing aesthetic sensibility, oral expression and manual skills,
and the possibility of teaching by topics rather than by separate subjects’ (ibid.). One
might perceive here a clarification of a preference for the epistemological method of

pragmatism, as opposed to that of a more traditional empiricism. However

Alexander (1995) argues that

Progressivism has at last come in from the cold, though it must be stressed
that in commending the 1deas of John Dewey in this way Hadow is offering
an 1deal rather than portraying the reality, for in many respects primary
schools 1n 1931 were not very different from a generation before (p.273-4).

“The 1944 Butler Act left primary teachers in control of ... a relatively child-centred,
individualistic curriculum’(Pollard ef. al., 1994, p.11), however later findings did not
reflect what had been told 1n theory (ibid.) and according to Pollard er. al (ibid.,

p.10) ‘the Act emphasized pupils’ age, abilities and aptitudes as the relevant factors

in determining their education. It omitted any mention of what children were to be
taught’. There was ‘the 11 plus selection system’. ‘It resulted in a heavy
concentration on the teaching of maths and English’ (ibid.) and ‘primary schools
were largely judged by parents on their success rate in achieving grammar school
“passes” for their children’ (ibid.). It was, therefore, intelligence always measured 1n
pupils’ maths and English abilities (ibid.). The Act formally established a primary
phase of education and left control of the ‘secular curriculum’ to local education
authorities. In practice, control of the primary curriculum, pedagogy and assessment

resided with the head teachers of individual schools (Alexander, 1992).

n conclusion, ‘in the years between 1862 and 1944/45 there was a significant
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lessening of central control of the school curriculum; the years since then have

witnessed an equally significant shift in the opposite direction’ (Kirk, 1991, p.18).

During the post-war years there was a general support for teacher autonomy. The
1967 Plowden Report came in in this climate. Galton et. al. (1980a, p.40) explain
that there were ‘factors affecting school practice at that time. One of these was .. .the
development of the “permissive society”, and particularly the tendency to place
fewer restraints on children and young people by parents and those in authority
generally’, and ‘there was a strong tendency, not only for local authorities
specifically to encourage innovation and change in primary schools, but also for
head teachers themselves to allow a high degree of autonomy in classroom practice
to class teachers...” (ibid.). The Hadow understanding of primary education once
again was expressed in the Report. Both reports, in a sense, advocated child-centred
approaches and both came nearly two decades after the two world wars. The Hadow
viewpoint (activity and experience) is the inspiration of the Plowden Report, and the

report itself, as Alexander (1995) reports:

builds on post-war social research showing the consistent educational under-
achievement of working-class children. It highlighted the particularly
damaging consequences for the child’s educational and life chances ot social

disadvantage and urban decay, and it proposed a programme of positive
discrimination to compensate for these. It paved the way for the three-tier
structure of first, middle and upper schools as an alternative to the two-tier

structure of primary and secondary (p.274).

The Report also identifies the school as an institution which provides ‘the right

environment for children’:

A school is not merely a teaching shop, it must transmit values and attitudes.
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It 1s a community in which children learn to live first and foremost as
children and not as future adults. In family life children learn to live with
people of all ages. The school sets out deliberately to device the right
environment for children, to allow them to be themselves and to develop in

the way and at the pace appropriate to them. It tries to equalize opportunities
and to compensate for handicaps (CACE, 1967, para. 505).

The Plowden Report was the focus of much criticism in the early 1970s because of

its elements of pastoralism and utopianism about the child-centered approach
(Pollard et. al., 1994). For instance, Alexander (1984, p.18) says of the report that it

1s too ready to assume that concern for the curriculum is in opposition to concern for

the child. He (1995) also argues that

..1n celebrating the child as child rather than adult in the making, in
commending learning by doing and an open and integrated curriculum in
relation to which the teacher adopts a facilitating and heuristic role, and 1n
arguing the virtues of freedom, spontaneity and affectivity, Plowden finally
closed the door on elementary education. Or did 1t? Plowden also reported
that only 10 per cent of schools conform to this vision, while the largest
single group are ‘run of the mill” or worse (p.274).

Therefore, the Plowden Report was not the end of elementary education, and the
first ‘Black Paper “Fight for Education” was published in 1969’ (Simon, 1981, p.8).
Simon (ibid.) reports that ‘Black Paper I linked student unrest to the primary school,
referring to an article by Timothy Raison...The roots of student unrest, Raison 1s

quoted as saying, are to be found as early as the primary school’. Simon (ibid.)

argues that

if the student unrest or revolt of 1968-9 was partly due to the primary school
‘revolution’, that revolution must be dated back at least ten to fifteen years,
that is to 1958 and earlier, when the students at Hornsey and elsewhere would
have been in primary schools being inducted into their anarchistic attitudes. ..
there was a move towards ‘free activity’ or modern methods, in the late
1040s... but... the 11-plus examination was still the rule throughout the
country... The students of 1968 were the product of the streamed, divided,
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hierarchical system from which we only began to emerge in a significant way
1n the mid 1960s (pp.8-9).
It seems that the epistemological counter-revolution witnessed in the Turkish
educational system in the aftermath of the 1980 coup resembled similar changes, as

a response to political radicalism that had appeared over a decade earlier in Europe.

However, 1n 1976, ‘the massive publicity given by the media to Bennett’s (1976)
study represented as a condemnation of so-called ‘informal’ methods in the primary
school’ (Galton et. al., 1980a, p.41). Bennett et. al., (1976) suggested that
formal teaching fulfils its aims in the academic area without detriment to the
social and emotional development of pupils, whereas informal teaching only

partially fulfils its aims 1n the latter area as well as engendering comparatively
poorer outcomes 1n academic development (p.162).

The publicity against the primary revolution (as perceived) ‘formed the background
to Prime Minister Callaghan’s Ruskin speech (autumn 1976) warning against certain
current tendencies in education’ (Galton et. al., 1980a, p.41). Following Callaghan’s
speech (1976), Primary Education in England (usually reterred to as The Primary
Survey) was published in 1978. The survey found that “teachers were increasingly
successful at teaching basic skills’ (DES, 1978, p.111). The survey (ibid.) reported

that

The lack of progression and the amount of repetition 1n the work 1n geography
and history probably result from a lack of planning...over 40 per cent of the
schools had schemes of work 1n science but there was little evidence of these

programmes being implemented (p.113).

The survey also found that ‘single age classes made better progress than mixed age
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classes’ (ibid., p.120). In general, teachers were more successful in matching less
able children’s work than the able children’s work across all subjects and ages’
(ibid., pp.86-7,115). The survey (ibid.) made the following recommendation:
The immediate aim, especially for the average and more able pupils, should
probably be take what 1s done to greater depth rather than to introduce
content that 1s new to primary education. To do this it 1s important to make
full use, on behalt of schools as a whole, of teachers’ strengths and to build
on the existing knowledge of individual teachers without losing the
advantages that are associated with the class teacher system (p.126).
On the 1ssue of class teacher system the survey (ibid.) reported that
The evidence clearly suggests that difficulty arises because individual
teachers are trying to cover too much unaided. Some fairly modest re-
adjustment of teachers’ roles would allow those with special interests and
gifts to use them more widely, as is shown in some classes where particularly
successful work 1s done (p.vii1).
Actually, the survey revealed marked inconsistencies in the curriculum and argued
for greater uniformity and consistency, and in 1979 the DES Report Local Authority
Arrangements for the School Curriculum set out LEA replies on areas of the
curriculum considered by the DES as central to greater effectiveness and unitormity
(Gammage, 1988, p.37). Education 5 to 9 was published in 1982 by the DES. The
survey took place between Easter 1978 and July 1979 and is based on inspection of
R0 5 to 8 or 9 schools. The survey indicated that ‘nearly all the children made a
satisfactory start in learning to read, write and calculate. The development of
language and mathematical skills was variable and the skills practiced were
sometimes not well-matched with the children’s ability to use them’ (DES, 1982,

p.57). In fact, both surveys reported similar findings but in contrast to the findings of

the Primary Survey ‘there was more evidence in the first schools of work intended to
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help children to understand the physical and natural world which mi ght have

developed the children’s skills of observation and led to early scientific

understanding’ (ibid., p.57).

In 1985, Better Schools was published representing the government view on

education and the government believed:

There 1s a wide agreement that the content of the primary curriculum should,
in substance, make it possible for the primary phase to: place substantial
emphasis on achieving competence in the use of language; place substantial
emphasis on achieving competence in mathematics; introduce pupils to
science; lay the foundation of understanding in religious education, history
and geography, and the nature and values of British society; introduce pupils
to a range of activities in the arts; provide opportunities throughout the
curriculum for craft and practice work; provide moral education, physical
education and health education; introduce pupils to the nature and use 1n
school and in society of technology; give pupils some insights into the adult
world, including how people earn their living (HMSO, 1985, p.20).

The Government view, on this point was very strong and clear, and 1t was offering a
broadly based national curriculum having ideas from previous surveys expressing
that ¢ the 5-16 curriculum needs to be constructed and delivered as a continuous and

coherent whole, in which the primary phase prepares for the secondary phase, and

the latter builds on the former’ (ibid., 21).

It is interesting to note that changes in English education which were undertaken by

the Thatcher Government, in the Eighties, as will become apparent, show a striking

similarity to those in Turkey during that same decade. This is true in relation to both

changes in the curriculum and in the lowering of the status enjoyed by the teaching

profession.
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During the late 1970s and 1980s, HMI acted as an agent 1n promoting discussion of

the curriculum through a series of documents (e.g. Curriculum 11-16 DES, 1977,

The Primary Survey DES, 1978, Education 5-9 DES, 1982: and The Curriculum

Matters DES, 1984, 1985a) (Pollard et. al., 1994, p.16). According to Pollard et. al

(ibid.):

Innovations appeared with gathering rapidity and variety throughout the
1980s [, and s]uch innovations of the Conservative governments of the 1980s
and early 1990s show the influence of small but active pressure groups...
| These groups] specialized in saying the unsayable, but there was an uncanny
pattern in the ways in which their ideas were converted into legislation and

became taken for granted (pp.16-7).

HMI surveys and academic research both show that before the 1988 Education

Retorm Act the national picture of curriculum practice revealed that primary

education remained elementary. As Campbell (1993) 1dentifies that

The curriculum was narrow, emphasising literacy and numeracy through
repetitive exercises; despite encouragement, work in science was patchy and
haphazard; standards in social subjects were lower than might be expected;
pedagogy was often characterised by undifferentiated focus on the pupils in
the middle levels of attainment within a class, and expectations of the able

children were undemanding (p.87).

Before implementation of the National Curriculum, Helsby and MecCulloch

(1997.p.2) report that there was a widespread understanding of having a national

curriculum not only in England but also in number of countries such as Japan,

Australia, Scotland, the USA and Sweden. Economic crises were linked to

education. In a sense, failures applying progressive methods in primary education

forced governments to dictate various national curricula. They (ibid.) say that while

‘the governments of countries such as Sweden and the USA have chosen a gradual
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and progressive approach, conferring widely, emphasising the role of teachers in
helping to develop an agreed curriculum’, others ‘adopted a much more aggressive
stance, involving minimal consultation, strong central prescription and draconian

systems of assessment and accountability’ (ibid.).

Between the late 1980s and the early 1990s ‘as the so-called “Three Wise Men’s
Report” showed’ that ‘the system of primary education in England was, structurally
and qualitatively, extremely diverse’ (Alexander, er. al, 1992, p.7). There were
infant (4/5-7), first (4/5-8/9), infant and junior (4/5-11), junior (7-11), first and
middle combined (4/5-12), and middle deemed primary and class sizes showed
considerable variations: fewer than twenty and more 36 for some classes. There
were also important differences in the ways schools went about their task of
educating pupils. There was an increase in whole-class teaching as pupils become
older; oral and practical work were given less emphasis and there was more time for
reading and writing (Alexander ef. al, 1992, pp.7-8). Alexander et. al. (ibid)
reported that ‘pupils of the same age in different schools may have experienced a
largely topic based curriculum, a subject based curriculum, or a combination of
topics and subjects’. They (ibid., p.8) also argued that primary schools preserved two
major features of elementary schools: ‘the first is a curriculum characterised by close
attention to the “basics” of reading, writing and number. The second 1s what was
devised as the most “cheap but efficient” means for delivering that curriculum, the
class teacher system’. They (ibid., p.43) identified “four broad teaching roles

available to primary schools’. (e.g. the generalist, the generalist/consultant, the semi-
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specialist and the specialist). They (ibid., p.44) suggested that schools should
consider ‘a combination of the four teaching roles.. with a tendency towards

specialisation in the upper years of Stage 2.

In 1988, the National curriculum was introduced in England and Wales under the
provisions of the Education Reform Act. Three ‘core’ subjects (English,
mathematics and science) were the central focus of the curriculum, together with
seven "foundation’ subjects (art, geography, history, music, physical education and
technology for the primary phase of education). Helsby and McCulloch (1997)
identity three phases of development in the National Curriculum in terms of
innovation, control and settlement:
In the stage of imnovation, outlines of the syllabuses for the National
Curriculum were drawn up by working parties in each subject, and then
introduced into schools. This involved high politics 1n the late 1980s at a time
when right-wing pressure groups were exerting increasing pressure on the
direction of educational reform. A major teachers’ dispute over pay (1984-
1986) ended in public confrontation and low morale among teachers, and
reflected scant sympathy for teachers’ claims on the part of the government.
Introduction of the National Curriculum was affected by these influences and

public discourses of derision. These also constituted major constraints and
influences for the National Curriculum Council, and the individual working

parties (pp.6-7).
‘Second was the phase of bureaucratic control over the curriculum, as the National
Curriculum asserted its new position 1n the schools. This phase was implicit 1n the
original design for the National Curriculum’ (ibid.). Attempts ‘to enforce for testing
seven and fourteen- year-olds’ by the Education Secretary created ‘a widespread
boycott by teachers. Over the longer term, control was maintained through the<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>