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ABSTRACT

This study highlights three main concerns in relation to history teaching in Turkish
secondary schools. The first one investigates student and practising history teachers’
and history teacher educators’ views on the existing Turkish secondary school
history curriculum and its implementation. The second concern is to explore the
perspectives of the same population about Europe and the European dimension in
history teaching. The last one deals with their suggestions on the improvement of the
history curriculum with the potential inclusion of the European dimension. These
issues are considered important, because the recent political developments
accelerating the process of Turkey’s integration into Europe indicated the necessity
for preparing the Turkish public for this purpose. History teaching in schools is one

of the channels to prepare Turkish youth to take a part in Europe through developing

their perspectives and abilities.

The methodological design of the study embraces both quantitative and qualitative
research methods. Questionnaires were completed by student teachers, practising
teachers and teacher educators from various secondary schools and three universities
in Turkey. Semi-structured interviews were carried out with a small number of
participants selected from the above three groups. The data are analysed to find out
the participants’ general views about the issues mentioned above as well as the
similarities and differences amongst the views of the three participating groups and

between student teacher and teacher educator participants from the three universities.

The results of the study show that most of the participants are critical of the existing
curriculum and the current practice of history teaching. Their criticism focuses on the
presentation of the aims and objectives of the curriculum, the selection of curriculum
content and pedagogical problems. According to the research findings, the
presentation of Europe and European history in the current curriculum is inadequate.
Furthermore, the participants’ disclosed varying views about European matters, but
their positive views about Europe related issues and a potential inclusion of the ED

in history teaching observed were encouraging.

Based on the suggestions of the participants, it is argued that the Turkish secondary

school history curriculum needs to be improved by including a European dimension.



Specifically, the aims and objectives of history teaching, the criteria for the selection
of curriculum content, pedagogy and history teacher education programmes should
be shifted from the existing traditional approach to the new critical and skill-based
approaches. In other words, this study argues that the purpose of history teaching is
not to develop a particular identity or citizenship consciousness through the
transmission of predetermined content knowledge. Instead, it suggests that history
should be taught to enable learners to develop historical and critical thinking skills
through exercising and utilising the methodology of history, which help them

orientate themselves in local, national, European and global contexts.
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CHAPTER ONE

THE SCOPE AND PURPOSE OF THE STUDY

Turkey’s long standing application to become a member of the European Union (EU)
was recognised by the EU members in 1999 at the Helsinki Summit, where the EU
declared Turkey’s candidacy for full membership. This brought up the question of
Turkey’s political, economic, social and cultural integration into Europe. Among these
elements, the social and cultural integration of Turks is considered problematic because
Turkey has a mainly Muslim population and its historical and cultural background is
different from the rest of the EU. The challenges here are how Turks perceive Europe
and Europeans in the context of history and how Europeans define and form their
conceptions of Turks. Despite the fact that Turkey has adopted policies of
modernisation, taking western civilisation as its model of development for over a
century, the mutual perceptions of Europe in Turkey and Turkey in Europe still depend
on social and cultural factors stemming from history. Naturally this has implications for
the construction of historical accounts about ‘the self” and ‘others’ and particularly

transmitting these accounts to the next generations.

The integration process of Turkey that was put into practice after the Helsinki Summit
required Turkey to carry out essential transformations concerning legislative and
economic issues including its educational system. The history curriculum and history
teaching in secondary schools constitute two problematic areas within the sphere of
Turkish education that require attention and improvement. These two areas have been
critiqued by many authors. The critics comment that the history curyiculum and history
teaching are insufficient, out of date and do not give pupils an objective perspective of
history encouraging them to become conscious and critical citizens in a developing
society (Dilek, 1999; Kabapinar, 1998; Demircioglu, 1999; Tekeli, 2000, Silier, 2003).
Furthermore, the formation of the history curriculum and history teaching in schools is
considered crucial for the process of Turkey’s integration into the EU, since they are

closely linked to individuals’ perception of Europe.

Moreover, as Safran (2003) points out, the realities of the Turkish history curriculum
and the recommendations on history teaching made by the Council of Europe (COE) in

2001 (COE, 2001) demonstrate almost completely opposite perceptions and



perspectives of history teaching. The inclusion of a European dimension (ED) in the
Turkish history curriculum might be considered appropriate to develop a better
understanding of Europe and European history during the processes of Turkey’s
integration into the EU. In this study, the concept of the ‘ED’ is used to refer to an
awareness of Europe and European matters, and to consider them in relation to other
issues in local, national and global contexts. For example, the ED in history teaching is
used to refer to the place and importance of European history within a variety of
historical dimensions and contexts, and the pedagogical methods developed or adapted

in various European countries to form objective, fair, tolerant and peaceful approaches

to history teaching.

The main hypothesis suggested in this study is the potential inclusion of an ED in the
Turkish history curriculum. Data obtained from questionnaires and interviews are
examined in order to explore the implications of this hypothesis for improving the
secondary school history curriculum, pedagogy and the education of history teachers.
This chapter provides the context of the study by examining the influence of
westernisation in Turkey. Then it introduces brief general information about Turkey and
its education system. Global and European issues including Turkey’s position within
these broader political and educational contexts are considered next. The second half of
the chapter details the development of the research topic, including a definition of the
research area, an outline of the research questions together with some personal

reflections. Finally, the structure of the thesis is outlined.

The following section describes how Turkey has been influenced by the West.

1.1. Turkey’s Journey to the West

Located in Anatolia since 1071, a place witnessed to many civilisations of ancient
times, Turkey has been a bridge between Asia and Europe since even before the Turks
arrived from Central Asia. Coming from the high steppes of Central Asia, the Turks did
not see Anatolia as the final destination of their journey towards the west. The

legendary ideal of the ‘Red Apple’2 drove Turks from east to west, from Central Asia to

' The Battle of Malazgirt between Seljuk Turks and the Byzantine Empire on 26 August 1071 is accepted
as the beginning of Turkish history in Anatolia.

? Turkish wording of this ideal is ‘Kizil Elma’ which is described as a legendary ideal amongst the Turks
that symbolises the idea of ruling the world. The ‘Red Apple’ itself was imagined as a pure gold,
spherical object being located on a throne or in a temple in a place or country which the Turks could

-2-



Anatolia and the Balkans and from Egypt to Algeria in North Africa. Although it was
attributed to the archetype of ‘spreading the word of God in order to provide peace and
justice in the world’? after the Turks converted to Islam, the ‘Red Apple’ ideal

continued to influence Turks for many centuries.

The Turkish flow towards the west conducted by the Seljuks® and the Ottomans’
continued until the end of the seventeenth century when the Ottoman Army was stopped
outside Vienna in 1699. The Turkish domination in Central and Eastern Europe was
maintained for a period and then started its regression which ended after the defeat by
the Allies in the First World War. The defeat of the Great War not only signalled the
end of Turkish withdrawal from Europe, but also proclaimed the forthcoming collapse
of the Ottoman Empire by putting its government under the mandate of the Allied
powers. This process led to the Turkish War of Independence and consequently the
foundation of the new Turkey. Under the leadership of Mustafa Kemal, the Turkish War
of Independence was carried out against the Allied powers and Greek Armies from
1919 to 1922 and ended with the defeat of the Greeks. After the Lausanne Treaty the
foundation of the new Turkish Republic was declared in the remnants of the Ottoman

Empire on 29 October 1923.

However, Turkish enthusiasm for the west was ongoing. Starting from the eighteenth
century, the Turks tried to modernise the army, the navy and other state organisations in
a similar way to how those developments had been carried out in European countries.
The modernisation of government offices based on western bureaucratic model in the
nineteenth century was followed by many economic and social reforms taken from
European models. The new republic also turned its face to the west by taking European

civilisation as a model for its developments. The adaptation of law systems from

reach by going towards the west. This object was symbolised as a sign of victory or sovereignty. It was
also attributed to the places that were chosen to be conquered. For more information, see Gokalp, 1989.

* This ideal was conceptualised as ‘Nizam-1 Alem igin fla-y1 Kelimetullah’ in old Turkish and aimed to
spread the word of God (Allah) in order to provide peace and justice in the world. It was described as an
action against impiety and disbelief by defending the beliefs of God’s existence, oneness, eminence and
outstandingness and the superiority of the Koran. This idea is attributed to the Sultan or the leader of the
Muslims, the role of the representative of Allah on Earth and gave him the authority of ruling the world
and spreading the word of Allah in order to reach divine peace and justice.

* Seljuks, a Middle Eastern state firstly established in the geography of today’s Iran by Turks in the 11"
century. Then it was extended through many parts of the Middle East and divided into many parts
between the members of the dynastic family. Its successor in Turkey’s geography called Anatolian Seljuk
State ruled until the second half of the 13" century.

5 The Ottoman Empire was founded in a small part of north-western Anatolia at the end of the 13®
century and widened through all Western Anatolia, Thrace and some parts of the Balkans. The Ottomans
then captured Constantinople from the Byzantium in 1453, Its expansion continued until the 17" century
and included many parts of the Middle East, North Africa, some parts of Caucasus, Crimea, the Balkans
and Eastern Europe and some parts of Central Europe.

-3-



European countries, the transition from Arabic to Latin script, the acceptance of
secularism as one of the basic principles of the new state are a few of the examples
demonstrating the influence of western civilisations on Turkey within recent history.
The transformation of the education system was an important step, which was
considered a driving force for the further reforms. The transition to participatory
democracy by having the first free elections in 1946 was another milestone in Turkey’s

move toward the west.

The country has been trying to get closer to the western world and to find a place in the
new world order for many decades. Its involvement in the United Nations (UN), the
North Atlantic Treaty Organisation (NATO), the United Nations Educational, Scientific
and Cultural Organisation (UNESCO), the COE and many other supranational and
international organisations is the indicator of Turkish intent to earn a place in the
international community and civilisation. Turkey’s application to become a member of
the EU also demonstrates the country’s dream of an enhanced future integrated within
western civilisations. Nevertheless, neither the journey of the Turks towards the west in
the past nor the processes of Turkish integration into the western world since the
foundation of the new republic progress smoothly. There have always been opponents,
problems and challenges coming from outside the country as well as those arising from

within Turkey itself.

On the one hand, while some groups in the international community, particularly in the
west, support Turkey’s process of getting closer to western civilisation and its
participation and integration in the wider global community, others oppose this process.
The pro-Turkish groups argue that Turkey’s modernisation and its integration to modern
civilisation can set an example for other societies and countries in the Middle East and
Asia, particularly for Islamic countries. However, the anti-Turkish groups maintain that
Turkey does not fulfil the requirements of democracy, human rights and other
conditions of modern civilisation. Therefore, it should not be given a prominent place in

the modern world order.

On the other hand, there is another version of this political and intellectual clash which
has been going on amongst Turkish politicians and intellectuals for decades. While
some uphold that Turkey’s future is dependent on its integration and participation in
modern civilisation and the new world order, others contend that Turkey’s

independence and sovereignty are more important than any other issue. This second



group views the development of global organisations and international communities as a
trick of imperialism and regard the issue of Turkey’s participation in a broader
community as a threat towards Turkey’s existence. Further contextual information about

Turkey will be discussed in the next section.

1.2. Turkey: general information

Turkey, the nucleus of the old Ottoman Empire, lies between Asia and Europe as a
cultural and geopolitical focal point. Turkey was established as an independent republic
in 1923, with Mustafa Kemal, the leader of the War of Independence, becoming the first
president. The republican period introduced a secular constitution and many other
important changes for the westernisation of the country. Some of those important
changes were the abolition of the caliphate, the launch of the secularised academic
curricula, the replacement of Arabic script with Latin, westernisation of the legal system
and giving of suffrage and equal rights to women. The process of democratisation also
brought a market economy, which has endured throughout most of the post war period.
Nevertheless, Turkish democracy has had several interruptions by its military in the last
45 years. Although in all cases the military returned political power to the civil
authorities, their influence on Turkey’s political structure still exists. As a result of
military interventions, the Turkish Army still has had influence on political structure
particularly by means of the National Security Council (NSC), which was established
after the 1960 Military Coup, and strengthened by the 1982 Constitution brought into
force by the leaders of the 1980 Coup. The NSC acts as an advisory body to government

particularly on constitutional matters and national security issues.

Turkey’s political structure is described as a parliamentary democracy based on the
principle of the legal separation amongst the systems of judicial, legislative and
executive powers. In practice however, the executive and legislative powers normally
come together under the authority of the ruling political party or coalition. According to
the 1982 constitution, the leader of the political party that gains the majority of seats in
the parliament is given the authority of setting up the government. Turkey has a
unicameral parliament of 550 members directly elected for a five-year term. Only
parties gaining more than 10% of the national vote are eligible for seats in parliament.

Head of state, the president is elected by an absolute majority of the parliament for a

seven-year term.



In the earlier republican periods, Turkey’s economy was out of the government’s
control and was mainly based on agriculture. However in 1931, the ruling Republican
People's Party adopted étatisme as Turkey’s official economic strategy. According to
this programme, individual enterprise was to retain a fundamental role in the economy,
but active government intervention was seen as necessary to boost the nation's welfare
and the state's prosperity. The strategy of étatisme promoted industrialisation in the
country under the government’s control. This policy controlled the Turkish economy
until the early 1980s. The liberalisation of the Turkish economy then began leading to
the growth of the private enterprise in various sectors of the economy such as industry
and services, together with agriculture. Currently, Turkey’s economy is mostly based on

services industry and agriculture.

The official language is Turkish, spoken by the majority and the mother tongue of about
82 percent. Approximately 17 percent of the population speak Kurdish. Arabic or some
Caucasian languages, Hebrew, Greek and Armenian are also spoken by small minority
groups. Turks ethnically constitute at least 80 percent of the population; Kurds form
around 10 percent. Other minorities include Arabs, people from Caucasus countries,
Doénme, Greeks, Jews and Armenians. About 99 percent of the population are nominally
Muslim, the majority of whom are Sunni Muslims. Alevi (Shia) Muslims constitute
approximately a quarter of the whole population. In Turkey, migration from rural areas
to major cities has been a phenomenon for the last forty years mainly because of
economic reasons. Therefore, despite the fact that the urban areas are far more
populated than rural areas, the urbanisation process of Turkey is still in progress. It is a
consequence of this that most people in the urban population live in the underdeveloped

peripheries of big cities.

The next section introduces the Turkish Education System (TES) briefly.

1.3. Education in Turkey

One of the biggest reforms adopted after the foundation of the republic was in the field
of education. The 1924 Law of Unification of Education unified the TES by closing
religious schools, eliminating religious teaching from public schools; and putting all
schools under the authority of the Ministry of National Education (MONE) (Akyiiz,
1999). The MONE was given the responsibility of opening new elementary and

secondary schools and other institutions, running those institutions and developing them



in accordance with the country’s modernisation policy (Handbook of Primary Education
in Europe, 1989). The unification of education was not only seen as a means of
modernisation of the country but also acted as an apparatus for the process of
secularisation, which was one of the basic principles of the new republic (Berkes,
1964). The foundation stones of the development process of TES are:

I-  Ending of religious schools and the establishment of secularised ones (1923).

2-  Acceptance of Latin characters (1928).

3- Making primary education compulsory for5 years for those under the age of 15 and making
literacy courses compulsory for the 15-45 age groups of men and women (1929).

4-  The establishment of the first university (University of Istanbul) by reorganizing the Ottoman
University (Daru'lfiinun-i Osmani) in 1933.

3-  The extension of compulsory education from five years to eight years (1998).

The unification also led to the centralisation of the education system under the
administrative control of the MONE. The responsibilities of the ministry are varied,
from the establishment of the curriculum to the design, building and maintenance of
schools. Some other important duties of the ministry are the co-ordination of different
areas of work of private and voluntary educational organisations, the provision and
development of the educational materials and the training and employment of teachers.
They are carried out by central branches and local agents of the MONE (OECD, 1965).
Beside the structure of the ministry, there is a supreme advisory body called the
‘National Convention of Education’ (NCE). It is convened every year by the MONE
and makes suggestions on almost all matters related to education. Its members are
invited from universities and higher offices of the government. On the other hand the

other advisory body, the ‘Board of Education’ is a permanent organisation within the
MONE.

Education at all levels is financially supported by the central government. Educational
budget constitutes approximately ten percent of all public spending. Local associations,
social, cultural and industrial organisations, and individuals also provide funding for
building and maintenance of the schools. Every school also has associations that cover

some of their expenses, such as the School and Family Union.

The purpose of the TES is to increase the welfare and wellbeing of Turkish citizens and
Turkish society, to support and facilitate economic, social and cultural development in
national unity and integration and to make the Turkish nation a constructive, creative
and distinguished partner in modern civilization (MONE, 2001). According to the Basic

Law of National Education the general objectives of TES are:



A. To bring up each member of the Turkish nation to be a citizen devoted to Atatirk’s reforms
and principles and Atatiirk’s nationalism as expressed in the constitution; who adopts, protects
and promotes the national, moral, human spiritual and cultural values of the Turkish nation; who
loves his family, nation and country and always tries to advance them; who is aware of his duties
and responsibilities towards the Turkish Republic, a democratic, secular and social state
governed by the rule of the law, based on human rights and basic principles set forth in the
preamble of the constitution: and who makes this awareness a part of his behaviour.

B. To bring up all Turkish citizens as constructive, innovative and productive individuals who are
balanced physically, mentally, morally, spiritually and emotionally;, who have sound personalities
and characters; who are free and scientific-minded with broad, world-wide perspectives; who
respect human rights and value personality and initiative; and who have a sense of responsibility
towards society.

C. To prepare all Turkish people for life by developing their interests, talents and abilities to
enable them to acquire the necessary knowledge, skills, attitudes, habits of cooperation and

professional skills to make them happy and enable them to contribute to the welfare of society
(OECD, 1989).

In summary, the objective of education is to train good people, good citizens and
qualified manpower. According to the same law, the principles of TES are: Universality
and equality, individual social needs, orientation towards an integrated society,
educational rights, equality of educational opportunity for all, continuity, Atatiirk’s
reforms and principles, education for democracy, secularism, scientific approach, future
organisation, co-education, co-operation between school and family, and education

everywhere (Akkoyunlu,1991; OECD, 1989).

At the present time eight years of basic education is compulsory for all people between
the ages of six and fourteen. The cost is covered by the government, whilst there are
some private schools in the country. Basic education can be divided into three levels
according to the curriculum. The general aim of the first two years is to develop basic
skills of literacy and computation. From year three to year five the objectives of
education are: to learn the Turkish Language, history, geography, natural sciences,
maths, writing, music, sport, drawing and manual work. It is expected that students will
develop their skills and knowledge about these subjects and begin to learn a foreign
language in the last three years of basic education. On the basis of primary education the
largest single block of time is devoted to the Turkish language. Maths, sciences and

humanities are other important subjects.

The purpose of secondary education is to give pupils a minimum common culture, to
identify individual and social problems, to search for solutions, to raise awareness in
order to contribute to the socio-economic and cultural development of the country and
to prepare pupils for higher education, for a profession, for life and for business in line
with their own interests skills and abilities. “At secondary level, 2.3 million pupils are

being educated and 134.800 teachers are being employed in 6.000 education



institutions” (MONE, 2001: 65) in the academic year 2001-2002. Secondary education
follows basic education. There are many types of secondary schools, some private and
some state funded. Some offer general education and others are more vocational or
technical for a minimum of three years schooling.. Anatolian and Science high schools
only accept the pupils with higher academic abilities. Every pupil who has completed
his/her primary education can attend to one of these schools. Except in private schools,
this level of education is free in Turkey, however it is not compulsory. Besides, in order
to enrol in secondary schools, except general lycées, pupils are required to pass some
exams (local or nationwide) or at least obtain good grades. The general structure of the

TES, from nursery to postgraduate level, is shown in Figure 1.1.

The duration of education in general lycées is three years in total. At these schools
pupils are prepared especially for higher education. They have opportunities to develop
their knowledge and skills needed for different educational fields. Vocational high
schools provide a three-year education after primary school. They prepare pupils for a
vocational life in particular areas and for higher education. Vocational schools are
categorised as teacher training lycées, religious lycées, commercial lycées, and
vocational-industrial lycées and so on. The subjects and sections of technical lycées are
generally the same as in similar kinds of vocational high schools, but they provide four
years of high quality education. Anatolian lycées and other private lycées or colleges
have the same programme as in general high schools, but their medium of education is
mostly in a foreign language (generally English, French or German). They offer four

years of quality education with a wide-range of academic opportunities.

The curriculum of primary schools and lycées is generally determined by an agent of the
MONE. The Committee on Education and Instruction prepares the school curriculum
(Kaplan, 1999). However, some optional courses in the last three years of primary
schools and lycées are determined at school level according to the subject area of
teachers in the school and other opportunities. This decision is made by the ‘teachers
committee’ of the school, which is constituted by all teachers and administrators of the

school.
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Figure 1.1. General Structure of TES (taken from MONE, 2001)

The Turkish school curriculum is based on a mixture of theories developed in other

countries. Dilek (1999) indicates that the Turkish curriculum was firstly formed from a
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mixture of French encyclopaedism (classical humanism), Russian polytechnicalism,
American pragmatism (social reconstructionism) and Turkish nationalism. He explains

that:

... the curriculum theory was humanistic and knowledge-based which primarily aimed to give
cultural heritage ‘in terms of literature, music and history’ as in the encyclopaedic view. It was
designed to prepare good and productive citizens of the republic as in the polytechnic view. It
later advocated social reconstructionism because it was believed that education is a way of
improving society, and at the same time developing individuals as members of society laying
stress upon social values (Dilek, 1999: 24).

However, it must be considered that the Turkish curriculum blended all these
perspectives in the pot of Turkish nationalism (Kaplan, 1999), which was first
formulated as a systematic theory by Ziya Gékalp in the early twentieth century
(Turkish Review, 1989). Starting with the theory of classical nationalism, Gokalp’s
theory of national utopianism was established to unify the Turkish public and the new
nation-state and to create a new vibrant society, which would be based on the dynamics
of the Turkish nation, the religion of Islam and European civilisation (Turkish Review,
1989). As a reflection of Gokalp’s position, a theorist and educator, this perspective had
a big impact on the formation of the first Turkish school curriculum in the mid 1920s
and still has impact on the TES. Nevertheless, the components of Gékalp’s theory were
slightly changed later as it started to lay stress on secularism instead of the unifying role
of the Islamic religion (Dilek, 1999). As explained in chapter three, the concept of
Turkish nationalism has influenced the formation and development of the history
curriculum, but the perspective of nationalism concerning history and history teaching

in Turkey has shifted over time.

The broader issues of globalisation and Europeanisation, and their implications for

education in a general sense are considered in the following section.

1.4. Global and European Issues and their Implications for Education

In a broader context outside Turkey, the second half of the twentieth century witnessed
rapid economic, political and socio-cultural changes in the world which led towards a
more international and interdependent structure of society. It has been argued that the
principal drive of those changes was mainly due to financial and economic reasons
since the growing local, national and trans-national economies were considered the
cause for interdependent societies, nations and countries (Priestley, 2002). However, the

role and impact of the drastic results of World War Two in these processes towards

-11 -



unification and integration of a broader community should not be ignored. These
changes, mostly initiated in financial and economic structures, inevitably influenced
other areas of human life, particularly in political and social spheres, and are defined as

‘globalisation.” Giddens defines the social eftects of globalisation as:

... the intensification of worldwide social relations that link distant localities in such a way that

local happenings are shaped by events occurring many miles away, and vice versa. This is a

dialectical process because such local happenings may move in an obverse direction from the

very distanciated relations that shape them. Local transformation is as much a part of

globalisation as the lateral extension of social connections are across time and space (cited in

Priestley, 2002: 174).
As the above shows, globalisation itself, and by means of its agents, such as trans-
national and regional groupings, supranational organisations and multinational
corporations has had impact on many local and national settings. Among them, impact
on the nation states in general, and upon education systems in particular, was considered
to be the most important issue (Priestley, 2002). Green (1999) states that globalisation
caused nation states to lose their absolute sovereignty in political and economic areas.
Thus many nation states turned to education as the setting in which they could still
maintain control and demonstrate their power (Ding, 2001). According to Goodson
(1995) the introduction of centralised national curricula in several countries from the

beginning of the 1990s emerged as nation states’ reaction to globalisation.

While nation states chose the control of education as a response to the growing
influence of globalisation, some international organisations approached education from
a different perspective (Ozbaran, 2002). They considered education as an instrument for
developing mutual relationships between various countries. Among those international
organisations, UNESCO and the COE are the most prominent ones. In its constitution,

the purpose of UNESCO’s foundation is described as:

...contribute to peace and security by promoting collaboration among nations through education
and science and culture in order to further universal respect for the rule of law and human rights
and fundamental freedoms which are affirmed of the world, without the distinction of race, sex,
language or religion. (cited in Slater, 1995: 60)

To achieve those goals, UNESCO initiated many projects aiming to promote education
for international understanding by focusing on the themes of the countries and cultures
of the world, people and their environment, human rights, and other general world
problems (Ozbaran, 2002). One of the areas covered by the work of UNESCO was
history teaching in schools and history textbooks, because history teaching was not only
considered as the cause of many problems between nations but also as having a

potential for developing international understanding. Besides UNESCQ, the COE and
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the EU as multinational organisations are associated with work on developing

international understanding and tolerance in the European context (Low-Beer, 1997).

Communication, co-operation and integration amongst European countries and nations
have been important issues especially since the end of the Second World War. After
1945 Europe was politically and economically shattered. The balance of powers in the
continent was drastically changed. Another fundamental problem was to overcome and
avoid the remains of the disasters of the immediate past. The answer to all these
problems was positioned in the promotion of European collaboration and integration
(We=ver, 1995). As Waver (1995) puts it, Jean Monnet, the initiator of the idea of a
united Europe, proposed a broader integration between European countries than merely
economic co-operation. Similar to Monnet, Jacques Delors, a former president of the

European Commission, stressed the importance of social integration in Europe:

Completion of the internal market, a central element of European integration, will become really
meaningful only if it brings balanced economic and social progress within the large frontier-free
area... [These] will not be enough to make Europe a tangible reality. Each and every Community
citizen needs to feel bound by the links which unite European society (in Lodge, 1989: 303).

Manuel Castells (1998) on the other hand, argues that the idea and the progress of
European integration or unification were at first based on defensive reactions rather than
economic motives or community and humanity ideals. European integration is also
considered as an agent of globalisation as well as a reaction against it (Anderson, 2000
Castells, 1998; Pieterse, 1995). Communication and co-operation between European
states, particularly of Western Europe, have led to the establishment of various treaties,

organisations and institutions. Among them, the EU and the COE are the most

important ones.

After World War Two, the EU or with its earlier name the European Economic
Community (EEC) emerged as one of the most prominent international organisations,
established to put an end to wars between different European nations, to reduce political
and socio-cultural disagreements, to rebuild economies and to establish trust (Peck,
1997). Founded as the European Coal and Steel Community (ECSC) in 1951 by
Belgium, West Germany, Luxembourg, France, Italy and the Netherlands (Peck, 1997),

the EEC was institutionalised as an economic power after the Treaty of Rome in 1957.

The community increased its size by accepting Denmark, Ireland and the United
Kingdom in 1973, Greece in 1981 and Spain and Portugal in 1986 as its new members.

The Maastricht Treaty of 1992 turned the community into the EU as a broader unity
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(EU, 2005a: http://europa.eu.int/abc/12lessons/index3_en.htm), not only addressing political

and economic competencies but also aiming to develop social and cultural relationships
to form a broader integration under the idea of European citizenship (Osler and Starkey,
1996). The EU was built upon the principles of the rule of law and respect for the rights
of individuals (Barthélémy, 1997). Its vision is to establish a new European citizenship
in order to respond to the European’s expectations (EU, 2005a:
http://europa.eu.int/abc/12lessons/index3_en.htm) It aimed to develop stable economies, to
raise standards of living, and to improve close relations between the member states by
removing trade barriers between member states and forming a "common market” (Peck,
1997). After its transformation to the EU, the size of the community continued to grow
by accepting Austria, Finland and Sweden in 1995, and Cyprus, Czech Republic,
Estonia, Hungary, Latvia, Lithuania, Malta, Poland, Slovakia and Slovenia in 2004 as
new member states (EU, 2005a: http:/europa.eu.int/abe/12lessons/index3_en.htm).
Currently the membership of the EU stands at twenty-five. Other countries have applied

for membership, Turkey being one of those countries. European integration on the EU’s

website is described as:

Economic and political integration between the member states of the EU means that these
countries have to take joint decisions on many matters. So they have developed common policies
in a very wide range of fields - from agriculture to culture, from consumer affairs to competition,
from the environment and energy to transport and trade (EU, 2005b:

http://europa.eu.int/abe/index_en.htm).

The objective of integrating member states directed the educational focus of the EU
from a sole context of vocational training and exchanges to broader educational areas.
The importance of economic, social and cultural areas for developing the ED and
preparing the future citizens of Europe were the main drive of this objective. Article 126
of the 1992 Maastricht Treaty (Appendix C) revealed the Union’s interest in
establishing co-operation between member states to improve the quality of education by
supporting and supplementing their action, while considering and respecting their
institutional, cultural and linguistic diversity. The objectives were put into practice by
the introduction of a number of educational programmes and projects initiated and

funded by the EU (EU, 2005a: http://europa.eu.int/abe/12lessons/index8_en.htm).

Furthermore, the COE is one of the international organisations aiming to develop
relationships and collaboration among nations and countries in Europe. Founded in

1949, the COE is the oldest contemporary European-wide political organisation. The
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number of its members (forty-six in 2005) is higher than that of any other European

organisation today. The mission of the COE is to:

... defend human rights, parliamentary democracy and the rule of law in Europe; to develop
continent-wide agreements to standardise member countries' social and legal practices; and to
promote awareness of a European identity based on shared values and cutting across different

cultures (COE, 2005: http://www.coe.int/T/e/Com/about_coe/).

Another important duty of the Council is to establish optimal conditions for a calm,
critical and constructive dialogue amongst member states (Barthélémy, 1997). Audigier
(1993: 16) adds that “reaching the rules of social life and interiorising in a critical way
the rules of wishing to live together” are the other tasks of the COE. Since its
establishment, the COE has not only increased its membership size but also widened its
missions, influence and institutions around the continent. The establishment of the
Council for Cultural Co-operation (CDCC) in 1961 (COE, 2005:

hitp://www.coe.int/T/e/Com/about_coe/) was one of the important steps towards the COE’s

work on education, culture, youth and sports.

Many of the Council of Europe’s initiatives have taken education at their centre.
Education for democratic citizenship and human rights, and history teaching are two
main themes that the Council has given priority to for many years. Starting from 1953,
the Council of Europe has organized many conferences and initiated various projects to
develop history teaching in European countries. The initial attempts carried out by the
Council were mostly on the selection of content in history textbooks, the definition of
the aims and function of history teaching, and the eradication of bias and prejudice from
history textbooks (Low-Beer, 1997; Slater, 1995). Another aspect was about developing
a European idea in history teaching in order to reach a shared approach to history and to
provide a European perspective of history teaching (Vigander, 1967). A European idea
in history teaching later turned into the pursuit of developing a European identity
(Ahonen, 2001) and a European citizenship (Slater, 1995) through formal education
with an emphasis on history teaching. Some other works of the Council focused on the
areas of history teacher training, the improvement of the conditions and quality of the
teaching and learning of history in a European context, developing resources for history
teaching, the place and importance of history teaching in human rights, civic and
political education, and its contribution for developing a multicultural approach (COE,
1995a; 1995b; 2001; 2002; Slater, 1995; Barthelemy et al, 1997; Pingel, 2001;
Stradling, 2000; 2003; Ecker, 2003a).
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The following section details Turkey’s position within broader political and educational
contexts considering recent developments in Turkish education with some emphasis on

educational problems, particularly those of history teaching.

1.5. Turkey within broader Political and Educational Contexts

Being located on the eastern periphery of European geography®, Turkey has had close
political, economic, social and cultural relationships with many European countries
since its foundation as a republic in 1923. Once ruling the eastern part of Europe and
having superiority and dominance in European politics, Turkish politicians, intellectuals
and the Turkish public were influenced to consider Turkey as a part of Europe.
International politics of the nineteenth and twentieth centuries also intensified the
contentions and relations between Turkey and powerful European nations, which had
significant impact on the formation of modern Turkey, based on western ideas of
nation-state, republicanism, modernity, secularism and others. As a result of those
influences, Turkey has turned its face towards western civilisation, particularly to
Europe and has inclined to participate in European-wide political, economic and socio-

cultural organisations.

As a member of NATO, Turkey has played an important role in the defence politics of
the western world against the USSR-led Iron Curtain countries until 1989, and still
represents the power of NATO in southeast Europe. Turkey has also been a member of
the COE since its foundation in 1949, and participates in most of its programmes and
projects. From 1959 Turkey has aspired to join the EU and formally applied for full
membership in 1986. However, since the beginning, Turkey has had many problems in
the application process. The most significant ones are its unstable and underdeveloped
economy, the issue of Cyprus, the influence of its army in domestic politics, the internal
policies against separationist terrorist groups and its poor image regarding the issue of
human rights. After Turkey’s initiatives and progress in improving its situation, the EU
officially declared Turkey as a candidate for full membership in 1999 at the Helsinki
Summit. The EU again approved Turkey’s progress between 1999 and 2004 and
decided on 17 December 2004 to start negotiations with Turkey in October 2005. From
its first application to today, Turkey has been trying to develop itself according to the

° The geographical definition of Europe is abstruse as well as the political and cultural ones. These issues
are discussed in chapter two in detail.
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EU standards by introducing laws and regulations required by the EU in many different
areas and putting them into practice, to improve its economy particularly in recent

years, and to complete reforms in several other areas.

One of the areas in need of reform was education and training, and this involved almost
half of the country’s population. The improvement of the physical conditions of schools
and universities with the help of the World Bank and volunteers is supported by the
extension of compulsory education from five years to eight years in 1998. The
expansion of universities starting from 1992 was also initiated with the objective of
improving the country’s human capital. These reforms carried out in education have had
impact on the country’s recent developments, but have not covered all the problems and
insufficiencies of the TES. For example, many schools in the country are still lacking
space to accommodate the number of pupils. They therefore, apply a ‘shift system’ in
which some classes attend school from early morning to lunch time, whilst the others
use the same school facilities in the afternoon. The other important problems are the
school curriculum being insufficient and outdated, lack of teaching materials and

resources, inefficient teachers together with an under-developed teacher training system

and so on.

The particular example of an outdated curriculum area that I wish to investigate in this
thesis is history. The secondary school history curriculum constitutes one of the areas
within education that needs attention and improvement in respect of Turkey’s potential
integration into Europe (Aydin, 2001; Tekeli, 1998). The issue of curriculum is also
related to history teaching and history teacher training. The main issues related to the
history curriculum are centralised around the formulation of the aims and objectives of
history teaching and the definition and selection of the content (Ozbaran, 1998; Aydin,
2001; Tekeli, 1998). The problems of history teaching are the overuse of textbooks
(Kabapinar, 1998; Tekeli, 1998); teaching methods and techniques, which are mostly
didactic, based on memorisation and rote learning (Dilek, 1999; Demircioglu, 1999;
Kaya et al, 2001; Silier, 2003); and the centralised nationwide university entrance
examination (Tekeli, 1998). The lack of qualified academic staff in history education
subdivisions, insufficient and inadequate pre-service teacher training particularly on
theoretical aspects of history teaching and teaching practice are defined as the main
problems of history teacher education in Turkey (Demircioglu, 1999; Tarih Vakfi,
2002). Apart from all these general issues that will be discussed in chapter three, the

space allocated to European history and the presentation and teaching of Europe in the
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curriculum and pedagogy form another problematic area of Turkish history teaching.
Bearing in mind all these issues and problems pertaining to the teaching of history in

Turkey, the next section describes how the research topic of this thesis was arrived at.

1.6. The Development of the Research Topic and Personal Reflections

The initial review of the literature on history teaching in Turkey indicated the lack of
empirical research in the area. Most of the studies carried out on history teaching in the
Turkish context were focused on the analysis and critique of history textbooks. Only a
few of the studies went further than the textbooks, and these were about history teacher
training and history teaching at the primary school level. It also revealed an urgent need
for research on the history curriculum and pedagogical aspects of history teaching at

secondary school level in Turkey.

Moreover, my readings, made me consider the state of the Turkish secondary school
history curriculum in a wider European context. My readings helped me to reflect upon
the place of Europe in the Turkish secondary school history curriculum and the ED in
history teaching within this context. This reflection took me back to my own school
experience and university education as well as prompting me to read and learn more

about the ED.

I remembered the history courses I took in my primary and secondary education of
which the contents were mostly selected from Turkish history and presented Turks and
Europeans as two poles of historical narratives. I checked the current history curriculum
and saw that nothing had changed in it, specifically in relation to the place and
perspective of Europe. My experiences as a student of history in a well-recognised
university also presented a parallel picture of Europe in the Turkish context. Although
the number of courses on European history in the department where I studied history
was more than in the secondary school curriculum, the perspective of Europe was
almost the same. I gradually developed a new picture of how Turks and Europeans were
presented in the context of history teaching. According to my conception, history was
introduced as a narrative of the struggle between ‘us’ and ‘the others.” The Turks,
whatever their names, roles or positions in history formed the side of ‘us’ while the

Europeans were mostly treated as ‘the others.’

Conversely, publications on the ED in education and history teaching in particular

demonstrated a completely different conception of history. In contrast to the Turkish
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conception of history teaching, the literature on the ED in history teaching placed an
emphasis on peaceful and tolerant approaches to history, aiming to develop
communication and relationships between various societies, cultures and nations (COE,
2001; Marchand and van der Leeuw-Roord, 1993; Stradling, 2001; Stobart, 2003; van
der Leeuw-Roord, 2004a). Therefore, it seemed unattainable to combine these two

approaches of history teaching.

However, the positive developments after the 1999 Helsinki Summit about Turkey’s
long standing application to become a full member of the EU aroused interest and
excitement amongst the Turkish public. This also had a significant impact on Turkish
people living abroad, particularly in European countries. Apart from the increase of
general interest and enthusiasm about Europe in Turkey, there were also many
initiatives for the improvement of political, legal, economical, cultural and social issues
in Turkey in preparation for a potential integration into the EU. The educational
dimension of change for the potential integration into the EU did not receive such

attention in the country (Erdogan, 2001).

As a Turkish student studying in England, my interest in the process of Turkey’s
application to become a member of the EU started to grow as a result of news I came
across everyday in the media, and my conversations with Turkish and non-Turkish
friends and colleagues. These encounters, together with the initiatives taken by the
Turkish government and non-governmental (civil society) organisations as preparation
for potential membership of the EU, stressed the place and importance of education,
particularly history teaching, in this context. My thoughts were mostly driven by the

general political-ideological views on Turkey’s potential membership of the EU in the

country.

On the issue of European integration, there have been two distinctive general
perspectives in Turkey that can be defined as pro-European and anti-European views.
The holders of pro-European perspectives argue that Turkey’s development and
democratisation inevitably depends on membership of the EU, which will initiate and
facilitate the processes of political, legal, economic and socio-cultural reforms and
developments. On the other hand, anti-Europeans evaluate the issue of EU membership
as a trick of western imperialism that will result in loss of national sovereignty
(Manisali, 2001). The supporters of the latter proposition also underline that the

recommendations, particularly in the areas of democratisation and liberalisation, set as
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the pre-conditions of European integration, contradict Turkish national policies, which

were developed against potential threats to constitutional order.

Although the anti-European view has existed for many years, the latest developments of
Turkish internal politics demonstrated the superiority of pro-European views. The last
two governments constituted by various political parties from different political and
ideological stand-points gave priority to integration in Europe, which is evidenced by
Turkey’s progress towards potential EU integration in recent years. However, like many
other people in or outside the country, I have observed in recent years that the
preparations done in political, legislative and economic matters have not had any
worthwhile impact on the social and cultural lives of Turkish people or on their
mentality. Millions of Turkish people have experienced philosophical swings between
pro and anti European perspectives. It is due to the fact that the attractiveness and
prospect of European integration were seen in opposition to the mentality in which
Turkish people were brought up with the ideas that ‘there are no friends or allies of
Turks on the earth other than Turks’ or “all sides of Turkey are surrounded by enemies.’
The above statements indicate the controversy between the direction that Turkey is

moving towards and the mentality shaped by the TES over recent decades.

Turkey needs to improve its human resources according to the requirements and
necessities of reforms and developments implemented for European integration in order
to put political, legislative and economical reforms and developments into practice, and
facilitate them. Education in all forms emerges as the best alternative for this purpose.
However, the characteristics and underpinnings of Turkish education did not seem to be
appropriate to bring up new generations of Turkish young people for integration and
participation in the European context. Therefore, Turkish education that was structured
to raise citizens for the nation-state was required to transform itself in order to educate
Turkish people as European and global citizens, who will be aware of consciousness

and responsibilities of the new roles and identities.

As a result of developments related to the process and procedures of Turkey’s potential
integration into the EU, the country needed to change the purpose and functions of its
educational system and educational establishments. Along with the changes needed in
legislative, governmental and ministerial levels, it was also necessary to change
understanding, standards and functioning of educational programmes in order to enable

Turkish people to acquire the consciousness and responsibilities of European
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citizenship. Educational practices and their philosophical underpinnings, together with
teaching and learning environments in Turkey must be reconsidered and reorganised to

meet the challenges of the process of European integration.

Having these ideas in my mind and sharing and debating similar and contrasting
perspectives of other colleagues on Turkey’s potential integration into the EU and
possible implications of this process in educational contexts also guided me to reflect on
my own field and focus: history teaching and the history curriculum. My initial thoughts
and concerns about the place, perspective and presentation of Europe in Turkish history

teaching led me to think of the Turkish secondary school history curriculum with a

different state of mind.

I asked myself ‘will it be necessary to change how the curriculum introduces history,
particularly the history of Europe or Turkish history in relation to European nations and
countries, and the way that we teach it, if Turkey joins the EU?’ this question created a
dilemma for me, because it would be ironic to present Europeans as the historical and
continuous enemies of Turks while trying to join the ‘Union of Europeans.’ Conversely,
the structure of the TES, the understanding and approaches of education in general and
history teaching in particular were designed according to the same political and
ideological perspectives constructed on the idea of nation building by means of
education. Therefore, any change in the presentation of Europeans would require

alterations of all those elements to Turkish educational domains.

I then discussed this issue with my friends and colleagues. Their answers to my question
increased the number of pros and cons as well as helped me to realise the potential of
this issue as a research topic. Particularly one of them, who worked as a history teacher

in a Turkish secondary school at that time, commented on this issue by saying that

We bring up new generations to realise the threat of the others, mostly Europeans by teaching
them what happened in the past. The representation of Europe and European cultures, societies,
nations and countries in the curriculum is only for filling the gaps or fulfilling the official
Sformalities. 7

Hearing this reflection from a history practitioner and similar ones from others
specifically made me realise that there is a difference between what Turkish history
teachers, at least some of them think about teaching European history and what is
foreseen in the curriculum. I became more inclined to focus on Turkey’s potential

integration in the EU and started to consider the situation of history teaching and

7 . .
Personal communication
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specifically history curriculum in this context as a research topic. I discuss the

development of my inquiry and the research questions next.

1.7. The Definition of a Research Area

After the consideration of historical, contextual, educational and personal matters, the
main research area was identified as the potential inclusion of an ED in the Turkish
secondary school history curriculum and its possible implications. Having been
identified as professionals in the field, the views of practising history teachers and
history teacher educators were thought to be the major contributors of data for the
empirical study. Furthermore, obtaining the views of history student teachers on the
issues under investigation was also essential because they represent prospective
members of the history teaching profession and citizens of Turkey in the future, which
will potentially be a part of an integrated Europe. Therefore, the empirical parts of the
study were designed to obtain Turkish practising and trainee history teachers and

history teacher educators’ views on the two main research questions presented below.

1. What are the views of Turkish history educators (student teachers, practising
teachers and teacher educators) to a potential ED in the secondary school history

curriculum?

I1. In what ways does the Turkish curriculum need to be changed to bring about a

better understanding of an ED?*

The main components of the empirical study, a broad questionnaire administered to a
large sample of the target population and semi-structured interviews carried out with a
smaller group of participants, both address all the research questions explored in the
coming chapters. This study is thought to be important because there are only a small
number of existing studies in the Turkish context examining the views of professionals
in the field of history teaching. Neither has there been an enquiry investigating the
secondary school history curriculum, particularly in relation to a potential inclusion of a
ED. Therefore, it will perform an important task in the field of history education
particularly in the Turkish context by not only providing empirical data and insight
about the secondary school history curriculum and a potential ED but also by posing

new questions of enquiry in relation to history teaching and the ED.

& The development of research focus and research questions are discussed in detail in chapter four.
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Furthermore, this research may be considered timely because in 2003, the Turkish
Government decided to develop the primary and secondary school curricula in order to
fulfil the requirements set as pre-conditions for Turkey’s potential integration into the
EU, and to reach the educational standards achieved in developed countries. The
processes of curriculum development and renewal have still been continuing in Turkey
including the secondary school history curriculum. For that reason, the results and
implications of this study will be helpful for providing assistance to those people and
institutions involved in the history curriculum innovation projects. It also aims to
provide some insights into the problems and potential of history teacher education in
Turkey that might be helpful for identifying the problems of this area and considering

potential solutions.

1.8. Structure of the Thesis

This thesis is divided into eight chapters. This chapter introduces the central and
subsidiary themes that will be examined throughout the thesis. The second chapter is
formed from the review of literature about Europe, including the ED in education and in
history teaching. The main areas included in the literature review are the work carried
out in history teaching in European contexts, particularly by the COE and the ED in
education in general and its place in history teaching. Chapter two also includes a
critical discussion of the concept of ‘European identity’ and the place of history
teaching in its formation. Chapter three reviews history teaching and its function and
purposes with a special reference to the relevant literature chosen from the UK context.
The change and development of history teaching in the same context is another area
covered in this chapter. Chapter three also talks about the state of the history curriculum
in Turkish secondary schools, the practice of history teaching and the education of

history teachers.

Chapter four explores the methodology, including the choice and justification of
methodological and ethical issues, the outline of the research design and the processes
of data collection and analysis. The fifth, sixth and seventh chapters present the analysis
of the quantitative and qualitative data together, using a thematic approach. Chapter five
introduces the analysis of data on the participants’ view of the present secondary school
history curriculum, the state of history teaching in Turkish schools and the education of

history teachers. The sixth chapter analyses the data on Europe, European history and
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the ED while chapter seven presents the analysis of data on the potential impact of an
ED on the history curriculum. The last chapter provides a discussion of the findings
obtained from the analysis of data with reference to the relevant literature. It also
presents the implications of this study for policy and practice and my concluding

remarks.

1.9. Summary

This chapter introduced the context of the study, starting from an examination of the
influence of westernisation in Turkey by considering global and European issues
including Turkey’s position within these broader political and educational contexts.
This chapter provided a discussion of the development of the research topic including a
definition of the research area, together with some personal reflections. It also
introduced two main research questions formulated to investigate Turkish history
educators’ views on a potential ED in the secondary school history curriculum and their
suggestions on how to change the same curriculum to bring about a better understanding

of an ED? The last section of chapter one presented the structure of the whole thesis.

The next chapter provides a review of relevant literature on the issue of the ED in

history teaching.
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CHAPTER TWO

THE EUROPEAN DIMENSION IN HISTORY TEACHING

I outlined in chapter one that Turkey has been looking for opportunities to join the EU
in order to put its long standing policies of modernisation and westernisation into
practice. The member countries considered Turkey’s application to join the EU
reasonable, but set many preconditions for Turkey to improve its political, social and
economic situations, including education. The Turkish government acknowledged the
demands of the EU by introducing new legislation to develop these situations in the
country, which is also expected to trigger the improvement of its social structure and
human capital. However, it is considered that changes in political, economic and
legislative levels will take a long time to be disseminated to the Turkish public and
consequently to be put into practice. As a result, preparing the Turkish public to be
aware of the potential that would be provided by EU membership and their rights and
responsibilities can be considered as an essential part of the integration process. One of
the means that can facilitate the preparation process is through formal education
systems. Within formal education, social subjects, such as citizenship and political
education, history, geography and foreign languages maintain the importance of

preparing the public in general, and school pupils in particular, for joining the EU.

As a school subject, history has an importance in shaping people’s perceptions of
themselves and their own background, whilst considering other people, countries,
societies and cultures. Hence, history teaching in Turkish schools has an effect on
Turkish people’s understanding of Europe and Europe related matters. However, as
discussed in chapter three, the current version of history teaching in Turkey makes a
sharp distinction between ‘us’ and ‘others’, and ‘national’ and ‘international’ matters
(Tekeli, 1998; Ozbaran, 2002; Silier, 2003) and consequently influences pupils’
perceptions of Europe and Turkey’s potential integration into the EU negatively. Based
on this point, it is thought to be useful to consider a potential inclusion of the ED into
the Turkish secondary school history curriculum in order to better prepare the Turkish
public for EU membership. The inclusion of the ED into the history curriculum can also
be evaluated as an opportunity to identify the current problems of the curriculum,
history teaching and history teacher education in Turkey and to provide alternatives for

their improvement. The principal aim of this study is defined as exploring Turkish
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history educators’ views on the potential inclusion of the ED in the secondary school

history curriculum.

This chapter seeks to present a critical review of the literature on the ED in education
and the ED in history teaching. It is divided into two main sections. The first one
discusses the ED in education as a broader issue starting from the discussion and
definition of Europe and the other terms and concepts shaping our understanding and
identification of Europe and the ED in education today. It continues with the
investigation of the ED in education. The second section explores the ED in history
teaching. This section includes the position of the ED in history teaching in the
formation of European identity, the change, development and current state of history

teaching in Europe.

2.1. Europe and the European Dimension in Education

As will be revealed in this chapter, the ED in education is a way of educating the new
generations about Europe and European matters in order to raise their awareness and
consciousness of being a part of Europe. However, it is thought essential to examine the
meanings of relevant concepts, such as Europe, European identity and European
citizenship which have been influential in the shaping of people’s understanding of
Europe today. Besides, it has been recognised that the idea of the ED in education is a
consequence of the processes and developments started in Western Europe more than a
half century ago and have radically been influencing and changing the shape of
education and particularly history teaching in the continent particularly in the last fifteen
years. The processes and developments mentioned are not only the results of the global
political and economic transformations but also the indicators of European-wide
movements towards greater unity and collaboration. Therefore, they have implications
for the ED in education in general, and history teaching in particular. It is thought to be

useful to examine the concept or the idea of Europe in relation to Turkey first.
2.1.1. What is Europe?

‘Europe’ was first used as a geographical term in ancient Greek sources to distinguish
continental Greece from the islands in the Aegean Sea. As Berting and Heinemeijer put
it “later on Hekataios, among others, divided the world into a western part. ‘Europe’,
and an eastern one: ‘Asia including Libia’, which is afterwards known by Romans as

Africa” (1995: 52). However the geographical definition of Europe has been attributed
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to various masses of land in different periods of history. For example, Barthélémy states

that:

... at the time of crusades, the crusaders believed that it [Europe] included the lands of the Middle
East. In 1453, with the creation of the Ottoman Empire, it stopped at the foothills of
Constantinople (1997: 13).

Europe as a geographical concept has been used widely following the nineteenth
century scientific perspective (Convery, 2002). However, there has never been an
agreement on positioning and borders of Europe. According to Coulby and Jones (1995)
there are differences between various geographical definitions of Europe, because those
definitions mostly have political, [historical (my addition)] socio-cultural or operational
motives to suit particular conclusions. The main contentious area of geographical
Europe is its eastern border. While some writers state that the natural border of Europe
in the east is the Ural Mountains, Caucasus and then the Bosporus and Gallipoli, others
exclude or include the whole of Russia, which once caused the emergence of the
concept of Euroasia, (Barthélémy, 1997) or draw different lines for the eastern border of

Europe (Waever, 1995). D. Peacock defines one of the conventional outlines of

geographical Europe:

Europe can be defined as the past, the present and the future of the peoples living in the
geographical area which stretches from the North Cape to the Mediterranean, from Iceland and
Cape Roca 1o the Urals (Peacock, 1982: 31 cited in Shennan, 1991: 28).

It is thought to be appropriate to make it explicit here that although most European or
Western authors recognise that a small part of Turkey’s geography is in Europe, they
generally exclude Turkey from their map or definition of Europe (Barthélémy, 1997,
Waever, 1995; Bugge, 1995), or sometimes they refer to Turkey as a place where
Europe ends (Bugge, 1995). For example, one of the objections to Turkey’s application
for joining the EU comes from the geographical perspectives that Turkey is not situated
within the natural borders of European geography. However, the same statement did not
apply to the case of the Mediterranean island of Cyprus, which is geographically not

any closer to the continent at all.

Another area to discuss is, as Macdonald and Fausser (2000) and Garcia (1993) point
out, the use of the concept of Europe and the geographical area of the EU or Western

Europe interchangeably by some authors. Sultana expresses this in a broader vision:

In the attempt to identify what Europe is, that is in the attempt to establish identity through
difference, there is a very real danger of peripheralising countries, belief systems, languages,
rendering invisible the histories and concerns of the politically and economically weak regions
(1995: 18).
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Vigander also touched on this point by indicating that the earlier works of the COE and

other organisations were mostly concentrated on Western Europe:

We are really concerned, not with a European, but with a Western European community
extending as far east as Greece and Turkey. This is an unfortunate limitation of “the idea of
Europe”, but as it seems, an inevitable one for the moment. Only future developments that may
be hoped for, can bring about a more extensive European community (1967: 71).

According to Shennan the definition of Europe is not only a problem for geographers, it
has also been a controversy amongst historians and philosophers, and “can be
interpreted at more than one intellectual level” (1991: 22). Garcia (1993) underlines
this point by stating that geographical Europe does not coincide with its cultural,
economic or political definitions. Pok et al (2002) indicate the problem of historical
representation in Europe. They highlight ‘wnity, difference and diversity’ as the main
characteristics of Europe from a historical standpoint, which needs a corresponding
perspective of cultural representation. Nevertheless, they are aware of the fact that it is
not possible to locate a single perspective of Europe as a replacement for the multitude

of perspectives and related essentials that are connected to one another in various

complex ways (Pok et al, 2002).

Heinen (2000) discusses four distinctive factors to identify Europe. The first one is
specific cultural roots that have historically integrated Greek, Jewish, Roman, Arabic,
Byzantine and Chinese influences. The second one portrays the separation of worldly
and religious powers and inter-state warfare as the identifying factor of Europe. The
unique social system of Europe constitutes the third factor. The last one is the collection
of political, social and historical arguments, particularly those occurring after 1945

which make it clear that there is no alternative to the rule of law and democracy.

Barthélémy (1997) states that in a general context, Europe can be identified in three
terms: civilisation, values and projects. As he puts it, ‘Europe’ and ‘European
civilisation’ are sometimes used interchangeably to refer to a European model of life
(Barthélémy, 1997). European civilisation is a wider concept that includes social,
religious, cultural and economic aspects of life in Europe with their plurality and
diversity. Human rights, tolerance and pluralistic democracy are mentioned as the basic

European values (Pingel, 2000; ACOEI, 1997: http.//Www.europa-

web.de/europa/02wwswww/203chart/chart_gb.htm). On the other hand, European projects
refer to those projects, institutions and organisations aiming to create communication,
co-operation, and integration between the countries, nations and individuals of Europe
(Barthélémy, 1997).
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Berting and Heinemeijer (1995) define Europe from a different perspective. They
consider Europe as a common ‘European heritage’ with a specific cultural identity. In

their conception, Europe is established on these components:

a) a common cultural and spiritual heritage derived from Greco-Roman Antiquity, Christianity,
Renaissance and its humanism, the political thinking of the Enlightenment and of the French
Revolution, and all types of socialism; b) a rich and dynamic material culture that has been
extended to all the other continents; ¢) a specific conception of the individual expressed by the
existence of and respect for a legality that guarantees human rights and liberty of the individual;
d) a plurality of states with different political orders which are condemned to live together in one

way or another; e) respect for the peoples, states and nations outside Eyrope (Berting and
Heinemeijer, 1995: 57).

However, Slater (1995) and Tonra and Dunne (1997) raise the point that neither the
whole nor the separate parts of these criteria are appropriate enough to describe Europe
adequately. Slater argues that it does not seem possible to locate a clear definition of

Europe or a set of criteria to define “what is Europe

.. the criterion of ‘the European idea’ is too elusive; geographical Europe' too vast and
unmanageable; a common European past too partial and limited; European ‘culture’, ‘heritage’
and ‘tradition’ too lacking in definition, ambiguous and value-laden (1995: 18).

The above discussions show that conceptions of Europe vary according to a viewer’s
perspective and the context in which s/he views it. Therefore, it is difficult to provide a
comprehensive definition of Europe that can be shared by different people, groups,
nations and countries. Besides, as discussed above, the historical and cultural criteria
used by many authors to define Europe mostly exclude Turkey. The criterion of
geography on the other hand, is not satisfactory enough to provide a clear perspective of
whether Turkey can be included in Europe as well as what Europe is. However, it is
thought that the policies, projects and vision for the future may present a better
framework in which Turkey’s place in Europe can be viewed and evaluated clearly. In
this respect, this study discusses how the concept of Europe is perceived and used by
Turkish people through investigating the views history student and practising teachers

and teacher educators.

As I indicated in chapter one, the projects of European co-operation and integration
envisage the formation and recognition of European identity and citizenship in order to
unify the diversity of people, societies, cultures, nations and countries in Europe. And
the ED in education and history teaching is given a role in developing a common
European identity and a notion of European citizenship. Hence, the examination of these
two concepts thought to be indispensable in order to understand better what the ED is

and how it can be reflected in the Turkish history curriculum with respect to facilitating
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Turkey’s integration into Europe. The idea of ‘European identity’ will be discussed next
to investigate how Europe is being perceived by the Europeans, and what place Turkey

occupies in this concept.

2.1.2. The idea of European identity

European identity ... nothing less than a shared humanism based on democracy, justice and
freedom ™!

The idea of a “distinctive European identity’ was first referred to in the Treaty of Rome
(1957) as a tool to lay the foundations of European integration (Tonra and Dunne,
1997). The Resolution of the Council and Ministers of Education of 24 May 1988
(Council of European Communities, 1988)? aimed to promote a sense of European
identity amongst the people of Europe in order to enhance European unification.

However, the definition of European identity has continued to be an unclear, complex

and problematic area (Convery, 2002).

Some authors and official documents of the EU, the COE and other European-wide
organisations state that European identity is the second strand of a dual identity
collaborating with a national one (Castells, 1998; Fossum, 2001; Edwards, 2000;
ACOE], 1997: http://www.europa-web.de/europa/02wwswww/203chart/chart_gb.htm), while
other authors locate it in a list of multiple identities (Convery, 2002; Panebianco, 1996;
Berting and Heinemeijer, 1995). Berting and Heinemeijer for example, point out the
integration of multiple identities: “perspectives on modernity address the integration of

different levels of identity, such as a modern European identity, national identity,

regional identity and ethnic identity” (1995: 61).

There are also others arguing that European identity is a new version of a national
identity to create a European super-state (Delgado-Moreira, 1997; Tonra and Dunne,
1997). Delgado-Moreira argues that European identity is a project of the EU aiming to
“turn the emerging super-state into a political consensus and a national narrative... at
the same time maintaining cohesion and identity at the union level while respecting the

nations” (1997: 15). Waver also mentions three types of European identity:

European identity one: projecting pictures of European continuity, coherence and inherent
values; European identity two: a European political construct based on civic, political values that
are shared and to which citizens of a European republic could pledge their loyalty. European

1 A former EC Commissioner, Carlo Ripa di Mienna's comment cited in Torna and Dunne (1997: 7)
2 The full text of the Resolution can be seen in Appendix A
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identity three: a construct of European identity by contrast to some external others or the threat
coming from outside (1995: 209).

The first type indicates the traditional conception of European identity, while the second
one highlights a more contemporary and rational understanding of it. The third idea of
European identity stated above by Weaver is constructed through opposition to the
identity of others. Some authors regard this definition of European identity more
realistic than the previous two by illustrating some cases (Smith, 1992; Tonra and

Dunne, 1997). For example, Tonra and Dunne assert that in the recent past

European identity has been defined at least partly in contra-distinction to others; democratic
Europe against authoritarian Europe and free market Europe against command economy Europe.
... Europe’s cultural identity has been posited again in socio-religious terms. On the basis of the
Turkic peoples, Muslim Bosnians and Albanians and Europe’s African and Asian citizens are
excluded from what is described as European (1997: 11).

On the other hand, Barthélémy (1997), Castells (1998) and Rusen (2000) list a series of
values underlying Europe and European identity, such as the respect for diversity, rule
of law and human rights; the defence of freedom and pluralistic democracy; a concern
for the preservation of the European and world ecological balance; and the will to
maintain peace in Europe and throughout the world. Besides, Delgado-Moreira (1997:
10) asserts that the word “European” embraces geographical, historical and cultural
clements contributing to European identity, and European identity is built on the
accumulation of a cultural route of “Greece-Rome-Christianity-Renaissance-Western

democracy” (Delgado-Moreira, 1997: 10)

The values and principles that have been mentioned as the criteria or the conditions of
European identity receive strong criticism from various perspectives. First, sources of
identity other than the national ones, such as ethno-national minorities and social
movements are invisible in the definitions of European identity (Delgado-Moreira,
1997). Second, proposals of European identity do not address how to benefit from
national and cultural differences (Delgado-Moreira, 1997). Instead, they aim to
overcome these differences and “promote European ‘myths’ by presenting a highly
selective interpretation of European history” (Tonra and Dunne, 1997: 8). For example,
Tonra and Dunne assert that Turkey’s position in Europe demonstrates a cultural

exclusion policy of the European identity building project.

.. it is clear, from unofficial statements, that a major question mark hangs over Turkey: Is it
European? This is not a question of history or geography but one of cultural identity. Regardless
of its secularisation, its level of economic development, the stability and plurality of its political
system or its avowed European vocation, the Turkish application is a monument to Europe’s
implicit determination of its cultural and thus political borders (1997:9).
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Third, the principles of liberty, freedom, humanity, tolerance, rule of law and the
concept of democracy are shared by all people around the world and therefore, cannot
be monopolised by the Europeans alone (Castells, 1998). Moreover, if it is defined by
ethnic, national or racial criteria European identity would inevitably contradict the
principles of rationalist and humanist thought (Tonra and Dunne, 1997). Fourth, the
claim “Christianity is one of the basics of European identity” undermines centuries of
religious contention between Rome and Byzantium, Catholicism and Protestantism, the
religious and the secular (Tonra and Dunne, 1997; Castells, 1998). Although the place
of Judaism in European culture is mentioned sometimes, the role of Islam, at least, in
the transmission of Greco-Roman accumulation to Modern Europe is underestimated or
ignored (Dance, 1967).

In addition to these issues discussed above, Von Benda-Beckman and Verkuyten (1995)
state that in order to develop a shared European identity, it is also important to create a
shared history attempting to redraw the past in European terms and stressing a shared
European heritage. However, Pieterse (1995) argues that the re-writing of European
history from this perspective stresses culture and civilisation because these areas cover
the things that can reconcile and overcome national differences. At the same time, the
version of history underlying European identity neglects or simply undervalues conflicts
between European nations and that devastating attempts at tyranny occurred in Europe
(Pingel, 2000). Moreover, Tonra and Dunne (1997) assert that this process may lead to a
selective history of a distinct Europe purged of the contribution of others, such as
Africans, Arabs or people of the Far East. Eriksen (1993: 75) in Von Benda-Beckman
and Verkuyten (1995: 20) criticises the ironic result of re-writing history from a
European perspective as he states: “...the outcome is bluntly phrased, a history of
Europe where Greece ostensibly has the same history as Ireland, but not the same

history as Turkey”.

As the discussions started with the point that European identity was first mentioned in
the Treaty of Rome, Panebianco (1996) argues that the introduction of European
identity is a top-down project. Because the construction process of European identity
has been parallel with the European integration process, Ahonen (2001: 91) identifies
European unification as a project of identity building from a top down approach. The
method of constructing a European identity from top to down has been criticised by
various authors. For instance, T. Wilson raises awareness that the attempts to construct

a European identity from a top down project may produce similar results of the nation-
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building projects of the former USSR and Yugoslavia (cited in Tonra and Dunne, 1997).
Moreover, Castells (1998) asserts that citizens of European countries are still not
involved in the processes of European unification or integration. The processes are
mostly led by deal-making agencies or the Council of Ministers. Therefore, there might
be an inconsistency between the kind of European identity introduced by these bodies

and the expectations of Europeans in the future.

In this section, the idea of a European identity and its critiques has been investigated.
The discussions indicate that the definitions of European identity or the criteria used to
define it predominantly possess elements that rule out Turkey and its particular
characteristics. Although, there are strong criticisms against these restrictive definitions,
it is possible to argue that there is no place for Turkey and Turkish elements in a project
of common European identity. However there are some exceptions, such as Waver’s
definition of European identity as “a European political construct based on civic,
political values that are shared and to which citizens of a European republic could
pledge their loyalty” (1995: 209) which can embrace Turkey, since it comprises of
universal values and aspirations. It is also seen that introducing an ED by means of
education, particularly through history, geography, modern languages and civic and
political education, has been a part of the project of building a European identity, which

will contribute to the development of citizens of the new Europe.

From the above point of view, a potential inclusion of the ED into the Turkish
secondary school history curriculum is considered as a contribution to the process of
developing a sense of European identity and European citizenship consciousness in
Turkey. However, how Turkish people, particularly those being involved in history
teaching, view Europe and European identity is important to see the equilibrium
between the ways in which Europeans and Turks perceive each other. These issues are
taken up in the empirical study. As pointed out earlier, developing a notion of European
citizenship to facilitate European co-operation and integration is another mission

attributed to the ED, which will be discussed next.
2.1.3. European citizenship

Similar to European identity, European citizenship has been considered as a part of
European integration project. Osler and Starkey state this as: “citizens of European
states have to acquire a feeling of European identity and citizenship in order for

political developments to progress” (1999: 199). As the above quotation shows,
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European citizenship is generally perceived as a process of building a concept of
belonging based on political, social, cultural and religious commonalities as well as
segregations in order to contribute the formation and development of an integrated

Europe (Dekker, 1993).

Citizenship itself is defined in two main ways. The first conception involves the notion
of belonging to a community or to a nation-state bounded with rights and
responsibilities, access and belonging. Lehning (1999: 3) describes this conception as
“an identity and expression of one’s membership in a political community” as well as
the rights and responsibilities. The second one encompasses an “understanding of
intersubjectively shared practices that contribute to democratic changes of and within a
community” (Wiener, 1998: 4). According to Wiener (1998) citizenship can be
described as a setting where institutionalised relationships between citizen and
‘polity/community’ materialise. Starkey (1995) on the other hand, simply defines

citizenship as a commitment to the community and knowing about it.

The origins of European citizenship can be traced back to the early twentieth century

(EU, 2005: http:/europa.eu.int/abc/index_en.htm). However, the concept gained

importance after the Maastricht Treaty in 1992 which introduced citizenship of the EU
as a notion that presents rights and responsibilities for the nationals of the member
states of the union.’ Related articles of the Maastricht Treaty launched new rights and
benefits for the citizens of the EU. Some of the rights are residing, voting and standing
as candidates in local and European elections in other EU countries and receiving wider
diplomatic protection outside the EU. Lehning makes it clear that the rights and identity
in European citizenship “are not attached to citizens as members of separate member
states that together form the European Union, but to citizens as citizens of the European
Union” (1999: 3). The legal status and political form of European citizenship is

considered as its main strength (Arthur et al, 2001).

Examining the policies of the EEC and EC, Dekker and Portengen (1996) in Arthur et
al (2001: 120) state that European citizenship is formed from the basic elements of
“knowledge of Europe, as well as a willingness to participate and to see oneself as a
European”. On the other hand, Osler and Starkey (1999) indicate the pluralistic aspect
of European integration. They state that European citizenship is a feeling of identity

with a multicultural and multilingual community, with a common project for the future

3 Articles 8-8d of the Maastricht Treaty on European citizenship can be seen in appendix B

-34 -



as well as the identification of Europe within a wider global context (Osler and Starkey,
1999). The Confederation of European Union Rectors’ Conferences (1997) in Osler and
Starkey (1999) add that European citizenship requires the awareness of cultures, social
structures, languages, history and philosophy of one’s own country and of Europe.
According to Starkey education for European citizenship needs to be rooted in
“thinking, feeling and doing” (1995: 21). It should also include teaching the principles

of democracy, social justice and respect for human rights (Starkey, 1995).

The above discussions indicate that the concept of European citizenship is attached to
the process of European integration. Therefore, considering European citizenship in the
context of Turkey does not refer to the processes and developments that happened in the
past in relation to its co-operation with and integration into Europe. However,
developing a concept and understanding of European citizenship through the inclusion
of the ED in education in general, and in history teaching in particular, can be seen as an
opportunity to facilitate and accelerate Turkey’s integration into the EU. Therefore,
Turkish history educators’ views on the inclusion of an ED in the history curriculum
and its potential impact on pupils’ construction of a European citizenship conception are
seen as necessary to deal with in the empirical study. Moreover, the investigation of the
existing links between history teaching and citizenship education in Turkey, which is
discussed in chapter three, is considered as a precondition for considering a potential

construction of European citizenship.

The discussion of issues of European identity and European citizenship have indicated
that formal education is an important channel for raising the awareness of European
issues around the continent, particularly amongst young people, in order to develop
their sense of belonging to Europe and actively taking part in the processes of
economic, political, social and cultural integration and development. The connection
between these concepts and history curriculum, pedagogy and the education of history
teachers is discussed in consideration with the ED in pages 68-70. The next sub-section
will explore the concept of the ED in education, which can be evaluated as a means of
generating and developing the sense of a European identity and the notion of European

citizenship.
2.1.4. The European dimension in education
Although the term has been used for almost three decades, the definition of the ED is

not an easy task. Convery (2002) distinguishes two main approaches to a definition of
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the term. The first one is identified as a “prescriptive” or official approach apparent in
the policy statements and other official documents issued by European, national or local
institutions or organisations, while the second approach arises from and is favoured by
the writers and researchers working in the fields of social sciences and education
(Convery, 2002). It is thought to be appropriate to analyse the general meaning of the

term, ‘the ED’ before discussing its contextual meanings and uses.

As previously mentioned the word “European” embraces geographical, historical and
cultural elements contributing to Europe” (Delgado-Moreira, 1997: 10). However,
Barthélémy (1997: 11) states that in the Phoenician language, it was used to denote the
“setting sun”, which referred to what happens in the West or what belongs there. It can
also be attributed to anything that belongs to or relating to Europe. On the other hand,
“dimension” denotes the “measurable size of a body in all directions” (Barthélémy,
1997: 11); a particular/significant aspect of something; or the extent or size of a
situation or a problem under consideration. The combination of the two words has been
used to refer to economic, political, social, legal or mostly educational aspects of

European-wide policies, practices, activities or relations.

Barthélémy (1997) and Ryba (1995) state that the concept of ‘the ED’ was first used in
the resolution of the Council of European Ministers of Education of 1976, while
Mulcahy (1991) asserts that the term with its full idea and understanding was first used
in the 1977 Community Policy Statement ‘Towards a European Education Policy’. In
the first occasion stated above, the ED was used to refer to the promotion of closer
relations between educational systems of European countries (Barthélémy, 1997; Ryba,
1995). However, it was the 24 May 1988 Resolution of the Council of Ministers of
Education which attributed to the ED the role of “developing a required kind of
education to sustain Europe’s aspirations to become a more integrated social and
cultural community” (Mulcahy, 1991: 213). Therefore, the ED in this era was referring
to closer integration and co-operation between the countries of Europe. The promotion
of student exchanges, language teaching, international schools, teacher training and

teacher mobility were given importance at this era (Convery et al, 1997).

In his preface to Margaret Shennan’s book ‘Teaching about Europe’, Maitland Stobart
defines the ED as a dynamic and evolving concept covering three distinct notions:
“education in Europe: education about Europe; and education for Europe” (cited in

Shennan, 1991: xv). This definition provided a significant framework to examine the
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ED (Convery, 2002). Although Stobart states that the term ‘Europe’ in this context is
not synonymous with any European organisation and should be used to refer the whole
of the continent, writers and researchers have often used the term of the ED
interchangeably with the educational policies and practices of the EU and the COE
(Starkey, 1995; Brock and Tulasiewicz, 2000; Barthélémy, 1997; Safran, 2003).

Convery (2002) states that Stobart’s notion of ‘education in Europe’ represents the
community ideal of the EU; whilst humanist ideal fostering the European unification is
represented by the notion of ‘education for Europe.” According to Convery (2002)
Starkey’s (1995) conception of education for European citizenship; ‘thinking, feeling
and doing’ for Europe is also compatible with Stobart’s framework of the ED.
‘Education in Europe’ is represented by doing; ‘education about Europe’ is embodied
by thinking; and ‘education for Europe’ is represented by feeling in Starkey’s model of
European citizenship (Convery, 2002). On the other hand, Brock and Tulasiewicz
(2000) develop a different idea of the ED. In this view, the ED includes European
knowledge, European skills and European attitudes. In Convery’s (2002) analogy,
European knowledge is the equivalent of Stobart’s notion of ‘education about Europe’;
European skills correspond to ‘education in Europe’; and European attitudes are
represented by ‘education for Europe’ (Brock and Tulasiewicz, 2000). Tulasiewicz
(1993) additionally includes ‘commitments to European values and ideals’ that may

enable pupils to live and work in the continent together with other elements.

A similar understanding of the ED emerges from official documents, particularly from
those produced by the bodies of the COE and the EU. In these documents, the ED is
defined as a dynamic, evolving and multi-faceted concept and an approach to education
aiming to prepare young generations for the purposes of work, study and leisure in the
wider community of Europe and the rest of the world. As a reflection of this notion, the
official documents generally evaluate the ED from an educational perspective. For
example, the Maastricht Treaty of 1992 states that the action of the community aims to
develop the ED in education, particularly by the learning and diffusion of the languages
of the member states; to favour student and teacher mobility; to promote the co-
operation between teaching establishments; and to develop exchanges of information,

experiences, educators and so on (Maastricht Treaty, 1992: Article 126)".

4 For detailed explanation see the complete text of Article 126 in Appendix C

-37 -



The Green Paper on the ED in education issued by the European Commission in 1993
summarises the progress achieved since its beginning and proposed guidelines for the
future. It clearly states the commitments of contributing to European citizenship,
providing opportunities to improve the quality of education and preparing young people
for better social and professional adjustment as the purposes of the ED (European
Commission, 1993). An important aspect of this paper is that it led to the introduction of

two main European Union educational programmes, Socrates and Leonardo da Vinci
(Barthélémy, 1997).

Feneyrou (1993) defines the ED as the significant aspects of Europe. His definition of

the term reads as:

the past — historic ties between member countries, their community of origin; the present — the
current ties, the economic, political and cultural community; and the future of Europe, the common
interest of the member countries (Feneyrou, 1993: 32).

According to Feneyrou (1993) these significant aspects form the content of education
and training in Europe. However, he believes that it is a problematic area to come to a
decision about for what particular purpose and from which perspective the content
would be introduced to learners. Therefore, it is necessary to convince the people of

Europe about the significance of the aims and perspectives of a European content
(Feneyrou, 1993).

As Shennan (1991) asserts, the ED is sometimes used interchangeably with the terms of
‘European awareness’, ‘Europe in the curriculum’, ‘European education’ or ‘European
perspective’. According to Shennan (1991) all the terms used both in informal
discussions and official documents underline the growing significance of improving the
quality and quantity of learners’ knowledge by making Europe a new focal point of
their educational lives, though each one of them refers to a different thing. For instance,
a distinction between the ED and European perspective is made by M. McGhie (1993),
where she links the ED to the concept of European citizenship. According to McGhie
the ED is an “attitude of mind based on a set of principles, guidelines or values ... to
help [Europeans] towards an understanding of unity in diversity and of [their]
responsibilities as citizens of Europe” (1993: 33). Alternatively, the European
perspective is a process of sensitisation to different cultures, attitudes, behaviours and

beliefs in order to develop a European identity (McGhie, 1993).

On the other hand, Raymond Ryba (1995) asserts that the ED in education is to

recognise that:
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educational activities are no longer being limited to the memorising of facts about Europe; that,
on the contrary, the most important element of learning about the ED of education lies in helping
pupils and students to understand the new rights and responsibilities related to being a part of
modern Europe and encouraging those attitudes of tolerance, respect for democracy, respect for
the rights of others, etc, which characterise what is best about Europe (Ryba, 1995: 33).

He describes the ED in education as an element that should be added ‘across the
curriculum’, wherever it can be usefully introduced, but he criticises that the ED is only
considered as a part of history, geography and modern languages teaching in most
educational contexts (Ryba, 1995). The National Curriculum Council (NCC) of the UK
defined the ED in a way that is similar to Ryba’s definition. According to the NCC it is:

a part of an education, specifically intended for co-operation with others, including non-British, to
Jacilitate living and working in the United Kingdom as a part of Europe, and other European
countries (NCC, 1990 cited in Tulasiewicz, 1993: 241).

The above discussion of the concept has highlighted several components of the ED,

such as integration, co-operation, participation, unity, diversity, rights, responsibilities,
knowledge, skills, attitudes, commitments and so on. However, none of the definitions
or conceptions provides a comprehensive explanation of the ED. Nonetheless, I would

like to focus on two definitions of the concept here. The first one introduces the ED

from a general perspective.

The term ‘ED’ implies a knowledge of the customs, culture, language and economic situation of
other European countries — but — the crucial aspect is comprehension of how all these elements

create different perspectives in our understanding of other Europeans and ourselves (Ritchie, and
Sanz, 1998).

The second one, on the other hand, locates the concept within the sphere of education
and includes many of the attributes mentioned by other writers. This definition of the
ED in education is cited in Convery (2002), which was taken from a publication by

ETUCE a committee of the European Trade Union Confederation (ETUC):

.. the ED is a concept which, applied to education, means that students and teachers must be
conscious of both their common cultural base and the rich national and regional diversity they
share, and have access to the opportunities that living in Europe offers, in terms of employment,
culture and personal development. ... The ED must be an inclusive concept which does not deny
or suppress the distinctive characteristics of individual cultures represented throughout Europe,
nor exclude a wider international perspective (cited in Convery, 2002: 45).

The exploration of the meaning of the concept in the available literature has led me to
form my own conception of the ‘ED’. It has shaped my understanding of the ED in
education. In my conception, “the ED refers to an approach to education from a
European perspective that aims to raise an awareness of Europe and European
related issues, in order to develop positive or at least neutral/unbiased attitudes

towards Europe, which will help young people form their understanding of European
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identity and European citizenship”. Throughout the data collection, [ used the term of
the ED interchangeably with the concepts of ‘European perspective’ and ‘the awareness
of Europe’ because ‘the ED’ (Avrupa boyutu) was a rather new concept at the time of
this study in the Turkish language and its literal translation does not express anything
more than ‘an aspect of Europe’. Many times during the data collection, attempts were
made to present and clarify the meaning I attributed to the ED and its components. The
research findings presented in chapters six and seven investigates the meanings the
participants of this study attribute to the concept of the ED. Chapter eight on the other

hand, discusses research findings on the concept with the above interpretation of the
ED.

As discussed in the preceding paragraphs, history teaching is one of the educational
domains, which is thought to be appropriate for introducing, facilitating and nourishing
the ED, along with the areas of geography teaching and modern languages. In the next
sub-section, I will examine the projection of the ED in the context of history teaching,

particularly at secondary school level.

2.2. The European Dimension in History Teaching

Bordas and Jones (1993) state that in many schooling systems of Europe, the ED is
integrated into some of the subjects taught at schools. According to Bordas and Jones
(1993) history is the first subject cited as a vehicle for promoting the ED, followed by
geography. The review of the relevant literature demonstrates that ‘the ED in history
teaching’ has been used widely in the official documents of the European-wide
organisations and individual countries as well as by writers in the field of history
education. It is difficult to find a clear and concise definition of the concept or its use.
Therefore, it is thought to be advantageous to trace the origins of the concept before

discussing the meanings and notions attributed to the ED in history teaching.

An idea of ‘Europe in history teaching’ or a ‘European perspective of history teaching’
was a phenomenon from the first COE History Conference in Calw in 1953 to the early
1970s. During this period, European-wide work on history teaching focused on the
content of history textbooks and the place of history in secondary school curricula
across the continent (Slater, 1995). Starting from the first conference, there were
discussions and disputes concerning the purpose and notion of these European-wide

collective works on history teaching. While some argued that history teaching in
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European countries must serve for establishing peace and stability amongst European
countries, others pointed out the necessity of generating an interpretation of history

without the dominance and influence of political thoughts and practices (Vigander,
1967).

Vigander (1967) states that the initial COE conferences led to the formation of an
understanding which established that it is not the duty/work of history to act or provide
propaganda for European unity or finding solutions to political problems. According to
this understanding it must be recognised that each period of history brings its own
method and tools of writing history. Therefore, history teaching requires various kinds
of historical themes, perspectives and teaching methods and approaches underlying the
historical adventure of the European nations. The European idea in history teaching as a
result, should be understood as an approach to “signify a combination of education in

humanism with an education in consciousness of European community”’ (Vigander,
1967: 71).

From the early 1970s to late 1980, the ED in history teaching was used in some official
documents and other publications with reference to various features and notions of
history teaching (Goodson and McGivney, 1985). During this period, the concept was
used to refer to the place of Europe and European history in history teaching and the
history curriculum, developing an awareness of Europe by means of history teaching,
and creating a common approach and perspective of history teaching in order to
reconcile the conflicts and disagreements between European countries arising from bias
and prejudice which are evident in national and nationalist versions of history (Council

of Europe, 1995a; Slater, 1995; Hawkey, 1995).

However, the concept of the ED was used in the Resolution of the Council of Ministers
of Education on 24 May 1988 with a direct reference to history teaching for the first
time. It was stated as a part of the action programme of the Resolution “fo include the
ED in their [member states] school curricula in all appropriate disciplines, for
example, literature, languages, history... " in order to strengthen young people’s sense
of European identity and make clear to them the value of European civilisation by
improving their historical, cultural, economic and social knowledge of Europe

(European Commission, 1988).

The second important official document to mention the ED in history teaching is the

Vienna Summit Declaration of October 9" 1993. In this document, the head of member
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states of the COE declare that among others the council’s work should particularly
focus on “strengthening programmes aimed at eliminating prejudice in the teaching of
history by emphasising positive mutual influence between different countries, religions
and ideas in the historical development of Europe” (Vienna Declaration, 1993: 7) in
order to reinforce mutual understanding and confidence between people, nations and

states of the continent.

Another official document of the COE considering the ED in history teaching is the
‘Resolution on trends and common issues in education in Europe’ by the Standing
Conference of European Ministers of Education held in Kristiansand, Norway on 22-24
June 1997. This document refers to the changes in Central and Eastern Europe, which
created an opportunity to include the ED into history curricula. It is suggested that
“history teaching in schools can, and should, make an important contribution to
education in general and, in particular, to education for democratic citizenship” (COE,
1997) by developing learners’ basic attitudes of intellectual honesty and rigour,
independent and critical judgement, open-mindedness, curiosity, civil courage, and

tolerance.

The final important official document taking up the ED in history teaching is the
Adopted Recommendations of the Council of Ministers of the member states of the
COE (Council of Europe, 2001) on History teaching in twenty-first century Europe.
Rec. (2001)15 comprehensively envisages that the ED in history teaching should be
appropriate to:

- show continuing historical relationships between local, regional, national and European levels;

- encourage teaching about periods and developments with the most obvious European
dimension, especially the historical or cultural events and tendencies that underpin European
awareness;

- develop pupils’ interest in the history of other European countries;
~ introduce or develop teaching about the history of the building of Europe itself;

* incorporate the education for tolerance, mutual understanding, human rights and democratic
citizenship dimensions (COE, 2001).

As the quotations and explanations from these official documents demonstrate, the ED
in history teaching was considered as a new approach to history teaching in European
countries aiming to provide a balance amongst local, regional, national, European and
global contexts of history in the curricula of related countries. The other features of the
concept are: developing a sense of European identity by highlighting the value and

importance of European heritage and civilisation; eliminating bias and prejudice from
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history teaching by emphasising the historical unity and diversity of Europe, mutual
understandings and tolerance; and improving young people’s general educational

capacities and attitudes to democratic citizenship and human rights.

In spite of the fact that the ED in history teaching has been used extensively in the last
fifteen years, neither have any of these official documents nor other authors, policy
makers or educationalists put across a clear definition of the concept. Each document
and author highlights one or more features of the concept from different perspectives
that sometimes contradict one another. For example, Vaniscotte (1993) perceives the
concept as a precautionary measure against the traditional way of history teaching that
emphasises ‘national histories’ and relies on myths. On the other hand, Marchand and
van der Leeuw-Roord (1993) argue that the ED in history teaching does not intend to
diminish the importance of national histories. In fact, it must create a national identity
with a European awareness. Besides, there are some further official documents using or
referring to the concept without defining the meaning of the ED in history teaching. For
instance, the reports on the content of history curricula across Europe and the COE’s
project on ‘the ED in History Teaching’ do not give a clear definition of the concept at
all (COE, 1995b; 2002).

Other than the official documents, authors and researchers working in the field of
history education have also used the ED. Nevertheless, very few of them have attempted
to define what they mean by the ED in history teaching. And very few of them have
referred to one or more aspect(s) of history and/or history teaching related to Europe.
Among the others, Marchand and van der Leeuw-Roord (1993) and Stradling (2001)
use the broadest view of the concept. According to Marchand and van der Leeuw-Roord
(1993) and Stradling (2001), the ED in history teaching and curriculum should be
introduced from a European perspective and must reflect political, social, economic,
intellectual and cultural history approaches in order to avoid the danger of the
hegemony of political history. It should also show unity and diversity between

European countries. (Marchand and van der Leeuw-Roord, 1993; Stradling, 2001).

Moreover, Marchand and van der Leeuw-Roord (1993) argue that the ED in history
teaching should be introduced from a thematic approach, because the chronological
order may cause dangers of an encyclopaedic method with too many facts and too little
space for exploration and analysis of different view points, and a complete coverage of

European history, which can never be achieved. Stradling points out that the thematic
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approach must “provide opportunities for learners to compare and contrast
developments in different countries or regions and to identify trends and patterns,

similarities and differences” (2001: 31).

The European Standing Conference of History Teachers Associations (EUROCLIO)
approaches the concept as a way in which “more European history is introduced from a
wider European perspective as well as a search for the right balance between striving
Jor scientific objectivity and serving educational objectives, like teaching to think
critically, tolerance, democratic relationships or European citizenship” (Van der
Leeuw-Roord, 2004a). Van der Leeuw-Roord (2004a) states that the ED in history
teaching is an 