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2006, 169 pp., 6 tables, 7 figures, references, 251 titles. 

The purpose of this study was to analyze Turkey’s current music teacher training curriculum 

as situated in the centralized educational system, focusing on the extent to which the written 

document (1) reflects the core elements of the overall centralized educational system; (2) prescribes 

the nature of teaching materials and methods, assessment tools and other forms of evaluating and 

monitoring performance as teachers and musicians; and (3) acknowledges cultural diversity by 

addressing repertoire, musical activities and concepts according to geographic and cultural regions. 

Qualitative-descriptive and quantitative content analysis, including the methods of (a) Inverse 

document frequency and (b) relevance feedback model, were the analytic tools.  

 Of the required 147 credit hours, 138 are the core. The music core consists of 87 (63%) and 

the non-music core of 51 credit hours (37%). On paper, there is a conceptual overlap in wording 

between the music core, the general core, and the teacher training core, suggesting curricular 

cohesion and consistency. Noticeably less cohesion exists between the document and three major 

policy papers on teacher competencies.    

 By word count, preparing teachers for instruction in Turkish folk music and multicultural 

issues appears to hold a low priority in the curriculum. However, course descriptions, where they 

exist, speak to skills and knowledge linked to performing and understanding Turkish folk and art 

music, not Western art music alone. Missing from those descriptions is any reference to teaching 

materials and methods, specific assessment tools, and other forms of evaluating and monitoring 

students.    

 With reference to works by Max Weber, Karl Mannheim, and Robert Merton, the study 

concludes with a discussion about issues and problems inherent in a centralized teacher program 

that seeks to prepare music teachers for a culturally diverse society.    
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CHAPTER I 

INTRODUCTION, PURPOSE OF STUDY, AND DEFINITION OF SELECTED TERMS 

Introduction 

As a music educator in Ankara, Turkey; Tours, France; and several cities in the 

United States of America over the past twelve years, I have come to appreciate the 

importance of diversity and individuality in the learning process.  From 1993 to 1996, while 

teaching at the University of Gazi and the Ankara Anatolian High School of Fine Arts, I 

gained practical experience in the field of teaching. While studying and teaching in France 

and the United States, I had further opportunities to broaden my teaching experience in new 

environments through observing first-hand differences in the physical and social 

characteristics of those environments. The schools’ learning environments and structures as 

well as the learners’ characteristics, goals, attitudes, values, and tasks varied immensely with 

each location. Interacting in different circumstances with my students, their parents, and the 

administrators, I came to understand that one must comprehend the fundamentals of the 

social reality of the particular environment in which one works.   

Current educational and social philosophies in Western industrialized nations 

recognize that both teachers and students bring to the instructional process social 

backgrounds, previous experiences, and beliefs about one another that should be reflected in 

the use of curriculum materials and pedagogical practices (Calderhead, 1991; Holt-Reynolds, 

1992; Zeichner & Gore, 1990).  However, my experiences as a school and college instructor 

as well as relevant literature on the subject have led me to realize that the social realities of all 

institutions involve fixed modes of behavior that are to be shared by those in the institutions 

themselves as well as by those whose training takes place in those institutions.   

There are many thinkers who have contributed to our current understanding of how 

societies function as socially constructed entities, among them Tönnies (1887), Cooley 
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(1902/1962/1964), Mead (1932), Goffman (1959), Berger and Luckmann (1966), Garfinkel 

(1967), Blumer (1969), Giddens (1977), and Bourdieu (1977, 1986a; 1986b).  These select 

individuals have greatly influenced current thinking about social reality and how it is 

experienced by members of society.   

 The sociologist Tönnies (1887) spoke of two basic types of social groups which he 

referred to as Gemeinschaft and Gesellschaft.  Both exist as different social entities or forms. 

According to Tönnies, social relationships between family, friends, and neighbors 

characterize Gemeinschaft, which is the term that he uses to describe rural communities.  

These communities in which day-to-day life is predictable and enduring have high levels of 

interdependence. Gemeinschaft is based on spontaneous social relationships where people 

experience close ties characterized by strong emotions, solidarity, and mutual sharing.  Also, 

such people have strong reciprocal bonds of sentiment and kinship within a common 

tradition. In a social group characterized by Gemeinschaft, people have close social bonds. 

Individuals in this type of group are often more likely to help someone in the community who 

is in need. The authority in this type of social setting is represented by individuals who are 

older members of the community or are thought to possess a degree of wisdom.   

 Gesellschaft describes a social group that is more rationally developed.  It is a form of 

social relationship characterized by impersonally contracted associations between 

individuals.  Tönnies used the concept of Gesellschaft to describe urban communities that 

consist of social relationships characterized by more fluid, unpredictable, and temporary 

relationships than those typical for Gemeinschaft.  These social relationships are dependent 

on commerce in order for basic needs to be met. The authority in this type of social setting is 

based on a contract and the interactions of individuals are driven by contractual obligations to 

one and another as exemplified by the modern-day relationship between employers and their 

employees.   
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Cooley (1902/1962/1964) observed behaviors through micro-sociological means, a 

viewpoint that focuses on complex individual relationships and behaviors. He argued that 

human nature was actually a self-transformation of the social interactions of individuals, who 

defined themselves according to society's perception of them. The American sociologist 

Mead (1932) discussed how the essence of ideas was understandable only through the 

relations to the environment in which they were formed. He pointed out that objects of 

experience existed only in relationship to the social individuals whose environments they 

make up. Further, Mead discussed how gestures were a direct product of reactions to ideas 

that are collectively held by society.   

Goffman’s (1959) interpretation of the social structure and reality is based on role-

play and role-conflict. He defined the roles involved in the everyday life of individuals as 

being a means of communicating our ideas and identity to others, with a view to make our 

impression on the individuals and the society as a whole. These roles are varied and 

numerous and involve such relational roles as father or mother. Also, roles can be formal, as 

in the case of superior and subordinate. Most of the time, we cannot play all of different roles 

we possess in our various capacities to our fullest extent and there might be a mutual conflict 

between one role and another, which Goffman referred to as role-conflict. Related to role-

conflict is the concept of role-strain, which relates to problems associated with performing 

the same role. For example, a person who acts as a very good officer in his office and 

professional life may not be an equally good husband to his wife due to the lack of time he 

spends with her because of his office role. This would therefore be a situation of role-conflict 

between these two roles.   

According to Goffman, the act of interacting between various individuals is related to 

presenting one’s own self as if one were in a performance. He defined performance as the 

interaction between individuals with the aid of contact and gestures, both verbal and visual in 
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nature. This is also related to role play in a way that individuals take on different roles 

depending on whether they are involved in a front or back stage situation. The former refers 

to the actions performed before an observing and scrutinizing audience while the latter 

involves actions performed by an individual in private or in small groups of two or three. 

Performance also relates to the social standing and status of the individual and the expected 

role related to that position or standing. For example, a politician is performing a front stage 

role when delivering a speech and it is also related to his social position, in which he is 

expected to perform the front stage act.   

Garfinkel (1967) founded his own tradition, which is known as ethnomethodology.  

This theory is mainly concerned with the way human beings perceive the world in the social 

sense of the word and how they analyze and interpret it based on assumptions about how 

things work or rather how they ought to work. For example, during conversations individuals 

tend to understand not only what is being said but also what is not stated implicitly based on 

their previous assumptions. If two friends are talking and one asks the other, “How is it 

going?” the second one would automatically understand what is being talked about. If he had 

been searching for a job, he would understand that the friend is asking about the status of the 

job search. Therefore, the assumption of background information plays an important role in 

the construction of social reality (Berger & Luckmann, 1966). 

Blumer (1969) believed that meaning, language, and thought lead to conclusions 

about the creation of a person's self and socialization into a larger community. He stated that 

humans act toward people and things based upon the meanings that they have given to those 

people or things. Blumer also specified that language gives humans a means by which to 

negotiate meaning through symbols. It is by engaging in speech acts and symbolic interaction 

with others that humans come to identify meaning, or naming, and develop discourse. 

According to him, thought modifies each individual's interpretation of symbols.  Thought, 
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based on language, is a mental conversation or dialogue that requires role taking or imagining 

different points of view.   

According to Giddens (1977), it is the distinctive social acts of individuals who are a 

part of the society that result in the social construction of reality. The concept of social reality 

is not a static one but dynamic in nature due to the fact that it is subject to the constant 

reinterpretation of the external actions of the individual, which in turn get transformed into 

social reality. Giddens spoke against the philosophy of many other sociologists of the time 

who considered society as reality in its own right, without paying heed to the individuals that 

compose it. He strongly believed in the power and capacity of the individuals to transform 

their society.   

Finally, Bourdieu (1977, 1986a, 1986b) opposed the Marxist ideas of approaching 

society as a combination of classes and ideologies. According to him, society can be viewed 

through the concept of a field, which stands for an arena where people try to achieve specific 

pursuits. The more complex a society, the more complex and interrelated the fields of which 

the society consist. For example, the judicial system could be thought of as being composed 

of interrelated fields of judges and lawyers, who have their own spheres of influence and 

power. Any centralized educational system tends to reinforce such fixed modes of behavior 

rather than alter them. This is true also for Turkey with its rich and diverse palette of cultures, 

groups, and individuals.   

 This study examined the current music teacher training curriculum as situated in 

Turkey’s centralized educational system. Below I describe the concept of centralization in 

greater detail. Following the works by such authors as Osborn and Gaebler (1992), Scott 

(1992), and Lauglo (1995), centralization was defined for the purpose of this study as a 

system of governance in which a governmental authority at the federal level is responsible for 

setting the political agendas and policies local governments are expected to implement.   
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The Concepts of Centralization and Decentralization in Education 

As globalization shapes the efficiency of advanced modern societies, it becomes 

increasingly important to decide what material should be included in the curriculum and then 

disseminated to students. In that regard, reforms in education are taking place across the 

globe. Many countries have implemented policies for social and economic development that 

have placed a strong emphasis on the planning of education either through a decentralized 

system or a centralized authority.   

Several researchers (e. g., Conyers, 1981; Chema, Shabbir, & Rondinelli, 1983; Chau, 

1985; Hanson, 1997; and Peretomode, 1990) have determined that decentralization in 

education means shifting the decision-making power from the central government to regional 

bodies in the operation of educational activities. Such activities include teacher training 

curricula; selection of teaching materials; prescribed methods; appointments of staff and their 

job descriptions; assessment and certification; and evaluations of performance. According to 

a report by UNESCO (1996) and also as suggested by Carnoy (1998) and Cox (1999), 

practical considerations relating to the complexity of a national education system played a 

major role in several countries’ decentralization attempts, most notably in Chile, Colombia, 

and Argentina. The primary motivations for these reforms included the heterogeneity of the 

students, problems of communication, financial burden on the central government, and 

political oppositions (UNESCO, 1996).  The advantages of decentralization for these nations 

include the democratization of education, competition among institutions, improved quality 

of education, and constant motivation and innovation.  The major shortcoming of 

decentralization was believed to lie in the variation of quality instruction received by students 

in different institutions (APEC Education Forum 1999; Hanson, 1997).   

Efforts to centralize the educational system have been pervasive in countries such as 

Bulgaria, Hungary, Kuwait, Malaysia, Romania, Saudi Arabia, Singapore, and Turkey.  
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According to many sources in the field of international education and comparative education 

(see, for example, Lauglo,1995; Osborn & Gaebler, 1992; Scott 1992), the concept of 

centralized authority means relying on a central or top authority for decision making on a 

wide range of matters and leaving only tightly programmed routine implementation to lower 

levels in the organization.   

According to Weiler (1993), Winkler (1993), and Hanson (1995), one of the reasons 

behind centralization is to bring equity to the distribution of government resources to all 

regions. Another reason lies in efforts to improve the quality of education through a 

nationally binding curriculum. Furthermore, the government has more control over teachers’ 

qualifications and can deliver a rapid response to those who are performing below standards.   

Some writers (e. g., Weiler, 1993; Winkler, 1993) have pointed out that the 

centralization of educational policies has enabled institutions nationwide to follow a unified 

program that gives students the same opportunities across regions while reducing inequities.  

Those who oppose decentralization have maintained that not only will municipal control 

preserve stability, but it will also ensure fair and equal treatment, effective administrative 

services, and consistency in quality of education.   

Some critics of centralized education (Fretwell, 2001; Lewin, 2000; Linden, 2001; 

Ware, 1999) have argued that policies introduced by the government often involve little 

consultation with the affected groups, resulting in administrative problems at the local level. 

Regional authorities tend to see themselves merely as forces charged with carrying out 

decisions made by others. Thus, the national government’s choices are at times perceived as 

ignoring the needs of diverse cultural groups. Furthermore, the presence of a strong central 

government does not appear to leave a high degree of choice for teachers regarding either 

their pedagogy or their selection of preferred textbooks.  In fact, Ornelas (2000) argues that 

centralism “separated educational authorities from communities, [and] created perverse 
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routines that had adverse effects on educational quality…” (p. 434).  Further details regarding 

centralization and decentralization in various countries’ educational systems as well as their 

music teacher education programs will be discussed in Chapters 2 and 3.   

 

A Brief Description of Social, Geopolitical and Cultural Circumstances of Turkey 

 Turkey is located in southeastern Asia, surrounded by Georgia, Armenia, Iran, Iraq, 

Syria, Greece, and Bulgaria. Also, Turkey borders the Black Sea, the Aegean Sea, and the 

Mediterranean Sea (the portion of Turkey west of the Bosporus is geographically part of 

Europe). In 2000, the nation’s population was estimated at approximately 68 million (State 

institute of Statistics, 2006). In 2006, the population of Turkey was estimated at 71.5 million 

in 2005 (United States Department of State, 2006). There are two predominant ethnic groups: 

Turks at approximately 80% and Kurds at approximately 20% (official data on the Kurdish 

population is unreliable, however). Ninety-nine percent of the population is Muslim, and the 

rest is comprised of Christians or Jews.   

 The question of ethnicity in Turkey is complex, which is evidenced by varied 

information from a number of sources. Many residents who identify themselves as Turks are 

an actual combination of Greeks, Armenians, Roma, Georgians, Kurds, Slavs, and Assyrians. 

Andrews (1992) offers one list of the ethnic groups present in Turkey today: 

1. Kirghizs, Karakalpaks, Turkmens, Kazakhs, Kumyks, Yürüks, Uzbeks, Tatars, 
Azeris, Balkars, Uyghurs, Karachays.   

2. Kurds and Zazas  

3. Arabs and Assyrians  

4. Georgians and Laz  

5. Armenians and Hamshenis  

6. Greeks, Pontic Greeks and Greek-speaking Muslims  

7. Other Muslim groups originally from the Balkans (Bulgarians, Albanians, 
Serbs, Croats, Romanians, and Bosniaks): These people migrated to Anatolia 
during the Ottoman Era and have been assumed to accept Turkish-Muslim 
identity.   

http://en.wikipedia.org/wiki/Melting_pot
http://en.wikipedia.org/wiki/Greeks
http://en.wikipedia.org/wiki/Armenians
http://en.wikipedia.org/wiki/Roma_people
http://en.wikipedia.org/wiki/Georgians
http://en.wikipedia.org/wiki/Kurds
http://en.wikipedia.org/wiki/Slavs
http://en.wikipedia.org/wiki/Assyrian_people
http://en.wikipedia.org/wiki/Kirghiz
http://en.wikipedia.org/wiki/Karakalpak
http://en.wikipedia.org/wiki/Turkmens
http://en.wikipedia.org/wiki/Kazakhs
http://en.wikipedia.org/wiki/Kumyks
http://en.wikipedia.org/wiki/Y%C3%BCr%C3%BCks
http://en.wikipedia.org/wiki/Uzbeks
http://en.wikipedia.org/wiki/Tatars
http://en.wikipedia.org/wiki/Azeris
http://en.wikipedia.org/wiki/Balkars
http://en.wikipedia.org/wiki/Uyghur
http://en.wikipedia.org/wiki/Karachays
http://en.wikipedia.org/wiki/Kurds
http://en.wikipedia.org/wiki/Zazas
http://en.wikipedia.org/wiki/Arabs
http://en.wikipedia.org/wiki/Assyrian_people
http://en.wikipedia.org/wiki/Georgian_people
http://en.wikipedia.org/wiki/Laz
http://en.wikipedia.org/wiki/Armenians
http://en.wikipedia.org/wiki/Hamshenis
http://en.wikipedia.org/wiki/Greeks
http://en.wikipedia.org/wiki/Pontic_Greek_language
http://en.wikipedia.org/wiki/Greek-speaking_Muslims
http://en.wikipedia.org/wiki/Balkans
http://en.wikipedia.org/wiki/Bulgarians
http://en.wikipedia.org/wiki/Albanians
http://en.wikipedia.org/wiki/Serbs
http://en.wikipedia.org/wiki/Croats
http://en.wikipedia.org/wiki/Romanians
http://en.wikipedia.org/wiki/Bosniaks
http://en.wikipedia.org/wiki/Anatolia
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8. Circassians and Chechens  

9. Others: There are small groups and individuals from all over the world living 
in Turkey, either remnants of past migrations (there is for instance a village 
near the Bosphorus named Adampol in Polish, Polonezköy, "the Polish 
village", in Turkish) or witnesses of contemporary mass migrations towards 
the European Union and its periphery (there are also illegal migrant camps 
with thousands of Africans and others intercepted while trying to embark or 
swimming from the wreckage of overpopulated small boats for the Greek or 
Italian shores).  (http://www.answers.com/topic/demographics-of-turkey ) 

 
Turkey as it now exists was founded in 1923 out of the remains of the defeated Ottoman 

Empire.  The Empire’s most powerful period was in the sixteenth century, during the time of 

Sultan Süleyman the Magnificent (1520-1566). The Ottoman Empire held dominance in 

Southwestern Asia and Southeastern Europe during the 18th century (Holmes, 1983; Oney, 

1988). It was defeated by Mustafa Kemal and his followers in 1922, who on October 29, 

1923, established the Republic of Turkey. Under Mustafa Kemal’s direction, the country 

went through extensive social, legal, economic, educational, and political reforms. On 

November 24, 1934, Kemal was honored with the title “Atatürk,” which means the “Father of 

Turks” (Brickman, 1985).   

After the abolition of the Ottoman Empire, between 1925 and 1938, Atatürk began to 

modernize Turkey through numerous reforms. They included (1) introducing nationwide 

secularism, (2) closing down Madrasas, (3) reforming school programs based upon the 

contemporary needs of the Turkish nation, (4) establishing new universities, (5) introducing 

the Latin alphabet, and (6) implementing Turkey’s new foreign policy of "Peace at home, 

Peace in the world" (Davison, 1988; Evin, 1984; Lewis, 1974). Between 1939 and 1945, after 

the death of Atatürk in 1938, İsmet İnönü (1938-1950) became the president of the country 

and continued preparing Turkey for its modern future. In 1945, Turkey joined the United 

Nations and later became a member of NATO in 1952. In 1964, Turkey became an associate 

member of the European Community. Currently, Turkey is in the process of undertaking 

http://en.wikipedia.org/wiki/Circassians
http://en.wikipedia.org/wiki/Chechens
http://en.wikipedia.org/wiki/Polonezk%C3%B6y
http://en.wikipedia.org/wiki/European_Union
http://www.answers.com/topic/demographics-of-turkey
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substantial legal and economic reforms in an effort to become a full member of the European 

Union (Weiker, 1981; Schick & Ertuğrul, 1987).   

 After the foundation of the Republic in 1923, Turkey’s goal was to implement 

reforms and initiatives that would help the country gain status among the more advanced 

countries of the world. One goal was to raise the educational level of the people at large, so 

education reforms became some of the most important initiatives. During this reform, the 

educational system became centralized by the Law of Unification of Instruction in 1924.  

Between then and 1982, all aspects of education were under the supervision of the Ministry 

of Education. This included a national curriculum, standardized textbooks, and all policy 

decisions.   

 Today, Turkey is experiencing some of the same challenges other nations around the 

world are facing. There has been a rapid population growth in Turkey, around 2% per year 

(Çakıroğlu & Çakıroğlu, 2003), which has been focused in urban centers rather than rural 

areas due to immigration (OECD, 1989). In 2000, the total population was estimated at 

approximately 65 million.  

 Today, these differences are sharply noticeable in spite of attempts to improve the 

educational system. Even though during the early years of the Republic these differences 

were acknowledged by educating teachers depending on their location, urban or village, 

today’s teacher training programs in the centralized system do not address these differences.   

All of the teacher education programs are intended to educate teachers for the schools 
of the Ministry of National Education, which has centralized curricula throughout the 
country.  Teachers, on the other hand, are expected to use these curricula in a variety 
of schools where the cultural and economic expectations of the local community are 
quite different.  (Çakıroğlu & Çakıroğlu, 2003, p.  257)  

 
 Turkey prides itself in its ethnic diversity (Smith, 2005). Each region of the country 

has its own cultural and social differences. Accordingly, values and norms vary with each 

region. The type of music that is listened to in each region simply demonstrates the variety of 
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musical influences that are present in the social life of that region. For example, in the East, 

people place greater value on folk music, and they adore performing in public and at social 

gatherings. Their music is usually improvised and is used to communicate and share opinions 

on a topic, which is often based on the social or political issues of Turkey. Inherent within 

this music is the social context in which the daily lives of the musicians take place.  

Individuals in the Eastern part of Turkey adhere to the traditional values and norms of their 

community (Karakelle, 2004; Kaynar, 1996; Özbek, 1994).   

 By comparison, in the Western region of Turkey both classical and pop music are 

important in the people’s daily life whereas in the South pop music is more favored than 

classical music. This is due to the large number of the youth in this region (Erol, 2002; 

Karakelle, 2004; Özbek, 1991; Solmaz, 1996). People in the Northern region of Turkey are 

similar to their neighbors in the East, as they prefer to listen to their version of folkloric 

music, which is reasonably different from the folkloric music of the East previously described 

(Karakelle, 2004). The type of music associated with daily life in Turkey simply illustrates 

the various social contexts of each region of the country.   

The responsibility not just of music teachers but all educators is to be societal role 

models for the particular region where teaching takes place. Thus, teachers should be well 

acquainted during their pre-service program not with the idea of “one size fits all” but with 

the idea that they should be able to adapt to different communities in order to interact and 

teach students from diverse backgrounds and to engage in the social realities of various 

institutions.   

 

A Culturally Responsive Curriculum 

 The broad cultural diversity in Turkey and the continuing influx of more cultural 

groups create challenges for teachers who want to provide high standards of instruction in an 
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appropriate classroom environment—instruction that is culturally relevant for the diverse 

students in the classrooms.  The students’ needs might be in the form of language differences, 

processes of learning based on cultural background, socio-economic differences, and 

interpersonal interactions.  Researchers have explored the learning style differences that exist 

among students from varying cultural backgrounds (Garza, 1998; Gay, 2000; Rice, 1999; 

Spradley & Rynkiewich, 1975).  Additionally, teachers of culturally diverse students must 

become aware of the students’ cultural backgrounds and to adopt the belief that all children 

are able and expected to succeed. They must incorporate the various cultures of their students 

into their classrooms and have a general sociocultural knowledge about how culture might 

influence student performance in school (Burke-Spero, 1999; Karakelle, 2003).   

 Villegas and Lucas (2002) identified six characteristics that define the culturally 

responsive teacher:  

Such a teacher is (a) socioculturally conscious, that is, recognizes that there are 
multiple ways of perceiving reality and that these ways are influenced by one’s 
location in the social order; (b) has affirming views of students from diverse 
backgrounds, seeing resources for learning in all students rather than viewing 
differences as problems to be overcome; (c) sees himself or herself as both 
responsible for and capable of bringing about educational change that will make 
schools more responsive to all students; (d) understands how learners construct 
knowledge and is capable of promoting learners’ knowledge construction; (e) knows 
about the lives of his or her students; and (f) uses his or her knowledge about 
students’ lives to design instruction that builds on what they already know while 
stretching them beyond the familiar.  (p. 21)  

 
 In order to develop these characteristics, teacher training programs must contain 

curricula that address these issues.  In fact, these issues must be more than merely addressed; 

they should be instilled within the teacher training process.  Gay (1997) suggests that  

For multicultural education to be genuinely infused into the structural frame-works of 
teacher education, it must…[have] a dual presence in the program offerings.  Issues of 
cultural and ethnic diversity must be woven throughout all the foundational cores and 
areas of concentration offered.  In addition, multicultural education must constitute a 
distinct and viable area of specialization.  (p. 199) 
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The Chronology of Higher Education in Turkey 

 According to Tekindağ (1973) and Tug (1985), Turkish higher education dates back 

to the eleventh century when it was called “Nizam-al Madrasa.” The word madrasa is of 

Arabic origin and means “a place to study.”  The Madrasa was the place for giving lessons 

during the Caliphs period until the tenth century. It was a Turkish- Islamic Institution that 

offered courses on religion, Islamic law, rhetoric, philosophy, mathematics, astronomy, and 

medicine.  In the Ottoman period, it was referred to the Turkish-Islamic University, and, 

later, referred to institution for higher education (Gross, 1962; Hans, 1964; Gani, 1989; 

Stanton, 1990).  The first Madrasa was opened in Baghdad in 1067 by the Seljuk Turks and 

named in honor of the Grand Vizier Nizam al-Mulk’s.  The Madrasas lacked, however, the 

capacity to provide intellectual stimulation and induce change, which complicated the 

Ottoman Empire’s attempts to modernize (Baltacı, 1976; Barrows, 1990; Dodge, 1962; 

Nakosteen, 1964; Akyüz, 2004).   

 In 1836, the Ottoman Empire made an official declaration with regards to its intention 

to modernize education and set up a European type of university.  As the first step, the 

Ottoman Empire established the “Darulfunun” or “House of Sciences,” which took seventeen 

years of preparation.  The Darulfunun was often criticized by teachers of the Madrasas, and 

these protests caused the Darulfunun to be closed and reopened twice before it was firmly 

established in 1900 with a new name—Darulfununi (Bilge, 1984; Tutkun, 1998; Stanton, 

1990).  The problems of the Darulfununi continued even after this point, however.  

According to Çağatay (1991), the House of Sciences struggled to prove itself academically.  

Several German professors joined the faculty of the Darulfununi in 1912, which marked the 

beginning of academic research at the institution.   

 After the proclamation of the Republic in 1923, the Madrasas were abolished because 

the European university model was believed to be more suitable for the young Republic of 
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Turkey.  In 1924, Atatürk, the President of the Republic, invited John Dewey to prepare a 

report on Turkish university reform.  Later on, other scholars from various countries were 

invited to prepare reports on their areas of expertise (see Appendix A).  Atatürk found it 

necessary to address the following issues in connection with education: reconciliation of 

academic freedom, criteria for academic promotion, the leadership role of the rector, and 

common core curricula for various disciplines (Akyüz, 2004; Barrows, 1990; Brickman, 

1985).   

 As stated earlier, Turkey adopted a centralized education system in 1924.  Even 

thought the system was centralized, cultural diversity was acknowledged.  In 1926, two 

different types of teacher training schools were implemented in order to meet the needs of 

two separate populations: teachers for urban areas and teachers for rural areas.  It was 

recognized that the rural population had completely different educational needs from the 

population in urban areas.  This realization contributed to the development of “Village 

Institutes” in the 1940’s.  These institutes focused on the educational needs of the rural 

population and were centered around the principles of “democracy, community collaboration, 

and problem solving in real-life situations” (Çakıroğlu & Çakıroğlu, 2003, p.  255).  In spite 

of the success of these institutes, they were discontinued in 1954 because of political changes.   

 Turkish higher education followed the continental European pattern until the year 

1950.  At that time, influenced by the Democratic Party, which came to power the same year, 

the American system of higher education began to be favored as a model for higher education 

in Turkey (Higher Education Council, 1997; Institute of International Studies, 1972; Gani, 

1989).  Universities were set up as campuses rather than urban universities, English became 

the language of instruction, and the universities were granted greater administrative and 

financial autonomy.  In 1960, a new constitution was prepared in which a university’s 

autonomy was defined as the right of the faculty members to elect rectors and deans while 
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Law 115 required the removal of tutelage of the Ministry of Education over the universities 

(Oğuz, 1983; Barrows, 1990; Çağatay, 1991).   

  According to Akyüz (2004), Barrows (1990), Brickman (1985), and Çağatay (1991), 

due to the growing economy and population, the demand for higher education began to 

increase as well.  Several private higher education schools were opened during the early 

1960s, but these were profit-making institutions offering only four-year bachelor degree 

programs in various professional fields.  As a result of the rising demand for universities and 

the increasing number of enrollees, the Student Selection and Placement Center was 

established in 1973 to help prepare, organize, and administer the central university entrance 

examination administered each June by the Higher Education Council (see Appendix B).   

The general curricula at most of the Departments of Music Education in Turkey used 

to include both Turkish and Western music systems.  Music courses consisted of applied 

study, voice training, history of music, music culture, theory of traditional Turkish music, 

choir, orchestra, and conducting.  Education courses offered sociology, psychology, 

measurement and evaluation, research, internship, special teaching methods, and computer 

technology.  General studies covered Atatürk’s principles (mainly republicanism, 

nationalism, populism, etatism, secularism, and revolutionism), the history of the revolution, 

and Turkish and foreign languages. Each school had its own variation on the curriculum, 

however, regardless of the national standards.   

 New provisions for higher education came during the academic year 1980-1981.   

They included the appeal for non-profit foundations to establish higher education institutions 

and the re-establishment of the Higher Education Council (HEC) to steer important activities 

of higher education institutions.  The law took effect in 1981, and the corresponding 

reorganization followed.  One significant aspect of the reorganization was the elimination of 

institutional and functional fragmentation in higher education (Çağatay, 1991; Doğramacı, 
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1992; HEC, 2004).  The Council consists of twenty-two members, who are in charge of the 

planning, coordinating, and supervising of higher education within the provisions established 

in the Higher Education Law.  Out of the twenty-two members, seven are faculty members 

nominated by the Inter-University Council and appointed by the President of the Republic.  

Seven are appointed directly by the President of the Republic with former rectors being given 

priority.  Also, the President has the right to select the president of the HEC from among the 

members of the Council.  HEC members elect nine members of the executive board, who are 

responsible for the daily operations of the Council (Barrows; 1990; Dündar & Lewis, 1995; 

Oney, 1994; Özmen, 1994) (see Appendix C).   

 The main principles of the HEC are elucidated under Law 2547—the law that governs 

higher education in Turkey and echoes the sentiments expressed in Article 42 of the 

Constitution stated above.  The law proclaims loyalty to Atatürkist nationalism as well as to 

Ataturk’s reforms and principles and considers them as the aims of Turkish education.  It is 

important to remember that Turkish higher education did not evolve from the Madrasas but 

was established during the Republic period.  Consequently, since these universities were 

established in a Republican era, their students were expected to have the Republican spirit 

(Ministry of National Education Report, 2002, see Appendix D).   

 

An Overview of Music Teacher Education in Turkey 

In November 1924, Atatürk founded the "Musiki Muallim Mektebi" in Ankara, the 

first music teacher training school in the history of Turkey (Uçan, 1982).  Over time, the 

teacher training school experienced changes that resulted in an emphasis on teacher training 

instead of musical performance.  This, in turn, led to the formation of a music education 

branch at the Gazi Institute of Education during the academic year 1937-38, where the music 

teacher training program was transferred.   
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The late 1960s brought the establishment of more music schools at different Institutes 

of Education, particularly in Istanbul in 1969, Izmir in 1973, and Nazilli in 1977.  The Nazilli 

school closed down three years later.  The remaining schools opened with three-year 

programs that evolved into four-year programs under new names in the academic year 1978-

1979.  A Department of Music was formed two years later, in 1981, in Bursa (Uçan, 1982; 

Öztürk, 1996; Şentürk, 2000).  With the passing of the 1981 Higher Education Law, the 

Higher Schools for Teachers were transformed into Schools of Education under the direction 

of universities in their respective regions (International Association of Universities, 1998).  

Music education departments in schools of education admitted music students with 

little or no previous musical knowledge or experience.  The general music classes at their 

public schools did not usually provide them with formal training in music. To respond to this 

situation, the year 1989 marked the establishment of the Anatolian Fine Arts High Schools 

designed to prepare students for higher education in music and fine arts.  Similar high schools 

have since proliferated throughout the country; currently, there are fifty-three of them in 

Turkey (Şentürk, 2000) (see Appendix F).   

Presently, there are twenty-two Departments of Music Education at Schools of 

Education responsible for training future public school music teachers in Turkey (see 

Appendix E).  These Departments of Music Education offer, in their centralized four-year 

programs, the required and elective courses that prepare students for the challenges of 

teaching.  The programs combine music, education, and general studies courses with the 

music courses encompassing both Turkish and Western music systems.  

Admission to university.  The admission to any undergraduate program in Turkey 

requires a secondary school/high school diploma (Lise Diploması) and a passing score on the 

Student Selection Examination—a central university entrance examination administered by 

the Student Selection and Placement Center (ÖSYM), which is an affiliate of the Council of 
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Higher Education (HEC).  The Student Selection examination consists of two types of tests 

and is administered in a single session throughout the country every June.  Beginning in 

2003, the applicants were required to garner a minimum of 165 points (60 points more than 

the previous 105) to be eligible for enrollment in two-year vocational programs and open 

education programs.  To be eligible for enrollment in a four-year undergraduate program a 

minimum of 185 points (65 points more than the previous 120) was required.  Aside from the 

Student Selection Examination, each Department of Music Education requires applicants to 

pass a music aptitude test.  Conducted individually, this test aims at assessing aural 

perception, singing, and instrumental skills.    

 

Centralized Music Teacher Training Program After 1998 

Effective 1998, in a joint project of the Ministry of National Education, Council of 

Higher Education, and World Bank, Turkish education and teacher training programs became 

centralized.  One of the reasons was the issue of equity.  Regional differences in levels of 

development played an important role in the move toward centralized decision making.  As 

the previous system was unable to produce the quality of education necessary to meet the 

needs and demands of the rapidly changing Turkish economy and society, it was more 

convenient for the government to supervise the facilities and to manage the processes of 

improving curriculum, training teachers, allocating the funds, and meeting the demands of the 

time (Fretwell, 2001).   

The ongoing disagreements between the Leftists and the Rightists resulted in power 

shifts between these two groups in their domination of the schools, which caused 

discontinuities in instructional decisions and processes.  In brief, these schools were 

malfunctioning.  Centralization was supposed to help the government reduce ideological 

differences and increase unity in the educational system (Fretwell, 2001).   
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As was the case with all other subject matter areas, all music teacher education 

departments in Turkey were centralized as well and placed under the School of Fine Arts 

Education (see Figure 1).  The transition was quite abrupt and lacked any plan for the 

implementation of trained faculty that could function in accordance with the demands and 

requirements of the new curriculum.   

 

     Higher Education Council 

        University A 

Faculty of Education 

          Department of Fine Arts Education 

   Division of Music Teacher Education 

 

Figure 1.   Organizational structure of university in the field of teacher education. 

 

Presently, there only exists one curriculum for all levels of music teacher preparation 

(see Appendix G).  It is part and parcel of one music teacher training curriculum in which 

both the general courses and subject matter courses, as defined by the Higher Education 

Council and prescribed for all levels of teaching, are combined.  The entire curriculum 

document is available in Turkish at 

http://www.yok.gov.tr/egitim/ogretmen/ogretmen_yetistirme_lisans/muzik.doc , the 

translation of which is included in this project (see Appendix G).  All other documents, such 

as the national standards, teacher competencies, and teacher competency indicators in 

Turkey, are available in English at http://www.yok.gov.tr/english/acr2/chapter2.html and 

http://www.yok.gov.tr/english/acr2/a3/app3.html (see Appendix H).  The translation is 

provided by the Higher Education Council.

   

http://www.yok.gov.tr/egitim/ogretmen/ogretmen_yetistirme_lisans/muzik.doc
http://www.yok.gov.tr/english/acr2/chapter2.html
http://www.yok.gov.tr/english/acr2/a3/app3.html
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To sum up, the current music teacher training program in Turkey is characterized by a 

history of change from centralized, decentralized, and back again to local efforts of 

nationalizing and, thereby, centralizing the curriculum.  These changes have impacted the 

specifics of suggested and mandated teaching materials, methods, and assessment as well as 

certification procedures available for music teachers.  Most importantly, such moves toward 

standardizing performance criteria in music have led to streamlining goals and objectives in 

the curriculum rather than expanding or individualizing them.   

There are three primary documents, all doctoral dissertations, which have examined 

music teacher training in Turkey. In 1980, Rıdvan Süer conducted a survey of 702 music 

educators in Turkey. The focus of the survey was the quality of the music teacher training 

curricula. Süer reported that participants believed music teacher training coursework was not 

particularly relevant to the actuality of teaching music but rather focused on issues of 

performance (Süer, 1980). Recommendations included revisions in the curriculum, 

discussion-format in-service training sessions with required attendance, and more music 

teacher training programs.  

Ali Uçan, in 1982, focused on the evaluation of the 1978-79 curriculum developed by 

the Ministry of National Education. His study was placed in the context of centralized music 

teacher training in Turkey from 1923 – 1982. After analyzing the curriculum, he reported 

several weaknesses and recommended greater connections be made between program goals 

and student goals. 

 Sezen Özeke, in 2003, focused on the historical development of four selected 

universities’ decentralized music education programs in Turkey between 1982 and 1998.  

Like Süer, she noted the continuing conflict between emphasizing performance versus 

teacher training.  This study examines the extent to which the music curriculum, articulated in 

1998, reflects the underlying educational policy of centralization.   
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Purpose of Study and Research Questions 

The purpose of this study was to analyze the current music teacher training 

curriculum as situated in Turkey’s centralized educational system.  The research questions 

were  

1.   To what extent does the curriculum reflect core elements of the overall 
centralized educational system in Turkey?   

2.   To what extent does the curriculum prescribe the nature of teaching materials 
and methods, assessment tools and other forms of evaluating and monitoring 
performance as teachers and musicians?  

3.   To what extent does the curriculum acknowledge cultural diversity throughout 
the country and is this cultural diversity addressed through repertoire, musical 
activities and concepts according to geographic and cultural regions? 

These questions provided the themes and categories by which the music curriculum was 

examined as part of the overall teacher education curriculum as it currently exists in Turkey.     

 

Delimitation of the Study and Definitions of Selected Terms 

This study is limited to the description of the development and changes of higher 

education in Turkey since 1998 and their implications for future music education program 

revisions.   

 The operational definitions of terms used in this study are as follows: 

Beliefs: ideas that a person believes and values as true even in the absence of direct 

experience of the truth.  For example, a person with strong religious beliefs would 

acknowledge the presence of God, although the person may not have any direct experience of 

it.   

Caliph: a religious leader of the Muslim community, closely related to the word 

“Khalifa,” which means a successor or representative of the Prophet Mohammed.  This 

designation is always given to a male.  Another usage of the term is to refer to a leader of the 

Sufi order, which in turn refers to a mystic tradition of Islam.   
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Centralization: a system of governance in which a governmental authority at the 

federal level is responsible for setting the political agendas and policies that local 

governments are expected to implement.   

Centralized curriculum: a sequence of courses all students are expected to take.  The 

course objectives and evaluation procedures are controlled and governed by a central 

authority.  This type of system is used to help maintain and sustain a uniform development all 

over the country in terms of the standards of education and learning outcomes.   

Community: a group of people who share many common characteristics and could be 

within a particular society or extending beyond it. Most of the time the term is used to refer to 

a subgroup within a society.  For example, we might refer to the scientific community within 

a society which may spread across the geographical boundaries of the society.  In that case, 

the scientific community refers to scientists across the globe and hence is used in a universal 

sense.  However, it also refers to a small group within the society itself within the same 

physical boundaries.   

Culture: the sum total of the various values, beliefs, customs, traditions, and 

languages of a society.  It gives a general description of the way of life followed by that 

society.   

Cultural diversity: the presence of many and varied cultures within a geographical 

region or within an organization.  For example, cultural diversity could be present in a 

country as a whole, a company, or an educational institution.  The cultural differences 

between the people in the region or organization are evident in terms of differences in their 

language, customs, beliefs, and traditions amongst others.  Unity in diversity is a closely 

related concept which signifies harmonious existence between various cultures.   

Cultural relativism: the fact that individuals attempt to comprehend the values, 

beliefs, customs, and traditions of other cultures in relation to their own culture and, 
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therefore, their perceptions of the same culture are different from the perceptions of people 

with a dissimilar culture.   

 Decentralization: as opposed to centralization, it is a system where the major decision 

making and implementation powers are given to local level authorities most closely aligned 

and familiar with the people impacted by such powers.  For example, in the government, this 

term could refer to giving more power to state and local governments in the country while 

keeping at the center only primary information necessary for the integrity and security of the 

nation.  As is the case with centralization, decentralization is a concept that can be applied to 

any arena with education being one of them.   

 Higher education: post school or post secondary education which is provided by 

colleges, universities and other learning institutions usually in the form of undergraduate and 

postgraduate degrees, diplomas or certificates.   

Interactive sociology: the study of the actions and reactions which people have on 

each other when they interact and relate in various ways.   

 Madrasa: an Arabic word, which means school of a higher level. This word is often 

misunderstood due to administrative failures and political interference as many Madrasas, 

especially in the developing world, became places where strict and fanatic religious education 

rather than education of economic value was being imparted.  

Music teacher education: a curriculum in which future teachers are taught the art of 

music and how to foster interest in the subject of music in pupils of all age groups.   

Music teacher education advanced studies: a somewhat similar concept to the earlier 

definition, the difference being that music teachers who are already teaching music at various 

levels are now trained to use various kinds of techniques and strategies to teach music 

effectively to their optimum capacity, using available equipment in an efficient and effective 

manner.   



 24

Social reality: the sets of principles and beliefs accepted by the society or a group 

within the society.   

Society: a group of people who live together in a geographical region and have many 

things in common like culture, language, and religion.  Depending on the situation, the term 

may or may not coincide with the concept of a nation.   

Values: the principles in life which one desires to uphold despite all odds and in some 

cases even in the face of adversity.  For example, if a person values honesty, the person will 

be inhibited in his mind to steal food even if he is hungry.   
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CHAPTER II 

BACKGROUND OF STUDY 

 This chapter contains information that elaborates on many of the issues addressed in 

Chapter I.  The discussion begins with a description of educational literature on strengths and 

challenges inherent in the concepts of decentralization and centralization in education.  (A 

sociologically-based, theoretical exposé about the relative merits of centralization and 

decentralization as general educational policies is presented separately in Chapter Three.)  

The second section of this chapter provides a brief overview of types of educational system 

currently in place in selected countries, which is followed by a brief description of selected 

music teacher-training programs as they have been described for a handful of countries in 

current publications by (1) the Organization for Economic Co-operation and Development 

(OECD) Reviews of National Policies for Education, (2) UNESCO, and (3) the World Bank 

Research Studies on Education since 1981.  Selected books, articles, and dissertations dated 

no later than the mid-1980s and as recent as 2003 were also consulted.      

In light of the background information on centralization and decentralization, this 

chapter details the history of teacher training in Turkey beginning in 1848 followed by a 

discussion of problems and benefits inherent in the teacher-training program of today.  The 

chapter concludes with literature review of issues concerning cultural relevance—a topic of 

interest to today’s music educators worldwide.   

 

Decentralization and Centralization in Education 

Decentralization in Education 

 While there are numerous definitions for decentralization in the academic literature, 

the consensus seems to be that decentralization means shifting the decision-making power 

and authority from the national government to local  agencies (Hoerr, 1966; Murname & Levi 
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1966; La Noue & Smith 1973; McGinn & Street, 1986; Weiler, 1990; Brown, 1991; Bimber; 

1993; Clune, 1993; Hannaway & Carnoy, 1993; Jacobson & Berne 1993; Snauwaert, 1993; 

Mumford, 1994; Rodriguez, 1995; Segal; 1997).  Hanson (1998) defined decentralization as 

“the transfer of decision-making authority, responsibility, and tasks from higher to lower 

organizational levels or between organizations” (p.  112).  Lauglo (1995) defined 

decentralization as referring to the process of dispersing objects away from a central point 

and also to the “condition of objects being located remote from a centre – though it might 

have been useful to adopt decentralism in or to denote a structural condition as distinct from a 

process” (Lauglo, 1995, p.  5).   

Hanson (1998) described three types of decentralization: 1) Devolution, 2) 

Delegation, and 3) Deconcentration.  Devolution means transferring the decision-making 

power from higher to lower agencies.  As a result, local institutions have the power to make 

decisions and act without asking the permission from the central government.  An example of 

devolution would be Chile, where decisions are made by municipalities.  The form of 

decentralization known as delegation refers to the situation in which decision-making power 

is transferred to lower levels of the hierarchy.  This form of decentralization is found in 

China. China was afraid to relinquish its control over their educational institutions and 

decided to go back to a centralized model.  The final form of decentralization known as 

deconcentration does not transfer the authority of decision making significantly but rather 

focuses on the transfer of work.  For example, Hanson refers to the Mexican government, 

which increased its control over thirty-one states that were responsible for management tasks.   

 Various countries including Chile, China, Colombia, Japan, Mexico, New Zealand, 

Finland, Spain, Sweden, United States of America, and Venezuela have decentralized their 

educational institutions.  In Chile, for example, the reform took place in 1981 (Schiefelbein, 

Wolf, & Schiefelbein, 1998).  According to Ornelas (2000), the transfer of resources from the 
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national government to the states occurred over a short period of time with little preparation.  

In the case of Japan, Muta (2000) pointed out that decentralization was necessary to catch up 

with industrialized countries.  China struggled with the decision to decentralize their 

educational system before taking this step because the national government feared that it 

would lose control of the educational institutions (Hawkins, 1999).   

 Strengths and challenges.  Often citing as benefits a reduction in costs as well as 

improved effectiveness and efficiency in the system, the supporters of decentralization 

believe that the smaller the government, the better decentralization is: “Applying private 

means to public ends can at once lighten the burden on taxpayers, generate more information 

to inform public choice, and conserve public managerial attention for other duties that can’t 

be delegated” (Donahue, 1989, p.  78).   

Studies (Bray, 1996; Brown, 1991; Chau, 1985; Conyers, 1981; Gaynor, 1998; 

Hannaway & Carnoy, 1993; Hanson, 1997; Lauglo, 1995; McGinn & Street, 1986) indicate 

that the main reason for any government to consider decentralization is to increase the quality 

of education. But, there are also hidden reasons, which are mainly political.  Studies suggest 

that some of these reasons include reducing the national budget and transferring educational 

costs to local units (Venezuela and Argentina), breaking the power of teachers’ unions and 

transferring it to another unit that supports the policies of the Ministry (Chile and Mexico), 

and trying to establish a more democratic environment after many years of political turmoil, 

such as in Spain, Argentina, Colombia, and Nicaragua (Brown, 1991; Segal, 1997; McGinn 

& Street, 1986; Prawda, 1993; Weiler, 1990).   

 Weiler (1993), Winkler (1993), and Hanson (1995) also indicated that administrative 

efficiency, equity, shared responsibility, motivation, and the idea of innovation through 

competition can be additional reasons behind decentralization.  “Greater decentralization will 

mobilize and generate resources that are not available under more centralized conditions 
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and… decentralized systems can utilize available resources more efficiently” (Weiler, 1990, 

p.  437).  Prawda (1993) suggested that decentralization helped to improve not only the 

quality of education but also the quality of teachers.  The percentage of inefficient and 

insufficient teachers decreased after decentralization in Mexico, Zimbabwe, and Chile 

because teachers were evaluated on their instructor performance and the results were taken 

into account when promotions were considered.  According to Gaynor (1998), parents 

reported that teachers began to meet with them more often and arrived on time for class more 

after decentralization took place in Nigeria.   

Lobo, Guedes, Amaral, and Walker (1995) suggest that decentralization in education 

increased the effectiveness and efficiency of teachers, parents, students, and administrators.  

According to the World Bank (1996b), decentralization focuses more on the local cultural 

and environmental learning differences of the students, which improves the quality of 

education.  Furthermore, OECD (1995) reported that decentralization diminished the political 

pressure and conflict caused by leaders and encouraged providers to satisfy the wishes of the 

citizenry.  Thus, it seems to augment parents’ accountability to teachers and school officials.  

According to Archer (1994), decentralization takes advantage of local financial sources and 

changes the role of government with regard to its control over education.  On the other hand, 

Williams, Harold, Southworth (1997) and Steadman (1997) point out that lack of training, 

unclearly defined roles, and unequal distribution of power might cause major problems for 

education.   

 Opponents of decentralization focus on fragmentation, lack of training, short-term 

thinking, reduced quality of instruction, and increased inequity across resources.  When 

functions previously handled by a centralized authority are delegated to local officials, the 

latter often do not have the training or experience to adequately deal with the details of the 

issues:   
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Policies that involve any substantial movement toward decentralizing decision 
making to local sites must include a recognition of this need for in-service training 
and must provide the resources necessary to develop thoughtful, informed, and 
competent school-site council members.  Without adequate initial and continuing 
training, the potential benefits of this organizational structure will not be realized.  
(Williams, Harold, & Southworth, 1997, p.  632) 
 
As mentioned above, one of the most commonly cited goals of decentralization is the 

improvement of the quality of education.  One might assume that having local control over 

management, personnel, curriculum and other issues would improve the quality of education.  

However, research has “not demonstrated a direct relationship between decentralization and 

increased student achievement” (Hanson, 1998, p.  117).   

Williams, Harold, and Southworth (1997) also examined the decentralization 

processes that occurred in New Zealand and England, identifying four themes that emerged 

from the experiences of these two countries: 1) the need for support and training; 2) the 

problem of lack of time; 3) the puzzle of accountability; and 4) the principal’s professional 

and personal adjustment (1997, p.  629). Moving from a centralized to a decentralized system 

creates a shift in responsibility which is often underestimated and for which local officials are 

not prepared. Decentralization also can result in an increase in workload for local 

administrators and may cause problems in accountability and effectiveness.   

 

Centralization in Education 

 As the term implies, centralization requires a central agency to control the system.  

Several countries, such as Bulgaria, Hungary, Malaysia, the Middle East, Singapore, South 

Korea, Romania, and Turkey, have a centralized educational system.  In these countries, the 

Ministry of Education controls the policies, national curriculum, and textbooks, appoints 

teachers, and makes the arrangements for administration (Weiler, 1993).   

Strengths and challenges.  According to Weiler (1990), Winkler (1993), and Hanson 

(1995), one of the reasons behind centralization is to bring equity to the distribution of 
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government resources to all regions. Advocates of centralization generally believe that equity 

is enhanced by resources being moved directly to where they are most needed so that 

resource disparity could be reduced (Weiler, 1990).  Other cost issues often include reduction 

in duplication and more time efficiency. Since public and central funds need to be monitored, 

centralization provides a more effective form of safe guarding: “For higher education, 

centralization encourages better management, ensures responsiveness and reform, increases 

institutional diversity, decreases competition, allows for the system to be represented with 

one voice, and provides for more economy and efficiency” (Larson, 2003, p.  174).  

Advocates of centralization also point out the importance of higher education for the 

country’s economy and changing social needs, which provide an impetus for reform.  Rather 

than allowing higher education to act in isolation, centralization ensures that public interest is 

maintained and considered foremost.  Another reason for centralization is the improvement of 

the quality of education through a fixed curriculum.  Furthermore, the government gains 

more control over teachers’ qualifications and can deliver a rapid response when the 

performance falls below standard.    

Even though opponents of centralization state that diversity might be inhibited by 

prescribing uniform curriculum, which can perhaps “hamper an institution from adjusting to 

changing circumstances and needs” (Volkwein, Malik, & Naierski-Prancl, 1998, p.  1), 

studies have pointed out that the centralization of educational policies has enabled institutions 

nationwide to follow the same program, which gives diverse students equal opportunities 

while reducing inequities (Bray, 2003; Lauglo, 1995). Yet, so far research has failed to 

provide a clear answer as to whether centralization is the better choice: “Those who argue 

against centralization state that diversity and creativity are lessened, leadership is stifled, a 

sense of responsibility is diminished, costs are increased, accountability is misplaced, 

competition is not lessened, and academic freedom is threatened” (Larson, 2003, p.  178).    
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Opponents of centralization also believe that policies introduced by the government 

have no consultation with the affected groups.  This would possibly bring administrative 

problems to the local level.  No decision-making power concerning education is given to 

regional authorities although cultural and social learning environments differ from one 

another. Thus, the government’s choice often ignores public choices.  Furthermore, a strong 

central government in the educational system often does not leave teachers with a high degree 

of choice regarding their pedagogy or in selecting textbooks (Fretwell, 2001; Lewin, 2000; 

Linden, 2001; Ware; 1999).   

Research has shown both strengths and weaknesses of centralization and 

decentralization.  Clashes among decision-makers will continue as long as there are different 

views on which goals are important and, once they are identified, what are the best methods 

to achieve them. Also, since policy-makers do not often agree on definitions of diversity, 

quality, effectiveness, and efficiency, a variety of ideologies will be present and advocates of 

each of these perspectives will offer what they consider valid views.   

 

Decentralization and Centralization of Teacher-Training Programs in Selected Countries: 
A Brief Overview 

 
The sources referenced above that address centralization and decentralization of 

teacher-training programs worldwide appear to suggest that emerging industrialized nations 

are choosing the structure of centralization in their educational system to bring unity and 

equality to all parts of their countries.  On the other hand, many fully industrialized nations 

seem to move toward ever greater decentralization; some exceptions, of course, exist.  

Following is a brief overview of a few countries’ teacher-training systems, loosely grouped 

according to their perspectives on centralization and decentralization.   
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Countries with Teacher-Training Focus on Decentralization 

 Australia.  Teacher education schools in Australia vary greatly.  Universities offer 

intensive teacher education with a defined objective, which is relevant to the education for 

the children of different regions.  The undergraduate degrees prepare students for teaching in 

primary schools and middle schools.  These four-year degrees also admit graduate-entry 

students.  The professional development component of the teacher education program is 

concentrated in the final two years (four semesters) of the four-year undergraduate degree 

(Auchmuty, 1980; Hudson & Boomer, 1986; Tisher, 1987; Traill, 1982).   

Canada.  The programs are typically designed to meet provincial/territorial teacher 

certification (Butt & Olson, 1983; Ghosh, 1996).  The decentralization of education was 

implemented to meet the demands of modernization.  

Denmark.  Danish teacher education has developed from the professional training of 

people with a background in some vocational area into an academic but still separate and 

autonomous education in the restructured eighteen state colleges of education, which were 

allowed to base their work on their own interpretation of the very general Teacher Education 

Act of 1991.  Accordingly, the four-year courses in teacher education could be and actually 

were different from institution to institution concerning content (Danish Ministry of 

Education, 1997).  By tradition, Danish teacher education has stressed the personal 

development of teachers as well as co-operative and theoretical competencies.  These skills 

are expected to be put into practice in courses run by the autonomous Colleges of Education.  

In view of this long tradition, it was unlikely, until quite recently, that managerial theory was 

considered as relevant course material.  Since 1993 a few steps, referred to as “representing 

the interests of the customer,” have been taken in order to evaluate parts of the educational 

system (Clarke & Newman, 1997).  On the basis of the decentralizing Teacher Education Act 

from 1991, a new development has taken shape at the Colleges of Education.  A variety of 
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courses and projects were introduced as a result of co-operation between teacher educators, 

student teachers, and mentors.   

Finland.  Teacher education in Finland presents a vision of teacher development, 

which is eminently practical while also containing a strong theoretical foundation.  This is 

allied to periods of school experience (practicum) which are progressive in nature: teachers 

may enter at a variety of undergraduate and postgraduate levels.  For teachers at the 

compulsory school level, basic training is available that can be advanced for those wishing to 

pursue further study.  There are basic and advanced studies in subjects representing a wide 

spectrum including languages, mathematics, history, science and technology, arts and crafts, 

geography, physical education, and religion.  In addition to these, there are compulsory 

theoretical elements, such as the psychological basis of education, developmental 

psychology, the social basis of education, didactics, philosophy, and the methodology of 

education (Seddon, 1999).   

Due to the importance of research in education, Finnish student teachers are trained in 

research methodology, quantitative and qualitative research methods, and statistics.  In 

addition, they are expected to present their work at research seminars.  This form of teacher 

education appears to achieve a greater sense of balance between the need to provide a sound 

theoretical background, the need to provide curricular subject knowledge, and the need to 

provide school experience where student teachers can observe theory in action and can test 

their own ideas while developing their own professional skills.   

Ireland.  Significant expansion in in-service teacher education, now more commonly 

termed continuing professional development, has taken place with a range of providers 

offering services and in a variety of modes in Ireland.  In 1998, a ministerial committee 

presented a report on the establishment of the Teaching Council.  The Teaching Council has 

significant power relating to the standards of entry to the profession, the approval of initial 
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teacher education courses, the promotion of induction and continuing professional 

development, research commissioning, and the advisement to the Minister on supply and 

demand issues in teacher education.  The Teaching Council has the potential to become a 

major influence on the future shape of teacher education and the teaching profession in 

Ireland (Lewis & McMahon, 1996).   

 Japan.  In Japan, all initial teacher-training is provided by four-year universities or 

two-year colleges.  In-service training is provided by the Prefecture Boards of Education.  In 

the summer of 1999, the Japanese government declared that all state universities would 

become independent agencies by 2003.  This idea was outlined in the Report of the 

Committee for the Promotion of Decentralization in 1997 (Bray, 1996; Cummings, 1986; 

Hane, 1992; LeTendre, 1999; Sato, 1989; World Bank, 2002).   

Spain.  Schools of Education in Spain are granted full autonomy over their curricula 

within broad governmental guidelines.  The autonomy of Spanish universities was granted 

under the Law for the Reform of University of 1983, which acknowledged the competence of 

every university to draft the syllabus for teacher education, pursuant to the guidelines and 

basic general content as established by the central government (Arango, 1985; Benejam & 

Espinet, 1992).   

United Kingdom.  Faculty members in the field of education maintain a close link 

with host schools.  They are expected to retain practical involvement in teaching children in 

their schools.  The faculty also conducts visits to their students who are engaged in teaching 

practice (Flude & Hammer, 1990; Hargreaves, Comber, & Galton, 1996; Lawton, 1989).   

 

Countries with Teacher-Training Focus on Centralization 

Ghana.  The Ministry of Education of Ghana has introduced a greater emphasis on 

performance rather than theoretical knowledge into the initial teacher preparation system.  



 35

The new program allows teacher trainees to spend the first two years on a college campus.  

The first year is devoted to foundational studies to strengthen the background knowledge of 

the students and the second year emphasizes methodology.  During the third year, the trainees 

are assigned to schools and teach under the supervision and guidance of school mentors and 

tutors from the teacher-training colleges (Daniels, 1987; Dostal, 1989).  According to 

Sedgwick (2000), all teacher candidates have to take the following core course during their 

studies: cultural studies, physical education, English, basic science, basic mathematics, 

Ghanaian language and basic agricultural science.   

Jordan.  The Ministry of Education is a major stakeholder and virtual partner of the 

university.  Both of them have reasons to achieve a high level of planning and 

implementation of teacher education in Jordan.  The supervisors from the Ministry of 

Education participate in team training by supporting the goals of pre-service education 

(Barton, 1995).   

Kuwait.  To train teachers for elementary and secondary schools, the State of Kuwait 

has adopted a system of college training for their teachers.  The programs train students for 

the different levels of education and for various subjects and special tasks in order to achieve 

the objectives and standards required by the State.  The teacher-training program introduces 

students to various areas such as psychology, learning theory, the theory of motivation, 

teaching methods (instruction) and learning processes, as well as information and 

communication technology.  The main focus of the program is to develop teachers’ 

knowledge and skills in cultural, empirical sciences, and professional areas.  Each area 

consists of several courses (UNESCO, 1981; World Bank, 1981).   

Malaysia.  Since 1996, the Malaysian government has put in place initiatives to meet 

the manpower needs of the nation, particularly in the field of science and technology 

regulated by the Ministry of Education (MOE).  The MOE operates through its various 
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divisions, which for music education is the Teacher Education Division (TED).  TED 

functions as the central agency in the training of both primary and secondary school teachers 

at the thirty-one teacher-training colleges in the country.  It conducts training for all pre-

service teachers and in-service teachers selected according to criteria and specifications 

established by the Ministry of Education to meet the needs of the country.  The TED plans 

curriculum and assessment guidelines for all of the courses, both pre-service and in-service, 

at certificate and diploma levels to meet the current requirements for the schools.  Moreover, 

it coordinates and monitors all teacher education initiatives conducted both at the ministry 

and college levels to ensure effective implementation (Awang, 1978; Maznah, 1989; 

Malaysian Ministry of Education, 1982; UNESCO, 1985).   

Saudi Arabia.  There are three systems with uniform programs for teacher education 

in Saudi Arabia.  One is run by the Ministry of Education, which is responsible for planning 

and managing the eighteen male teacher’s colleges, and another is run by the General 

Presidency of Girl Education, which supervises twenty-six female colleges.  The third system 

is run by the Ministry of Higher Education, which includes six Colleges of Education that 

admit both sexes but on separate campuses (UNESCO, 1981; Razik, 1986; World Bank, 

1981).   

 Singapore.  The Ministry of Education (ME) in Singapore directs the formulation and 

implementation of education policies.  It controls the development and administration of the 

government.  The mission of the ME is to provide teachers with high-quality training, 

resources, and an environment in which to succeed.  As the main teacher-training institute in 

Singapore, the National Institute of Education (NIE) plays a pivotal role in ensuring that 

teachers develop the right values and attitudes so that they are equipped to perform their roles 

and carry out their responsibilities effectively.  The NIE was established in 1991 in order to 

administer teacher education in Singapore (UNESCO, 1985). 
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 South Korea.  According to Kim (2001), South Korea has a teacher education system 

designed and closely controlled by the government through the Ministry of Education and 

sixteen regional Boards of Education.  The government plays a critical role in pre-service 

education, certification, teacher selection, and in-service training.  Teacher education is both 

prescriptive and standardized and can only be attained at accredited institutes.  Further, each 

year the government determines the admissions quota for every institute (Kim, 2001).  Most 

of the elementary school teachers in Korea are trained at one of the eleven national 

universities of education including Seoul National University of Education, which awards a 

bachelor's degree to students after their completion of a four-year training program.  Thus, 

with the exception of one private university, Korean elementary school teachers are trained at 

national institutions.  Under this objective-oriented system or closed system, the government 

gains greater influence over the quality and form of elementary school education.  Training 

for secondary school teachers is relatively open since it is offered at comprehensive 

universities (both national and private).  

 Sweden.  In 1977, Swedish teacher education, previously the responsibility of 

dedicated teacher education colleges, was incorporated into the university system.  At least 

this was true administratively and formally but not necessarily intellectually and 

professionally.  Training was divided into different programs for different kinds of teachers.  

The teacher education reform of 2001 organized all teaching categories into a single unitary 

program (Lindblad & Callewaert, 2004, see also Sweden Ministry of Education: 

http://www.sweden.gov.se)  

 Thailand.  Nitsaisook & Lorin (2002) reported that teacher education in Thailand has 

undergone various changes since 1892 when the first teacher-training school for elementary 

school teachers was founded.  In the 1960s, a large number of teacher-training institutions 

were formed.  The year 1992 marked the centenary of teacher education in Thailand.  Wider 
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roles in the formation of future professionals to serve the nation were taken.  There were 

some major problems calling for an urgent reform.  Some of the main causes were 

centralization, the lack of unity in educational administration, the lack of efficiency in 

desirable standards, the lack of public participation, the lack of systematic and continuous 

policy development, and the lack of coordination among the ministries responsible for 

education  

 Taiwan.  Prior to 2002, teacher education policies in Taiwan underwent numerous 

changes, moving from monist to pluralist, from conservative to liberal, and from government-

funded to self-financed (Chang, 2002).  In July 2002, the Teacher Education Law was revised 

to become more centralized once again.  This policy was put into effect in August 2003.  The 

law shortens the practicum from one year to six months and encourages the major universities 

to establish teacher education centers.  The new law also mandates a unified screening 

procedure administered by the National Education Research Institute (NERI).  However, 

according to Chang, it is doubtful that NERI will be able to fulfill such an overwhelming role.   

 United Arab Emirates.  The government of the United Arab Emirates has designed a 

strategic plan for its education system entitled “Vision 2020,” which aims to produce 

reflective and research-informed practitioners.  The program allows students to develop in 

five main areas: direct practice, indirect practice, practical principles, disciplinary theories, 

and personal theories within their current Islamic context (Razik, 1986).   

 

Music Teacher-Training Programs of Selected Countries  

The extant literature on comparative education and music education from the period 

between the 1960s and the 1990s suggests that there was a relative influx of studies on music 

education practices and curricular issues in different countries. Many of those studies are 

listed in Appendix I. Below is a brief description of general music teaching practices for few 
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of the countries not listed in the appendix.  Following the description, specific issues that 

concern many of today’s curriculum makers in various parts of the world are highlighted.  

Malawi.  According to the Malawi Institute of Education (1993), there is a great 

discrepancy in training and consequently in remuneration between primary and university-

trained secondary school teachers.  Primary school teachers who teach music in Malawi 

receive their training at one of the twelve Teacher-training Colleges in the country. These 

institutions offer a basic training in the elements of music and ways of using the Primary 

School Music Teachers’ Guides. Music and music teaching method classes, however, are 

offered for only one semester in a single class of instruction per week.  The Music Section of 

the Department of Fine and Performing Arts at the University of Malawi is the major 

institution for the training of secondary school Music teachers. That program, established in 

1982, caters to students from the Faculty of Humanities and the Faculty of Education and 

offers a B. A. and B. Ed. degrees in Music.  Graduates from this program teach music in the 

designated secondary schools.    

Latvia.  According to the OECD Reviews of National Policies for Education (2001), 

Latvia has inherited a rich tradition of music education and a good level of music teacher-

training in their teacher-training system.  The Daugavpils Pedagogical University Music 

Department works in accordance with the Ministry of Education, imparting music teacher-

training as well as organizing and managing the training process.  The created integrative 

school experience model shows that it can be successfully used in every future music teacher-

training because it advances self-realization in the pedagogical process.   

Portugal.  In 2002, Spruce reported that the Ministry of Education was responsible for 

all alterations in and the implementation of music programs, which would suggest a 

centralized approach.  The ministry has created a Group Contact with the Ministry of Culture 

to “ensure the promotion, animation, and sensibility of artistic teaching (music, dance, theatre 
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and plastic arts)” in Portugal.  Music training for all levels of music teaching takes place in 

the Superior Schools: universities and polytechnics (Spruce, 2002).   

Zimbabwe.  According to Oehrle (1998), until 2000 the University of Zimbabwe 

worked primarily as a support program for the Ministry of Education, advising and evaluating 

music teacher-training at the Teacher-training Colleges.  This program placed an emphasis on 

the teaching of music traditions in Zimbabwe.  It encouraged the use of music notation 

systems specifically developed for the teaching of various Zimbabwean musical instruments.  

Since 1996, Africa University, a pan-African, United-Methodist-related institution located in 

Mutare, has offered a B. Ed degree in Music Education.  This program focuses on a broad 

study of Zimbabwean and other African music traditions as well as on the music of the West 

and other parts of the world (Oehrle, 1998; Thorsén, 1997).   

 

Specific Issues Pertinent to Training Today’s Music Teachers 

Next to studies that detail music educational systems and practices in general, there is 

also a growing body of research that addresses specific topics germane to the learning and 

teaching of music.  For example, in her extensive description of music teacher programs in 

European countries, Volk (1997) focused on multicultural education, thereby limiting the 

discussion to one of the many issues music teacher-training programs of today face.  

Nonetheless, she gave valuable information about the status of multiculturalism in music 

education as reflected in the curricula of Australia, Canada, Germany, and Great Britain. It 

appears that in Germany, owing to the cultural sovereignty of the Federal Laender (States), 

pre-service music teacher-training programs are varied even though clear attempts at 

unification exist (Volk, 1997, p 144).  Similarly, she reported a wide disparity regarding 

music teacher education practices in the Great Britain (p. 127).   
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In 2002, Applegate and Potter addressed different ethnicities in Germany and their 

impact on music education practices and German national identity. The authors explained the 

many transformations that music has undergone not only in teaching but also in performance.  

The authors describe those transformations in great detail, beginning with the 1920s and 

ending at the turn of this century.    

In her book, Teaching Music Globally and Thinking Musically: Experiencing Music, 

Expressing Culture (2004), Shehan-Campbell examined music in various contexts, such as 

music as culture, music as music, and music in text.  She believed that “[d]iversity both 

musical and cultural are best addressed by music teachers through music…” (p. 25). In that 

regard, she suggested that courses under the title of “Multicultural Music Education,” “World 

Musics in the Classroom,” and “Ethnomusicology in the Schools” may be useful for all levels 

of pre-service teachers because they would develop confidence in transforming their world 

music knowledge into music teaching in public school settings. Such teaching could also 

result in a wider variety of students interested in school music.   

 

History of Teacher Training in Turkey 

The first Turkish teacher-training institution, known as the Darulmüallimin, was 

established in 1848 as a result of the establishment of the Ministry of Public Schools in 1846 

(Öztürk, 1996). The ministry recommended the implementation of Ottoman primary, 

secondary, and higher schools in addition to state universities. Since then, several different 

programs of teacher-training and music teacher-training programs have been implemented. In 

1868, an Elementary Teachers’ Training School was established in Istanbul. In 1869, two 

additional teacher-training schools were established by the “Regulation for General 

Education,” the “Higher Teacher Training School,” and one of several teacher- training 

http://books.google.com/books?vid=ISBN0195171438&id=QiU5EhuffsYC&pg=PA1&lpg=PA1&dq=Patricia+Shehan+Campbell&sig=YoOdhzjUqf_-e9M7oHTif3MY8E4
http://books.google.com/books?vid=ISBN0195171438&id=QiU5EhuffsYC&pg=PA1&lpg=PA1&dq=Patricia+Shehan+Campbell&sig=YoOdhzjUqf_-e9M7oHTif3MY8E4
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schools for girls. Additional reforms in education continued until the establishment of the 

Republic in 1923. 

After the formation of the Republic, the Law of Unification of Institutions was passed 

which placed teacher-training schools under the Ministry of Education. Teacher education 

was considered to be of vital importance for Turkey’s advancement as a nation. One of the 

problems that existed at this time was the high number of small villages which lacked schools 

(Özeke, 2003, p. 35). An American educator and philosopher, John Dewey, was influential in 

the development of two types of elementary teacher-training schools, one for cities and one 

for rural areas. Dewey’s recommendations were put into place by the Minister of Education, 

Mustafa Necati Uğural. Later, courses called egitmen kurslari (courses for educators) were 

introduced in the village schools. These courses focused on agriculture and were designed to 

be practical and to increase agricultural production (Başgöz & Wilson, 1968). 

 In 1982, all initial teacher-training programs were transferred from the Ministry of 

National Education to universities. The motivation behind these changes included elevating 

the quality of teacher-training and the initiation of research and development projects. In 

addition, this new structure enabled teachers to continue their own education and professional 

development by allowing them to pursue graduate degrees at both the master’s and doctoral 

levels (Şaban, 2003).   

The National Education Development Project (NEDP) was developed in 1990 as 

another step toward improving the quality of teacher education in Turkey. It was 

implemented under the Loan Agreement between the Turkish Government and the World 

Bank (The Official Gazette, 1990). Funded by the World Bank and managed by the British 

Council for the Council of Higher Education in Turkey, the NEDP supported all of the 

Turkish Schools of Education. The objective was to contribute to the improvement of pre-

service teacher education. The project’s success was measured through a comparison with 
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countries from the Organization for Economic Co-operation and Development (OECD). 

Areas of comparison included both the quality of teacher-training as well as the utilization of 

economic resources in the areas of administration and management. The project focused on 

curriculum development, production of materials, the development of student-teacher 

experience in schools, the establishment of a network of faculty-school partnerships, the 

development of standards for teacher education, and the establishment of an accreditation 

system via the new National Committee of Teacher Education (NCTE). The purpose of the 

NCTE was to set national standards for teacher education and assist with the provision of 

long-term and short-term fellowships. In addition, the committee focused on upgrading the 

Schools of Education’s facilities throughout Turkey. A project of this magnitude was made 

possible and implemented as a result of the considerable changes and development in teacher 

education in the preceding years as outlined in the following discussion.   

The modernization of the education system has been occurring since the eighteenth 

century, but it was only after the establishment of the Turkish Republic in 1923 that the basic 

structures of formal education were officially determined. Since then, the education system 

has expanded in new directions and has undergone several organizational reforms: 

centralized, decentralized, and recentralized.  Similarly, the philosophy of the initial teacher 

training has changed over time. In 1940, the Supreme Council of the Ministry of National 

Education discussed the formulating of a teaching philosophy for the initial teacher-training 

schools and accepted the following approach: education students should develop critical ideas 

by observing experienced, in-service teachers and by discussing their pedagogical approach 

(Akyüz, 2004).  

In the 1940s, 78% of the population above the age of six was illiterate; in villages this 

figure was 90% (Akyüz, 2004). Village Institutes1, Education Institutes2, and Higher 

                                                 
1 Village Institutes were established in 1940s and trained teachers for the primary stage of basic education. 
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Teacher-Training Institutes3 that exemplified the ideals of the republican social reform were 

established. They contributed significantly to the attempts at shaping and facilitating a 

holistic social reform in the new republic through the development and education of its 

representative teachers. The role of the teacher in a Village Institute was typically viewed as 

that of a social reformist. The role of the teacher as social reformer was also stressed in one 

of Atatürk’s public speeches, which he made immediately following the Turkish War of 

Independence. Addressing Turkish teachers, Atatürk said:  

Teachers, the victory of our armies has only established a ground for the victory you 
are going to attain. The real victory will be achieved and maintained by you. Me and 
my comrades will follow your achievements with trust and will clear any obstacles 
that you may come up against during the process towards this goal! (Duman, 1991, p. 
23)   
 

 Following the idea that effective learning occurs when students actively seek 

knowledge and engage in critical thinking, the Council decided in 1949 to reorganize the 

curriculum for teacher-training schools by introducing the concept of competency-based 

teacher education.  The Council also allowed each university to design its own teacher-

training curriculum as long as it was competency-based.  

All consulted sources, including the Ministry of National Education and different 

Schools of Education, described the model of the 1950s-1970s as effective in the selection, 

training, and employment of teachers.  Teaching appeared to have been considered a 

respectable profession and entry into it involved a highly selective process. Furthermore, the 

teacher-training program meaningfully integrated theory and practice since the integral 

component of the teacher education programs included structured student teaching experience 

carried out in most cases at MNE’s boarding schools. Above all, the main emphasis was 

placed on the recruitment of distinctive educators to the education institutes. As the 

progressive teachers of an underdeveloped country, these educators were highly motivated 
                                                                                                                                                        
2 Education institutes increased in number in 1940s and trained teachers for the second stage of basic education. 
3 Higher Teacher-training Institutes improved and increased in number in 1950s and trained teaches for high 
schools. 
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and focused; accordingly, the schools produced excellent new teachers (Binbaşıoğlu, 1995; 

Koçer, 1992). 

The period between 1950 and 1970 was considered to be the most successful in 

producing new teachers, given the social dynamics in which it operated. The period was 

characterized by a direct link between the dominant social reformist ideals in the external 

environment and the role of teachers and teacher education. It was a period of stabilization 

for the Republican paradigm and the development of teacher education and national 

education in line with these ideals and expectations (Yıldırım & Ok, 2002). The principles of 

teacher education, along with those of national education, were in congruence with the long-

term goals of the country.  In fact, Altan (1998) described this period as one of socio-political 

openness.  This observation is supported by the 1971 decision of the Council to urge 

prospective teachers to expand their role beyond the instruction of rules and principles by 

engaging in independent learning and active critique. Furthermore, teachers were to be 

trained in the cognitive, affective and psycho-motor aspects of education (Akyüz, 2004; 

Senemoğlu, 2003).  

Following 1971, the military government came into power because of political 

struggles between the left and Islam.  Until 1980, the situation in the country was marked by 

discontinuities and there was some destabilization in teacher education as the quality of 

programs, instruction, student entry/selection, trainer quality, and decision-making processes 

suffered. The unrest in the larger socio-political context in this specific period further 

contributed to the internal dynamics of teacher education.  The political turbulence in the 

country was experienced directly in institutions of Higher Education. The policies associated 

with teacher-training drifted from the long-term national policies to short-term governmental 

politics. Therefore, discontinuities were observed in the strategies and processes. As a result 

of the ten-year unrest, the centralized general policies and processes for national education 
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created under the constitutional authority of MNE, which had been implemented by a 

republican reform, were replaced by widespread decentralization, causing the appearance of 

many different teacher training programs across the country (Şimşek & Yıldırım, 2001). 

One of the most serious problems of the time was related to the content of the 

programs. Studies indicated that the programs were no longer progressive because they were 

not based on any scientific approach but rather on a practitioner’s approach (Koçer, 1992). It 

was believed that this occurred because the teacher-training institutes were isolated from the 

universities and, therefore, from academic knowledge and research. Correspondingly, the 

authors of instructional media were not subject-matter experts. Although they wrote books on 

a variety of topics, ranging from the sociology of education to teaching methods, the 

information they presented consisted of various generalizations collected from other sources. 

This had a detrimental effect on the quality of these programs (Öğretmen Hüseyin Hüsnü 

Tekışık Eğitim Araştırma ve Geliştirme Vakfı, 2001).  

In response to such criticism, in 1998 the Council began to place a great emphasis on 

psychological and sociological foundations in the training of teachers. It was contended that 

teachers needed to understand the developmental needs of their students and to instruct them 

in a nonjudgmental fashion while promoting their individual abilities. Since 1998, every 

School of Education in Turkey is required to follow a standardized curriculum prescribed by 

the Higher Education Council (HEC, 1998). Preparation for the teaching profession requires 

the acquisition of the necessary theoretical foundations for classroom instruction. The details 

of all program requirements are described in Chapter Four. Here, a few examples may 

suffice: English teacher education courses draw upon linguistics and learning theory; the 

teaching practicum requires three sessions of field experience during the four years over 

which the teacher education program takes place; during the last of those sessions students 

are required to engage in actual classroom instruction (Bennett & Carre, 1993). The goals of 
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student teaching involve the development of individual confidence in the teaching endeavor, 

to develop practical skills necessary for their future role as teachers, and to enable an active 

and familiar attitude toward forthcoming professional responsibilities (Bennett & Carre, 

1993).   

 

Problems and Benefits Inherent in the Teacher-Training Program of Today 

Over the past few decades, the Turkish government has been concerned with 

education and implemented a variety of reforms. These changes, however, have often proven 

to be short-term solutions that have not sufficiently addressed long-term issues.  

When the 1998 reorganization took place, the teacher-training schools were not ready 

to cope with new demands relating to their teacher profile, programs, and physical resources 

(Şimşek & Yıldırım, 2001). Aside from these inadequacies of the internal dynamics, several 

other issues complicated the reorganization of teacher-training programs. The universities 

lacked experience with and knowledge of teacher education issues and were generally 

unprepared for the creation of the Schools of Education within their structural system; the 

new HEC model had to serve as a temporary solution without sufficient prior preparation, 

and the reorganization caused MNE’s confusion about its role and its departure from teacher 

education affairs. These external effects, along with the aforementioned internal 

inadequacies, have had serious repercussions on teacher-training programs for years 

(Çakıroğlu and Çakıroğlu, 2003). 

Çakıroğlu and Çakıroğlu (2003) identified problems that originated both from outside 

teacher education programs in Turkey and from within those programs. Outside influences 

include the rapid growth and movement of the population, political issues, problems of 

teachers, and admission to university. Problems identified as originating within teacher 

training programs include the curriculum and content relevance. Also according to Çakıroğlu 
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and Çakıroğlu (2003), the primary location for population growth in Turkey occurs in urban 

areas. Due to the rapid change in the population in these areas, there are often problems with 

teacher shortages and with limited resources regarding materials, funds, and facilities. To 

accommodate the demand for more teachers,  

graduates of any of the four-year university programmes without special preparation 
to teach were accepted for teaching jobs throughout the country with a minimal 
amount of in-service training to close the gap between their knowledge and the 
required education for being a teacher. (Çakıroğlu and Çakıroğlu, 2003 p. 257) 
 
Often, wide cultural differences between urban and rural populations are not 

addressed easily by a centralized curriculum because it does not allow teachers to make 

adjustments to accommodate learners in different settings. During the first half of the 

Republican period, the Turkish government responded to such concerns by establishing 

village institutes, and with the current government’s continuing concern for education and the 

recent focus on cultural issues, it is hoped this problem can be addressed.  

Problems centering on teachers in Turkey are typical of many countries throughout 

the world. As teachers do not enjoy high status in society, many qualified persons choose not 

to pursue this profession (Gürşimşek, et al, 1997). Other issues identified by Karagözoğlu and 

Murray (1998) include lack of job security, lack of training in professional skills, lack of 

relevant training in how to deal with the problems and goals of the society, low salary, low 

status, heavy workload, lack of in-service training, and heavy demands on time.  

The relevance of teacher-training programs to actual practice in schools is a concern 

in many countries around the world and Turkey is no exception. Researchers have found that 

teachers in Turkey have been concerned that their training programs were not helpful in their 

process of learning to teach (Toluk, 1994). Other researchers found that teachers felt that the 

coursework offered in the teacher training programs was not relevant to the actual situations 

they encountered in the classroom (Bulut, 1995, Cited in Çakıroğlu & Çakıroğlu, 2003, p. 

259). Since the curriculum is often based on texts from the United States or other countries, it 
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lacks cultural relevance to Turkey. While scientific knowledge can be viewed as universal, in 

the field of education, and particularly music education, “this transfer of knowledge is not 

helping us to build a relevant knowledge base that can be used to approach education issues 

including teacher education” (Çakıroğlu & Çakıroğlu, 2003, p. 260.) Thus, it is crucial that 

studies be conducted in the context of specific cultures and societies.  

In spite of recognized problems, Turkey has made and continues to make vast 

improvements in its educational system. Studies by both World Bank (2002) and Fretwell 

(2001) recognized the 1998 reorganization as the appropriate measure because teacher 

education had to become a part of the university system in order to develop and keep pace 

with a changing society. It was pointed out in these studies that the reorganization of the 

teacher-training system contributed to the ending of the destructive politicization and allowed 

teacher education to function within a scientific context. In addition to offering support for 

scientific research and the creation of new knowledge, universities also provide a more 

autonomous environment because they offer greater protection from political intervention. 

Finally, it was also believed that affiliation with the university system would raise the 

prestige of the teaching profession.  

 

Music Teacher Training Programs in Turkey Prior to 1998 

Prior to the establishment of the Republic, all types of music education served only 

two purposes: religious or military. One school that trained musicians for the military was the 

Darül Elhan (Music School). This school closed in 1926, however, and later became a 

conservatory.  

The Turkish Republic government instituted a music teacher training school in 

Ankara in 1924, one year after the Republic was established. This school was called Musiki 

Muallium Mektebi (Music Teacher Training School) and trained teachers for secondary 
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schools. Students who enrolled in secondary schools were accepted because they were 

talented in music and scored well on entrance exams.  Even though the name of this school 

indicated an emphasis on teacher training, performance was actually the focus. Between 1924 

and 1937, this institution was the sole organization for music teacher training. Between 1937 

and 1978, other institutes appeared that focused more on actual music teacher training. These 

included the Music Branch of the Gazi Secondary Teacher School and Training Institute, the 

Ankara Conservatory which functioned as a branch of the Music Teacher Training School, 

and the Nazilli education institute (Özeke, 2003).  

The school in Ankara was founded as a result of a visit by German composer, Paul 

Hindemith, in 1935. He was invited to Turkey to examine music schools and make 

recommendations for improvements. After visiting Ankara, Hindemith made three 

recommendations. He believed that Turkey needed to establish a conservatory, a music 

teacher training school, and an opera school. He proposed that these co-existed in one 

building and gave guidelines for the conservatory school and the teacher training school 

(Pack, 1977).  

By 1981, there were four institutions that included a music teacher training program. 

These were the Gazi Higher Teacher School Music Department, Marmara University Atatürk 

Education Faculty Music Education Department, the Dokuz Eylül Buca Education Faculty 

Music Education Department, and the Uludağ University Education Faculty music Education 

Department. Though these four institutions strongly influenced the development of music 

teacher training in Turkey, there is limited research on the history of these programs.   

From 1982 until 1998, there were sixteen university music education departments, 

each of which established its own teacher training curriculum. In 1998, all teacher training 

programs became the responsibility of the Higher Education Council and a centralized 

curriculum was established. 
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Cultural Relevance as a Central Concern Among Music Educators Worldwide 

As stated earlier, one of the concerns of music teacher training programs in Turkey is 

that the centralized curriculum might not adequately address the cultural and musical 

diversity that exists in the country. This issue has become of foremost importance in many 

countries, particularly the United States because of its diverse population. When the student 

population and the teacher population are mismatched, there are possibilities for cultural 

conflict in the classroom: “Teachers often unconsciously assume that their students have 

backgrounds that are similar to their own and assume that their students will learn in the same 

ways that they learned” (Emmanuel, 2002, p. 7). There is a growing effort across countries by 

teacher training programs to prepare future teachers to address the needs, interests, and values 

of students from diverse cultural backgrounds. 

One primary method for addressing the problems associated with cultural diversity is 

to ensure that teacher training programs include information on cultural diversity and 

experiences that will prepare them to work in geographically and culturally dissimilar 

settings. In order to be effective, the teacher training curriculum must be infused with cultural 

awareness:  

teacher educators should first articulate a vision of teaching and learning within the 
diverse society we have become. They should then use that vision to systematically 
guide the infusion of multicultural issues throughout the teacher education 
curriculum. This infusion process requires that teacher educators critically examine 
the curriculum and revise it as needed to make issues of ethnic diversity central rather 
than peripheral. (Villegas & Lucas, 2002, p. 21) 
 

Researchers have conducted studies that look at the most effective way to prepare future 

teachers to work with culturally dissimilar populations (Bennett, 1995; Frykholm, 1997; 

Lawrence, 1997; Marshall, 1998). 

One approach to developing effective, culturally aware teachers is to include 

multicultural coursework in their education programs. This might give the teachers an 

opportunity to become aware of the beliefs and attitudes they themselves bring to the 



 52

classroom. This means that awareness of one’s own personal history is as important in one’s 

teaching as is knowing the history of one’s students.  Such awareness increases the possibility 

of thinking critically about the beliefs and attitudes of individuals with different cultural 

heritages (Banks, 2001). This is the approach that is most commonly used because it is the 

least challenging to implement. 

Others have recommended specific strategies, such as narrative writing, in the context 

of multicultural coursework (Ahlquist, 1991; Cochran-Smith, 2000). “Narrative in research 

emphasized experience more than data collection. Most of the studies that indicated some 

change in students’ prior beliefs were small case studies and incorporated reflective 

narratives (Emmanuel, 2002, p. 38). A study conducted by Conle (2000) incorporated a 

narrative form of discourse in order to have the students explore better their own cultural 

background. The results of the study showed that the participants felt the project involving 

narrative exploration led them to consider their own cultural backgrounds, and eventually the 

backgrounds of their culturally diverse students, as assets rather than obstacles to be 

overcome. 

Other studies have used a variety of strategies within a multicultural course. 

Aaronsohn, Carter, and Howell (1992) investigated strategies that included pre- and post-free 

writes, case studies, role playing, reflective writing, group brainstorming, and discussion of 

field notes. The researchers reported “significant shifts over time in self-reported perspectives 

toward more complexity and openness in respect to the inner city” (p.8). 

Some scholars feel that multicultural coursework alone is not as effective as more 

participatory experiences, including field experiences in culturally diverse settings (Nieto, 

2000; Zeichner & Melnick, 1995). Field experiences have been taking place for many years 

in teacher education in the United States, most notably by the National Teacher Corps from 
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1966 to 1982. Thousands of pre-service teachers were placed in areas of poverty, a move that 

made the field experience crucial to teacher education.  

There are many forms that field experiences may take from having students do an 

ethnographic project in a diverse setting, to having pre-service teachers act as tutors to 

culturally diverse students, to a student teacher placement in a diverse setting. Often, 

experimental research on this issue has shown mixed results. Wiggins and Follo (1999) 

examined the extent of student preparation for teaching in culturally diverse settings, 

including the impact of field experiences. Their findings showed that participants were more 

open to job placement in a diverse setting and that the field experience made a difference in 

their views of culturally diverse classrooms. The researchers concluded, however, that simply 

being in a setting does not guarantee cultural understanding. Other studies have focused on 

the early field experience as an influence in challenging stereotypical beliefs (Chance, Gunn, 

& Rakes, 1996; Fry & McKinney, 1997) or as an opportunity to observe an experienced 

teacher whose methods were likely to challenge beliefs and attitudes (McDiarmid, 1990). 

Even though the findings from many of these studies were mixed, they all called for 

some change in teacher education programs in the context of multicultural training. Their 

recommendations centered on a combination of strategies that included both coursework with 

time for reflection and some type of field experience. These types of experiences are 

necessary in order to challenge stereotypical beliefs and assumptions as well as to broaden 

the self awareness of the individual before he or she can interact effectively with students of 

diverse cultural backgrounds. According to Banks and Banks (1993), there are three 

necessary components for education to be effective in the context of cultural diversity: 1) the 

inclusion of authentic multicultural content, 2) the exploration of biases and stereotypical 

beliefs, and 3) equity in instruction for students of diverse cultural backgrounds. In 

examining the music teacher training curriculum in Turkey, one goal, imbedded in the third 
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research question, is to determine the extent to which the curriculum prepares future music 

teachers to teach in culturally diverse geographical regions.  
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CHAPTER III 

THE DIALECTIC OF CENTRALIZATION AND DECENTRALIZATION IN 

EDUCATION: A SOCIOLOGICAL EXAMINATION AND A PERSONAL POSITION 

Introduction 

 The ideal of any governmental system is to keep in mind the welfare of all citizens in 

a nation-state.  The same ideal applies to a nation’s educational system.  If that ideal were the 

norm, however, one would not have to ask what form of governance best serves a nation’s 

citizenry.  This chapter therefore examines in an essayistic manner some of the concerns that 

have been pivotal in the views of major sociologists when examining the place of different 

governance structures in their impact on the governed.   

In reality, there is no system which is either totally centralized or decentralized but 

usually these concepts are applied in varying degrees depending on the particular situation.  

Similarly, both concepts have their merits and drawbacks when applied to music education.  

This chapter describes some of those merits and drawbacks according to the thoughts and 

theories first articulated by such major thinkers as Max Weber, Karl Mannheim, and Robert 

Merton.  By necessity, this discussion is not exhaustive or complete because of the complex 

nature of the problem in question and the innumerable factors which directly or indirectly 

influence it.    

Of those factors that contribute to advantages and disadvantages of centralized 

governmental agencies,  the following have been singled out: (1) the possibility of an 

unresponsive bureaucracy, (2) nationalism versus regionalism, 3) the impact of vested 

interests on those being governed, (4) the chance that a functional governance becomes a 

dysfunctional one, (5) the extent to which idealism and pragmatism can or do work hand in 

hand, and (6) cultural relativism as a desirable music educational policy also for Turkey.    
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The Possibility of an Unresponsive Bureaucracy 

Perusing Max Weber’s (1968) and Robert Merton’s (1968) work as well as that of 

more recent scholars such as Michel Crozier (1991) and Pierre Bourdieu (1986a), the term 

bureaucracy refers to the group of non-elected government officials who are hired for the 

purpose of carrying out the routine operations of the government.  They do this by 

implementing the details of major policies at their respective levels and by helping to 

complete a process of administrative oversight which would otherwise be not only difficult 

but also impossible.  Any such bureaucracy is embedded in a system that is generally rigid 

and formal in its structure and operation.  Standard procedures exist for carrying out each and 

every task, and everyone and everything has to go through appropriate channels to reach 

desired goals. Such process serves to make the whole environment organized and systematic, 

but it also contributes to the inflexibility and rigidity just mentioned.  This inflexibility is 

often interpreted by the governed as insensitivity and indifference toward the concerns of the 

people for whose benefit the bureaucracy has been put in place.   

Weber (1968) wrote extensively about the emergence of bureaucracies within systems 

of governance.  He defined bureaucracy as a structure of administration that has been put in 

place by a rational and legal authority (p. 217).  According to him, bureaucratic structures 

consisted of such characteristics as clearly defined jurisdiction, decisions based on a formal 

set of rules and recorded permanently, and selection of staff based on merit.  He was 

convinced that this type of system was better at handling complicated and complex scenarios 

arising from the due course of administrative processes, rather than non-bureaucratic systems 

where the efficiency of governance rests more on the leader’s personal characteristics than on 

a set of well thought-out, predetermined rules and regulations.  Weber was also quite 

concerned about the attitude of unresponsiveness that can arise over a period of time in a 

bureaucratic structure as a whole.  He felt that as the bureaucracies grew in size, it would be 
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more and more difficult for the society to keep a check on the ever growing and expanding 

powers of the public officials (Weber, 1968, p.223).  This is so because it is human nature to 

tend to exercise power for selfish gains once a person realizes the power and influence he or 

she wields over others.  

Non-bureaucratic systems, in contrast, allow their officials to be more independent in 

formulating and implementing the routine decisions at their respective levels because they 

have less strict guidelines to follow and adhere to.  Rather than depending on the edicts of 

their superiors, non-bureaucratic officials are free to make their own decisions—a freedom 

often envied and even adopted by officials in centralized bureaucracies.  For example, when 

public officials realize that the elected government representatives, on whose behalf they 

actually carry out the routine administration tasks, are dependent on their expertise, the 

officials tend to wield greater influence than originally intended.  The result may be that the 

officials make decisions only beneficial to them or their own social group rather than to all 

citizens.  Such misuse of power defeats the purpose for which the system was implemented in 

the first place.   

Thus, when we look at the centralization of education and teacher training programs 

in light of bureaucratic unresponsiveness, it becomes clear that centralization can lead to 

problems in the administration of education in a nation-state or society.  As discussed in 

Chapter One, however, the main aim of an educational framework should be to ensure fair 

educational opportunities to everyone in society as far as practically possible.  Such an aim 

leads to the requirement that there needs to be a central, controlling and governing body 

which not only formulates strong policies and schemes to ensure equal standards and 

opportunities of education in all parts of the nation, but also makes sure that these policies are 

effectively administered down to the local level for the benefit of the society.   
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A highly centralized system of education means that the major powers rest with the 

bureaucrats.  This is a good thing when one considers that public officials are technically 

trained individuals who were selected on the basis of their capabilities and professional 

competence required to carry out their respective jobs.  It is expected that the officials 

responsible for the educational administration infrastructure are capable of handling the task.  

These individuals are believed to have the best expertise and knowledge at their disposal as 

well as the power to implement the policies.  This combination of expertise and power is 

beneficial when everything goes “by the book.”  But, a highly centralized system of 

education presents a dangerous and difficult scenario when the possible unresponsiveness of 

a bureaucracy is taken into consideration.  In this case, centralization would mean that (1) 

every proposal for change has to go through the "appropriate" channels and (2) control over 

curricula across the country is given to a central body of public officials who have expertise 

specific to one set of known circumstances only, most often theirs alone.  This can have both 

positive and negative sides to it.   

Looking at the positive side, the system of education is in safe professional hands and 

the society can expect the policies of the state to be implemented in a well-organized and 

systemic way in the long run.  However, looking at the potential dangers associated with the 

possibly unresponsive attitude of bureaucrats that sociologists like Weber were concerned 

about, unnecessary barriers in disseminating educational welfare to all could be the result.   

The social structure in many countries is divided heavily on the basis of parameters 

like, among others, caste and religion.  Social groups that are underrepresented in the 

bureaucratic arena and, therefore, cannot benefit from governmental edicts to the same extent 

as other social groups are often the result of such divisions. It is indeed a profound reality in 

many nations across the globe.  The bureaucrats in those countries are less civil servants than 

civil masters, and although they are supposed to be impartial, it is common knowledge that 
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they are not.  In other words, in the guise of “modern bureaucracy,” they practice 

“patrimonial bureaucracy.”  In most developed nations, this problem might exist on a 

miniscule scale but conditions are, generally speaking, much better than they are in emerging 

industrialized nations.  

  As one considers the issues just mentioned, one also needs to take into consideration 

that all societies change over time and that there has to be continuous reappraisal and 

reformulation of the structure of education to meet those changes.  This means that the 

educational system within the political structure of the country should be quick and 

responsive to the changing needs and demands of the society in terms of changes in 

educational infrastructure and the way all teachers are trained to operate efficiently within a 

given locality.  Such need, too, could be in direct conflict with an unresponsive bureaucracy 

mentioned above.  Any required changes would have to pass through a long and exhaustive 

chain of command, which in turn would be tedious and time consuming.  As a result, those 

who would suffer would be the students who are the future of the country and the society.  If 

allowed to proceed unchecked, such time-consuming, chain-of-command approach could 

lead to the possible deterioration of local programs, clearly not a healthy sign for a society or 

country.   

But, looking at the other side of the coin, a centralized system of education would 

make it relatively easy for any programmatic or substantive changes to be quickly 

implemented across the whole length and breadth of the country without having to be 

concerned with the acceptance of their decisions at the local level.  When utilized in an 

intelligent manner, such an approach could lead to a better and easier administration of 

uniform policies and procedures across the regions and sections of society.   
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Nationalism versus Regionalism 

The concept of nationalism and regionalism is quite sensitive and is frequently 

associated with strong emotions and feelings of local versus national pride.  Regionalism is a 

term that refers to a particular geographic region inside a country having a shared sense of 

identity and purpose (Fawcett, 1996; Katz, 2000; McCrone, 1998).  

Speaking from a nationalist point of view, it is best to unify the command and control 

over an entire educational system in order to achieve a uniform and standardized approach 

towards curriculum development and dissemination.  This is in line with the ideas of 

nationalism, but if we consider it from a regional point of view of the people, it might be 

more beneficial to have a decentralized system so as to give more liberty and options to all 

people.  Nationalism involves a blend of social, moral and ethical issues that combines 

different regional concerns under one umbrella.  Of course, extreme regionalism would 

ultimately damage the threads of nationalism within the country and could act as an important 

factor in destabilizing the nation over a period time.  This would likely not be tolerated by 

any responsible government that clearly would prefer to keep all main controls in its own 

hands rather than running the risk of social and cultural destabilization.   

On the other hand, nationalism should not mean prohibiting citizens and schools 

located in different regions to follow, study, or research their own particular pedagogies as 

long as a balance is maintained between the negatives associated with total centralization 

versus the negatives of complete decentralization. Certainly one should not ignore regional 

differences in terms of culture, language, and religion.  Countries with ethnic and religious 

variations and diversity must strike a balance between regionalism and nationalism.   

“Unity in diversity” is a popular approach in a society where different groups and 

regions exist in peaceful harmony with one another despite differences in their 

characteristics.  To maintain that diversity, limited autonomy can lead to positive growth and 
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regional prosperity.  In fact, the idea of the nation getting destabilized in the long run may be 

a bit far fetched as the opposite may occur as well: The nation can be brought closer together 

because everyone is having a share of autonomy.  The result would be that the population as a 

whole would be keen on cooperating with rather than resisting a system that provides such 

liberties of decision making.   

Also, there are some special branches of education which may only be best 

understood and handled at the local level, such as local culture, music, and arts and crafts.  

These issues are quite specialized and regional, and the best way to incorporate them into the 

curriculum would be to allow limited autonomy so that their special characteristics and local 

flair would be sustained for the purpose of promoting local culture.   

Therefore, after seeing both sides of the argument in this scenario, we can say that it 

could be more beneficial if a limited decentralized approach were adopted.  Nevertheless, 

neither of these sides presents a guaranteed solution to the problem and, as always, the 

situation has to be viewed in its totality rather than in isolation.  Various parameters have to 

be considered, such as the size of a region, demography, types and nature of various groups 

within a nation and its regions, the history of harmony or disharmony among those groups, 

and level of development of the country.   

 

The Impact of Vested Interests on Those Being Governed 

Following Weber’s thoughts on the place of bureaucratization in society, public 

interest should always take precedence over vested interests.  The term vested interest as used 

by Weber implies a situation where a person or a group tries to maintain or protect a 

particular state of affairs suited for financial or political benefits.  This is in opposition to the 

principle of public interest where the overall and general good and welfare of the society is 

taken into account.   



 62

As pointed out in the case of unresponsive bureaucracies, over a period of time, 

bureaucrats tend to become inert.  The other possibility is that they may become quick in 

utilizing their vested interests and indirectly influence their superiors who usually are elected 

representatives. The elected officials, however, frequently have less technical expertise or 

experience in a particular area than the bureaucrats serving them. Both elected officials and 

bureaucrats might show partiality when their vested interests are directed at benefiting one 

particular group or section of society over another.  Such behaviors may enlarge the 

drawbacks of a centralized form of education and teacher training when the vested interests 

of the central body or organization in control is directed only at parts of society rather than at 

all of society.      

One may argue that in a decentralized system, in which most of the decision making 

and implementation is done at the local level, even vested interests are likely to favor local 

interests.  Vested interests in a centralized system tend to be further removed from the needs 

of those who are to be served.  Hence, considering the two approaches of centralization and 

decentralization from the point of view of vested interests, the decentralized approach seems 

to more beneficial.  A decentralized approach in education would make even such motives as 

personal, financial, social or political gains more likely in tune with the interests of the local 

public and the matters of bureaucratic accountability understood by all involved.   

 

The Chance of Functional Governance Becoming Dysfunctional 

Examining the concept of centralization from a functionalist viewpoint is directly 

connected to the issues addressed above because functioning governments keep a balance 

between the positives and negatives associated with bureaucracies and vested interests.  

According to Merton (1968) and other scholars exploring how society functions, society 

consists of different parts which integrate to form the whole unit.  Each of these units has its 
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own specific function in society, and all units work together in harmony for the overall 

development of society.   

Robert Merton had put forward his theories of functional and dysfunctional as well as 

latent and manifest functions in the latter half of the twentieth century. A manifest function is 

defined as explicitly understood and expected by the people involved in the function, whereas 

a latent function is understood or expected by the people involved (p. 77).  This distinction 

helps a sociologist go beyond the visible reasons for an institution’s existence.  For example, 

the manifest function of education may lie in teaching mental and physical skills but the 

latent function may be socializing the students to live in a new nation state, in a competitive 

society, in a deeply religious society, or in a society with discriminations against ethnic, 

religious, or gender groups.   

A functional purpose may become dysfunctional over time. Centralization of 

education, for example, that might have been functional at the time of the establishment of 

the Turkish Republic became dysfunctional at a later stage of the development of the 

republic.  Another point stressed by Merton was the concept of functional alternatives, which 

means that there can be more than one institution carrying out the particular functions of 

society.  Having a number of different institutions be responsible for carrying out similar 

functions can weaken the belief that a particular institution is indispensable in society and 

that its work cannot be carried out by others. No one entity is indispensable. This may seem a 

little discomforting especially to the people who are part of this system and, therefore, have 

come to think that they are indispensable to a particular system. 

Surely, educational systems are very important for society, and the functions they 

perform are invaluable to society.  Therefore, from the sociologist’s point of view, the 

political system in which the educational system is imbedded holds an important function. It 

is what can be classified as a manifest function: expected goals and aims are well understood 
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by all concerned. From the functional point of view, this would indicate that decentralization 

of the system might be more suitable to the needs of society.  This would be especially true if 

centralization were combined with a rigid bureaucracy.   

  In the process of evaluating the two alternatives in the light of their role and 

functions in society, the theory of functionalism helps to arrive at the conclusion that neither 

approach is fool without flows. We are reminded instead that anyone involved in the process 

of education, including teachers, should always look for the possibility of reforming an 

existing system by improving and bettering himself or herself.  

    

The Extent to which Idealism and Pragmatism Should Work Hand in Hand 

 If one applies an idealistic point of view to the topic of centralized and decentralized 

approaches to education as a political mandate, one may assume that all conditions are met 

favorably and every functional unit of the society is performing its role to the utmost level of 

efficiency.  This position of idealism, shared by functionalists, assumes that (1) the 

bureaucracy is working perfectly as intended with no lack of responsiveness or lethargy, (2) 

there are no vested interests at work at least in the negative aspect, and (3) everything goes 

according to an ideal plan (Mannheim, 1929).  Hypothetically, if these conditions are met, 

either centralization or decentralization will be feasible because there will be no limiting 

factors associated with either style of governance. Although idealism may help us formulate 

some exciting visions, they are likely to crumble in reality.  

 Instead, the pragmatic approach makes us take a keen but cautious stance at 

evaluating all the possible pros and cons of a situation.  Any or all such decisions should be 

first weighed on the scale of common sense before putting them to tests of higher standards. 

If the government formulates policies regarding education that are based on utopian 

principles, they might look convincing on paper but would not stand the test of time and lead 



 65

to much greater problems and challenges in the future.  Conversely, if a cautious pragmatic 

approach were to be followed that kept in mind the ground realities of the nation and the 

regions in question, such an approach would likely pay off eventually even if, initially, it 

would prove difficult. Taking a pragmatic stance, then, may lead us to a music teacher 

education system that results in productive, resourceful, intelligent, and capable citizens.  

One might need to mention that idealism is not usually considered to be too 

constructive as it is simply dismissed as being unrealistic and a waste of time. Yet, there does 

exist a strong need for the concept to be present in a society’s philosophy.  Although no 

situation is perfect, there needs to be a standard to be strived for and a goal to be achieved, no 

matter how unattainable those standards or goals appear to be.  The beauty and grace of the 

human race is to move ever forward and the idealistic approach always acts as a catalyst and 

motivator to try and achieve something better.  Whether we apply it at an individual level or 

at the national level, trying to implement or achieve something in the best possible manner, 

we should strive for utopia, knowing full well that we can never reach it.   

 

Cultural Relativism as a Relevant Viewpoint in Turkey Today 

Relativism in philosophy means that moral principles and standards of truth are 

relative depending on such factors as culture, language, political governance, and economic 

welfare (Spiro, 1986).  How does this concept apply to the purpose of this study and its 

contribution to music education in Turkey?   

The concept of cultural relativism requires us to explore other cultures and values 

with an open mind devoid of any bias or prejudice.  This idea supports the concept of 

decentralization since only when people and groups study one another’s cultures will they be 

in a better position to appreciate them and develop a broader outlook.  However, this may not 

be possible in a fully decentralized system, where each region or subsection of the society 
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wants to learn and maintain only their own specific cultures and have little or no appreciation 

and knowledge of the other cultures within the same country.   

In a centralized system of education, the government can provide a curriculum that 

allows a balanced study of all the major cultural aspects present in different regions. Such 

form of study can be either optional or mandatory for the students. This balanced approach 

would help build the atmosphere of nationalism in a positive way since people would be 

more aware of the world beyond their own spheres of existence.   

Therefore, what should likely be advocated from the point of view of cultural 

relativism is a centralized education system that favors a certain degree of decentralization of 

the subject matter. Such an approach would allow individuals to receive a general idea of the 

various cultures across the nation without being asked to study only one musical sub-culture 

in detail that is not theirs. Studies directed at detailed knowledge and skills in a particular 

musical style or culture would occur outside the realm of compulsory education.   

 

Conclusion 

Recent rapid social changes in the western world since the beginning of the 20th 

century have weakened the traditional social bonds between people and have emphasized 

greater individualism within society especially in urban areas (Adorno & Horkheimer, 1991; 

Agassi, 1975; Berger & Luckmann, 1966; Dumont, 1986; Durkheim, 1897; Geertz, 1973; 

Halman & Ester, 1995; Infantino, 1998; Lukes, 1973; Mead, 1932; Tönnies, 1887; 1964, 

1962; Wagner, 1994). Because the world is dynamic and always in a state of flux, nothing is 

stagnant, for stagnation symbolizes the death toll of any individual or institution.  Constant 

change is a rule rather than an exception and holds true for any society in equally good 

measure.  Society as a whole keeps changing in innumerable ways as does culture over time.   
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In tune with the changing society and to keep pace with it, institutions that serve 

society need to keep changing, both in terms of their underlying driving principles and the 

way they perform.  In order for these institutions to remain relevant to the purpose they serve 

and stand for, it is necessary that they change in tune with the changing demands and needs 

of society.  This is the premise on which this dissertation is based.   

Given the current educational, social, cultural, and ethnic situation in Turkey 

discussed in the previous two chapters, the idea of “one size fits all,” that is a fully 

centralized music curriculum, might contribute to a lack of understanding of diverse values, 

norms, and beliefs in Turkey.  This might also cause teachers to distance themselves from the 

communities in which they perform their professional duties because the current centralized 

teacher training program might not reflect the current social realities of Turkey.  Teachers 

might suffer from a lack of understanding of different social environments in which 

“schooling” takes place.  Since it is commonly believed that one purpose of education is to 

cure the ills of society, music teacher training in Turkey may need to be reformed to become 

inclusive in nature.  This study contributes to that effort.   
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CHAPTER IV 

RESEARCH METHODOLOGY, DATA COLLECTION AND DESCRIPTION, AND 

ANSWERS TO THE RESEARCH QUESTIONS 

 The purpose of this study was to analyze the current music teacher training 

curriculum as situated in Turkey’s centralized education system.  The research questions 

were:  

1. To what extent does the music curriculum reflect core elements of the overall 
centralized educational system in Turkey?   

2. To what extent does the music curriculum prescribe the nature of teaching 
materials and methods, assessment tools and other forms of evaluating and 
monitoring performance as teachers and musicians?  

3. To what extent does the music curriculum acknowledge cultural diversity 
throughout the country and is this cultural diversity addressed through 
repertoire, musical activities and concepts according to geographic and 
cultural regions? 

 

Research Methodology 

The document was analyzed both quantitatively and qualitatively. The quantitative 

analysis was applied to the curriculum table itself, taking into consideration only the course 

titles and number of credit hours. That information was subjected to a content analysis based 

on word frequency analysis (R.P. Weber, 1990) and Inverse document frequency  analysis 

(Papineni, 2001; Robertson, 2004, Sparck-Jones, 1972 & 2004).  The qualitative analysis was 

directed at the course contents themselves, highlighting recurring key terms and overall 

instructional intent as described in the document. To compare the content of the music 

teacher training curriculum with educational documents that reflect the overall centralized 

nature of Turkey’s educational system, a data analysis based on the Relevance feedback 

model (Berger & Lafferty, 1999; Hoffman, 1999; Miller, Leek & Schwartz, 1999; Ponte, 

2000; Ponte & Croft, 1998) described below was conducted.         
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Content Analysis according to Word Frequency Counts, Inverse Document Frequency , and 
Relevance Feedback Model 

According to such researchers as Bird (2005), Boleyn (2005), Brenan (2005), 

Cardoza-Bonet (2005), and Sadowy (2005), content analysis is a commonly used 

methodology, particularly when examining educational curricula and teacher training 

programs.  The above-named authors examined curricula to determine inclusion of minority 

voices, compared core elements or components in specific curricula, looked for the presence 

of innovative ideas, or identified gender issues.   

Various definitions of content analysis are proposed in the literature.  Stone (1966) 

stated that “content analysis is any research technique for making inferences by 

systematically and objectively identifying specified characteristics within the text” (p.5).  

Krippendorf (1980) identified content analysis as “a research technique for making 

replicative and valid inferences from data to their context” (p.21).  Babbie (1989) stated that 

content analysis answers the questions of “who says what, to whom, why, how, and with 

what effect” (p.294). Robert Philip Weber (1990) defined it as “a research method that uses a 

set of procedures to make valid inferences from text” (p. 9).   In light of such evidence, 

content analysis may be defined as a research technique for the objective, systematic, 

replicable organization of text into categories for the purpose of making inferences about the 

content of the text. 

There are two primary types of content analysis, conceptual and relational. In 

conceptual content analysis, the researcher breaks down the content of a text into categories 

and words so that the total number of words or categories can then be related to each research 

question. There is no attempt to determine how the words might be related to each other, as 

might be the case, for instance, when terms are combined to create new meaning.  Frequency 

counts, instead, place emphasis on each word.  In relational content analysis, the researcher 

attempts to build on conceptual analysis by determining the relationships among concepts or 
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categories in the text. Individual concepts in and of themselves are not considered 

meaningful, but meaning is determined by the relationships between and among concepts and 

categories.  This study incorporated both types of analyses.  

As with any research method used by the field of education, the use of content 

analysis as a research method has both advantages and disadvantages.  According to Babbie 

(1989), the most significant advantage of content analysis is the “economy in terms of both 

time and money” (p.308). Neither a large research staff nor special equipment is required for 

this method of research to be used.  If a researcher has access to the material that is desired to 

be examined, content analysis can be undertaken.    

Krippendorf (1980) and R.P. Weber (1990) stated that content analysis provides a 

deeper and more complete understanding of a phenomenon on the basis of a comprehensive 

examination of events in the past or processes occurring over long periods of time. It allows a 

foundation for decision-making to be created.  According to Smith (1992), content analysis 

does not have any effect on the subjects studied because the subjects have already provided 

the data.  For example, novels have already been written, paintings have already been 

painted, and speeches have already been given. Thus, content analysis presents only the facts 

which allows for the formation of new ideas and concepts, connecting the past with new 

discoveries.   

Disadvantages of content analysis as just described include its focus on strict word 

frequency counts, the lack of a theoretical base preceding the word count, and a disregard for 

the context within which the document either originated or is being used.  To account for 

such disadvantages, especially as they are common for conceptually-based texts, word 

frequency counts are analyzed according to their Inverse document frequency  (IDF).  

Comparing texts to each other that are presented in dissimilar formats requires the application 

of the Relevance Feedback Model.   
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 Procedures for word frequency counts and Inverse document frequency (IDF).  The 

first step in conducting a word-frequency count is to break down a document into a cluster of 

distinct words and to weigh each noun by its frequency of appearance in the body of the 

document. To do that, one first identifies and discards any prepositions or non-specific terms.  

For example, in the following text, all prepositions and common “filler” terms are underlined 

to separate them from any descriptive nouns, verbs, or adjectives: 

 Standards form the basis on which accreditation works.  They specify the 

requirements for a system: they state what is required to produce and assure 

high quality programs.  They are based on the best thinking of experts, on 

research, and on best practice.  In a system designed to accredit teacher 

education programs, the standards specify the elements which are required in 

order for a program to be judged acceptable.  (Turkish National Standards for 

Teacher Training, http://www.yok.gov.tr/english/acr2/chapter2.html) 

The underlined words are eliminated from the word collection since they do not add to or 

introduce any semantic meaning to the document.  A list of all the common words as 

compiled by English as second language vocabulary workshop can be found at 

http://esl.about.com/library/vocabulary/bl1000_list1.htm   Each remaining term then gets 

counted as it repeatedly occurs in the text.  Table 1 and Figure 2 show the frequency of each 

term used in the sample paragraph given above.   

http://www.yok.gov.tr/english/acr2/chapter2.html
http://esl.about.com/library/vocabulary/bl1000_list1.htm
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Table 1  

Example of Frequency Count in a Selected Text Passage  

Programs 2 Practice 1 
Required 2 Produce 1 
Standards 2 Program 1 
System 2 Quality 1 
Acceptable 1 requirements 1 
Accredit 1 Research 1 
Accreditation 1 State 1 
Assure 1 Teacher 1 
Based 1 Thinking 1 
Basis 1 Works 1 
Designed 1 Form 1 
Education 1 High 1 
Elements 1 Judged 1 
Experts 1 Order 1 
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Figure 2.  Visualization of frequency count in a selected text passage. 

 

As seen in the previous example, most of the words appear once or twice, possibly 

implying that all the words contribute equally to the semantic meaning of the document.  To 

avoid subjective judgments about the relative importance of a term in a particular document, 

each term is given a score of relevance, a term’s “Inverse document frequency (IDF).” 
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Inverse document frequency (IDF) measures the relevance of words in a specific 

context. The basis for IDF weighing is the observation that people tend to express 

information using broadly defined, frequently occurring terms, whereas it is the more 

specific, that is, low-frequency terms that are likely to be of particular importance in 

identifying relevant material (Papineni, 2001; Robertson, 2004, Sparck-Jones, 1972 & 2004). 

For example, the word “program” in the example has a frequency of 2. This does not mean, 

however, that “program” is necessarily more relevant to the document than “accredit.” To 

resolve this problem, one scales each word frequency by its corresponding Inverse document 

frequency. This is done by evaluating word occurrence according to standards set for a 

particular language.  Because the document used in this study is based on an English 

translation, each word was weighed against the British National Corpus (BNC, Lee, 2001).   

BNC comprises words selected from four-thousand-forty-six documents.  According 

to Lee (2001), 90 % of BNC pertains to the written language aspect, and it includes extracts 

from regional and national newspapers, special periodicals and journals for all ages and 

interests, academic books, popular fiction, published and unpublished letters and memoranda, 

school and university essays, among many other kinds of textual material.  The remaining 

spoken part (10%) includes a vast collection of unscripted informal conversation, recorded by 

volunteers selected from different age groups, regions and social classes in a demographically 

balanced way, along with spoken language collected in all kinds of different contexts, 

ranging from formal business or government meetings to radio shows. Access to the book is 

available at http://www.natcorp.ox.ac.uk  .   

Mathematically, IDF=log (N/n), where N is the total number of all documents 

examined, n is the number of documents in which the word appeared at least once, and log is 

a natural logarithm. For instance, we expect the verb “accredit” to be included in many 

English-language documents. Let us assume that in a collection of 1000 documents, we found 

http://www.natcorp.ox.ac.uk/
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999 documents that have the term “accredit.” In that case, the IDF score for the term would 

be log (1000/999) ≈ 0. Even though “accredit” has a total occurrence of 999, its relevance to 

any of the 1000 document is zero.  

By using a word’s frequency of occurrence in a document (see Table 1) as the basis 

for calculating its IDF score, we obtain so-called relevance score for each term by using 

British National Corpus (BNC). Of the four-thousand-forty six documents, the term “accedit” 

appears 16 times in the British National Corpus. In that regard, the IDF score for the term 

“accredit” would be 5.53. [log(4046/16): log (252.89):5.53].    

Table 2 and Figure 3 show the ranked relevance score of each term in the sample 

paragraph given earlier.  The ranking goes from highest to lowest, suggesting in the case of 

the example shown in Table 2 and Figure 3 that the term “accredit” is of high relevance 

whereas the term “state” is of low relevance.  

Table 2 

Example of Ranked Relevance Score for Each Term in a Selected Text Passage 

Accredit  5.53 System  0.70

Programs  5.16 Research 0.66

Accreditation  3.56 Designed 0.59

Program  2.28 Practice  0.56

Assure  2.04 Produce  0.55

Judged  1.46 Basis  0.54

Standards  1.45 Quality  0.53

Experts  1.27 Thinking 0.50

Teacher  1.17 Works  0.47

Required  1.07 Based  0.41

Acceptable  1.05 State  0.37

Requirements  1.04 Form  0.27

Elements  0.98 Order  0.25

Education  0.74 High  0.19
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Figure 3. Visualization of the relevance scores for each term in a selected text passage. 

 

Comparing contents of dissimilar nature to each other: the relevance feedback model.  

Many techniques and software programs exist that measure similarities of meaning in 

dissimilar documents, but the Relevance feedback model is deemed one of the most 

successful as it is widely used by Google, Yahoo, and Microsoft search engines ((Berger & 

Lafferty, 1999; Hoffman, 1999; Miller, Leek & Schwartz, 1999; Ponte 2000; Ponte & Croft 

1998).  The model introduces a term called Cosine-Similarity, a score that shows the degree 

to which two or more documents are alike in content.   

For example, assume there are two documents, “A” and “B,” which have the 

following word counts:  

    Document “A”: Word Count          Document “B”  

 
 
 
 
 
 
 In document “A,” the term music appears three times, and it appears four times in 

document “B”. Consider spacing the word counts into a 3D space with the dimensions 

Term Relevance 
Music 3 
Piano 2 
guitar 1 

Term Relevance 
Music 4 
Piano 2 
Guitar 5 
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labeled “Music,” “Piano,” and “Guitar.”  Such representation clearly visualizes the word 

count of each document and allows a quick understanding of differences and similarities 

between both word counts as shown in Figure 4. 
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Figure 4.  Visualizing feedback relevance model. 
 
 

The cosine angle between the two vectors represents the similarity between the two 

documents.  The cosine value lies between “0” and “1,” where the value of “1” represents 

identical documents and the value of “0” represents completely unrelated documents.  The 

evaluation is done in PERL (Practical Extraction and Reporting Language), a widely used 

language program used to extract similar words from two or more dissimilar documents (The 

program can be purchased from “E-xact Transactions” at http://e-

xact.com/solutions/primer/glossary).  The implemented system takes as parameters the name 

of the documents to analyze. The comparative analysis score was calculated using the cosine 

similarity of the input documents.   
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Data Collection and Description 

 The data for this study was obtained from the Turkish Higher Education Council’s 

official Web site (http://www.yok.gov.tr/egitim/ogretmen/ogretmen_yetistirme_lisans/muzik.doc)   

and translated from Turkish into English by the researcher, a Turkish citizen fluent in 

English. The translation’s accuracy was verified by an American university scholar who is 

fluent in Turkish and English. The original Turkish document and the English translation are 

included as Appendix G.  

 

Qualitative Description of the Centralized Music Teacher Education Curriculum 

The document as included in the appendix outlines the current Turkish music teacher 

training program in its entirety, combining all music, general, and teacher training courses in 

a four year timeline. Table 3 separates that information into three components: general 

courses, teacher training courses, and music courses. Altogether, students have to complete a 

total of 147 credit hours to receive a Bachelor’s Degree from any university in Turkey.  Of 

those, fifteen credit hours make up the core of general courses (10% of the total curriculum). 

All teacher training courses together add up to thirty-six credit hours (24%); the music 

component, including the electives, totals ninety-six credit hours (66%).  With the exception 

of the music courses, both the general and the teacher training courses are mandatory for all 

students enrolled in teacher education.  They occupy 44% of all credit hours (see Table 3).  

  The music component.  As can be seen in Table 3, music courses include 

instruction in both Turkish and Western music systems.  Specifically and with the exception 

of nine hours of electives, the courses are individual instrument education (applied study); 

individual and group voice education; school instruments; history of music, game, dance, 

and music; music culture; theory of traditional Turkish classical music; theory of Turkish 

http://www.yok.gov.tr/egitim/ogretmen/ogretmen_yetistirme_lisans/muzik.doc
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folk music; popular music; keyboard education; school band; choir; orchestra; chamber 

music; accompaniment; conducting; composition; and music theory and ear training. The 

credit hours of these courses differ from one to five credit hours per week every semester.  

Table 3 

Turkish Music Teacher Training Program 

Music Courses SxC Teacher Training 
Courses SxC General Courses SxC 

Piano (Individual) 6x2:12 Introduction to the 
Teaching Profession 1x3:3 Computer 1x3:3 

Inst. Ed. (Applied 
study) 8x2:16 School Experience I & 

II 2x3:6 
Principles of Atatürk 
History of 
Revolution 

2x1:2 

Music Theory- Ear 
Training 5x3:15 Development & 

Learning 1x3:3 Foreign Language 2x3:6 

Individual Voice Ed. 2x2:4 Planning & Evaluation 
in Teaching 1x4: 4 Turkish Written & 

Oral Exposition 2x2:4 

School Inst. 2x3:6 
Instructional 
Technologies & 
Material Development 

1x3:3   

Keyboard Ed 1x2:2 Classroom Management 1x3:3   

School Band 1x2:2 Special Teaching 
Methods I & II 2x3:6   

Group Voice Ed. 2x2:4 Counseling 1x3:3   
Theory of Turkish 
Folk Music 1x2:2 Teaching Practice 1x5:5   

Theory of Tradit. 
Turkish Class.Mus. 1x2:2     

Popular Music 1x2:2     
History of Music 1x2:2     
Choir 3x2:6     
Orchestra & Chamber 
Music 3x2:6     

Accompaniment 1x1:1     
Composition 1x3:3     
Game/Dance/Music 
 1x2:2     

Music Culture 1x3:3     
Choir & Conducting 
 1x2:2     

Orchestra/Chamber 
Music& Conducting 1x2:2     

Total Electives 9     
Total Credits 96+  36+  15:147 
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According to the course descriptions, the six courses required in piano (Piano I-VI) 

cover basic skills necessary for playing the piano as well as an introduction to repertoire of 

Turkish composers and composers from around the world.  In addition to the six semesters of 

piano, two hours of electronic keyboard are mandatory. The course contains information on 

various types of electronic keyboards, the characteristics of timbres of various instruments, 

and information on how to use such instruments in a school setting.  

In addition to piano and electronic keyboard studies, students take one semester of 

accompanying. This course focuses on the accompaniment of school music either on piano or 

on the student’s primary instrument.  Accompanying also means improvising.  

Applied lessons, taken for eight semesters, are in the United States called the 

performance concentration. It is dedicated to one primary instrument whether piano, strings 

(including guitar), wind instruments, percussion, traditional Turkish instruments (often the 

“bağlama”), or voice. The lessons are one-on-one and include technical exercises, etudes, 

repertoire of Turkish composers and composers throughout the world, as well as teaching 

techniques of the instrument relevant for a public school music setting. The students study 

their main instrument for four years.  

The requirement of taking two semesters of one-on-one voice instruction includes the 

effective use of the Turkish language as well as music repertoire from other countries. 

Elements of these lessons include proper breathing, effective practice techniques, the vocal 

mechanism, folk music performance, and songs appropriate for use in the public schools.  In 

addition to private voice lessons, two semesters of group instruction are also required. The 

focus is on singing in a vocal ensemble, with attention given to breath control, pronunciation, 

stylistic features of repertoire, voice pedagogy principles, and teaching methods. 
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A three-hour, one-semester course in composing educational music is mandatory. This 

course covers the analysis of school songs and composition of melodies. Students learn to 

write songs with lyrics that are appropriate for public school settings. 

Music theory and ear training courses are offered only in the first three semesters, but 

they are five credit hour classes for each of those semesters. The courses deal with the 

theoretical basis of music, ear training, and forms of music. The individual instructors may 

decide how to distribute the credit hours for each component. The courses cover harmony, 

counterpoint, music styles, and investigating and analyzing musical works of a variety of 

genres both in Turkish repertoire as well as Western music. Attention is given to music taught 

in public schools, intervals, notation, sight reading, and composition.  

A music history course is mandatory for one semester. It covers the historical 

development of both Turkish and Western music, characteristics of their respective genres, 

listening to recorded examples, and analyzing a variety of styles. A course in traditional 

Turkish art music, obligatory as well, examines the history of Turkish art music specifically.  

All students are expected to take a course in Turkish folk that addresses the historical 

development of Turkey’s folk music traditions and examines theoretical foundations of those 

traditions. The course also deals with folk instrumentations and musical forms, and the place 

of folk music in music education. The popular-music class covers popular music trends both 

in Turkey and throughout the world. Content includes popular genres, characteristics, 

repertoire, and their respective use in music education in public school settings.  

The course in school instruments is offered during the first three semesters. Students 

choose one of the instruments typically used in classroom settings, such as recorder, Orff 

instruments, mandolin, or guitar. The course covers instruction in the correct performance 

techniques of these instruments as well as in their use in school settings.   
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The course in school band is obligatory for two hours for all students. It contains 

information on what instruments are commonly used in a school band, the band literature, 

and the establishment and management of a school band. 

Three semesters of choir are required that include vocal exercises, breathing 

techniques, performing literature from a variety of historical periods and styles, choir 

education methods and techniques for teaching choir in the pubic school setting. Because 

many school music programs always involve choirs, a course in choir and choir conducting is 

required for all music students for one semester. This course covers the choral literature of 

various historical periods. A course either in chamber music (including small ensembles) or 

orchestra, mandated for one semester focuses on developing repertoire and teaching 

techniques required for school instrumental ensembles.  Performance repertoire comprises 

Turkish and world composers’ compositions from a variety of historical periods.    

A course of play, dance, and music, compulsory for all students, includes Turkish folk 

music, analysis of children’s play music, and analysis of various folk dances from both 

Turkey and around the world.  In addition, a one-semester, three-hour course in music culture 

includes instruction on the role of music in the development of the individual and society. 

The purpose of this course is to make students aware of music from various cultures and to 

learn to appreciate music as a communication tool.  

Teacher training component.  Courses under the core of teacher training are 

introduction to teaching profession, school experience I and II, development and learning, 

planning and evaluation in teaching, instructional technologies and material development, 

classroom management, special teaching methods I and II, school experience, and 

counseling.  These courses cover classroom and school environment, foundations of the 

Turkish educational system and its structure, school organization and management, 

interacting with parents, and observing actual classes.  Within those broader topics, specifics 
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of becoming familiar with how to develop curricula, plan lessons, select instructional content, 

learning about specific teaching methods, measurement and evaluation are included as well.   

A few opportunities for actual practice in a school setting exist as well.  For example, 

in the two semesters of special teaching methods the students have opportunities for micro-

teaching in a classroom. The one semester of school experience is intended to enable the 

students to work with their faculty advisors on a one-on-one basis.  Additionally, the five-

hour course in teaching practice requires the students to spend one or two full days each week 

in actual classroom settings.    

General core component.  General courses are those that are neither music-related nor 

directed at teacher training. Instead, they provide information about general concepts needed 

for understanding and functioning in today’s society. The courses are computer, foreign 

language, Turkish written and oral exposition, and Atatürk’s principles and history of 

revolution. Not all of these courses are described in the document, but the document indicates 

that the computer course covers basic computer skills, such as word processing; graphics 

programs; spreadsheets; database creation; basic computer programming; and usage of music 

software.  Turkish language covers the fundamentals of basic writing in Turkish as well as 

public speaking, diction, intonation, and preparation for symposia and conferences.   

 

Quantitative Analysis  

Frequency count for Turkey’s music teacher training curriculum.  Table 4 and Figure 

5 show the frequency of words used in the centralized music teacher training program.  The 

count includes language referring to the general education courses and the music courses. The 

text of the course descriptions was excluded from this analysis.  
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Table 4 

Word Frequency Count of the Course Listings of the Entire Curriculum Document   

Word Freq  Word Freq 

Education  14  Week  2 
Music  14  Modern  2 
Credit  10  Observation  2 
Code  8  Bachelor  1 
Instrument  8  Band  1 
Semester  8  Centralized  1 
Piano  6  Classical  1 
School  6  Composition  1 
Teaching  6  Computer  1 
Turkish  6  Counseling  1 
Chamber  4  Culture  1 
Choir  4  Dance  1 
Elective  4  Degree  1 
Orchestra  4  Evaluation  1 
Voice  4  Folk  1 
Year  4  Fourth  1 
Ear  3  Game  1 
History  3  Introduction  1 
Instruments  3  Keyboard  1 
Methods  3  Learning  1 
Theory  3  Management  1 
Training  3  Materials  1 
Ataturk  2  Oral  1 
Class  2  Planning  1 
Classroom  2  Popular  1 
Conducting  2  Practical  1 
Development  2  Practice  1 
Exposition  2  Profession  1 
Foreign  2  Programfirst  1 
Group  2  Public  1 
Hour  2  Teacher  1 
Language  2  Theoretical  1 
Lesson  2  Total  1 
Modern  2  Turkey  1 
Observation  2  Written  1 
Principles  2  Bachelor  1 
Seminar  2  Band  1 
Special  2  Centralized  1 
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Figure 5.  Visualizing the word frequency count of the course listings. 
  

 
  Table 5 shows the IDF value of the terms used in the curriculum.   
 

Table 5 

Inverse Document Frequency  (IDF) Scores Applied to Table 4 

Word IDF Score 
Semester  42.  49  
Turkish  15.  18 
Elective  14.  54 
Piano  12.  98 
Music  12.  69 
Instrument  11.  98 
Ataturk  11.  12 
Education  10.  34 
Choir  10.  21 
Orchestra  10.  06 
Credit  9.  93 
Code  9.  57 
Counseling  8.  31 
Theoretical  8.  31 
Teaching  6.  83 
Chamber  6.  51 
Exposition  5.  86 
Seminar  4.  73 

(table continues)
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Table 5 (continued). 

Word IDF Score 
Instruments  4.  61 
Classroom  4.  42 
Conducting  4.  20 
Ear  4.  07 
Centralized  3.  26 
Voice  3.  14 
Observation  2.  95 
Accompaniment  2.  89 
Bachelor  2.  88 
Lesson  2.  82 
Theory  2.  76 
School  2.  72 
Methods  2.  71 
Keyboard  2.  55 
Principles  2.  20 
Oral  2.  15 
Turkey  1.  96 
Training  1.  92 
Evaluation  1.  87 
Foreign  1.  68 
Composition  1.  68 
Folk  1.  62 
History  1.  60 
Classical  1.  58 
Profession  1.  50 
Language  1.  38 
Dance  1.  37 
Modern  1.  26 
Teacher  1.  17 
Band  1.  16 
Culture  1.  13 
Materials  1.  08 
Hour  1.  07 
Class  1.  06 
Development  1.  03 
Computer  0.  96 
Learning  0.  95 
Introduction  0.  81 
Fourth  0.  81 
Game  0.  81 

(table continues)
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Table 5 (continued). 

Word IDF Score 
Practical  0.  76 
Actual  0.  74 
Management  0.  73 
Degree  0.  70 
Planning  0.  69 
Popular  0.  67 
Special  0.  63 
Year  0.  57 
Group  0.  56 
Practice  0.  56 
Week  0.  55 
Total  0.  46 
Written  0.  46 
Public  0.  36 
Practice  0.  56 
  

 The range of the inverse document frequency (IDF) scores is rather broad as it spans 

from 42.49 for the word semester to 0.36 for the word public.  That range is visualized in 

Figure 6. 
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Figure 6.  Visualizing inverse document frequency (IDF) scores.  
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The Relevance Feedback Model Applied to Program Comparisons    

 Although the teacher-training curriculum appears in tabular form with few descriptive 

paragraphs attached to the form, Turkey’s National Standards, Teacher Competencies, and 

Teacher Competency Indicators (see Appendix G & Appendix F) are fully written, essayistic 

documents.  This inconsistency between the four documents seemed to warrant an analysis 

according to the relevance feedback model described above.  The results are shown in Table 

6 and Figure 7 respectively.  

Table 6 
Comparative Analysis between the Music Teacher Training Program, the National Standards 
for Teacher Education, and Teacher Competencies 
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Figure 7.  Visualization of the comparative analysis between the music teacher training 
program, the national standards for teacher education, and teacher competencies.  
 

 

Document IDF Score 
Curriculum 1 

Teacher Competencies 0.08 

National Standards 0.07 

Teacher Competency Indicators 0.07 

Random 0.00 
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Results According to the Research Questions 
 

 The four types of analyses described above resulted in the following answers, 

ordered pursuant to the research questions.  

 

The Relationship between the Music Curriculum and the Core Elements of the Overall 
Centralized Educational System in Turkey 
 
 The results for this question came from (1) analyzing the core elements contained in 

the curriculum document (see Table 3) and (2) comparing the text of the document to the 

three educational documents mentioned above (see Table 6).  

 Analyzing the core elements contained in the curriculum document. The curriculum 

document lists all courses that music education students are required to take in a four-year 

sequence.  With the exception of 9 credit hours for electives in music, the remaining138 

credit hours are core courses for all music education students. Of those 138 hours, 87 credit 

hours go to music, 15 credit hours make up the general core, and 36 credit hours comprise the 

teacher education core. Aside from all core music courses (63%), the general core courses 

and teacher training core courses occupy a total of 51 credit hours (37%) of the entire 

curriculum.   

 The percent distribution between music core courses and non-music core courses 

alone might suggest that the relationship between music and non-music requirements is not 

very strong. Judging from the qualitative description of the required courses, however, the 

music portion of the curriculum reflects important core teacher-training elements in the 

curriculum.   

 For example, when examining the balance between words associated with music and 

those associated with non-music core courses, the emphasis on music-related terms is 

justified because music is the content area of focus. When examining the text of the course 

descriptions, however, many of the courses associated with music also deal with educational 
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content, such as references to learning and teaching techniques that are associated with 

teaching in a public school setting.   

 The following core music course descriptions allude to teaching and learning in the 

context of public school education: piano, main instrument education, music theory and ear 

training, voice education, school instruments, keyboard education, voice education, Turkish 

folk music, Turkish art music, popular music, choir, orchestra/chamber music, 

accompaniment, composing educational music, and orchestra/chamber music and conducting.  

In the core element of teacher training courses, the terms “Turkish,” “education,” 

“counseling,” “teaching,” “observation,” and “method” ranked high in the quantitative 

analysis.   

   In sum, the qualitative document analysis by itself suggests that several of the core 

music course descriptions explicitly include teaching and learning in the context of public 

school teaching in Turkey and that the entirety of all teacher training courses contribute to a 

strong core curriculum. One may, therefore, infer that the music teacher training curriculum, 

when seen in its entirety, refers to important elements in all of teacher training and is 

consistent in itself. 

 Comparing the text of the document to the three educational documents.  The 

assumption that Turkey’s overall policy of a centralized educational system was also 

reflected by its official documents led to the comparison of the written curriculum document 

to the three policy documents listed above. The results of that assumption require a 

modification.  According to the results reported in Table 6 and visualized in Figure 7, the 

similarity in words between the total curriculum (without course descriptions) and the 

documents outlining teacher competencies as well as the national standards amounted to 8%; 

the teacher competency indicators contained only 7 % of similar words as those used in the 
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teacher curriculum.  These findings were validated by the fact that the relationship of words 

between the curriculum and a random text showed zero percent similarities.      

 

Coverage in the Music Curriculum of Specific Teaching Materials and Methods, Assessment 
Tools, and Other Forms of Evaluating and Monitoring Students   
  
 The non-music course contents contained somewhat lengthy descriptions for the 

courses introduction to teaching profession, school experience I and II, development and 

learning, planning and evaluation in teaching, instructional technologies and material 

development, classroom management, special teaching methods I and II, school experience, 

and counseling. Many of the music courses, too, had descriptions that suggested the coverage 

of a broad-based scope of issues. Missing from all descriptions, however, was any reference 

to specific teaching materials and methods, assessment tools, and other forms of evaluating 

and monitoring students.    

 While it is understandable that such specifics may be omitted from a written 

curriculum even if it is situated in a centralized educational system, the lack of specificity in 

courses that were required over more than two semesters should be noted.  This lack of 

specificity was especially apparent for the music core and such courses as Piano 1-6, Main 

Instrumental Education 1-8, Music Theory and Ear Training 1-3, School Instruments 1-3, 

Choir 1-3, and Orchestra/Chamber Music 1-3.    

 

Cultural Diversity in Turkey as a Pertinent Issue Mentioned in the Curriculum 

 To determine the extent to which the curriculum suggests repertoire selections as 

well as musical activities and concepts unique to or appropriate for particular geographic and 

cultural regions, both the quantitative and qualitative analyses provided useful insights.  Both 

approaches pointed to the fact that the music teaching training curriculum in Turkey provides 
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substantial opportunities for acknowledging cultural diversity, considering multicultural 

content, and taking into consideration diverse repertoire selections.  

 According to the narratives, five courses focus on musical diversity: Turkish folk 

music, traditional Turkish art music, popular music, music culture, and play/dance/music. 

Even though the term “folk” placed low in rankings in the Inverse document frequency  

(IDF), the term “Turkish” ranked high, suggesting a keen awareness on the part of the 

curriculum makers of the importance of developing a strong sense of cultural identity in 

Turkey’s citizens.  The repeated emphasis in the course descriptions on Turkish art and folk 

music confirmed such notion, although both courses only occupy 2 credit hours each for one 

semester only. Furthermore, the course description of “Music Culture” actually states that its 

content deals with music of various cultures. This suggests that in addition to regional folk 

music, cultural diversity from around the world is also considered.   

 

 

 

 

 

 

 

 

 

 

 

 

 



 92

CHAPTER V 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS FOR CURRICULUM 

REVISIONS AND RESEARCH, AND A PERSONAL EPILOGUE   

Summary 

 The purpose of this study was to analyze the current music teacher training 

curriculum as situated in Turkey’s centralized education system. The research questions 

were:  

1. To what extent does the curriculum reflect the core elements of the centralized 
educational system in Turkey?   

2. To what extent does the curriculum prescribe the nature of teaching materials and 
methods, assessment tools and other forms of evaluating and monitoring performance 
as teachers and musicians?  

3. To what extent does the curriculum acknowledge cultural diversity throughout the 
country and is this cultural diversity addressed through repertoire, musical activities 
and concepts according to geographic and cultural regions? 

 

Methodology 

The document, translated into English by the researcher, was analyzed both 

quantitatively and qualitatively. The quantitative analysis was applied to the tabulation of 

course titles and credit hours per semester, subjecting this information to a word frequency 

analysis and Inverse document frequency  analysis (Papineni, 2001; Robertson, 2004; Salton 

& Buckly, 1988; Salton &McGill, 1983; Sparck-Jones, 1972 & 2004).  The qualitative 

analysis was directed at highlighting recurring key terms and overall instructional intent in 

the narrative content descriptions as they appeared in the document.  To compare the content 

of the music teacher training curriculum with educational documents that were assumed to 

reflect the overall centralized nature of Turkey’s educational system, a data analysis based on 

the Relevance feedback model (Berger & Lafferty, 1999; Hoffman, 1999; Miller, Leek & 

Schwartz, 1999; Ponte, 2000; Ponte & Croft, 1998) was conducted.         
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Findings 

  Question 1.  Of the total of 147 credit hours needed to receive a Bachelor’s Degree 

from any university in Turkey, 138 credit hours are core courses for all music education 

students.  Of the 138 core credit hours, the music core consists of 87 credit hours (63%) and 

the non-music core of 51 credit hours (37%). The non-music core divides into the general 

core of 15 hours (11%) and all teacher training courses total 36 credit hours (26%). This 

means that 37% of all core courses are mandatory for all students enrolled in teacher training.  

 The qualitative comparison between the music core and the teacher training core 

showed conceptual consensus.  Whereas in the teacher training core such terms as “Turkish,” 

“education,” “counseling,” “teaching,” “observation,” and “method,” were prominent, the 

course descriptions of many of the core music courses contained references to learning and 

teaching techniques associated with teaching in public school settings and to dealing with 

repertoire selection suitable for such settings.  This conceptual overlap in wording suggests 

curricular cohesion and internal consistency of the document.    

 Such cohesion was not reflected when comparing the curriculum document to 

Turkey’s National Standards for Teacher Education, Teacher Competencies, and Teacher 

Competency Indicators by means of the Relevance Feedback Model. The similarity in words 

between the total curriculum (without the course descriptions) and the documents ranged 

from 6% to 8%, a finding that suggests a low connection between the wording in the 

curriculum and major policy documents.  This findings might have been different had the 

researcher included all course descriptions as the text against which the national documents 

were compared.  Further research is suggested.     

 Question 2. The second research question were to determine the extent to which the 

document mentioned specific teaching materials and methods, assessment tools, and other 

forms of evaluating and monitoring students.  The non-music course contents contained 
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somewhat lengthy descriptions for the following courses: Introduction to the Teaching 

Profession, School Experience I and II, Development and Learning, Planning and Evaluation 

in Teaching, Instructional Technologies and Material Development, Classroom Management, 

Special Teaching Methods I and II, School Experience, and Counseling.  Many of the music 

courses, too, had descriptions that suggested the coverage of a broad-based scope of issues.  

 Missing from nearly all descriptions, however, was any reference to specific 

teaching materials and methods, named or standard assessment tools, and other forms of 

evaluating and monitoring students. This was especially apparent for those courses in music 

that are prescribed for more than two semesters but omit either in title or course description 

any details about their instructional content.  The assumption seems to be that teachers know 

what to do and students know what to expect at any given level of instruction, an assumption 

that warrants further empirical evidence.   

 It always is advantageous to leave specific teaching procedures as well as reference 

to materials unspecified because it allows for flexibility and innovative ideas during the 

teaching process.  Therefore, one may surmise that Turkey’s educational system itself, as 

centralized as it may be, leaves room for local and individual decision-making.  Further 

research needs to verify that assumption.    

 Question 3.  Given Turkey’s centralized education system and its history of 

changing back and forth between centralization and decentralization, the third research 

question addressed the extent to which the curriculum document spoke to cultural diversity in 

Turkey as a pertinent issue of today. Both the quantitative and qualitative analyses pointed 

out the fact that the music teaching training curriculum repeatedly acknowledges the 

importance of making teachers sensitive to the cultural needs of Turkey’s youth. While not 

specifically using the term cultural diversity, the course descriptions make mention of 

musical diversity when including Turkish folk music, traditional Turkish art music, popular 
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music, music culture, and play/dance/music as a core in music teacher training. The repeated 

usage of those terms in several courses suggests a keen awareness on the part of the 

curriculum makers on the importance of developing a strong sense of cultural identity in its 

citizens.    

 

Conclusions 

The findings of the study suggest that the current music teacher training curriculum in 

Turkey prescribes almost entirely all courses to be taken for music teacher certification. This 

certainly is true for the non-music core elements in the curriculum but also appears to hold 

true for the music core. In theory, therefore, music education and general teacher training go 

hand in hand, suggesting a cohesively articulated training program for Turkey’s music 

teachers.  The findings are less conclusive about the relationship between the written 

document and general national policy statements. If the course descriptions had been 

included in the Relevance feedback model analysis, however, it is possible that the results 

would have been more congruous.  A follow-up research project would be useful so that one 

might strengthen the conceptual overlap between stated governmental policies and written 

curricula.     

The current document itself reflects a well-thought-out, subject- matter-focused 

curriculum. At least on paper the document is consistent in itself and, according to most 

educational theories, should lead to the desired product, which in this case is a well-prepared 

music teacher. This fact needs to be related to Çakıroğlu and Çakıroğlu (2003), who 

identified problems that originated both from outside teacher education programs in Turkey 

and from within those programs. Problems identified as originating within teacher training 

programs included the curriculum and its relevance for today’s aspiring teachers. The authors 

also lamented teacher shortages and observed that to meet the demand for more teachers,  



 96

graduates of any of the four-year university programmes without special preparation 
to teach were accepted for teaching jobs throughout the country with a minimal 
amount of in-service training to close the gap between their knowledge and the 
required education for being a teacher. (Çakıroğlu & Çakıroğlu, 2003, p. 257) 
 
Given the written document as analyzed in this study, one should assume a 

considerable difference in quality between music teachers who graduate from the curriculum 

as prescribed and music teachers without such specific training.  It would take detailed field 

observations to determine the extent to which the course contents as described in the 

document actually find their way into an aspiring teacher’s professional identity and 

instructional efficiency. 

 Furthermore, the specific content areas in the core teacher training courses are 

described in enough detail to reflect the breadth and scope of the educational philosophy that 

guided the articulation of the curriculum.  The same is also true for the music courses, 

although not in as much detail. It is interesting to note that, when compared to the earlier 

curriculum documents described by Suer (1980) Ucan (1982), and Ozeke (2003), the lack of 

detail found in the 1998 document can be attributed to the fact that the curriculum makers 

placed under one heading what in earlier documents were spelled out separate courses. For 

example, what now is called music theory/ear training covers what used to be taught in 

several different courses, titled harmony, counterpoint, formal analysis and, as a separate 

course, music theory.  The relative advantage of being specific or non-specific remains to be 

determined.   

It is apparent that for any of the broad course titles that make up the 1998 curriculum 

more than the allotted time would be required to cover thoroughly and equally the scope of 

topics outlined for many of the courses. Thus, even though the music core descriptions were 

found to reflect the educational philosophy underlying the teacher training core, one should 

not assume that each and every aspect of the instructional areas is in reality equally covered. 

Even within the music core itself, a similar possibility must be voiced.  
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For example, Turkish folk music and Turkish classical art music are taught separately, 

each for only one semester. In these two semesters, students’ tasks are defined by the 

professor who teaches that class. If the professor’s background is performance, then students 

mainly perform both Turkish folk and classical music of different geographical and cultural 

regions. It is less likely that the professor focuses on providing a comprehensive 

understanding of the cultural and social foundations of the repertoire under study. These and 

similar circumstances should be described, catalogued and compared to each other for the 

purpose of yielding information about the extent and degree to which different programs, 

although alike on paper, differ in the way they implement educational policies.     

This study did not address how the curriculum is actually being implemented in 

practice. That is left for subsequent research. In such studies, one should also examine which 

specific teaching materials and methods, assessment tools, and other forms of evaluating and 

monitoring students are favored by most teachers in most geographical regions and types of 

schools. Furthermore, one should look at the relationship between a teacher’s teaching style 

and preferences for certain instructional training and his or her educational background and 

professional preparation.   

 Especially in the teacher training core, the curriculum allows for the opportunity of 

students to experience what one may refer to as diverse learning environments. It is likely, 

though, that in real terms the students see local school structures and set-ups more so than 

learning environments different from those in which they, the students, grew up.    

 Theoretically and on paper, the amount of multicultural content in the forms of folk 

music and world music in several of the core courses is substantial by any music education 

standard.  But, the course descriptions fall short when addressing issues that recent 

multicultural theorists have raised. In particular, referring back to Banks and Banks (1993) 

mentioned in Chapter 2, to be effective in the teaching of cultural diversity, three components 
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are essential: (1) the inclusion of authentic multicultural content, (2) the exploration of biases 

and stereotypical beliefs, and (3) equity in instruction for students of diverse cultural 

backgrounds. Applying these three principles to the interpretation of the findings, one must 

conclude that even though the inclusion of multicultural music content is substantial, there is 

no reference in the curriculum to an exploration of stereotypical beliefs and attitudes or 

consideration that the music education students themselves might be from diverse cultural 

backgrounds. In order to prepare teachers to be as effective as possible in working with 

culturally diverse students in a variety of settings, teacher training programs should articulate 

in their written curricula the need to explore and perhaps even challenge the beliefs and 

attitudes, challenges that can lead to a new cultural awareness both in the teachers and in their 

students.   

 It appears, then, that the centralized music teacher training program currently used in 

Turkey is similar to that of other music education programs around the world. It is easier to 

include multicultural content in a course description than to bring about awareness of cultural 

beliefs and attitudes that impact teaching and learning.  The same may be said for the 

relationship between Turkey’s national educational policies and teacher teaching curriculum. 

It is easier to outline broad concepts and general educational directives than to articulate 

concrete and sequentially meaningful instructional methods, materials, and evaluative tools 

that are bound to those concepts and directives, yet are flexible enough to account for diverse 

and localized instructional needs.   

 

Recommendations for Curriculum Revision and Research 

Several recommendations spring from the conclusions reached as a result of this 

research. They pertain to the application of the research methods used in this study and to 
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steps necessary for strengthening the curriculum as a written document as well as its practice 

in Turkish classrooms.  

 

Steps Necessary for Strengthening the Curriculum     

As a written document, the curriculum might benefit from research that examines the 

extent to which teachers actually follow the course content as prescribed. This is especially 

important for those courses, both non-music courses and music courses alike, that are said to 

contain a large number of topics but only have a very limited time span in which to cover all 

topics equally well. Once data are obtained that describe real practice, the curriculum 

document may be re-written to include those practices that have been shown to lead to 

stronger course content.  

Research also should determine the extent to which teachers who are responsible for 

course sequences over more than two semesters are consistent in their teaching from year to 

year and level to level.  Much is left to a teacher’s discretion when there are no binding 

guidelines across institutions, geographic regions, and urban and rural locales.    

Many observational studies are needed in which a variety of teaching approaches 

found for the same course title are described, catalogued, and compared to each other. Those 

comparisons could yield information about the extent and degree to which different 

programs, although alike on paper, differ in the way they implement educational policies.  As 

stated above, such studies should include the examination of which teaching materials and 

methods, assessment tools, and other forms of evaluating and monitoring students are favored 

by most teachers and in most geographical regions and types of schools.  Teachers who are 

found to differ from those favored practices should be closely observed as well because they 

may have purposefully diverged from the norm as practiced or as stated on paper.  Thus, 

looking at the relationship between a teacher’s teaching style and preferences for certain 
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instructional training and his or her educational background and professional preparation 

might provide important insights into the direction of future curriculum revisions.    

 At present, the lack of references in the curriculum to an exploration of stereotypical 

beliefs and attitudes music education students might bring to the learning process itself is also 

of concern. Therefore, the earlier-stated need of articulating in the music teacher training 

program what it takes to develop a new cultural awareness in both the teachers and their 

students is critical.   

 

Application of the Research Methods Used in This Study to Future Research 

The analytic methods used in this study proved useful in understanding the document 

under review. Both the quantitative and the qualitative analyses were necessary to obtain an 

accurate picture of how the current Turkish music teacher training curriculum is situated in a 

centralized context.  But, the analyses should have been broadened to include, for example, 

all course descriptions in the word count frequency analysis and the Inverse document 

frequency  analysis. Similarly, in future research, all course descriptions should be included 

in the Relevance feedback model analysis.  Such inclusion might yield more conclusive 

connections and relationships than this study was able to ascertain between the overall 

national policy documents in education and the written curriculum document.   

The quantitative methods of content analysis introduced here can be of great benefit 

to further research concerning all of comparative music education. Document comparisons of 

the type suggested can lead to a better understanding of the relationship between general 

policy and educational practice. It can also serve the purpose of examining a document’s 

internal consistency and construct validity when compared to other documents.  

Because of the quantitative nature of two of the analytic methods used in this study, 

their use may prove constructive to educational research conducted by the Higher Education 
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Council (HEC) and the Ministry of National Education (MNE). Both entities are largely 

responsible for determining and developing all curricula in Turkey.  The methods described 

in this study could help the curriculum makers in being consistent when articulating specific 

goals and objectives that are to be derived from general policy statements. Perhaps, then, this 

study can be an impetus to examine more closely the apparent gap between policy statements 

and actual guidelines for practice.  Closing that gap might lead to everyone working together, 

thereby acting in the best interest of the students—future Turkish citizens.  

 

Invoking Curricular Changes in Music Education: 

A Personal Epilogue   

 As our world becomes more culturally interwoven, educators and administrators in 

many countries consider culturally responsive instruction to become increasingly more 

important. The typical response in most education programs is to include a course on 

multicultural education but to leave the remainder of the curriculum untouched. Although 

such coursework plays an important role, this approach to curricular reform still leaves 

students in music teacher training programs unprepared for the challenges they are likely to 

encounter in teaching duties that take them to very different parts of the country. 

When it becomes the responsibility of a national government to oversee the 

educational framework at both the national and regional levels, the government’s role 

includes ensuring that education is of sufficient quality and easily accessible to all people. It 

must be stated, though, that there still are nations in the world today where education is a 

privilege rather than a right. 

Once one accepts education as a national right, a related issue is how teachers are 

prepared to become responsible for disseminating knowledge. Regardless of how strong a 

school’s infrastructure or its facilities, well-trained teachers are the key to successful 
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schooling and all curriculum reforms. If the students are the future of the country, the 

teachers are the instruments by which those students are shaped for the future. This is as true 

for math and science teachers as it should be true for the music teachers.    

A good music education program should always be an integral part of the overall 

educational system; otherwise, the program would not contribute to the purpose of education 

as a national mandate. Therefore, music teachers themselves should be trained in such a way 

that they not only teach toward academic excellence but also toward communicative, artistic, 

and cultural competence of their students. To do so, the music teachers themselves need those 

qualifications.  They must be able to deliver ideas in a clear and concise manner and pose 

problems appropriate for the comprehension level of their pupils. This requires an 

understanding of the diverse backgrounds of the students in terms of ethnicity and culture.  

 Thus, macro-level knowledge about a nation’s educational policies is as important as 

are micro-analytical findings about how one particular school implements a nationally 

mandated curriculum at the local level. Both types of knowledge are necessary for seeing the 

whole picture. Considering such broad and political forces as bureaucracy, vested interests, 

and cultural relativism as active variables in all of curriculum research is a sociological 

imperative even when it applies to research in the field of music education.  Cultural 

relativism, too, is connected to such broader geo-political concerns as a country’s 

regionalism, nationalism, and globalism as well as community needs. 

 

Bureaucracy 

Bureaucracy acts not only as a major facilitator but also as a major hindrance towards 

the efficient administration of any institute of society. Therefore, there is a need for 

bureaucrats to be responsive to curricula changes suggested by research findings and practical 

teaching experience alike.  Changes always challenge the status quo, a fact that usually 
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means long time delays between when a law is being made and when it gets implemented.  

One can always expect the time delay to be filled with stringent opposition to change.   

In many countries, the notion of accountability is not present or has just begun to 

arise. Patience, therefore, is called for—especially in developing countries.  As one waits, 

two things can happen: one can become either fearless and ready to face any challenges or 

unresponsive to the challenges at hand. To counteract the latter effect in a positive way, one 

would need to give incentives in terms of payment or promotion.  

Another way of holding individual bureaucrats accountable for their actions is by 

publicizing all governmental decrees. In many developed nations of the world, this concept 

has already been successfully applied when, for example, under the freedom of information 

act, government proceedings and documents are public domain as long as they do not 

infringe on national security issues.     

The principle of publicizing all governmental actions and documents is essential when 

seeking to make local documents conform to national policies. Below is a list of reflective 

questions one needs to consider when judging the role of a country’s bureaucracy in seeking 

educational change: 

• Are there procedures in place for feedback when public officials are unresponsive to 
the local needs of music teachers? 

• If yes, are these procedures practical? 

• Is there adequate transparency and reasonable accountability in the music teacher 
training system? 

• Is the current music teacher training program flexible enough to suit dynamic 
community needs both in the short and long run? 

 

Vested Interests 

 As discussed in Chapter III, vested interests can be detrimental to the adoption of 

new educational policies and music teacher training programs. Practically speaking, this 
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problem is not easily solved. The main reason has more to do with the mind than anything 

else. Vested interests are often closely related to selfishness and egotism. But, when aligned 

with local interests, selfishness and egotism can be a propellant for change, not just a 

hindrance.    

 Short of trying to administratively outlawing any actions taken as a result of vested 

interests, a second solution would be to diversify an institution in terms of the people making 

policy.  When selected them from various and varied backgrounds and reflecting each geo-

political region of the country, a multitude of voices can be heard. This approach is 

innovative because it would make the vested interests of various people conflict with each 

other so that the resultant policy or decision would be a balance of varied interests. Those, 

then, could be assumed to reflect the larger public interest.  When dealing with curriculum 

reform, the one question that needs to be asked, therefore, is whether there exists a 

proportionate representation of all cultures, groups and sections of society to balance vested 

interests among those individuals responsible for deciding on and/or writing the music 

teacher training program? 

 

Cultural Relativism 

Addressing the influence of the doctrine of relativism in its various forms earlier in 

this study, this section focuses on how curricular improvements may be related to this issue.  

It is a matter concerning levels of awareness of the cultures, values, and beliefs that shape 

each human being.  People are so engrossed in their own personal life and routine that slowly 

but steadily they begin to develop the notion that whatever way they have been following is 

the best way with little or no regard to other types of approaches towards the same concepts 

and issues. The only way out of this self-centeredness is to adopt a broad-minded approach 

combined with intelligence and common sense. If we are fully open-minded, we learn to 
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understand, if not embrace, each and every aspect of other cultures and their moral values. 

Such complete openness could lead to difficulties in living our own lives.  

But there is an openness with which we explore other cultures but retain our own 

values. That type of awareness could be increased by following a careful and considerate 

approach to developing a music teacher training program which initiates in the students and 

teachers alike a philosophy of ethical relativism. That is accomplished by introducing 

aspiring teachers to those types of cultural and ethical environments in which they would be 

working as part of their jobs. The following factors need to be taken into consideration while 

studying the influence of relativism for the purpose of making it a part of the music teacher 

training curriculum: 

• Do the current pre-service classes offer sufficient insight into the various types of 
cultures and ethnic groups in the country leading them to be appreciative and tolerant 
towards all such groups? 

• Are there practical learning methods rather than just academic lectures in the current 
music teacher training program for the development of cultural relativism? For 
example, do the courses include visiting various student groups in different parts of 
the country?   

• Is there a system of transfer, publicly posted by the government, that allows music 
teachers to move from freely between different geographical regions in order to 
familiarize themselves with new teaching environments and broaden their horizon? 

 

Regionalism, Nationalism, and Globalism 

Teachers of today have to be well equipped with knowledge and information required in a 

global environment. Teachers would not be in tune with the times if a narrow and limited 

definition of regionalism and nationalism hindered their free flow of thinking.  The following 

queries could be used as curricular guidelines for implementing self reflection as a desirable 

learning objective: 

• Do the pre-service music teachers realize their importance of being a part of an 
educational infrastructure which affects the region, the nation and the nation’s impact 
in the global arena? 
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• Like in the case of relativism awareness, are the pre-service music teachers made to 
participate in a global exchange program with foreign nations in order give them 
adequate exposure to conditions other than in their own land? 

 Finally, as important as it may be to globalize the curriculum, one should also keep in 

mind the needs of each local community within which a school is placed.  Apparently, such 

needs have been present throughout the young history of formal teacher training in Turkey. 

The establishment of village institutes, started as early as in the mid 1940s, may bear witness 

to that fact.  Even today, we may need to ask similar questions that were asked then.  How 

can one assure that cultural needs of a local community are met at the same time that a nation 

faces global concerns?  Conversely, a second question, equally as important, is how pre-

service music teachers can gain real-life experiences in communities different from those 

with which they are already familiar?  Should those experiences be the result of guided 

practica, personal initiative, imbedded in formal research projects?    

  The above questions suggest ways to deal with curricular changes in the future. Issues 

of centralization or decentralization, the place of responsive and unresponsive bureaucracies, 

vested interests of those making decisions, and more subtle philosophical factors like cultural 

relativism and personal ideology, play a part in how a society progresses educationally and, 

specific for this researcher, music educationally.  All factors are interrelated.     

On the whole, it is likely that a decentralized approach toward solving a local problem 

is more advantageous than a centralized one. This should not come as a surprise since, 

viewed in a different light, freedom is the most sought-after value in human life. 

Decentralization signifies the value of individual freedom because the people at the local 

level are given autonomy to make decisions benefiting the public good and general welfare.   

Centralization signifies greater degrees of discipline.  Although one cannot say that 

the centralized approach is inappropriate for today’s educational needs, the decentralized 

approach appears to have fewer drawbacks even though it is not a “cure for all.”  Factors like 
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the level of development of a nation and the overall education of its people do come into 

play. Basically, therefore, needed is a careful analysis of various social, economic, political, 

and financial aspects at the macro level of a country before micro systems, such as the music 

curriculum of a particular cultural region of a country, can be examined and/or revised. 

In conclusion, it can be said that although no system is perfect in itself, keeping in 

mind the above discussion and looking at the problem of managing the educational system 

and music teachers training program in Turkey, the decentralized approach appears to be a 

more efficient and effective way to be followed in the long run.  The approach requires 

responsible and mature citizens who are allowed to do certain tasks in freely and 

autonomously.    

When people at the local level are being held responsible and accountable for their 

actions, the chances are that the local population will benefit. As a result the country of which 

these local populations are a part will benefit as well. When lessons learned in one locality 

will be applied to another, progress will be made. No matter what system is in place, 

however, there is a need for constant evaluation from within and from outside of the system 

to ensure that progress is being made on a continuous basis and targets are being reached. 

Such constant evaluation would help prevent regressing into a state of glorified stagnation 

even at the best of times. 
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APPENDIX A 
 

SCHOLARS WHO WERE INVITED TO TURKEY TO PRESENT REPORT(S) ON THEIR 

AREAS OF EXPERTISE 



 109 

 

Year Name Country Subject of the Report 

1924 John Dewey United States General Education 
System 

1925 Kuhne Germany Technical Teaching  

1927 Omer Buyse Belgium Technical Teaching  

193 Albert Malche  Universities  

1934 Miss Parker United States 
General Education 
System & Primary 
School Teaching   

1933-1934 Group of Expert United States General Education 
System  

1933-1952 Philippe Schwartz Germany Universities 

1951 W. Dickermann United States Public Education 

1951 K. V. Wofford United States Village Institutes 

1952 John Rufi United States Secondary School 
Teaching 

1952-1953 E. Tompkins United States Secondary School 
Teaching  

1952-1953 L. Beals United States           

1953 R.G .Maaske United States Teacher Training  

1955-1956 E.S. Gorvine United States Technical Teaching  

1957 Group of Experts United States Commercial 
Education  

 

Source: Akyüz (2004), p 370. 
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APPENDIX B 

THE LIST OF CURRENT STATE & PRIVATE UNIVERSITIES IN TURKEY BY THEIR 

FOUNDATION YEAR



 111 

Universities Location Foundation 

1 İstanbul Universitesi İstanbul 1933 
2 İstanbul Teknik Üniversitesi İstanbul 1944 
3 Ankara Üniversitesi Ankara 1946 
4 Karadeniz Teknik Üniversitesi Trabzon 1955 
5 Ege Üniversitesi İzmir 1955 
6 Atatürk Üniversitesi Erzurum 1957 
7 Orta Doğu Teknik Üniversitesi Ankara 1959 
8 Hacettepe Üniversitesi Ankara 1967 
9 Boğaziçi Üniversitesi İstanbul 1971 
10 Dicle Üniversitesi Diyarbakır 1973 
11 Çukurova Üniversitesi Adana 1973 
12 Anadolu Üniversitesi Eskişehir 1973 
13 Cumhuriyet Üniversitesi Sivas 1974 
14 İnönü Üniversitesi Malatya 1975 
15 Fırat Üniversitesi Elazığ 1975 
16 Ondokuz Mayıs Üniversitesi Samsun 1975 
17 Selçuk Üniversitesi Konya 1975 
18 Uludağ Üniversitesi Bursa 1975 
19 Erciyes Üniversitesi Kayseri 1978 
20 Akdeniz Üniversitesi Antalya 1982 
21 Dokuz Eylül Üniversitesi İzmir 1982 
22 Gazi Üniversitesi Ankara 1982 
23 Marmara Üniversitesi İstanbul 1982 
24 Mimar Sinan Üniversitesi İstanbul 1982 
25 Trakya Üniversitesi Edirne 1982 
26 Yıldız Teknik Üniversitesi İstanbul 1982 
27 Yüzüncü Yıl Üniversitesi Van 1982 
28 Bilkent Üniversitesi Ankara 1984 
29 Gaziantep Üniversitesi Gaziantep 1987 
30 Koç Üniversitesi İstanbul 1992 
31 Abant İzzet Baysal Üniversitesi Bolu 1992 
32 Adnan Menderes Üniersitesi Aydın 1992 
33 Afyon Kocatepe Üniversitesi Afyon 1992 
34 Balıkesir Üniversitesi Balıkesir 1992 
35 Celal Bayar Üniversitesi Manisa 1992 
36 Çanakkale Onsekiz Mart Üniversitesi Çanakkale 1992 
37 Dumlupınar Üniversitesi Kütahya 1992 
38 Gaziosmanpaşa Üniversitesi Tokat 1992 
39 Gebze Yüksek Teknoloji Enstitüsü Kocaeli 1992 
40 Harran Üniversitesi Şanlıurfa 1992 
41 İzmir Yüksek Teknoloji Enstitüsü İzmir 1992 
42 Kafkas Üniversitesi Kars 1992 
43 Kahramanmaraş Sütçü İmam Üniversitesi Kahramanmaraş 1992 
44 Kocaeli Üniversitesi Kocaeli 1992 
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Universities Location Foundation 

45 Mersin Üniversitesi İçel 1992 
46 Muğla Üniversitesi Muğla 1992 
47 Mustafa Kemal Üniversitesi Hatay 1992 
48 Niğde Üniversitesi Niğde 1992 
49 Pamukkale Üniversitesi Denizli 1992 
50 Sakarya Üniversitesi Sakarya 1992 
51 Süleyman Demirel Üniversitesi Isparta 1992 
52 Zonguldak Karaelmas Üniversitesi Zonguldak 1992 
53 Osmangazi Üniversitesi Eskişehir 1993 
54 Başkent Üniversitesi Ankara 1994 
55 Galatasaray Üniversitesi İstanbul 1994 
56 Fatih Üniversitesi İstanbul 1996 
57 Işık Üniversitesi İstanbul 1996 
58 İstanbul Bilgi Üniversitesi İstanbul 1996 
59 Sabancı Üniversitesi İstanbul 1996 
60 Yeditepe Üniversitesi İstanbul 1996 
61 Kadir Has Üniversitesi İstanbul 1997 
62 Atılım Üniversitesi Ankara 1997 
63 Beykent Üniversitesi İstanbul 1997 
64 Çağ Üniversitesi Tarsus 1997 
65 Çankaya Üniversitesi Ankara 1997 
66 Doğuş Üniversitesi İstanbul 1997 
67 İstanbul Kültür Üniversitesi İstanbul 1997 
68 Maltepe Üniversitesi İstanbul 1997 
69 Bahçeşehir Üniversitesi İstanbul 1998 
70 Haliç Üniversitesi İstanbul 1998 
71 Okan Üniversitesi İstanbul 1999 
72 Ufuk Üniversitesi Ankara 1999 
73 Yaşar Üniversitesi İzmir 2001 
74 İstanbul Ticaret Üniversitesi İstanbul 2001 
75 İzmir Ekonomi Üniversitesi İzmir 2001 
76 TOBB Ekonomi ve Teknoloji Üni. Ankara 2003 
77 Mersin Eğitim ve Kültür Vakfı İlağa  Mersin       2003 
78 Anadolu Kültür ve Eğtitim Vakfı  İstanbul       2003 

 

Source: Higher Education Council (HEC), 2005.  



 113 

APPENDIX C 

THE STRUCTURE OF TURKISH HIGHER EDUCATION COUNCIL  

AND EDUCATION SYSTEM



 114 

 

 

 
 

 

Source: Higher Education Council (HEC), 2006. 

PRESIDENT OF THE REPUBLIC 

THE COUNCIL OF HIGHER 
EDUCATION 

PRESIDENT 

INTERUNIVERSITY COUNCIL 
UNIVERSITY 

MINISTRY OF NATIONAL 
EDUCATION 

PARLIAMENT 

RECTOR 

SENATE 
ADMINISTRATIVE BOARD 

TWO-YEAR VOC. SCHLS. 

FOUR- YEAR SCHOOLS 

FACULTY 

INSTITUTE  FOR 
GRAD. STUDIES 

DEAN 

FACULTY BOARD 
ADMINISTRATIVE BOARD 

DEPARTMENT 

CHAIRPERSON 

DEPART. ASSEMBLY DEPARTMENTAL BOARD 

DIVISION 



 115 

APPENDIX D  

PRINCIPLES OF REGULATING THE EDUCATIONAL SYSTEM 
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           National Program 
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   MINISTRY OF EDUCATION          TECHNICAL EDUCATION 

 
 
                                     THE LAW OF     THE LAW OF PRIVATE 

                                                         VOCATIONAL EDUCATION                                                   EDUCATION             
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Source: Ministry of National Education Report, 2002.     
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APPENDIX E 

LIST OF MUSIC EDUCATION DEPARTMENT AT  

COLLEGES OF EDUCATION BY CITIES
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Department and University City 

Çanakkale On Sekiz Mart Üniversitesi Eğt. Fak. Müzik Öğretmenliği Ana Bilim 
Dalı 

Çanakkale

Dokuz Eylül Üniversitesi Buca Eğt. F. Müzik Öğretmenliği ABD İzmir 
Gazi Osman Paşa Üniversitesi Eğt.Fak. Müzik Öğretmenliği ABD Tokat 
Gazi Üniversitesi Gazi Eğt.Fak. Müzik Öğretmenliği ABD Ankara 
İnonü Üniversitesi Eğt. Fak. Müzik Öğretmenliğ ABD Malatya 
İzzet Baysal Üniversitesi Egt.Fak. Müzik Öğretmenliği ABD Bolu 
Karadeniz Teknik Üniversitesi Fatih Eğt. Fak. Müzik Öğretmenliği ABD Trabzon 
Marmara Üniversitesi Atatürk Eğt. Fak. Müzik Öğretmenliği ABD İstanbul 
Muğla Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Muğla 
Niğde Üniversitesi Eğt.Fak. Müzik Öğretmenliği ABD Niğde 
Ondokuz Mayıs Üniversitesi Samsun Eğt. Fak. Müzik Öğretmenliği ABD Samsun 
Pamukkale Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Denizli 
Süleyman Demirel Üniversitesi Burdur Eğt. Fak. Müzik Öğretmenliği ABD Burdur 
Uludağ Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Bursa 
Harran Üniversitesi Fen Ed. Fak. Müzik Öğretmenliği Bölümü Şanlıurfa 
Cumhuriyet Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Sivas 
Yüzüncü Yıl Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Van 
Atatürk Üniversitesi Kazım Karabekir Eğt. Fak. Müzik Öğretmenliği ABD Erzurum 
Adnan Menderes Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Aydın 
Balıkesir Üniversitesi Necatibey Eğt. Fak. Müzik Öğretmenliği ABD Balıkesir 
Selçuk Üniversitesi Eğt. Fak. Müzik Öğretmenliği ABD Konya 
Atatürk Üniversitesi Erzincan Eğt. Fak. Müzik Öğretmenliği ABD Erzincan 

 

Source:   http://www.muzikegitimcileri.net     
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APPENDIX F 

LIST OF ANATOLIAN FINE ARTS HIGH SCHOOLS DESIGNED TO PREPARE 

STUDENTS FOR HIGHER EDUCATION IN MUSIC 
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High Schools 

 Adana AGSL Kars AGSL 
Adıyaman AGSL Kastamonu AGSL 
Aksaray AGSL Kayseri AGSL 
Ankara AGSL Kırıkkale AGSL 
Antalya AGSL Kırklareli/Lüleburgaz AGSL 
Aydın AGSL Kırşehir AGSL 
Balıkesir AGSL Kocaeli AGSL 
Bartın AGSL Konya AGSL 
Bingöl AGSL Kütahya AGSL 
Bolu AGSL Malayta AGSL 
Bursa AGSL Muğla AGSL 
Çanakkale AGSL Niğde AGSL 
Çankırı AGSL Ordu AGSL 
Çorum AGSL Osmaniye AGSL 
Denizli AGSL Samsun AGSL 
Diyarbakır AGSL Sinop AGSL 
Edirne AGSL Sivas AGSL 
Erzincan AGSL Şanlıurfa AGSL 
Erzurum AGSL Tekirdağ AGSL 
Eskişehir AGSL Tokat AGSL 
Gaziantep AGSL Trabzon AGSL 
Giresun AGSL Uşak AGSL 
Hatay AGSL Van AGSL 
Isparta AGSL Zonguldak/Ereğli AGSL 
İçel AGSL  
İstanbul AGSL  
İzmir-Buca AGSL  
İzmir Kemalpaşa AGSL  
Karabük/Safranbolu AGSL  

 

Source:   http://www.muzikegitimcileri.net
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APPENDIX G 

CENTRALIZED MUSIC TEACHER TRAINING CURRICULUM 

1998-PRESENT (ENGLISH/TURKISH) 

TRANSLATED BY S. KARAKELLE
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FIRST YEAR  

 
I. Semester                    II. Semester  
   
CODE  COURSE NAME T P C  CODE COURSE NAME  T P C
  

Piano I 
 

 
2

 
0

 
2

   
Piano II 

 
2

 
0

 
2

  
Instrument Education I 
(One-on-One) 
 

 
1

 
0

 
1

   
Instrument Education II 
(One-on-One) 

 
1

 
0

 
1

  
Music Theory and Ear 
Training I 
 

 
4

 
2

 
5

   
Music Theory and Ear 
Training II 

 
4

 
2

 
5

  
School Instruments I 
 

 
2

 
0

 
2

   
School Instruments II 

 
2

 
0

 
2

  
Voice Education I (One-
on-One) 
 

2 0 2    
Voice Education II (One-
on-One) 

 
2

 
0

 
2

  
Foreign Language I 

 

 
3

 
0

 
3

   
Foreign Language II 

 
3

 
0

 
3

  
Turkish I: Written 

Exposition 
 

 
2

 
0

 
2

   
Turkish II: Oral 

Exposition 

 
2

 
0

 
2

  
Principles of Ataturk and 
Revolutionary History of 

Turkey 
 

 
2

 
0

 
0

   
Principles of Ataturk 

and Revolutionary 
History of Turkey 

 

 
2

 
0

 
0

  

Introduction to Teaching 
Profession 

 

 
3

 
0

 
3

  
 

School Experience 
(Classroom Observation) 

I 

 
1

 
4

 
3

 
Credit 20

 
Credit  20

         



 123 

SECOND YEAR  
 
III. Semester                IV. Semester  
     
CODE COURSE NAME  T P C  CODE COURSE NAME  T P C
  

Piano III 
 

 
2

 
0

 
2

   
Piano IV 

 
2

 
0

 
2

  
Instrument Education III 
(One-on-One) 
 

 
1

 
0

 
1

   
Instrument Education IV 
(One-on-One) 

 
1

 
0

 
1

  
Music Theory and Ear 
Training III 
 

 
4

 
2

 
5

   
Voice Education II 
(Group) 

 
1

 
2

 
2

  
School Instruments III 
 

2 0 2    
Music History 

 
2

 
0

 
2

  
Voice Education I  
(Group) 
 

 
1

 
2

 
2

   
School Band  

 
2

 
0

 
2

  
Computer 
 

 
2

 
2

 
3

   
Keyboard Education 
 

 
2

 
0

 
2

  

Development and 

Learning 

 

 
3

 
0

 
3

   
Planning and Evaluation 

in Teaching 

 
3

 
2

 
4

        
Elective I  
 

 
3

 
0

 
3

Credit 18   Credit 18
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THIRD YEAR  

 
V. Semester                VI. Semester  
     
CODE  COURSE NAME  T P C  CODE COURSE NAME  T P C

  
Piano V 

 
2

 
0

 
2

   
Piano VI 

 
2

 
0

 
2

  
Instrument Education V 
(One-on-One) 
 

 
1

 
0

 
1

   
Instrument Education VI 
(One-on-One) 

 
1

 
0

 
1

  
Choir I 
 

 
1

 
2

 
2

   
Choir II 

 
1

 
2

 
2

  
Orchestra/Chamber Music 
I 
 

 
2

 
2

 
3

   
Orchestra/Chamber Music 
II 

 
2

 
2

 
3

  
Turkish Folk Music 
  

 
2

 
0

 
2

   
Traditional Turkish Art 
Music  

 
2

 
0

 
2

  
Accompaniment  
 

 
1

 
0

 
1

   

Class Management  

 
2

 
2

 
3

  
Popular Music  
 

 
2

 
0

 
2

   
Special Teaching 

Methods I 
 

 
2

 
2

 
3

  
Music Culture  
 

 
3

 
0

 
3

   
Elective III 

 
2

 
0

 
2

 
Instructional 

Technologies and 
Material Development 

  

 
2

 
2

 
3

  
 

   

  
Elective II 
 

 
2

 
0

 
2

      

 Credit 21   Credit 18
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FOURTH YEAR 
 
VII. Semester                    VIII. Semester   
   
CODE COURSE NAME  T P C  CODE COURSE NAME  T P C
  

Instrument Education VII 
(One-on-One) 
 

 
1

 
0

 
1

   
Instrument Education VIII 
(One-on-One) 
 

 
1

 
0

 
1

  
Choir III 
 

 
1

 
2

 
2

   
Composing Educational 
Music   

 
2

 
2

 
3

  
Orchestra/Chamber Music 
III 
 

 
2

 
2

 
3

   
Choir and Conducting  

 
1

 
2

 
2

  
Game, Dance, and Music  
 

 
2

 
0

 
2

   
Orchestra/Chamber Music 
and Conducting  
 

 
1

 
2

 
2

  

Special Teaching 
Methods 

 

 
2

 
2

 
3

   

Teaching Practice 

 
2

 
6

 
5

  

School Experience 
(Classroom Observation) 

II 
 

 
1

 
4

 
3

   
Counseling 

 
3

 
0

 
3

  
Elective IV 

 
2

 
0

 
2
 

      

 Credit 16   Credit 16
   Total Credit      147

 
T Theoretical Lesson Hour  

per Week  
 

P Practical Lesson Hour 
per Week   

C Credit for Each Class 
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THE CONTENT OF INDIVIDUAL COURSES AS DEFINED BY HIGHER EDUCATION 

COUNCIL 

COURSES        CREDIT HOURS 

Piano I. II. III. IV. V. VI.        2 

Teaching and learning how to play the piano is the foundation of the music teacher 

training program. The courses cover step by step technical exercises, etudes, piano repertoires of 

Turkish as well as world composers, piano literature, and learning and teaching techniques for 

piano instruction in a public school music education setting. 

Instrument Education I. II. III. IV. V. VI. VII. VIII.  2 

Based on their technical or physical ability, students select one of the strings, winds, 

percussions, traditional instruments, or voice. This selection is made with the aid and collective 

decision of the faculty. The courses involve step by step technical exercises, etudes, repertoires 

of Turkish and world composers based on the student’s overall improvement, as well as the 

learning and teaching techniques associated with the instrument in a public school setting. 

Music Theory and Ear Training I. II. III. 5 

These courses are comprised of the theoretical foundation of music, ear training, and 

forms of music. It is up to the instructor to make the decision on how to distribute the credit 

hours for these contents. These courses involve developing an understanding of harmony, 

counterpoint, and music styles, investigating and analyzing musical works of different genres 

both from Western and Turkish music as well as the music thought in public schools, perception 

of intervals, notating, sight reading, and composing techniques.  

Voice Education (One-on-One) I. II. 2 

These courses stress the understanding of the effective use of Turkish, proper breathing 
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singing, effective practice techniques, learning about voice mechanism, performing folk music, 

school songs, as well as learning pieces by both Turkish and world composers. 

School Instruments I. II. III.       2  

Students choose one of the school instruments, such as the recorder, Orff instruments, 

mandolin, or guitar. They learn how to use school instruments in music education in public 

schools, their technical features as well as their teaching methods.  

Keyboard Education         2 

This course contains information on various keyboard types, its rhythmic structure and 

characteristics of various sounds. Further, information on how to use the keyboard in a school 

setting as well as teaching methods for its use are covered.  

School Band          2 

This course covers information about instruments used in school bands as well as the 

establishment and management of a band. 

Voice Education (Group) I. II.        2 

This course includes breathing control, voice relaxation, correct pronunciation, 

development of the ability to sing in a vocal ensemble, performances of stylistic features, voice 

education principles, and teaching methods.  

Turkish Folk Music         2 

This course covers the roots and historical development of Turkish folk music, its 

theoretical foundation, its instruments, its forms, and its place in music education. 

Traditional Turkish Art Music       2 

This course includes the roots and historical development of traditional Turkish art 

music, its theoretical foundation, its instruments, its forms, and its place in music education. 
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Popular Music          2 

This course covers popular music trends both in Turkey and in the world. Types of 

popular music, their characteristics, repertoire, and the use of this genre in music education are 

also covered.  

Music History          2 

The historical development of music, characteristics of its genres, listening, and 

analyzing different genres of both Turkish and Western music are covered in this course.  

Choir I. II. III.          2 

These courses include vocal exercises, breathing techniques, performing the choir 

literature from different eras, choir education methods, and teaching techniques. 

Orchestra/ Chamber Music I. II. III.       2  

Students select either orchestra or chamber music based on their main instrument.  The 

courses cover the features of performing as a group and the performing repertoire of both 

Turkish and world composers from different eras. Also, these courses include performing school 

music and the acquisition of methods and techniques for making music as an individual and as 

part of a group. 

Accompaniment  1 

This course involves being able to accompany school music either by piano or by the 

student’s main instrument. Also, this course covers how to accompany school songs through 

improvisation.   

Composing Educational Music  3 

 This course covers how to analyze school songs, write melodies, write songs with lyrics 

in order to develop musical creativity and produce new school songs. 
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Play, Dance, and Music         2 

This course includes rhythms of Turkish folk music, the analysis of children’s plays 

music, and the analysis of various folk dances from both Turkey and other countries.  

Computer          3 

Students develop their computer skills in word processing, graphics, spreadsheets, data 

bases, and simple programming methods. They also learn how to use music software. 

Music Culture         3 

This course includes the following topics: the role of music in the development of the 

individual and society, music styles, and vocal and instrumental music styles. The purpose of this 

course is to make students appreciate music as a communication tool and to familiarize them 

with music of different cultures.  

Choir and Conducting        2 

This course covers the literature of various eras and various forms of music both for choir 

and conducting. 

Orchestra/Chamber Music and Conducting     2 

This course covers forming a repertoire in relation to music teaching as well as  

conducting various ensembles in school. 

Foreign Language I. II        3 

The content for these courses was not defined. 

Turkish I (Written Exposition)       2 

This course includes the following topics: the definition of language and its importance, 

the relationship between culture and language, the rules of written exposition, grammar, planning 

the writing, topic, perspective, constructive ideas, writing a paragraph, the concept of 
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composition, its rules and organization, analysis of composition samples, style of writings 

(memoir, anecdotes, narratives, critics, novel, etc.), writing official letters (biography, petition, 

report, announcement, bibliography, notification, official scripture, research paper, article, etc.) 

writing articles for publication, taking notes, and methods for summarizing. 

Turkish II (Oral Exposition)        2 

This course covers the following contents: improving and evaluating speech ability, 

important points for the correct pronunciation of Turkish words, diction and its importance, 

correct dictation, accentuation, intonation, the correction of imperfect pronunciation, and 

preparing and organizing speech contents for panel presentations, symposia, and conferences.   

Principles of Ataturk and Revolutionary History of Turkey I. II.   0 
 
The content of these courses was not defined. 

 

Teacher Training Courses 

Introduction to Teaching Profession      3 

This course introduces the specifics and principles of the teaching profession, classroom 

and school environment, alternative perspectives, as well as the sociological, psychological, 

philosophical, and historical foundation of Turkish education and its structure. 

School Experience I          3 

The purpose of this course is to give student an opportunity to experience the school 

environment, pupils, and teaching profession from various perspectives with the help of a faculty 

advisor as well as the school advisor at an early stage. The following activities should be 

included in the scope of this course: school organization and its management, administrative 

affairs, group activities, the daily responsibilities of a student in school, the daily activities of a 
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teacher in school, school-parents cooperation, observation of classes, school and its problems, 

and tools and different aspects of the teaching profession.  

Development and Learning         3  

This course covers human cognitive, social, psychological, ethical, physical, and somatic 

development, learning approaches, cognitive processes, and individual differences in learning. 

Planning and Evaluation in Teaching       4 

The course includes the basic concepts for developing a curriculum and daily lesson 

plans, the selection of content and its organization, teaching methods and strategies, the selection 

of  materials and their features, measurement and evaluation, evaluation methods, testing styles, 

developing follow up and achievement tests, and methods for writing exam questions and 

handouts. 

Instructional Technologies and Material Development    3 

This course covers various aspects of teaching technologies, their role and use in 

developing new materials for classroom teaching, and making use of recycled materials. 

Classroom Management         3  

This course covers the social and psychological factors that influence student behavior, 

the school environment and group interaction, classroom management, developing and applying 

rules for disciplining a class, time management in the classroom, classroom organization, 

motivation, and interaction, beginning of the school year, creating a positive learning 

environment, addressing problems with mischievous students and developing solutions.   

Special Teaching Methods I. II.        3 

In these courses students learn how to apply general knowledge and methods to their own  
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field of teaching as well as how to evaluate textbooks. They also practice micro-teaching in the 

classroom.   

School Experience II         3 

The purpose of this course is to help students understand their teaching environment 

better with the help of their faculty advisor. This course forms the basis for teaching practice. 

Students have the opportunity to ask questions to administrators and faculty advisors about 

teaching methods, the regulations of institutions, classroom management, observing a student 

from different perspectives, how to evaluate students’ homework, lesson plans, to benefit from 

the texts of the class, group works, class organization, and practicing micro teaching in the 

classroom.  

Counseling          3  

This course informs students about services available to the pupils of the school.  

Teaching Practice          5 

This course includes one full day or two half-days per week of teaching.  It opens the 

opportunity for students to experience teaching in the real classroom and get advice from their 

faculty advisors on their own weaknesses and strengths. 
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CENTRALIZED MUSIC TEACHER TRAINING CURRICULUM 

1998-CURRENT (TURKISH) 

MÜZİK ÖĞRETMENLİĞİ LİSANS PROGRAMI 
 

BİRİNCİ YIL 
 
I. Yarıyıl               II. Yarıyıl  
    
KODU DERSİN ADI  T U K  KODU DERSİN ADI T U K
 Piyano I 2 0 2   Piyano II 2 0 2
 Bireysel Çalgı Eğitimi I 1 0 1   Bireysel Çalgı Eğitimi II 1 0 1
 Müzik Teorisi ve İşitme 

Eğitimi I 
4 2 5   Müzik Teorisi ve İşitme 

Eğitimi II 
4 2 5

 Okul Çalgıları I 2 0 2   Okul Çalgıları II 2 0 2
 Bireysel Ses Eğitimi I 2 0 2   Bireysel Ses Eğitimi II 2 0 2
 Yabancı Dil I 3 0 3   Yabancı Dil II 3 0 3
 Türkçe I: Yazılı Anlatım 2 0 2   Türkçe II: Sözlü Anlatım 2 0 2
 Atatürk İlkeleri ve 

İnkilâp Tarihi 
2 0 0   Atatürk İlkeleri ve 

İnkilâp Tarihi 
2 0 0

 Öğretmenlik Mesleğine 
Giriş 

3 0 3   Okul Deneyimi I 1 4 3

Kredi 20   Kredi 20 
           

İKİNCİ YIL 
 
III. Yarıyıl               IV. Yarıyıl   
   
KODU DERSİN ADI T U K  KODU DERSİN ADI T U K
 Piyano III 2 0 2   Piyano IV 2 0 2
 Bireysel Çalgı Eğitimi III 1 0 1   Bireysel Çalgı Eğitimi IV 1 0 1
 Müzik Teorisi ve İşitme 

Eğitimi III 
4 2 5   Toplu Ses Eğitimi II 1 2 2

 Okul Çalgıları III 2 0 2   Müzik Tarihi 2 0 2
 Toplu Ses Eğitimi I 1 2 2   Okul Bandosu 2 0 2
 Bilgisayar 2 2 3   Elektronik Org Eğitimi 2 0 2
 Gelişim ve Öğrenme 3 0 3   Öğretimde Planlama ve 

Değerl. 
3 2 4

       Seçmeli I 3 0 3
Kredi 18   Kredi 18 
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ÜÇÜNCÜ YIL 
 
V. Yarıyıl               VI. Yarıyıl   
    
KODU DERSİN ADI  T U

K
 KODU DERSİN ADI T U  

K
 Piyano V 2 0 2   Piyano VI 2 0 2
 Bireysel Çalgı Eğitimi V 1 0 1   Bireysel Çalgı Eğitimi 

VI 
1 0 1

 Koro I 1 2 2   Koro II 1 2 2
 Orkestra/Oda Müziği I 2 2 3   Orkestra/Oda Müziği II 2 2 3
 Türk Halk Müziği 2 0 2   Türk Sanat Müziği 2 0 2
 Eşlik (Korepetisyon) 1 0 1   Sınıf Yönetimi 2 2 3
 Güncel/Popüler Müzik 2 0 2   Özel Öğretim 

Yöntemleri I 
2 2 3

  Müzik Kültürü 3 0 3   Seçmeli III 2 0 2
 Öğretim Tekn. ve Mater. 

Geliştirme 
2 2 3   

 
   

 Seçmeli II 2 0 2       
 Kredi 21   Kredi 18 

           
DÖRDÜNCÜ YIL 

 
VII. Yarıyıl              VIII. Yarıyıl   

KODU DERSİN ADI T U
K

 KODU DERSİN ADI T U  
K

 Bireysel Çalgı Eğitimi 
VII 

1 0 1   Bireysel Çalgı Eğitimi 
VIII 

1 0 1

 Koro III 1 2 2   Eğitim Müziği 
Besteleme 

2 2 3

 Orkestra/Oda Müziği III 2 2 3   Koro ve Yönetimi 1 2 2
 Oyun, Dans ve Müzik 2 0 2   Orkestra/Oda Müziği ve 

Yönetimi 
1 2 2

 Özel Öğretim Yöntemleri 2 2 3   Öğretmenlik 
Uygulaması 

2 6 5

 Okul Deneyimi II 1 4 3   Rehberlik 3 0 3
 Seçmeli IV 2 0 2       

 Kredi 16   Kredi 16 
   TOPLAM KREDİ 147 

 
T : Haftalık teorik ders saati.      U: Haftalık uygulama ders saati.     K : Dersin kredisi 
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MÜZİK ÖĞRETMENLİĞİ LİSANS PROGRAMI 

DERS TANIMLARI 

Piyano I. II. III. IV. V. VI.        2 

 Piyano eğitimi ve öğretimi, müzik öğretmenliği proğramının temelini oluşturur. Aşamal 

olarak , tekik alıştırma ve etüdler , Türk ve dünya bestecilerinin eserlerinden örnekleri , eğitim 

müziği örneklerini , piyano literatürü ile okul müzik eğitiminde öğrenme–öğretme tekniklerini 

kapsar. 

Bireysel Çalgı Eğitimi  I. II. III. IV. V. VI. VII. VIII. 2 

Öğrenci, beden yapısına uygun yaylı, nefesli, mızraplı-telli (uluslararası ses standartlarına 

uyumlu) çalgılardan birini ya da sesinin yeterliğine göre Şan dersini seçer. Bu seçim , bölüm 

öğretim elemanlarının ortaklaşa karar ve yardımlarıyla yapılır. Ders, aşamalı olarak teknik 

alıştırma ve etüdleri, Türk ve Dünya bestecilerinineserlerinden örnekleri bireysel gelişmeye 

uygun olarak çalgıya özgü literatür ile okul müzik eğitiminde öğrenme-öğretme tekniklerini 

kapsar. 

Müzik Teorisi ve İşitme Eğitimi  I. II. III.      5 

Bu ders, müzikte kuramsal bilgileri, işitme eğitimi ve müzik biçimlerini kapsar. Ders 

öğretim elemanları bu içeriğin haftalık ders saatindeki yoğunluğunu belirlerler. Ders, Türk ve 

Batı Müziğinde armoni-kontrpuan, müzikte stil, üslup ve tür,çeşitli yapıları ve eğitim–okul 

müziği örneklerini inceleme, analiz, araştırma tek ve çok ses algılama, ritmik yapıları tanıma, 

nota çözümleme (deşifre) okuma ve yazma, müzik üretme tekniklerini kapsar. 

Bireysel Ses Eğitimi I. II.         2 

Bu ders, Türkçe’yi doğru kullanma, nefes teknikleri ve uygulama, sesini tanıma ve 

doğru–etkili kullanma, ses eğitimi tekniklerine uygun olarak halk türkülerini, okul şarkılarını, 



 136 

Türk ve Dünya ses müziğinden değişik eserlerin seslendirilmesini kapsar. 

Okul Çalgıları I. II. III.        2 

Bu derste öğrenciler, piyano ve bireysel çalgılarının dışında Blok Flüt, Orff çalgıları, 

mandolin, Gitar gibi çalgılardan birini seçerler. Bu ders, okul çalgılarının eğitimde nasıl 

kullanılacağını, teknik özelliklerini, okul müziği doğasının uygulanmasını çalgı literatürü ile 

öğrenme–öğretme tekniklerini kapsar. 

Elektronik Org Eğitimi        2 

Bu ders, elektronik orgların türleri, ritmik yapı ve ses özellikleriyle eğitim (okul) 

müziğinde kullanım teknikleri, Türk ve Dünya müziğinde kullanılırlığı ile Literatürünü, 

öğrenme-öğretme yöntemlerini kapsar. 

Okul Bandosu 2 

Bu ders, okul bando topluluklarının hangi çalgılardan oluştuğu, organizasyonun nasıl 

yapıldığı, okul bando müziği örnekleri konusunu kapsar. 

Toplu Ses Eğitimi I. II.        2 

Bu ders, nefes ve yumuşama çalışmalarını, konuşma alıştırmalarını, toplu şarkı söyleme 

tekniklerini, tek ve çok sesli şarkı, türkü ve okul müziği örnekleri ile toplu ses eğitimi ilke ve 

yöntemlerini kapsar. 

Türk Halk Müziği         2 

Bu ders, Türk Halk Müziğinin özelliği, tarihsel gelişimi, kuramsal temelleri ve 

çalgılarının tanıtımı ile değişik örnekleri ve okul müziğinde kullanılırlığı konularını kapsar. 

Türk Sanat Müziği         2 

Bu ders, Türk Sanat Müziğinin özelliği, tarihsel gelişimi, kuramsal temelleri ve 

çalgılarının tanıtımı ile değişik örnekleri ve okul müziğindeki yeri konularını kapsar.  
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Güncel/Popüler Müzik        2 

Türkiye ve dünyada güncel / popüler müzik akımları, türleri ve özellikleri, çeşitli 

örnekler, okul müziğinde kullanılabilirliği ve literatürünü kapsar. 

Müzik Tarihi          2 

Bu ders, müziğin doğuşundan günümüze kadar Türkiye ve dünyadaki tarihsel gelişimi, 

dönemleri, akımları ile Dünya ve Türk Müziğinden çeşitli eserleri dinleme, araştırma ve 

inceleme konularını kapsar. 

Koro I. II. III.          2 

Bu ders, konuşma, ses ve soluk çalışmaları, çeşitli çağ ve üsluplardan seçilmiş tek ve çok 

sesli şarkılar, kanonlar, türküler ve okul müziği doğası ile koro literatürü ve koro eğitimi yöntem 

ve tekniklerini kapsar.. 

Orkestra/Oda Müziği I. II. III.       3 

Bu derste öğrenciler, özel alan çalgılarına göre orkestra ya da oda müziğini alırlar. Ders, 

toplu çalma teknikleri ile alıştırmaları, değişik dönem ve üsluplarda Türk ve Dünya müziğinden 

eserleri çalma, okul müziği örmeklerini seslendirme, orkestra/oda müziği literatürü ile birlikte 

müzik yapma yöntem ve tekniklerini kapsar.  

Eşlik (Korepetisyon)         1 

Bu ders, piyano ve diğer çalgılar için okul müziğindeki çeşitli ses ve çalgı eserlerine 

yazılmış eşlik müziklerini çalma ya da doğaçlama eşlik çalışmalarını kapsar. 

Eğitim Müziği Besteleme        3 

Bu ders, müziksel yaratıcılığın ve Türk Okul Müziği doğasının geliştirilmesi amacıyla, 

ses ve çalgı için yeni eserler üretme, tonal ve modal besteleme yöntemleri ile tek sesli okul 

müziklerini çok seslendirme konularını kapsar. 
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Oyun, Dans ve Müzik        2 

Bu ders, Türk Halk Danslarının ritmik devinimleri ile müzikli çocuk oyunları ve diğer 

dünya ülkelerindeki dans örneklerinin incelenmesi, araştırılması ve geliştirilmesi konularındaki 

çalışmaları kapsar. 

Bilgisayar           3 

Temel klavye becerileri; kelime işlem (word processing), grafik, elektronik tablo 

(spreadsheets), veri tabanı (data base) programlarıyla çalışma; ilköğretim eğitim programı 

çerçevesinde basit programlama uygulamaları; eğitim yazılımlarının (software) gözden 

geçirilmesi; sınıfta bilgisayarla çalışma. 

Müzik Kültürü         3 

 Bireyin ve toplumun gelişiminde bir kültür ögesi olarak müziğin rolü. Müzik türlerini 

tanıma. Türkiye’de yaşayan müzik çeşitleri, çalgı müziği türleri, ses müziği türleri.  Öğrencilerin 

müzik türlerine karşı duyarlı olmalarını sağlamak, bir iletişim aracı olarak çeşitli müzik türlerini 

takdir etmek 

Koro ve Yönetimi          2 

Çeşitli çağ ve üsluplardan seçilmiş tek ve çok sesli çalgılar, kanonlar, türküler, ve okul 

müziği ile koro literatürü ve koro yönetimi yöntem ve teknikleri. 

Orkestra/Oda Müziği ve Yönetimi        2 

Orkestra/oda müziği literatürü ile birlikte müzik yapma yöntem ve teknikleri, 

oluşturulacak okul çalgı topluluklarını yönetme becerileri. 
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Yabancı Dil I          3 

Yabancı Dil II         3 

Türkçe I: Yazılı Anlatım        2 

Dilin tanımı ve önemi; dil kültür ilişkisi; yazı dili ve özellikleri, yazılı anlatımda dış yapı 

ve kurallar, imla kuralları ve noktalama işaretleri; yazıda plan, tema, bakış açısı, yardımcı 

fikirler, paragraf yazımı; kompozisyon kavramı, kompozisyon yazma kuralları ve planları; 

seçilmiş yazılarda kompozisyon çatısı, tema, paragraf incelemesi, kompozisyon düzeltme 

çalışmaları, genel anlatım bozuklukları, düşünme ve düşündüğünü ifade edebilme; çeşitli yazı 

türleri, (anı, fıkra, hikaye, eleştiri, roman, vb.), formal yazılar (özgeçmiş, dilekçe, rapor, ilan, 

bibliyografya, tebliğ, resmi yazılar, bilimsel yazılar, makale, vb.), makalelerin giriş, gelişme ve 

sonuç bölümleri üzerine çalışma, makale yazma çalışması, not alma ve özetleme yöntem ve 

teknikleri. 

Türkçe II: Sözlü Anlatım        2 

Konuşma becerilerinin geliştirilmesi ve değerlendirilmesi, Türkçe'nin doğru telaffuzunda 

önemli olan hususlar, diksiyon ve önemi, doğru imla, doğru vurgu, doğru tonlama, metin ağırlıklı 

uygulamalar, konuşma bozuklukları ve giderilmesi; diyalog, güzel konuşmaya yardımcı 

teknikler, önemli günler için konuşma hazırlama, konuşma içeriğinin düzenlenmesi, konuşmanın 

vücutla ilgili unsurları, konuşmayı etkileyen faktörler, şiir okuma teknikleri, münazara, açık 

oturum, panel, forum, sempozyum, konferans üzerine çalışmalar. ANLAMA TEKNİKLERİ: 

Okuduğunu anlama, çeşitli okuma becerileri ve teknikleri, etkili okumayı engelleyen etkenler, 

okuma ve not alma, eleştirel okuma, okuduğunu transfer etme, okumanın diğer öğrenme 

biçimleriyle ilişkisi, okuma hızını ve verimliliğini arttırma, dinlediğini anlama, çeşitli dinleme 
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becerileri ve teknikleri, etkili dinlemeyi engelleyen etkenler, dinleme ve not alma, eleştirel 

dinleme, dinlemenin verimliliğini arttırma, dinlemenin diğer öğrenme biçimleriyle ilişkisi. 

Atatürk İlkeleri ve İnkılap Tarihi I       0 

Atatürk İlkeleri ve İnkılap Tarihi II      0 

Öğretmenlik Formasyon Dersleri 

Öğretmenlik Mesleğine Giriş       3 

Öğretmenlik mesleğinin özellikleri ve ilkeleri, sınıf ve okul ortamı, eğitimde alternatif 

perspektifler, eğitimin sosyal, psikolojik, felsefi ve tarihi temelleri, Türk eğitim sistemi. 

Okul Deneyimi I         3 

Bu derste öğretmen adaylarının mümkün olduğu kadar erken bir aşamada, bir uygulama 

öğretmeni nezaretinde okulu, öğrencileri ve öğretmenlik mesleğini çeşitli yönlerden tanıması 

amaçlanmaktadır.  Bu ders kapsamında yer alması önerilen başlıca etkinlikler şunlardır: okul 

örgütü ve yönetimi, okuldaki günlük işler, zümre etkinlikleri, bir öğrencinin okuldaki günlük 

yaşantısı, bir öğretmenin okuldaki günlük yaşantısı, okul-aile işbirliği, ana ve yan branşlarla ilgili 

derslerin gözlenmesi, okul ve sorunları, araç-gereç ve yazılı kaynaklar ve öğretmenlik 

mesleğinin çeşitli yönleri.   

Gelişim ve Öğrenme         3 

Çeşitli yönlerden insan gelişimi (bilişsel, sosyal, psikolojik, ahlaki, fiziksel, vb.), 

öğrenme yaklaşımları ve süreçleri, biçimleri ve öğrenmede bireysel farklılıklar. 

Öğretimde Planlama ve Değerlendirme       4 

Temel program geliştirme kavramları ve süreçleri, ders programı, yıllık, ünite, günlük 

planların geliştirilmesi, içerik seçimi ve organizasyonu, öğretim yöntemleri ve stratejileri, 
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materyallerin özellikleri ve seçimi, ölçme ve değerlendirme, değerlendirme yaklaşımları, test 

türleri, izleme ve başarı testlerinin geliştirilmesi, sınav sorusu yazma teknikleri, not verme. 

Öğretim Teknolojileri ve Materyal Geliştirme     3 

Çeşitli öğretim teknolojilerinin özellikleri, öğretim sürecindeki yeri ve kullanımı, öğretim 

teknolojileri yoluyla öğretim materyallerinin (çalışma yaprakları, saydamlar, slaytlar, video, 

bilgisayar temelli ders materyali, vb.) geliştirilmesi ve çeşitli nitelikteki materyallerin 

değerlendirilmesi. 

Sınıf Yönetimi         3 

Öğrenci davranışını etkileyen sosyal ve psikolojik faktörler, sınıf ortamı ve grup 

etkileşimi, sınıf yönetimi ve disiplinle ilgili kurallar geliştirme ve uygulama, sınıf içinde zaman 

kullanımı, sınıf organizasyonu, motivasyon, iletişim, yeni bir döneme başlangıç, olumlu ve 

öğrenmeye uygun bir ortam yaratma, sınıf içinde karşılaşılan davranış problemleri ve bunlara 

karşı geliştirilecek önlemler. 

Özel Öğretim Yöntemleri I, II       3 

Konu alaninda öğretim yöntemleri öğrenme-öğretme süreçleri genel öğretim 

yöntemlerinin konu alanı öğretimine uygulanmasi, konu alanındaki ders kitaplarının eleştirisel 

bir açıyla incelenmesi ve özel öğretim yöntem ve stratejileri ile ilişkilendirilmesi.  Micro öğretim 

uygulamaları, öğretimin değerlendirilmesi. 

Okul Deneyimi II          3 

Okullarda bir uygulama öğretmeni nezaretinde Öğretmenlik Uygulaması dersine temel 

oluşturmak amacıyla yapılan gözlem ve uygulamalar; bazı gözlem ve uygulama konuları: 

öğretimde soru sorma, yönerge ve açıklamalar, dersin yönetimi ve sınıfın kontrolü, çeşitli 

yönlerden bir öğrencinin incelenmesi, öğrenci çalışmalarının değerlendirilmesi, dersi planlama, 
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ders kitaplarından yararlanma, grup çalışmaları, sınıf organizasyonu, çalışma yapraklarının 

hazırlanması ve kullanılması, sınıf içinde mikro öğretim uygulamaları. 

Rehberlik          3 

Öğrenci kişilik hizmetlerinin amaçları ve eğitim içindeki rolü, rehberlik hizmet 

alanlarının tanıtımı, rehberliğin genel ilkeleri, öğrenciyi tanıma, yönlendirme, bilgi toplama ve 

yayma, psikolojik danışma, yerleştirme, izleme, danışmanlık, araştırma ve değerlendirme, çevre 

ile ilişkiler, mesleki yönlendirme, özel eğitimin amacı ve özel eğitime muhtaç öğrencilerin 

saptanması ve eğitimi. 

Öğretmenlik Uygulaması        5 

Haftada bir tam gün ya da iki yarım gün (minimum 12 hafta) öğretmen adaylarının bizzat 

sınıf içinde öğretmenlik becerisi kazanmasına ve belirli bir dersi ya da dersleri planlı bir biçimde 

öğretmesi ve iki saat öğretmenlik uygulaması semineri (öğretmenlik uygulamasının 

değerlendirilmesi ve paylaşılması).  
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APPENDIX H 

THE NATIONAL STANDARDS, TEACHER COMPETENCIES, AND TEACHER 

COMPETENCY INDICATORS 
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The national standards, teacher competencies, and teacher competency indicators in Turkey are 

available on the following web sites: 

 The national standards: http://www.yok.gov.tr/english/acr2/chapter2.html    

 Teacher competencies and Teacher competency indicators: 

 http://www.yok.gov.tr/english/acr2/a3/app3.html   
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APPENDIX I  

STUDIES ON MUSIC EDUCATION IN DIFFERENT COUNTRIES CONDICTED 

BETWEEN THE 1960s AND THE 1990s (SEPARATED BY COUNTRIES IN 

ALPHABETICAL ORDER)
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Argentina 

Frega, A.L. (1973). Music teaching in Argentina. Music Teacher and Piano Student, 52 (4), 11-
12. 
 
Frega, A.L., & DeCash, I.S. (1975). Planeamiento de la education musical scholar y su 

evaluation. Bueonos Aires: Division Desarrollo Musical. 
 
Australia 
 
Bridges, D. (1972). Some historical backgrounds to Australian music education. Australian 

Journal of Music Education, 19 21-24. 
 
Bulgaria 
 
Pavlov, E. (1974). The musical interests of 5th to 8th graders in Pleven. In I. Bontinck, New 

patterns of musical  behavior, (pp. 135-139). Vienna: Universal Edition. 
 
Canada 
 
Roman, Z. (1974). Higher music education in Canada. In I. Bontinck, New patterns of musical 

behavior, (pp. 178-182). Vienna: Universal Edition. 
 
China  
 
Buck, D.D. (1975, March). Cities and education in modern China. Comparative Education, 11, 

73-83. 
 
Ma, N. (1989). The curricular content of elementary music in China between 1912 

and 1982. Unpublished doctoral dissertation, University of North Texas. 
 
Price, R.. (1976). 'Community and school' and education in the People's Republic of China. 

Comparative Education, 12, 163-174. 
 
Sloss, R. (1981). Ideology and politics in Chinese education. In P. Broadfoot, Politics 

and  educational change, (pp. 145-163). London: Croom Helm Ltd. 
 
Sun, E.Z. (1974). Chinese schools in a revolutionary century. Journal of General Education, 

26, 170-186.  
 
Wu, Z. (1986). Development and reform: New prospects for music education in China. ISME 

Yearbook, 13, 119-122. 
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Egypt 
 
Sabry, H.N. (1966). The adaptation of class piano methods as used in the USA for use in the 

Egyptian educational system. Unpublished doctoral dissertation, Indiana University.  
 
Finland  
 
Sell, V.H. (1977). The musical aptitude of Finish students: An investigative study in 

comparative music education. Unpublished doctoral dissertation, University of 
Wisconsin, 1976. 

 
France  
 
Auclert, P. (1962). Music education in France. International Music  Educator, 6, 187-189. 
 
Lewis, H.D. (1985). The French education system. New York: St. Martin's Press. 
 
Newcombe, N. (1977). Europe at school: A study of primary and secondary schools in France, 

West Germany, Italy, Portugal and Spain. London: Methuen; New York: Distributed by 
Harper & Row, Barnes & Noble Import Division. 

 
Wilkins, L.B. (1972). Music education in France and the United States: A 

comparative study of contemporary references. Unpublished doctoral 
dissertation, University of Michigan. 

 
Germany 
 
Hearnden, A. (1974). Education in the two Germanies. Boulder, Colorado: Westview Press. 
 
Moore-Rinvolveri, M.J. (1973). Education in East Germany. Hamden, CN: Archon Books. 
 
Music education in the GDR (1975). Bulletin Special Edition. (Ed. by P. Michel & H. 

Schulze). Berlin: Music Council of the German Democratic Republic, National Center 
for Music Education. 

 
Spotts, F. (1973). The church and politics in Germany. Middletown: Wesleyan University Press. 
 
Ghana 
 
Akrofi, E.A. (1981). The status of music education in Ghanaian secondary schools. 

Unpublished dissertation, University of Illinois. 
 
Attah, J.K. (1991). The principle of "Sankofa" in elementary Music Instruction in 

Southern Ghana:  Selected school personnel's views of and their role in its 
implementation. Unpublished doctoral dissertation, University of North Texas. 
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Great Britain and Ireland 
 
Allen, S. (1988). Music consultancy in primary education. British Journal of Music Education, 

5(3), 217240. 
 
Biermann, D. (1981). A comparison of music education in West Germany and England. Music 

Teacher, 60(6), 16-18. 
 
British music yearbook 1990 (1989). London: Rhinegold Publications, Ltd. 
 
Creative music in schools: A report from Britain (1972). (An account of some of the ways in 

which creative music is being developed in both primary and secondary schools). 
Australian Journal of Music Education, 11, 17-20. 

 
Cressy, D. (1975). Education in Tudor and Stuart England. New York: St. Martin's Press. 
 
Fairbanks, A. (1986). Tackling teacher education: The need to harness external resources. Music 

Teacher, 65(9), 25. 
 
Farmer, P., ed. (1984). Music in practice. Oxford: Oxford University Press. 
 
Fisher, R.J. (1972). Learning how to learn: The English primary school and American 

education. New York: Harcourt Brace Jovanovich. 
 
Fletcher, P. ( 1982). On examinations: 16 plus and otherwise. Music Teacher, 58(4), 13-14. 
 
Landon, G.W. (1973, May). Music in Britain's informal classrooms. Music Educators Journal, 

59, 49-51.  
 
Murphy, J. (1971). Church, state and schools in Britain, 1800-1970. London: Routledge & 

Kegan Paul. 
 
Norman, E.R. (1976). Church and society in England, 1770-1970: A historical study. Oxford: 

Clarendon Press. 
 
Odam, G. (1989). Comments from the chair: Observations on music education in the U.K. 

1988/9. British Journal of Music Education, 6(2), 205-212. 
 
Paynter, J. (1978). The changing role of music education. Music, education in Great Britain. 

Cambridge: University Press. 
 
Paynter, J. 91982). Music in the secondary school curriculum. London: Cambridge 

University Press.  
 
Plummeridge, C. (1989). Music education and the national curriculum. Music Teacher, 

68(4), 17-18.  
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Rainbow, B. (1989). Freedom and its price. British Journal of Music Education, 6(2), 193-
203.  

 
Squibb, D. (1982). Music in independent schools. Music Teacher, 61(6), 16-17. V 
 
Thomson, W. (1987). Instrumental music teaching in schools: 1. Historical background. Music 

Teacher, 68, 9-10. 
 
Titley, E.B. (1983). Church, state, and the control of schooling in Ireland, 1900-1944. 

Montreal: McGill-Queen's University Press. 
 
Vulliamy, G., & Lee, E. (1982). Pop, rock and ethnic music in school. London: Cambridge 

University Press. 
 
Westervelt, M.J. (1976). Music in informal education: A descriptive study of music activities in 

selected English primary schools. Unpublished doctoral dissertation, Syracuse 
University, 1975). 

 
Whyte, J.H. (1980). Church and state in modern Ireland: 1923-1979. (2nd. ed.).Totowa, NJ: 

Barnes and Noble. 
 
Hong Kong  
 
Craig, D.A. (1973). Music and music education in Hong Kong. Australian Journal of Music 

Education, 12, 39-41. 
 
Overholt, W.H. (1984). Hong Kong and the crisis of sovereignty. Asian Survey, 24(1), 471-484. 
 
Hungary 
 
Sandor, F. (1975). Music education in Hungary. Budapest: Corvina. 
 
India 
 
Biswas, A. (1976). The new educational pattern in India. Delhi: Vikas Publishing House. 
 
Forrester, D.B. (1976). Dependence and educational relations between India and U.S.A. 

Historical Education Quarterly, 26, 209-214. 
 
Stevens, M.R. (1975, April). Training of Indian musicians. Music Educators Journal, 61, 33-39. 
 
Varanasi Seminar: All India seminar on music education in India at the University level (1973). 

Indian Musicological Society, 4(2), 52-56. 
 
Yadav, R.K. (1974, October). Problems of national identity in Indian education. Comparative 

Education, 10, 201-209. 
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Iran 
 
Armajani, Y. (1972). Iran. Englewood Cliffs, NJ: Prentice-Hall. 
 
Behnam, D. (1973). Cultural policy in Iran: Studies and documents on cultural policies. Paris: 

UNESCO. 
 
Farr, C.F.A. (1977). The music of professional musicians of Northwest Iran (Azerbaijan). 

Unpublished doctoral dissertation, University of Washington. 
 
Gharavi, G. (1979). A description of higher music education in Iran with special emphasis on 

music teacher training from the reign of Nasr-id-din Shah through the reign of 
Mohammad Reza Pahlavi. Unpublished doctoral dissertation, North Texas State 
University.  

 
Wenk, K.L., & Khan, H.I. (1970). The educational system of Iran. DHEW Publication No. 

(OE) 7519114). Washington, D.C.: U.S. Government Printing Office for Office of 
Education, Institute of International Studies. 

Italy  
 
Delfrati, C. (1990). Music education in Italy. The Quarterly, 1(4), 22-31. 
 
Japan  
 
Armstrong, D.G. (1976, July). Educational changes and the cultural milieu: Misadventures in 

post-war Japan and their implications for American curriculum workers. Peabody 
Journal of Education, 53, 278-284. 

 
Cooke, M. (1979). Some aspects of music teaching in Japan. Australian Journal of Music 

Education, 25, 37-43. 
 
Dobinson, C.H. (1974, January). Proposal for education in Japan. Education Forum, 38, 217-

222. 
Duke, B.C. (1975, June). Statistical trends in post-war Japanese education. Comparative 

Education, 19, 252-266. 
 
Hamano, M., & Fukui, N. (1972). Some aspects of music education in Japan. Australian Journal 

of Music Education, 10, 51-54. 
 
Kitayama, A. (1990). Historical changes in the objectives of Japanese music education. The 

Quarterly, 1(4), 32-37. 
 
Jordan  
 
Roy, D.A., & Irelan, W.T. (1992). Educational policy and human recourse development in 

Jordan. Middle Eastern Studies, 28(1), 178-215. 
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Abdullah, J. (1990). Music education in Malaysia: An overview. The Quarterly, 1(4), 44-53. 
 
Nigeria 
 
Lo-Bamijoko, J.N. (1990). Music education in Nigeria. The Quarterly, 1(4), 38-43. 

AFRICA--South Africa 
 
Oehrle, E. (190). Music education in South Africa. The Quarterly, 1(4), 5-9. 
 
Poland 
 
Bojus, J.E. (1972). Music education in Poland. Unpublished doctoral dissertation, 

University of Miami. 
 
Russia (Former Soviet Union) 
 
Kabalevsky, D. (1973, September). Soviet music education as seen by a Soviet 

composer. Music Educators Journal, 60, 45-47. 
 
Morton, M. (1972). The arts and the Soviet child. New York: Free Press. [Reviewed in 

Music Educators Journal, 60(1973), 81-82]. 
 
Reemeta, D.R. (1974). Music education in the USSR. Unpublished doctoral dissertation, 

University of Southern California. 
 
Singapore 
 
Marshall, J. (1970, March). Music education in Singapore. Comparative Education, 6, 61-64. 
 
South Korea 
 
Kim, A.H. (1976). The history of school music education in Korea from 1886 to 

the present. Unpublished doctoral dissertation, University of Northern Colorado). 
 
Switzerland  
 
Cecil, L. (1990). Switzerland: The largest country in the world. The Quarterly, 1(4), 54-65. 
 
Chapman, A.L. (1972). Switzerland: A study of the educational system of Switzerland and 

guide to the academic placement of students from Switzerland in educational 
institutions in the U.S.A. (World Education Series, ed. by J. Mostert). American 
Association of Collegiate Registrars and Admission Officers. 

 
Flaksman, A.M. (1973). Music education in Switzerland. Unpublished doctoral dissertation, 

University of Akron. 
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Taiwan  
 
Hsieh, Y. (1990). The status of music teaching and learning in Taiwan. The Quarterly, 1(4), 

1021. 
 
Yik, S.K. (1976). A study of the curriculum materials in music classes in the primary and 

secondary schools in Taiwan from 1960 to 1973. Unpublished doctoral dissertation, 
Washington University. 

 
Thailand 
 
Khongkhakul, W. (1977). A curriculum developed for the training of music teachers in 

Thailand. Unpublished doctoral dissertation, Syracuse University. 
 
 
Narkwong, T. (1989). The relationship between Western and Thai music objectives in the 

undergraduate music programs of selected Thai universities and colleges. 
Unpublished doctoral dissertation, University of North Texas. 

 
Ngamsuti, C. (1981). Attitudinal survey of Thai music educators concerning music 

education in Thailand. Unpublished doctoral dissertation, University of 
Missouri, Columbia, 1980. 

Uganda 
 
Mbabi-Katana, S. (1972). Proposed music curriculum for first eight years of schooling in 

Uganda. Unpublished thesis, Northwestern University. 
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