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ABSTRACT
AN ANALYSIS OF THE DIRECTORATES OF
EDUCATION IN TURKEY:
A STUDY OF ROLES

By

Kemal Gucliol

This study deals with three groups of subjects in the provincial
organization of education in Turkey. These groups are the Governors,
Directors, and the Assistant Directors of Education in twenty-eight
selected provinces. These provinces were selected according to the
geographical regions and the Developmental Index of the Turkish State
Planning Organization.

DATA were gathered and analyzed by using graphs, one way ANOVA
and Schefée techniques, using the facilities of the Planning, Research
and Coordination Office of the Ministry of Education in Turkey. The
role perceptions (present duties, as how they are perceived) and
expectations (ideal duties, as how they should be) of participants
themselves, and for the others, and some of the problems, their im-
portance, and suggestions concerning the improvement of provincial
organization were examined.

Governors seemed most satisfied and Assistant Directors seemed
least satisfied with the status quo in provincial organizations. All
groups perceived eleven key problems as "very important" or "important",

but Assistants had higher frequencies of "very important" answers.
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The higher the office which the respondents held the less important

the problems were seen. Problems 10 and 11 were seen as "very

important” by all groups. In addition, differences in seeing the

problems in terms of their importance have seemed significant between
groups only at the .05 level.
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CHAPTER 1

DEFINITION OF THE PROBLEM

Introduction

The educational system in Turkey is highly centralized. This
makes the central organization very important and quite powerful.
But, since the provincial and local organizations are the ones which
carry out most of the jobs, they are also important. This chapter
first presents a short historical perspective of organizational
development of Turkish Education, and the place of Provincial Direc-
torates of Education. The chapter ends with an explanation of the
problem with which this study is concerned and the objectives of the
study in general.

I. Organizational Development of Turkish Education:
An Historical Perspective

During the times of the Ottoman Empire, when a governor or a high
military official was appointed to a job in a city, one of the first
things he did was build a mosque. Around these mosques there was
usually an educational complex that consisted of a dormitory and a
library. In addition, it was also quite common to build other buildings,
such as hans (hotels), baths and stores. A non-profit, semi-govern-
mental organization, which is called "Evkaf", was in charge of these

buildings. The rent which came from these "Evkaf-Buildings" was used



in financing the mosques, the educational complexes, and similar public
institutions.

Education was thus a concern of the local communities, especially
at the elementary level. For instance, "Mahalle Mektebi", a school
which was usually at the elementary level and whose teachers were
basically religious leaders of the community, was run mainly by the
local people.

The most knowledgeable "khoca" (the religious leader) in the com-
munity was usually in charge of "schooling", and the community Qsed to
support both the school and its teacher.

This system worked very well during the successful period of the
Empire, because first of all it met the needs of the time, and secondly,
it fitted the level of scientific and economic development and the
social conditions of the Empire. Later on, as the Empire started
weakening, the "Evkaf" and other institutions became dysfunctional.
These were the times (1839-1908) during which several Sultans and the
leaders of the Ottoman Empire began to feel a need for modernization.
We must remember, however, that those people were the rulers of a huge
empire, and they were also the religious and political Teaders of the
world of Islam. For this reason, their job of modernizing the Empire
was a very big undertaking. On the other hand, several new ideas had
been spreading within the Empire since the French Revolution, such as
liberty, equality and fraternity for all. The idea of nationalism had
become the most important of all. In addition, there were external

activities for the separation of different nationalities from the Empire.



During the nineteenth century, all attempts at keeping the Empire
united and holding the different nationalities together had been based
on the idea of trying to create an "Ottomanism". The idea was that
all people within the Empire were Ottomans, rather than different kinds
of nationals, and all were equal under the same laws. The declaration
of the "Gulhane Hatti Humaynnu" in 1839 and the Declaration of the
First Constitutional Monarchy in 1876 were the most famous and sig-
nificant among the attempts for modernization and re-unification of the
Ottoman Empire.

Several authors agree that Turkey has been experiencing signifi-
cant cultural change for at least 150 years.] The approach in general
was toward modernizing the army. Many had felt that this was the key
in order to re-establish the old glorious Empire. The Engineering
School of the Army (1795), the school of Medicine (1827), and the
School of Artillery (1834) were established as a result of this approach,
and in turn these activities affected the educational system as a who]e.2

During the same period, the Rustiye (2 year high school after
completing 4-years of primary school), Idadi (secondary school, the
second cycle), and Sultani (academic secondary schools) were opened,

and they were all public schools. It is especially the Rustiye which is

]Resat Nalbantoglu, "Economic Development and Cultural Change",
an unpublished paper prepared for the RCDA Conference in 1968, Cento,
Ankara, p. 10.

2Nafi Atuf, Turkiye Maarif Taribi, Muallim Ahmet Halit Kitaphanesi,
Istanbul, 1939, pp. 46-55.




regarded as the first European kind of school. The educational insti-
tutions, as well as other organizations within the Empire, were
divided into three categories, on the basis of syllabus, aims, and
educational systems:3

a. Religious educational institutions;

b. Academic and vocational schools (secondary schools, schools
of medicine, War Academy, teachers schools, etc.);

c. Foreign schools.

Nafi Atuf®

states that in 1869 there were four different adminis-
trative bodies concerned with education within the Empire, which were

as follows:

1]

. Religious posts;

b. Ministries (Ministry of Education and the other ministries);

c. Association and churches of non-Moslem citizens;

d. Foreign governments, foreign churches and organizations.

If we separate the other ministries from the Ministry of Education
and separate the foreign governments from the churches which are shown
together above, we shall have six different authorities and organiza-
tions which were directing the "educational systems" of the Empire.
There were:

a. Religious posts;

3Serafettin Turan, "The Unification of Education", An unpublished
paper prepared for the RCDA Conference in 1968. Cento, Ankara, p. 2.

Nafi Atuf, op. cit., p. 144.



b. Ministry of Education;

c. The other ministries;

d. Associations and churches of non-Moslem citizens;

e. Foreign churches and organizations;

f. Foreign governments.

Each of these six elements simultaneously had its own separate
organization and authority system.

The year 1869 is an important year in the history of Turkish
education, and especially in educational administration. It was thought
at this time that it would be beneficial to establish a new organiza-
tion for the whole Empire. Between 1867 and 1869 the French educational
system was examined as a possible model. The different rules and
regulations which had been accepted at various times within the educa-
tional system of the Ottoman Empire were consolidated. Then a "Maarifi
Umumiye Nizamnamesi" (Regulations of Public Education) was prepared.

The central organization of education at this time was called
the "Meclis-i-Kebir-i Maarif" (Higher Commission of Education), and it
was divided into two main divisions. "Ilmi" (scientific), and Idari"
(Administrative). The first division was to carry out the academic
parts of the educational activities. At the Central level, the second
division was the administrative division in education. Two different
people were placed at the top in charge of these two divisions. In
addition, the sub-divisions or the branches of the central organization

were established in the provinces.5

%Ibid., pp. 129 and 137.



The Reform of 1869 was an attempt to establish a unified, func-
tional educational system within the Empire. The regulations of 1869
served the country for at least fifty years, but under that system
neither lasting unity nor desired educational improvements were possi-
ble, since the six different authorities and organizations mentioned
above also continued to function into the twentieth century.

Some of the reasons why the Reforms of 1869 failed were as
follows: First, the empire had been weakening for decades, and it was
losing its place among the big powers of the world. Second, attempts
at reform in education, industry, and trade were being hindered or
made impossible by the big powers of Europe. European nations were
blocking Turkey's development by exercising control and power through
the "capitulations" (capitulations were special economic rights and
privileges which were given to European government, at various times).
The European powers were concerned about their own welfare, and they
had reason to discourage the attempts of the Ottoman Empire to unify
her minority groups and become a "real Empire" again.

Thus the process of reorganization and improvement in education
failed adequately to take into consideration other social, political,
economic and psychological aspects of the country and its people. An
educational system is only one part of its larger social system. When
we are dealing with the educational system or any part of it, the whole
system and other sub-systems of society, with all of their factors and
forces, have to be taken into account accordingly.

The later stages of the Ottoman Empire witnessed other changes in

educational organization and administration. For instance, during the



Young Turks period in 1913, a new law was passed in order to improve
primary schools. It was the “Tedrisati Iptidaiye Kanunu" (Provisory
Primary Education Law).6 But with the onset of World War I, the law

of 1913 could not be enforced; nevertheless, as Host]er7 8

and Karpat
pointed out, the period of the Young Turks was somewhat of a transition
on the way to the Kemalist Revolution and reforms. For Robinson9 too,
the emergence of modern Turkey had at least some of its roots in the
Young Turk pre-Kemalist period. For instance, Ziya Gokalp at this time
formulated a systematic and unified theory of education, as well as a
systematic theory of Turkish nationalism. There is, in short, consider-
able evidence that: 1) the modernization process in Turkish history
goes back at least to the beginning of the nineteenth century, and

2) the pre-Kemalist period represents somewhat of a period of transi-

tion and emergence toward the modern Turkey of today.

6Mi]]i Egitim Bakanligi, Milli Egitimle I1glil Kanunlar, Milli
Egitim Basimevi, Ankara, 1953, pp. 931-52.

7Charles Warren Hostler, Turkism and the Soviets: The Turks of
tne World and Their Political Objectives, George Allen and Unwin, Ltd.
London, 1957, p. 101.

8Kema] H. Karpat, Turkey's Politics: The Transition of a Multi-
Party System, Princeton University Press, Princeton, New Jersey, 1967,
p. 25.

9Richard Robinson, The First Turkish Republic: A Case Study in
National Development, Harvard University Press, Cambridge, Mass.,
1963, p. 5.




1I. Provincial Directorates of Education

When the new Republic of Turkey was proclaimed, the First Consti-
tution put the whole educational system under the supervision and
control of the State (1924). Then the "Tevhid-i Tedrisat Kanunu" (Law
of Unification of Instruction) was prepared (1924), and basically the
National Ministry of Education became the sole organization in charge of
all educational institutions, with the exceptions of the universities
and of certain educational institutions which are run by the other
ministries, including schools for health technicians and schools of
agriculture. In 1926, Law No. 789 set forth the structure and functions
of the central and local authorities in education.

During this period, there were twelve regions in Turkey and each
of them had at least one province. Education in each of these regions
was under the direction of the "Maarif Emini" (Superintendent of Educa-
tion). He had the right to appoint, discipline and remove the personnel
in primary education, and he was responsible for financing the primary
schools. The basic source of funds was the special provincial budget
for primary education. The "Maarif Emini" also had some control over
the secondary schools by cooperating with the local boards. In general,
primary education has had a fairly consistent history of regional and
local involvement in the Turkish educational system.

In 1931, provinces became the basic political and educational
units instead of regions. The central organization was given the
authority for appointment and removal of all secondary and primary school

teachers and principals. The educational budget became a part of the



general budget as a whole, but the "II 0zel Idare Butcesi" (Special
Budget of the Provinces) has also remained as a second type of budget
and financial source for activities concerned with primary education.
This dual budgetary system, however, has also entailed, through the
years, some administrative problems in the provinces.

Since 1949, each ministry nas had a branch in each of the
provinces. In general, it is a directorate, with the exception of
the regional organizations for State irrigational work and for highway
construction. The "Vali" (Governor of the provinces) is the chief
government official above all of these directorates. The Governor is
appointed by the Ministry of Interior in the central government, and
he is the executive of the province. He is aided by a number of
assistant governors, by the provincial directors of the different
ministries, and by a council consisting of elected members of the
political parties from different parts of the province (see Figure 1.1
below).

One of the branches of the central ministries in the province is
the "Maarif Mudurlugu", or "Mil1li Egitim Mudurlug", which are different
names for the provincial directorate of education. The Director of
Education is selected from among secondary school teachers and princi-
pals, or from inspectors of primary education who have graduated from
higher teacher training institutions or a university. The assistant

directors of education are also selected from the same groups.



Figure 1.1. Place of the educational directorate.
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III. The Problem and Its Description

As indicated above, Turkey has a long history of attempts to
improve education. The most significant and drastic changes in educa-
tion and in the organization of education took place following the
Turkish Revolution after the First World War. But it is also true that
the modern educational system in Turkey displays several aspects in-
herited from the nineteenth century. The inherited characteristics are
most apparent within the areas of educational organization and adminis-
tration.

There have been several studies or reports in Turkish educational
literature to illustrate needs for reorganization or improvement of
the Ministry of Education. Among the important studies are reports of
the National Education Commission in 1959, the Seventh Convention of
the National Education Council in 1962, and the Mediterranean Regional
Project in 1965. Also some of the suggestions in the 1967 and 1968
Budget Reports of the Ministry of Education concerned the organization
and organizational law of the Ministry. The 1967 Budget Report suggested
that:

The organizational Law of the Ministry should be reviewed accord-

ing to scientific principles and a new draft should be prepared,

and it sh?gld be sent to the Grand National Assembly as soon as

possible.

The 1968 Report suggested:

]OMil]i Egitim Bakanligi, Milli Egitim Bakanligi, 1967 Yili Butce
Gerekcesi Hakkinda Rapor, Milli Egitim Basimevi, Ankara, 1967, p. 97.
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It is obvious that it is impossible to carry out today's serv-

ices with a law which was passed 34 years ago, on July 10, 1933.

This law almost a half century old should be changed by another

law which is prepared according to today's needs and condi-

tions.11

Yet there has been no systematic policy for reorganization nor
any implementation of the suggestions of the above reports and similar
studies. Also, it is interesting and important to note that almost
none of these reports and studies has stressed seriously the necessity
for provincial and local organizational adjustments in education.

Only the First Five Year Plan and the Second Five Year Plan
pointed out the need for organizational improvement as pertaining to
different areas of the governmental services. For instance, the

12 refers to the need for "reorganization of the

Second Five Year Plan
central and local administrative units" and "making them fit the needs
of today in terms of structure and organization."

The Ministry of Education in Turkey is highly centralized, and
it is the axis of the educational system (see Figure 1.2 below). All
regulations and rules are fixed and ordered by the central ministry.
But of course all of the orders and practices are to be carried out at
the provincial and local levels.

Moreover, while the numbers of general directorates and other

divisions and branches have increased within the central organization,

nMi]]i Egitim Bakanlig, Mil1i Egitim Bakanlig, 1968 Yili Butce
Gerekcesi Hakkinda Rapor, Milli Egitim Basimevi, Ankara, 1968, p. 44.

121 rkiye Is Bankasi, Kalkinma Plani, Ikinci Bes Yil (1968-1972):
Ozet, Dogue Limited Sirketi Matbaasi, Ankara, 1969, p. 345.
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&and though the numbers of services and laws in education have grown in
rsumber, the provincial directorates of education have stayed essentially
®he same not only in terms of their facilities, but more importantly in
Tt heir practices. Directorates of Education in the provinces have not
Ieen able to keep up with changes to meet the increasing needs and de-
mands for educational services.
According to the Second Five Year Plan, formal education in
T urkey is analyzed in terms of four categories. These categories are
Basic Education (pre-school and primary levels), Secondary Education
( first cycle), Secondary Education (second cycle), and Higher Education.]3
According to the Law of Provincial Administration and Item One of
the regulations concerning directors of education, the Director is the
head of the provincial education branch of the central government
(specifically, he is the head of the provincial organization of the
Ministry of Education). Thus, the Directorates of Education in Turkey's
67 provinces are sub-organizations and representative agent of the
Ministry of Education. The regulations mentioned above also state that,
"excluding the higher schools and those institutions which are con-
nected directly with the Ministry of Education," all educational activi-
ties are under the administration and supervision of the Director of

Education.]4 This means in practice that among the four educational

]3Turkiye Is Bankasi, Kalkinma Plani: 0zet, Ankara, 1969, p. 75.

]4Muazzez Yucel, Muhlis Yucel, Milli Egitimle Il1qgili Yonet-
melikler, Cilt 2, Matbaa Temnisyenleri Basimevi, Istanbul, 1963, p. 140.




15

Tevels only primary education is the main responsibility of the pro-
wincial Directorates of Education.

According to the regulations, the main divisions of the Direc-
torate of Education are the cultural (having to do with academic and
cultural matters), personnel, and finance divisions (see Figure 1.3
below). One assistant director is in charge of each division, but his
duties, rights, and responsibilities are not specifically stated.

15

Assistant directors do "what the directors want them to do". The

numbers of divisions and sub-divisions and the numbers of assistant

directors can be increased according to the needs.]6

For instance,
while in the province of Corum the Directorate of Education has two
divisions and two assistant directors, at the Directorate of Education
in Ankara there are 17 divisions (see Figure 1.4 below).

In addition to the Assistant Directors, there are supervisors of
elementary education, heads of adult education, and other technical
personnel to carry out jobs which are given by the Director according
to the regulations (Items 2 and 8 of the Regulations). Often, however,
the head of adult education in the provinces has a somewhat different
position. Though he is considered as one of the assistant directors in
his rank and status, he works under a different set of regulations. In
some cases he has additional facilities, such as a separate office
building and additional equipment, which tend to give him more power

than the other assistant directors. In some instances, he may have even

yucel, ibid., p. 140.

16yucel, ibid., p. 141.
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movre power than the director, because adult education has, for the last
ten years, tended sometimes to occupy a special position--peculiar in
terms of both its organization and methods. Organizationally adult
education has become a part of two different ministries, the Ministry
of Village Affairs and the Ministry of Education, and it functions

v a riously either as a part of several different departments or of a

s pecific department within the Ministry of Education. Mainly, however,
ad ult education at the provincial level has remained within the pro-

v 1 rncial Directorate of Education.

After examining the rules and regulations concerning the author-
ity and responsibilities of the Director of Education, we see that the
D1 rector of Education is under the General Directorate of Personnel of
the Ministry of Education, and he is also under the General Directorate
OF Primary Education; but he also serves--at least in terms of daily
rOutine and in terms of nearly all aspects of education--all other
(353'1era1 Directorates. At the same time the Director is responsible,
i st and foremost, to the Governor of the province, who is under the

M3 N Hstry of Interior (see Figure 1.5).

MOE: Ministry of Education
MOI: Ministry of Interior
G: Governor
DE: Director of Education

Figure 1.5. The place of the Directorate
of Education in its organiza-
tional setting.
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Two other facts should be mentioned here, One is the situation
of the MOYS (Ministry of Youth and Sport), and the other is the situa-
+ 1 on of the UOCA (Undersecretariat of Cultural Affairs), concerning
their working relations with the provincial Directorate of Education.

F 1 wst of all, though there was not any evidence gathered or study made
wh ich established the necessity of separating the Ministry of Youth
and Sport and the Undersecretariate of Cultural Affairs from the

M myistry of Education, nevertheless various responsibilities and author-
ity were transferred from the Ministry of Education to the Ministry of
You th and Sport (1969) and to the Ministry of Cultural Affairs (1970),
and the dinistry of Cultural Affairs became the undersecretariat of
Cu 1 tural Affairs (1972) under the Prime Minister. More important for
Our purpose is the fact that the main responsibilities and duties which
these new organizations (MOYS and UOCA) carry out at the provincial
Tevel remain even so in the hands of the Directors of Education. But
iterns concerning the types of duties and responsibilities for sport,
y(’thzh, and cultural affairs are stated in the regulations of the MOYS

and  yoca (see Figure 1.6).

@ MOE: Ministry of Education
) ’ MOI: Ministry of Interior

rro_ .t UOCA: Undersecretariate of Cultural
7. Affairs
’ ’ MOYS: Ministry of Youth and Sports

G: Governor
DE: Directorate of Education

Figure 1.6. The place of the Directorate
of Education in organizational
setting.
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When we think of the present working situation, the answer seems
to be "yes", but when we consider organizational and legal aspects,
t he answer may very well be "no". This situation illustrates that the
pr-ovincial organization of education may in reality be responsible to
a t least three or four ministries at one and the same time. However,
s 1 nce several organizational questions cannot at this point be con-
s 1 dered very clear, we shall withhold further comment on the above
question until later in the study.

Figure 1.7 below illustrates the three official administrative
d 1 wvisions within the Directorates. However, when we check Figure 1.8,
on the following page, which was prepared by putting together Items
2.8, and 14 from the Regulations of the Directorates of Education, we
See that the division of labor in these organizations does not neces-

Sarily fit the administrative divisions' names or functions.

@ DE: Directorate of Education
CD: Cultural Division
PD: Personnel Division
FD: Finance Division

@ ¢ @

Fi Qure 1.7. Administrative Division
of the Directorate of
Education.
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DE: Director of Education

AD: Assistant Directors

SEE: Supervisors of Elementary
Education

HAE: Head of Adult Education

IHE: Inspector of Health in Education

TP: Technical Personnel
(Construction Technicians and
others)

PCP: Permanent Council of Province
(Consists of elected members of
the General Council of the

F 4 qure 1.8. Personnel of the province and the division
Directorate of directors.)
Education.

It is clear that there is at least an important task of coordina-
t ion for the Director, and because of his having quite limited
aQuthority, his having very little flexibility, and his having a very
]ii"ge number of tasks to accomplish, one may wonder if and how his task
OF coordination may be done, or if it can be done at all.
A comparison of Figure 1.7 with Figure 1.8 also shows that new
Needs have appeared and that some new jobs and personnel are needed.
But it is not true that organizational structures or administrative
Me thods of doing things have correspondingly been altered, improved, or
©Vean examined. For instance, in 1966 there were 1,536 new primary
ST hools added to the existing ones. Additions of new primary schools
were continued, and in 1971, for instance, the number of additions was
1068. vet it is very doubtful that the directorates have been made
Correspondingly stronger or more efficient in order to carry out their
increasing number of tasks. When we add the increasing numbers of

Other institutions, educational services, and activities such as



22

extension courses, we see more clearly the need to study the Direc-
torates of Education in our provinces with a view to seeing how their
o perations may be made more effective. This analysis needs to be done
a 1 so because, in addition to elementary education, the Directorates
ha ve to do several bureaucratic tasks for the secondary educational
i i stitutions. In fact, as we shall see, the major part of the direc-
tors' time is occupied by these kinds of regulatory and routine jobs.
T he need exists even if we do not take into account the amount of work
they do for other ministries, such as the Ministry of Youth and Sport
and the Undersecretariat of Cultural Affairs.
If one attempts to diagram the financial responsibilities of the
D1 rector (see Figure 1.9, on the following page), it is clear that the
D1 rector has ties with several different officers and institutions, but
Ynder the existing regulations, he does not have enough flexibility to
ACt effectively. Even if he were granted more flexibility, still he
mMight not be able to operationalize his ideas, since there is also a
ShCn*tage of construction technicians and a lack of modern office equip-
Ment and skilled office personnel, and even if there were construction
teC.hm'cians or engineers available, they would probably be located
a(hm'm'strative'ly in the Construction Branch of the provincial govern-
ment. It is quite difficult to get such trained personnel for the
Vi rector of Education.
Educational Directorates are vital organs in terms of carrying
Out the educational services of the country, but they seem to be mainly

functioning as bureaucratic channels of communication for the central
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MOE : Ministry of Education
OO : Other Organizations
PC :  Pprovincial Council
M :  Municipality
DPB : pirector of the Special Administration Budget of the Province
MOT : Ministry of Interior
G : Governor
ADE :  Director of Education
DE : pssistant Directors of Education
FD: Financial Directorate
DcC: Directorate of Construction
Sg :  Schools

Other educational institutions and activities.

Figure 1.9. Relations of the Director of Education in
financial matters.

O"gam’zation. This appears to result from efforts to meet the necessi-
Yies of the present Public Law No. 5442. According to this law, all

COmmunication between the central, provincial, and local organizations
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has to flow through the goyernor's office. This means the governor

is the person who has the final decision-making power and authority
in the province.

Planning activities in education also tend to reach the provinces

v 1a much bureaucratic filling out of forms. Moreover, reports from
t he provinces tend to be only reworked versions of reports. They do
not often reflect functional changes or innovative improvements in
fFacilities and methods.

Obviously it takes time to achieve organizational changes.

Fur dJamental changes involve the human element as well as structural

i tems and customary ways of doing things. For instance, procedures

for appointment of a Director of Education, procedures for providing
administrative training, and procedures for dismissal are different in
Tu r~key from many parts of the world. Any secondary school teacher, or
anys  primary school supervisor, or any secondary school principal may
be Q ppointed a Director of Education by the Ministry of Education.

He nas to have a diploma from a higher teacher training school with
the necessary teaching certificate; but in connection with the appoint-
Ment of a Director of Education, there is a widely accepted notion
among Turkish teachers and administrators that it is the experience
Wh 3 ch “makes" the administrators in educat:ion.]7 This means adminis-

tra tors learn their jobs by trial and error. The educators usually say,

—_—

tq ”Ziya Bursalioglu, "The Need for Reorganization in the Turkish
R Ucational System". In: The Turkish Administrator, A Cultural Survey,
€¥rry R. Hopper and Richard 1. Levin, eds., USAID, Ankara, 1968, p. 252.




25

“"you don't learn to be a good administrator from books" and, in
18

general, they talk about and rely on "their years of experience".

So the Directors of Education in Turkey learn their jobs while they

are working as Directors. In many cases, they may have had some previ-

ous experiences in some kind of educational administration, such as a
principalship or assistant directorate, but it is also possible for
one to be appointed as a Director without any administrative experience.

AT so, in terms of the transfer or dismissal of a Director, the authority

rests in the hands of the Ministry of Education. Directors do not have

Job security, as teachers or primary education supervisors do.

Success in the process of improvement in education cannot be

ac hieved without working on questions of administrative and organization-

al ‘impr‘ovement.]9 We should also keep in mind that the needs of any

COuntry cannot be met by having institutional changes alone, especially
if our goal is to create functional institutions. There is, and has to

be , a human concern. Then there are the developmental conditions,

1 € wvels, and requirements of the country to which education as a whole
Shouild be adjusted continuously. The structure and other aspects of

€ducation should be compatible with the needs of the country and its

L €Wvel and speed of development. As Coombs20 pointed out, these aspects

i ]8Arif Payaslioglu, "Some Common Misconceptions on Administration
™ Turkey", in Hopper and Lewin, ibid., p. 291.
R 19UNESCO, Economic Commission for Latin America, Education, Human
\esl)urces and Development in Latin America, United Nations, New York,
968, p. 203.
A 20Phi]ip H. Coombs, The World Educational Crisis, A System
Nalysis, Oxford Press, New York, 1968, p. 121.
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usually have adjusted very slowly to the other events and improvements

around them. In addition, there is an inertia within education itself,
especially in the managerial arrangements in education, which are very

o f ten inadequate. Coombs adds that:

Unless educational systems are well equipped with appropriately
trained modern managers the transition of education from its
semi-handicraft state to a modern conditions is not likely to

happen.21
On the other hand, the managerial or organizational adjustments

cannot be functional if they do not take local units into consideration.

Ad Justments is not a job only for the central body. As Byr‘ne22 sug-

ges ted, in translating any law or regulation into practice in education,
local school authorities are the vital agents, and only when we treat
the (istricts in a mature fashion will the results be a mature outcome.

Broagd general goals become operational goals at lower levels or in the

Subdivisions of the onr‘gam'zation.23

Under these circumstances, the Governor, the Director and his

AS s i stants are the main wheels on which the organizational machinery of

the Directorate of Education operates and on which the functions are

CArrijed out. One should be curious as to how these three key elements

P€ rform and how they see their roles in this organizational setting.

2 1hid., p. 168.

G 22T. C. Byrne, "Trends and Issues in Canadian Education." In:
Aioijge Baron, Dan H. Cooper, and William G. Walker (eds.), Educational
‘\g"“ nistration: International Perspectives, Ran McNally, Chicago,
69, pp. 33 and 51.
3Danie1 Katz and Roberts L. Khan, The Social Psychology of

Q\S‘" anizations, John Wiley and Sons, New York, 1966, p. 267.
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In addition, one wonders how the Governor, the Director, and his assis-

tants perceive each other's roles, and it should be beneficial to learn

which problems they perceive in their jobs. An organization, simple

or complex, has always been "an impersonal system of coordinated human

efforts".24 Most of the events in an education system cannot be under-

s tood and dealt with separately from their organizations and power

s tr‘uctur‘es.25

Actually the need for a reorganization in the central, provincial

and local organization of education has already been felt, and plans

ha ve been projected in the Strategy of National Education Reform, 6 and

i the program of reforms of the Ministry of Education.27 The present
S T udy aims to examine the existing roles of these three key elements:

the Governors, the Directors, and the Assistant Directors of the organi-

Z a tHon of education in the provinces of Turkey. The research aims to

COn tribute an important service to the development of education in

Turkey.

2I"A. R. Crane, "Innovation and Strategies of Changes for the Prep-
g"ation of Educational Administrators--An Application to Australia", in
Qvran, Cooper, and Walker, op. cit., p. 250.
I 25w1’11iam G. Scott, Human Relations in Management, Richard D.
Y“win, Inc., Homewood, I11., 1962, p. 104.
T 26!41‘1]1' Egitim Bakanlig, Milli Egitim Reformu Stratejisi, Talim ve
©rbiye Dairesi Baskanligi, Ankara, Eylul, 1972, pp. IX-X and 26.

27!41']11' Egitim Bakanligi, Reformu Subcommittees: A Summary Report

\OJ: Their Activities and Terms of Reference, Planlama Arastirma ve
Ordinasyon Dairesi, Ankara, 1971 (published in mimeograph form), pp.

Q
76-gp,
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IV. Objectives of the Study

This study will try to focus on answering the following ques-

tions:

1.

4.

What are the characteristics of the Governors, Directors and
Assistant Directors of education, in terms of age, academic
background (type of institution from which they graduated,

type of education they have, their skill in using a foreign

language), experience in administration, and salary?

. What are the role perceptions and expectations of the Govern-

ors, Directors and Assistant Directors of education, for

themselves and for members of the other two sampling groups?

(a) What do they think that their own duties and the duties
of the other two groups are at present (perception)?

(b) What do they think that their own duties and the duties
of the other two groups ought to be (expectations)?

(c) What are the convergences and divergences between and
among the three groups of research subjects, in terms of
role perceptions and expectations, for themselves and

for the others?

. What are some of the important problems perceived by Governors,

Directors and Assistant Directors of education in their work?
What suggestions are made by the sampling groups of Governors,
Directors and Assistant Directors of education for improving

the organizational structure of education in the provinces?
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V. Summary
Since 1848, there have been various organizational changes in
Turkish Education. But the most drastic ones have taken place after
t he establishment of the Republic of Turkey in 1923.
For instance, in 1931 the provinces became the basic political
a nd educational units; and since 1949 each ministry has had a branch
1 n each of the provinces. Now, "Milli Egitim Mudurlugu" (The Direc-
torate of Education) is the representative unit of the Ministry of
Education in the province. The Director of Education is the head of
the Directorate, but the Governor is the chief executive of the
Province, with authority given by Public Law No. 5442.

The Directorate of Education basically has cultural, personnel
armna finance divisions, but the number may vary according to the needs
OF the province.

The various studies and reports concerning organizational de-
Vel opment in Turkish education have dealt almost exclusively with the
Cen tral organization of the Ministry of Education, rather than pro-
V1 ncial and local organizations. This study is an exploratory work
Wh i ch deals with the roles and problems of the Governors, Directors
AnNnd Assistant Directors of Education, in 28 provinces of Turkey. The
Ma in objectives of this study are as follows:

1) To find out some of the characteristics of the Governors,

Directors, and Assistant Directors of Education.

2) To find out the role perceptions and expectations of these

three sampling groups and point out the convergences and

divergences between and within the groups.
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3) To find out some of the problems of the Governors, Directors,
and Assistant Directors in their work.
4) To get suggestions from these three groups for improving the

educational structure of education in the provinces.



CHAPTER II

RELATED LITERATURE AND RESEARCH

I ntroduction
There has been a considerable amount of research in the business
domain concerning organizational analysis, role concepts, and role
conflict. Education, however, has only relatively recently begun to
COn quct its own studies similar to studies in business, industry, and
SOc iology. This may be a matter of survival for education. If educa-
tor s do not carry out their own vesearch, people from other disciplines
Owu tside of education may begin doing something about the organizational
as pects of education.
First of all, it has taken a considerable amount of time for
©ducators to accept educational organizations as "organizations", in
A sense similar to other social institutions. The last decade has
W1 tnessed the beginnings of work on educational institutions. There
Are many tools and methods which education can usefully borrow from
the other disciplines. Industry and business administration, sociology,
ANA soecial psychology have made considerable contributions to organiza-
tiol’la] analysis. During recent years, personnel performance, percep-

tions, and role expectations have occupied much attention.

31



32

I. Role Theory
Scott considers role as a "set of social pressures which direct
II.l

and support an individual in the action he takes in an organization.

For Coutu also, it is "a socially prescribed way of behaving in particu-

lar situations for any person occupying a given social position or

Status."2 Gerard3 points out that role is a highly personalized matter

because an individual evaluates his role according to his expectations.

Levinson,4 on the other hand, adds that the thoughts and actions of the

individual are influenced by the society with its socially patterned

demand on the role concept. This point of view especially stresses the

reTlationship between the individual and his role expectations. A role,

Se1l Znick5 points out, is a set of behaviors, and one is expected to act
ACcording to it in a particular situation; and therefore the role sets

4 1 imit on the types of expressions in any given situation.

Others also have illustrated the importance of role-theory and

the jnfluence of any activity of others in one's job, or in his daily

——

I ]william G. Scott, Human Relations in Management, Richard D.
YWin, Inc., Homewood, I11., 1962, p. 104.

An Appeal for

2\fl.altev' Coutu, "Role Playing Versus Role Taking:
p. 180.

<1 Arification," American Sociological Review, April, 1951,

G 3Har‘o]d B. Gerard, "Some Effects of Status, Role Clarity, and
Y oup Goal Clarity Upon the Individual's Relations to Group Process,"

YOQurnal of Personality (22), 1956-1957.
t 4Danie] J. Levinson, "Role, Personality, and Social Structure in
]he Organizational Setting," Journal of Abnormal Psychology, March,
959, pp. 105 and 170.
5Ph111p Selznick, Leadership in Administration, Row, Peterson,
Evanston, I11., 1957, p. 4.
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life. For this reason each role requires different types of behavior.
A1l activities of managers and employees are guided by their perceptions
of role. Research illustrates that, "where there is wide variance in
a managers' role perception of his job, there tends to be poor motiva-
tion and inefficiency.“6 According to Goffman, in any organization,
the "actors may formally carry out their roles, but there is possibly

7

Another set of roles performed backstage."’ One's role may not be only

one, but multiple. One's "obvious" role which he is performing is
called a "manifest role", and the other roles are called the "latent
rOTeS"_

Owens established a vocabulary concerning role theory. He defines

the main items as follows:

1. Role: The various offices or positions in any organization
which carry with them certain expectations of behavior held
by both onlookers and by the person occupying the role.

2. Role description: This refers to the actual behavior of an
individual performing a role, or more accurately, to a report
stemming from one individual's perception of that behavior.

3. Role prescription: This is the relatively abstract idea of
what the general form in the culture is for the role.

4. Role expectation: This refers to the expectation that one
person has of the role behavior of another.

5. Role perception: This is used to describe the perception
that one has of the role expectation that another person
holds for him.

Ma 6Keith Davis, Human Relations at Work, McGraw-Hill Series in
Nagement, McGraw-Hi11, New York, 1962, pp. 40-42.

0 7Erving Goffman, The Presentation of Self in Everyday Life,
Oubleday and Company, Inc., Garden City, New York, 1959, p. 58.

8Robert G. Owens, Organizational Behavior in Schools, Prentice-
Mal, Inc., Englewood C1iffs, New Jersey, 1970, p. 71.
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Jacobson and his associates haye also dealt with the concept of

role. For them:

1. Role: A set of expectations which others share of the
behayior an individual will exhibit as an occupant of a
position, or status category.

2. Role behavior: A pattern of behavior exhibited by an indi-
vidual as the occupant of a position or status category.9

These expectations and behaviors for them have two components.

These are social and personal roles

1. Social role: A set of expectations which others share of
the behavior associated with a position, without respect to
the characteristics of the person who occupies the position.

2. Personal role: A set of expectations which others share of

an individual's behavior in a position, without respect to
the social role.

Davis]0 states that role is the social position which an indi-
Vidual occupies in any activity involving others. Of course a person
funC:‘tions in roles both on the job and away from the job. In addition,
€ach role calls for different behaviors and two roles may come into
confijct.

Gross and his associates defined role as a set of expectations,
Or a set of evaluative standards applied to an incumbent of a particular
POs jition. They also established a set of definitions pertaining to

Y’o]e behaviors their attributes and their sectors.

" 9Eugene Jacobson, W. W. Charters Jr. and Seymour Lieberman.

T he Use of the Role Concept in the Study of Complex Organizations,"
Ne Journal of Social Issues, 7, 3, 1951, p. 19.

loDavis, op. cit., p. 35.
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1. A role behavior is an actual performance of an incumbent
of a position which can be referred to an expectation for
an incumbent of that position.

2. A role attribute is an actual quality of an incumbent of a
position which can be referred to an expectation for an
incumbent of that position.

3. A role behavior sector is a set of actual behaviors which
can be referred to a set of expectations for behaviors
applied to the relationship of a focal position to a single
counter position.

4. A role attribute sector is a set of actual attributes which
can be referred to a set of expectations for behavior applied
to the relationship of a focal position to a single counter
position.1]

Gross and his associates]2 identified different degrees of con-
Seénsuys within samples of school board members and superintendents on
di f ferent role segments and their items. In addition, homogeneity of
@ School board on attitudes about educational progressivism had no
@f fect on the consensus within the board on role definition.

Brookover and Gotth’eb]3

state that the concepts of status and
rOle are not separable in social phenomena. For this reason, they used
these two concepts as one: status-role. Expectations may also apply
to the person occupying that position. In addition, Brookover and
c;":)'|2‘l'.]1‘eb pointed out the relationships among the concepts of role, role

F)Ee"ception, actor, status, office, and self-involvement. According to

E ]]Nea] Gross, Ward S. Mason, and Alexander W. McEachep,
iieslzglgratiOns in Role Analysis: Studies of the School Superintendency
‘~53;15§, John Wiley and Sons, Inc., New York, 1966, pp. 60-64.

12

Ibid., pp. 161 and 185.

S ]3Wilbur B. Brookover and D. Gottlieb, A Sociology of Education,
Scond Edition, American Book Company, 1964, pp. 322-323.
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them, the concept of role may be divided into seven elements as

follows:

1. Actor's personality brought to situation (previous experience,
needs, and so on).

2. Self-involvement--actor's image of the ends anticipated from
participation in tne status.

3. Actor's perception of what he thinks others expect of him in
a specific role.

4. Behavior in interaction with others in which perception and
role are continually redefined.

5. Role--other's expectations of actor's personality, the in-
cumbent in a specific position.

6. Office--other's expectations of any actor in a particular
situation.

7. Other's expectation of any actor in a broadly defined posi-
tion.

It is quite possible that different persons or groups may have
di Fferent or incompatible expectations for an actor or actors. When
the expectations of the actor are incompatible with the expectations of
llS'igm'ficant others," Brookover and Gotth’eb]4 call this situation
"role conflict".

Brookover again pointed out later that "a role occupant acquires

2 self concept relevant to the particular role through interaction with

"€ Teyant others."!”
—
Ybid., p. 344.
Se ]swi1bur B. Brookover, "Student Role and Academic Concept."

Minar in Sociology of Education at Michigan State University, East
QAnsing, Michigan, 1970. (Seminar notes reproduced in mimeograph form,
= 10.)

|8
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16 also noted the importance of status and role. For him,

Scott
Every status has a role,

status and role have an inseparable nature.

and every role has a status. The concept of role is a complex and

personalized one. It is based on how the individual sees what the role

expects of him and on the individual's evaluation of his actions in

terms of these expectations.
In any case, as Gross and his associates” pointed out, most of

the differences in the definitions above are semantic differences.

The same concepts are often given different names. For instance,

Lindton's and Newcomb's idea of "role" is used as "status" by Davis;
and Davis's role definition becomes role behavior for Newcomb, and the
Same concept of role behavior is used as role enactment by Sarbin.
Gross and his associates also add that there are some other elements

WN i ch are necessary to include in theoretical explanations of role

a"a]ysis. These elements are social locations, expectation, and be-

havior, and they are quite common in different definitions of role.

According to Hall, Johnson and Haas:

1. When people change to new positions, the attitudes and per-
ceptions they operate with are in part a "carry-over" from

their old role.

2. People's experience in earlier positions provides a frame of
reference for their adapting to new role expectations.!8

]GScott, op. cit., p. 104.

Vgross et al., op. cit., pp. 12-18.

"o ]8Richard H. Hall, Norman J. Johnson, and J. Eugene Haas,
rganizational Size, Complexity, and Formalization," American Socio-

‘\QQ ical Review, 32, 6 (December 1967), p. 911.
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Khan and Nolflg are also concerned with "role conflict" in organi-

zations. They showed several factors which are involved in this con-

flict, including tension, dissatisfaction with the job, distrust and or

disrespect into their relations with the others on the job, and lack of

confidence in the organization. They also support the idea that any

group which stays together for a certain time develops some "conflict

traps" in which all new problems may fall. But they also added that,

in practice, "the cropping up ... of these unsolved conflicts" should

not be feared, because they may help with solving the problems.

Caplow maintained that every conflict in organizations involves

Some external goal, and when two sides become aware of each other's

ex 1 stence some degree of hostility develops between them. Along this

]i'WGE, he offered some "propositions" as follows:
1. Rules are ordinarily promulgated by one group to control the
behavior of another group in the presence of a conflict of
interests.

2. Rules cannot be enforced unless they have been accepted by
the subjects.
3. Acceptance of new rules depends to a large extent on how they

have been formulated and introduced, and particularly on
whether or not the subjects participated in the formulation.

4. Any set of rules that requires enforcement by outsiders pro-
vokes systematic evasion.

5. The routine enforcement of rules consists of maintaining an
existing level of partial compliance.

]9Robert L. Khan and Elise Boulding (Eds.), Power and Conflict in

‘-£!an1zat1on Basic Books Inc., Publishers, New York, 1964, pp. 147
156.

W 20Theodore Caplow, Principles of Organization, Harcourt, Brace and
Orld, Inc., New York, 1964, pp. 250 and 318.
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Dalton'sZ]

research in three different industrial plants showed
that different functioning groups were in a general conflict system,
and that the struggles between 1ine and staff organizations were
related to:

1. Functional differences between the two groups.

2. Differences in formal education, potential occupational limits,
and status group affiliations of the members in two groups.

3. The staff group's need to justify its existence.

4. Fear of the line group of the research activities of the staff
group.

5. Gaining a higher office for the staff only by the approval of
influential line executives.

6. When rule evasion has been systematized, there will ordinarily
be collaboration between those charged with enforcement of the
role and those responsible for its evasion, in an effort to
maintain the status quo.

Da]ton22 also pointed out that dealing with rules and conflicts

Were very important items in identifying personality. He called those
€ Xxecuytives weak who were very much rule-bound, and those executives
s;t"‘ong if they were rule-creative. He identified some types of indi-
Vi duyal executives as flexible-inflexible, rule-bound vs. rule-creative,

s .. . . . . .
t‘t>nn551ve-dom1nant, enterpreneurial-bureaucratic, and compliant-evasive.

0 2]Me1ville Dalton, "Conflict Between Staff and Line Managerial
f:‘f’icer‘s,“ American Sociological Review, 15 (1950) pp. 342-351.

22Da]ton, "Managing the Managers", Human Organizations, 14, 3
(Fa11, 1955), pp. 4-10.
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As Levinston23 put it, no relationship is free of hostility.
But the important aspect of it is that when this hostility is rela-
tively controlled, it can serve constructive purposes. Of course,

external conditions around the organizations are also important in

24

creating a specific type of organization. Lawrence and Lorsch™" sup-

port the idea that different external conditions require, not only
different organizational characteristics, but also different behavior
Patterns within the organization. They add that if an organization is
more differentiated, it is more difficult to resolve conflicts in it.
Margu1lies and Raia25 believe that the levels of interpersonal support,
trust and cooperation in most organizations are lower than necessary.
Gross, Mason and l~1<:Eacher'n26 report in their study of the super-
intiendency role that the main conflicts were caused by outside groups.
Their study has been an important contribution to role theory in edu-
Cational administration. They limited their study to the public school
SYStenms in one state in the United States; namely, Massachusetts.
Grosg and his associates studied degrees of consensus among the school

b0'3"d members and among superintendents, and between the superintendents

In - 23Har'\r'y Levinston, "A Psychologist Looks at Executive Development."
= Lawrence and Greiner Dalton (eds.), Organizational Change and

ge\'e‘lo ment, Richard D. Irwin, Inc., and The Dorsey Press, Homewood,
! i‘lno1£s, 1970, p. 267.

R3 24Paul R. Lawrence and Jay W. Lorsch, Organization and Environment,
1<hard D. Irwin, Inc., Homewood, I11linois, 1969, pp. 14 and 108.

v 25Newton Margulies and Anthony P. Raia, Organizational Development:
%S’ Pr‘gcessi and Technology, McGraw-Hill Book Company, New York,
s p. 34.

2Gross et al., op. cit., pp. 258-274.
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and the boards. There was greater agreement among the superintendents

than among the members of the boards. They supported the idea that

professional training of the school superintendents was the main factor

which produced this result. The size of the board and the school sys-

tem was also related to the interposition consensus of the superinten-

dents.

Seeman27 showed in his study, of the superintendency, that super-

intendents who were less mobile seemed in favor of maintaining the

status quo. Seeman28 also demonstrated that superintendents were quite

In favor of hierarchical distance when conflicts arose in relation

With the lower echelon. In terms of the relationship between mobility

and the status quo, Car]son29 reported similar findings to those of

Se‘~"—"Tlan'.\=. In addition, both showed that recruitment and other career

factors influenced the superintendents' performances. Carlson also

disty nguished two career-line characteristics of superintendents as

Place-bound and career-bound.

Ha]pin‘s30 study in Ohio illustrates that among the superinten-

de"ts, school board members, and their staff, perceptions of actual

Am 27M. Seeman, "Social Mobility and Administrative Behavior,"
€¥rican Sociological Review, 23 (1958), pp. 633-642.

28S(-:eman, "Role Conflict and Ambivalence in Leadership,"

American Sociological Review, 18 (1953), pp. 373-380.

i 29R. 0. Carlson, "Succession and Performance Among School Super-
Ntendents," Administrative Science Quarterly, 1961, pp. 210--27.

R 30A. W. Lapin, in James G. March (ed.), Handbook of Organizations,
and McNally and Company, Chicago, 1965, p. 1002.
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role behaviors were different from the pattern of expectations, and
the findings were correlated with some other characteristics of the
school systems, such as size.

Getze]s:ﬂ points out that while the authority of school adminis-
trators is fundamentally based on rational-legal bases, teachers and
technical staff are recruited on the basis of technical competence.

He suggests this difference in backgrounds between teachers and ad-
ministrators causes opposition. Car]son32 reports that the actions of

a4 superintendent toward his principal, his teachers, and toward his

central office staff are distinguishably different from one another.

II. Turkish Studies

In Turkey, until recent years, there has been no research which
is di rectly related either to role theory or any other theory of
Orga nization in education. In general, studies in this field have been
CONncerned with changes within the central organization of the Ministry
of Education, and most of these studies are official reports or sugges-
tiong of some working groups, rather than research studies. The follow-
1'ng are among the few documents which make reference to provincial

Organization.

of 3]J. W. Getzels, "A Psycho-Sociological Framework for the Study
Educational Administration,"” Harvard Education Review, 22 (1952),
PR, 235-246.

Uns 32R. 0. Carlson, Executive Succession and Organizational Change,
Niversity of Chicago Press, Chicago, I111inois, 1962, pp. 30-38.
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"Yonetim Orguut Komitesi Raporu“33 (Report of the Commission

for Administrative Organization), dealt only briefly with the Educa-
tional Directorates. Another study,34 which was carried out by the
Ministry of Education, illustrated some of the characteristics of the
manpower in the provincial organization of education, as well as in
the central organization. According to this study, an important amount
of the personnel (31.15%) in the Educational Directorates were graduates
of the pedagogy branches of the Educational Institutes. The ages of
the personnel were mostly between 36 and 45. Some 29.87% of the total
Personnel were between the ages of 36 and 40; 23.34% between 31 and 35;
12.53% between 41 and 45, and the remaining ones were older than 45
Years of age. Most recently, one of the reform groups, which were
e€stablished in 1971 to deal with the reform activities in education,
Was designated the "Committee for Reorganization of the Central, Pro-
YVincial and Local Organization of the Ministry of Education".35 The
Present writer serves on this committee. Its studies were not com-
Pleted by the end of 1972.

36

One of the reports of the State Planning Organization of Turkey

Ees .. B7.C. Milli Egitim Bakanligi, Yonetim Orquut Raporu, VII. Milli
97 tim Suresi Dokumanlari, Milli Egitim Basimeve, Istanbul, 1961, p. 31.

In 34I-h'111' Egitim Bakanligi, Bilgesel, Yonetici-Isletmesi ve Teknik
~Sanqgucu, Test ve Arastirma Burosu, Ankara, 1965, pp. 20-21.

Bae. T. C. Milli Egitim Bakanligi, Egitim Reformu, Mi11i Egitim
ASimevi, Ankara, 1971, p. 72.

D 36State Planning Organization, Turkish Education, Social Planning
©partment, Ankara, September 1969, p. 14 (unpublished report).
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and UNESCO's Report for Turkey37 both explain "educational administra-
tion in the provinces" in the following way:
Educational administration in the provinces is exercised mainly
by the province Governor and the Director of Education who acts
both as an adviser and as assistant executive. Because of the
Centralized nature of the educational administration, their

powers are rather limited, the main power resting with the
Ministry of Education.

Bursalioglu, in his recent book,38 points out that there is a
Surprising imbalance between the powers and the responsibilities of
the Directors of Education. They do not have even the legal security
which elementary school teachers have. For instance, transfer or
appointment of an elementary school teacher is done according to regu-
lations and rules, but a Director of Education can be transferred or
appointed simply by an order.

In addition, the Mediterranean Regional Project39 states that
the organization of the Ministry of Education seems to suffer from the
fo1l Towing problems--which problems are also applicable to the provincial
Organization:

1. Delegation of authority is not clearly defined in practice.

It is up to the Minister to decide how much authority shall

be delegated to the Tower levels.

37UNESCO, Turkey, December, 1969, p. 15 (unpublished report).

D 38Doc. Dr. Ziya Bursalioglu, Okul Yonetiminde Yeni Yapi ve
YaVrjam‘s 0zellikleri, Ankara Universitesi Egitim Fakultesi Yeyinlari,
eni Desen Maibaasi, Ankara, 1972, p. 71.

390ECD, The Mediterranean Regional Project, Turkey, OECD, Paris,
1965, pp. 100-T01.
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. Throughout the system authority is not commensurate with

responsibility.

. Because the organization is heavily centralized, routine work

and the decision making process usually take a long time.

. There are no provisions to employ specialists in education.

. People at the higher levels of hierarchy merely have the

same experience as the people at the lTower levels.

. No serious research has been carried out to study the adminis-

trative system and its deficiencies.

Karagozoglu's study40 is the only finished study to date which

has explored the area of role analysis in educational administration

in Turkey. He observed that:

1.

There is a convergence among supervisors' role expectations

and teachers' role expectations.

. There is a high divergence between teachers' role expectation

for supervisors and teachers' perceptions of supervisors' role
performance.

There is a high level of agreement within the groups of
teachers and supervisors about their own roles and the roles

of the other group.

. Both groups were dissatisfied with the supervision system in

Turkey.

T 40A. Galip Karagozoglu, The Role of Ministry Supervisors in the
Urkish Educational System, Michigan State University, East Lansing,

1977,

Unpublished Ph.D. dissertation.
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The present study is another exploratory work in the area of role

analysis in educational administration in Turkey. In addition, there

41,42 which were underway but had not yet been
A1l four

are two other studies

completed in 1972, both of which also employed role analysis.

of these studies were outgrowths of the National Education Research

and Planning Project in Turkey (1968-1973).

IIT. Summary
Especially during recent years, there has been a considerable

amount of research in various disciplines concerning role theory.
Education is also trying to keep up with the development.

T.here is enough evidence that people, the "actors", play different
roles in different situations; and most of the time, some of the
Characteristics in their backgrounds, such as age, academic preparation,
mobﬂity of the job, the size and type of organization, and especially
the perceptions and expectations of the "significant others" are closely
Y©Tated to one's behaviors and understanding of his own role and the
T"Oles of the others.

Divergences between or among the perceptions and/or expectations

°F voles cause role-conflicts, which are quite natural phenomena, and

S 4]Mustafa Aydin, Role Performance of Turkish Teacher Training

T&"‘Oo] Principals as Perceived by T1STs (Turkish Teacher Training School

M?GChersi. TTSPs (Principals of these schools), and Ministry Inspectors,
Ychigan State University, East Lansing, Michigan (Research in progress).

T 42Husnu Cila, Role Conflict of Elementary School Supervisors in
Urkey, Teachers College, Columbia University, New York (Research in

Progress).
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these conflicts can be used beneficially in various ways in organiza-
tional development.

The terminology in role theory varies among the authors, but very
often different terms are used for the same concepts. The concepts of
status and roles are also used differently. Some authors have dealt
with them separately, but others, such as Brookover and his associates,
have treated these two concepts 1n one inseparable term as status-role.
This 1ddea of "status-role" is related to one's interactions with
"significant others."

In Turkish literature, studies related to role theory and organi-
Zational analysis in education are very few. One of the studies has
1Tustrated that role perceptions and expectations of teachers regard-
ing supervisors vary considerably from supervisors' perceptions of
themselves. The other studies are mostly report-like studies and are
COncerned with the structure of the central organization of the Ministry
of Education, rather than provincial and local organizations. The
Present study is an exploratory work in analyzing roles of the provin-
€1al Directorates of Education and the roles of the Governors,

Di rectors, and Assistant Directors of Education.

One's perceptions of one's own duties and of the duties of others
in these groups are called role perceptions (who is performing a speci-
fic duty at present, or which duties are being carried out by whom now);

and perceptions of ideal duties, for themselves and others, are called
role expectations (who should be doing a specific duty, or which duties

Shoyld be carried out by whom ideally). In addition to studying these
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elements, this research also investigates some of the subjects' per-

ceived problems and possible suggestions for the improvement of

Educational Directorates. The outcomes of this research are intended

for wuse in analyzing the provincial organization of education.



CHAPTER 111

DESIGN OF THE STUDY

L. Preliminary Research Activities
As the first step in this study, the researcher conducted a

reéview of documents prepared by the Ministry of Education during dif-

ferent times dealing with development of administration. These in-
€luded: John Dewey's report of his visit to Turkey as a consultant in
]924; "Mekez Orgutu Raporu" (Report of the Central Organization, 1961);
suQgestions in various staff papers; the work of the Reorganization
Comrm‘ttee of the Central Organization (1971); a survey made by the
Me":-hod and Organization Bureau about duties transferable from the
Central organization of the provincial organization; Budgetary Reports

OF the Ministry of Education during various years; and the 1970 Seminar

Re Port of the Directors of Education.

Secondly, all legal documents were examined: a) those functions

ANd roles of the Governors, Directors, and Assistant Directors of Educa-
ts on; b) the First and Second Development Plans; c) developmental

S Tudies conducted within the Ministry of Interior, such as the Report
OF the Provincial and Local Administrations (1970); and d) other stud-
1 €s, such as the "Mehtap Raporu" (the Research Project for the Organiza-

Tion of the Central Government 1964) and the Report of the Higher Reform
Commission (1971).

49
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Thirdly, the researcher engaged in a number of informal inter-
views and "friendly" discussions with people who had worked as pro-
vincial administrators and with others who appeared to possess some

theoretical knowledge in the field.

II. Construction of the Instrument

Two preliminary questionnaires (Appendix III- 1 and 2) were
developed on the bases of information gathered from the above reviews,
and these were administered to eight ex-governors in the Central
O”Qanization of the Ministry of Interior and to eight ex-Directors and
Nine Assistant Directors of Education at the Ministry of Education.

The questionnaire consisted mainly of open-ended items. There were
%N 1y minor differences between the form given to the governors and the
FC""m given to the Directors and Assistant Directors (differences in the
"ames of their former jobs, schools of graduation, etc.).
After checking their answers, some further informal discussions
We re also held separately with two of the ex-Assistant Directors.
Thes.e interviews concerned items in the preliminary questionnaires as
Welq as problems of the provincial organization of education. On the
baS‘-is of these results, a second preliminary questionnaire was developed.
L consisted mainly of forced-choice questions and was reviewed, in
te'r‘ms of content, language and technique, by two experts from the Minis-
t"é/ of Education's Planning, Research and Coordination Office, by one
€ X pert from the Ministry of Education's Organization and Methods Bureau,
And by two professors (one from Ankara University's Faculty of Education

and one from Hacettepe University). The second preliminary questionnaire
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Was then administered to two other ex-Governors, three other ex-
Directors, and three other ex-Assistant Directors of Education in
Ankavra. In the light of suggestions obtained from these preliminary
trials, the questionnaire was revised again and put in final form.
In this way the final form of the questionnaire (Appendix III- 3 and 4)
was deyeloped.

The final form is in four parts and consists mainly of forced-
Choice questions. A space is provided at the end for further comments.
Each part of the questionnaire contained the following information:

Part One

Background information on the subjects:

(1) Personal and academic characteristics, such as age, last

schools of graduation, branches, etc.

(2) Professional characteristics in terms of experience, salary,

mobility, and confidence for the future.

Part Two

Table of duties:

(1) Which duties belong to which office(s) at present (percep-

tions).

(2) Which duties should belong to which office(s) ideally

(expectations).

The subjects among whom these duties are to be distributed are

the Governor, Director and Assistant Director of Education, and

Irlspec’cov' of Elementary Education.
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Part Three

Problems:

These are the problems which are reported to exist for Governors,

Directors, and Assistant Directors of Education when they carry out
their jobs.

Part Four

Suggestions:

(1) Some criteria for choosing the educational administrators
at the provincial and local levels.

(2) Approving or disapproving some of the suggestions made for
changes within the Directorate of Education and within the
Directorate of Elementary Education.

(3) Approving or disapproving some of the changes in the
Directorate of Education which are suggested as "necessary".

An open space for "further comments" at the end of the main ques-

t1ionnaire was provided. In addition, some of the higher administrators

W1 thin the Hinistry of Education had suggested that they would like to
ha\Ie some "practical implications" added to the end of this research
Fovn. Since this study could be carried out only if these administrators

S upported it, some of the questions, which were "more practical”, were

A1 50 inserted.

L X 1, sampling Procedure

There are 67 provinces in Turkey. Each province has one Governor

and one Director of Education. The numbers of Assistant Directors vary

From province to province. For instance, there are 17 Assistant
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Directors of Education in Istanbul, two in Usak, and only one in
Giresum at present.

There are three samples in this study: The Governors, Directors
of Education and Assistant Directors. Out of 67 provinces, 28 of the
Provinces are included in the study. A1l of the Governors, all of the
Directors of Education, and 53 of the 105 Assistant Directors in these
Provinces were in our samples.

The sampling procedure was as follows:

1. Turkey was divided into six geographical regions. Since many
OF their characteristics seem very similar, the Eastern and South
Ea s tern Regions, which may be seen as separate regions in some other

ST udies, were considered as one in this study (see Figure 3.1, see
a1 s¢ Appendix III - 5).

2. In each region provinces to be included in this study were
Chosen randomly (see Figure 3.2).

3. Subsequently the provinces were categorized as developed and
1 €©ss developed, and the 28 provinces were stratified into four groups
WUs ing the State Planning Organization's socio-economic development
1 ndex. As may be seen in Figure 3.2 the highest value of the develop-
™Ment index is 371 in Istanbul, and the lowest value is 41 for Hakkari
(see Appendix III - 5 and 6).

4. The four stratified groupings above were divided into two by
C hoosing, as a dividing line, the average index level for Turkey (the
level of 100) at which the province of Usak was located. Each of these
two new developed and less developed groupings consisted of 14 provinces

(Figure 3.3).



54

*s9ouLAo4d 4O Jdqunu sy3l pue suotbay

L€ dunbLyg

(11)

82 8 14 9 € 14 €
LAY RH
eL(3Lg
uLpaey ALY3SULY
uep wnuo)
dLyequefLq 4npang uofJy jey0]
bLze|3 Aejey Lu9sAey yesn uosqed] esang
Wnanzua3 euepy ALYasLys] e1bny unsaJly auuLp3
SeALS efejuy eaRyUY JdLuul unsuwes Lnque3ls]
/9 9l=N 6=N EL=N L=N (2L=N 0l=N
e U1935e] UpaURJII} L P 2L[03euy o[ ppLy ueaby easyoelg eJeley
o 0 ml W



55

*s90uLAQud o 3|dwes 3yl 4034 burdnoub paLjLieals unod

"2°€ 94nby

8LL LaasAey

0L uokty veEL unsues

LL wn40j 88 4npdng 9€L Aejey

9/ wnanzuaj L6 uozqeu} Al esJng

8L unsadly oot Aesn L91 ALY3sLys3

87 LARRH 6L SBALS 2ol audLpl 00¢ euepy

LY uep L8 ayequefiq qolL e16ny vee JLuzy

vs Stl3tg 98 ALY3SULH ¢lLL el ejuy 642 eapjuy

14° uLpJey 88 1e3ol gLl bize|3 LLE Lnque3s]

an|ep 3JULAOU( an|eA 3JULAOA{ an[ep 3JULAOJAJ an|ep 3JULAOAd
X9pu] X3pu] Xapul Xapu]

Al dnodg II1 dnoug II dnouy [ dnouJy




56

Province Index Value Rank Province Index Value Rank
Istanbuy 3N..... 1 Trabzon 9..... 15
Ankara 279..... 2 Burdur 88..... 16
Izmip 234..... 3 Tokat 88..... 17
Adana 200..... 4 Kirsehir 86..... 18
Eskisehir  167..... 5 D. Bakir 81..... 19
Bursa 142..... 6 Sivas 79..... 20
Hatay 136..... 7 Giresun 78..... 21
Samsyn 134..... 8 Erzurum 76..... 22
Kay seri 18..... 9 Corum ... 23
ET a ziq 16..... 10 Afyon 70..... 24
An talya Ne..... 1 Mardin 54. .. 25
Mugia 105..... 12 Bitlis 53..... 26
Ed i yne 102..... 13 Van 47..... 27
Usak 100..... 14 Hakkari a..... 28
—_
Figure 3.3. "Developed"and "Less Developed" provinces.
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It was assumed that the 28 provinces chosen for the study by the
procedure above were representative. In addition, the 28 Governors,
28 Directors of Education, and 53 Assistant Directors in these 28
provinces, all of whom participated in this study, were also considered

as adequately representative of their populations.

IV. Data Collection

The preliminary questionnaires and the informal interviews and
discussions were administered solely by this researcher. After complet-
ing the organization of the final questionnaire, the sample of provinces
was divided into several groups and a team of 12 trained researchers
travelled to the various provinces and administered the final question-
naires.

Official letters were mailed to the provinces in June 1972 by the
Planning, Research and Coordination Office, in order to inform the
provinces about the research and to make the researchers' visits
official.

Administration of the questionnaires started in July 1972 and
continued until the end of August. The questionnaires were administered
personally by the team members. In some cases the teams took more than
one day to get their answers in a given province. The questionnaires
were pre-coded at the Planning, Research and Coordination Office and
all materials were hand-carried by the researchers. In this way the
return rate was 100%.

The "Governors" who were included in four provinces and the

“Directors”" in three provinces were "acting" Governors and Directors;
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but this situation could not be controlled before or during the visits.

In one instance, the subject was on vacation. In another instance,

there was an unexpected visit of the Prime Minister in the region and

the official Governor was in a long meeting in a neighboring province.

In still

another instance, the official Director had just been trans-

ferred to another place and had left. But in all cases, the "acting"

Governors or Directors were officially on duty. One of them had been

doing the job for more than two months.

In general, first the questionnaires were administered and explan-

ations were made if necessary.

Some of the observations made during data collection were as

follows:

1.

The Governors especially would have been too busy to answer
this type of questionnaire, had the team members not gone to

them personally and administered the questionnaires.

. In spite of the intensive preliminary work some explanations

during the completing of the questionnaire were nevertheless
quite necessary and valuable.

Almost all of the subjects in our samples seemed very eager
for "necessary changes" in the provincial organization of

education and in education as a whole.

. The majority of the Directors and all of the Assistant

Directors seemed pleased to be asked about their problems.
Some of them pointed out the "nobody likes to ask them from

above, because the higher administrators think that they know
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what is best." Two of the Directors told the team members
that they were surprised to see the questions, and especially
the "problems". They asked the team members, "How did you
know these were our problems?"

5. Almost all of the subjects in our samples wanted to get some
idea about the results and whether this research would have
any affect at all in solving their problems and improving the
provincial organization. Most of them made it quite clear
that they would like to see changes, but they were not very
hopeful.

6. In general, all subjects were very cooperative and very re-
sponsive to the questions. Some of the Governors and
Directors seemed to be indifferent when they first met the
members of the team, did not show interest in the research,
and wanted to do all the talking. But when they understood
that they were aware of the real situation, then those offi-
cials also became very cooperative and responsive.

7. A11 of the researchers agreed that there was real potential
among the experienced people in the provinces which should be
utilized for organizational development and development of

education.

V. The Nature of Data

The questionnaire provided information about the following

aspects:
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. Background information and characteristics of Governors,
Directors, and Assistant Directors of Education in 28
provinces.

a) Age.

b) Academic background (school of graduation, academic branch,
knowledge of foreign language).

c) Experience and salary (years of experience, time spent in
their present job, former jobs and time spent in them,
degree and level of salary).

. Role perceptions and expectations concerning themselves and

each other from Governors, Directors, and Assistant Directors

of Education in 28 provinces (which duties are carried out by
one or more personnel at the present time, and how it should be).

. Problems faced by provincial administrative personnel in carry-

ing out their duties.

. Suggestions by elements in the sample groups for improving

educational organization in the provinces (the suggestions

listed, like the problems, were gathered from different reports,
from the preliminary questionnaires, and from legal documents).

. Other aspects which the respondents considered important and

desired to point out (including items not in the questionnaire,

further comments made on various aspects, plus other sugges-

tions).
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VI. Processing the Data

The questionnaire was pre-coded, punched, and analyzed at the
Planning, Research and Coordination Office. In analyzing the data,
analysis of variance was used.

In order to illustrate some of the characteristics of the sub-
jects (such as their backgrounds, age, school of graduation, experience,
salary, etc), tables of frequencies and percentages were used. For
Part I1 of the questionnaire, three tables were developed to show dif-
ferences and similarities between and among the perceptions and expec-
tations of the research subjects concerning their duties.

In order to determine degrees of knowledge of a foreign language,
a table of weighted values for the answers of the three groups was

developed by giving the following values to the answers:

Answers Weights
(1) Very good 3
(2) Good )
(3) Average 1
(4) No answer (none) 0

Another table with weighted total values for the problems was

also developed by using values as follows:

Answers Weights
(1) Very important problem 3
(2) An important problem 2
(3) Not a problem 1

It was recognized that elements of bias might enter into the

data. Since the subjects in the three samples were so interrelated
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with each other in their jobs, and since the members of the teams who
administered the questionnaire might be considered to be "Ministry's
people", one might have expected the answers could include ratings
which were more favorable than the actual situation. It was quite pos-
sible for some of the respondents, expecially the Assistant Directors
because of their peculiar problems and their place within the organiza-
tion, to give biased answers. There was the possibility of "error of
leniency", such as overly favorable rating of the present duties of the
Governors; and there was also the possibility of a "halo effect”,
caused by the aspect of "being observed" while responding.

In order to partly eliminate some of these kinds of effects, the
names or signatures of the respondents were not used. In addition,

members of the teams were encouraged to try not to act as Ministry men.

VII. Summary

This study is an exploratory work in analyzing education in the
provinces. It included a preliminary search of documents and the
preparation of preliminary questionnaires. A final questionnaire was
developed and administered by a 12 member team of trained researchers
in 28 provinces.

Data have provided information on background, role perceptions
and expectations, administrative problems, and suggestions‘of Governors,
Directors, and Assistant Directors of Education in 28 provinces of

Turkey.



CHAPTER 1V

ANALYSIS OF DATA

I. Introduction

In this chapter analysis of data for the three samples of
Governors, Directors and Assistant Directors will be presented accord-
ing to the parts and questions in the questionnaire. First, the item
will be shown and then the related question will be written in parenthe-
ses along with its code number in the main questionnaire. Later, data
will be illustrated and analyzed accordingly.

Following this chapter, conclusions will be drawn according to

the results of analysis presented in this chapter.

II. Analysis of Data

A. The first part of the main questionnaire consists of items

about background information of the sample elements. These items are

as follows:
(1) Age
(2) Present position
(3) Major academic field
(4) Duration of active participation in civil service
(5) Income rate
(6) Time spent at present position
(7) Previous duties and their duration
(8) Knowledge of foreign languages
(9) Belief in opportunities for professional advancement.

63
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B. We assume that the variances are unknown and unequal and that
the other assumptions for the test are met.

The other assumptions are:

(1) Groups are independent from each other

(2) The subjects are independently distributed in each group

(3) Subjects of each group are distributed normally in the
population.

1. (7.1) Ages

When we examine Table 4.1 below, we observe that all of the
Governors are older than 41, and the largest number of them (42.9%) are
between 46 and 50 years of age. There are 4 Governors near or at the
age of retirement.

Most of the Directors (60.7%) are between the ages of 36 and 45.
Another model group of Directors are between 55 and 60 (17.9%). HModes
for the Assistant Directors, on the other hand, are first located be-
tween the ages of 46 and 50 (25.5%) and then in descending order
toward the younger ages: between the ages of 41 and 45 (23.5%),
between 36 and 40 (17.6%), and less than 35 (15.7%).

Table 4.1. Distribution of Ages (f and %)

Ages Groups .

Age Groups 2;:& No.Gov'% No.D1r' 7 ﬁgf' D]ri
(1) 35 or less 33 0 0 1 3.6 8 15.7
(2) 36-40 38 .0 10  35.7 9 17.6
(3) 41-45 43 7 25.0 7  25.0 12 23.5
(4) 46-50 48 12 42.9 3 10.7 13 25.5
(5) 51-54 53 5 17.9 2 7.1 6 11.8
(6) 55-60 58 3 10.7 5 17.9 3 5.9
(7) 60 and over 62 1 3.6 0 0.0 0 0.0
Total -- 28__100.0 28 __100.0 51 __100.0
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The age distributions of the Governors seem as might have been
expected in this study. In general, Governors follow a very regular
sequence on the way to governorship. In order to become a Governor,
one usually goes through a number of years of subgovernorship, or
assistant governorship, or both. This means that it is unusual to
see a governor whose age is less than 40.

In the cases of Directors of Education and Assistant Directors,
the present study - at least suggests that Directors do not necessarily
have more experience than their Assistants. Of course "experience"
here means the time in years spent in the profession, which also corre-
lates in general with age.

We should remember that while there are more than two hundred
Assistant Directors, there are, and can be, only sixty-seven Directors
of Education, one each for each of the sixty-seven Turkish provinces.
This means that Assistant Directors do not all have equal chances to
become a Director. Secondly, we may also observe that all Directors
are not necessarily chosen from among Assistant Directors.

In any case, there are quite a number of Assistant Directors who
are older than the Directors under whom they serve. One implication
is that the Office of the Directorate in a given province may be
staffed by older assistants and a newcomer, as a Director, may very well
be a much younger man. This, of course, cannot be considered as an
unusual or abnormal situation at first. But since appointment of
Directors of Education in Turkey, in general, is considered to be

"experience-based", appointment of a younger Director to an office where
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there are older Assistant Directors may very well create some organiza-
tional problems. It is, in fact, one of the main complaints which
Assistant Directors often stated, saying that, "Directors do not have
enough experience when they are appointed, and there are no specific
criteria for selecting the Directors." (Of course the same allegations
could equally and justifiably be laid against the appointment and
selection of Assistant Directors as well.)

Another point is that Directors and Assistant Directors are
mainly graduates of the pedagogy branches of the educational institutes.
Their more usual destinations are to become inspectors of elementary
schools or teachers at the normal schools. In any case, working in a
Directorate is considered to be a more desirable post, except for
extenuating circumstances; such as, being appointed to a better province
as a teacher or an inspector, or preferring not to join a Directorate
for some such reason as health, or sending one's children to a more
favorably located higher institution, etc. Nevertheless, it is fair to
say that each Assistant Director usually desires to become a Director
one day. But, as we stated before, the problem is that the Assistant
Director is never very sure when, where, or how this goal can be
reached. Of course, he generally understands the terms or routes to
the goal, such as earning good reports, knowing some higher officials
at the Ministry of Education, etc., but when he becomes older, he
naturally may lose his hopes and courage, although he still ought to
carry out his job as an "experienced" or "old-timer" Assistant

Director.
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As we see in Table 4.1 the largest group of Directors is between
the ages of 36 and 40 but the largest group of Assistant Directors is
between 46 and 50. Fairly sizeable proportions among all three sample
groups fall between the ages of 41 and 45.

2-3. (9 and 10.1) Major Academic Field and
Name of School which You Last Graduated

Administrators in Turkish Education are mainly former teachers
of secondary education or former supervisors of primary education.

This is the case for administration in all types of secondary schools
and provincial Directorates as well as for the National Ministry of
Education. Administrators in Turkish Education, then, are predominantly
graduates of some type of teachers' college or educational institute.
On the other hand, the Governors, in general, come from the area of
public administration. Although it is quite possible to have a
governor in Turkey who may come from another discipline or area; such
as, finance, law, or political science, it is not common to see an
educational administrator who comes from an area other than education,
and, primarily, they come from teaching positions at the secondary
schools or from supervising at the primary level.

Our data in Table 4.2 give similar results. We see that most of
the Governors (78.6%) come from the area of public administration which
means they are the graduates of the Faculty of Political Sciences. In
addition, some Governors (7.1%) are from the Faculty of Law. The same
percentage (7.1%) is from both Political Sciences and Law. It is not
uncommon among the Governors to take some additional courses from the

Faculty of Law and to receive the diploma of that Faculty. This means,
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later on they may work as lawyers if they leave their jobs for some
reason. In our sample, there was also one Governor who had majored
in Military Sciences and one in Agriculture. It was observed later
that they were actually acting governors.

As expected, our data also have illustrated that most of the
Directors had majored in the area of pedagogy, a division of the
educational Institute which offers a two or three-year higher educa-
tion. The rest of the Directors (35.7%) were from other branches;
such as, Social Studies and Literature (11%), Geography (7%),

Science (3.4%), and Educational Administration (3.4%). Some of them
(11%) did not list a major branch. They were actually graduates of
normal schools, and they had subsequently taken additional courses in
supervision. Among the Directors there were only four who received a
four-year higher education.

The situation of Assistant Directors is not very different from
the Directors. Among the respondents, nearly half (45.1%) reported
that they also were from the branch of Pedagogy. Proportions coming
from other branches were social studies and literature (21.5%),
science and mathematics (12%), and technical and vocational subjects
(19%). The remainder (19%) were normal school graduates with some
additional intensive courses in supervision, and there was also a
graduate of Boys Vocational Institute (a lycee level institution) who
had some additional courses in technical education

As we observe in the same table, among all three groups, there

are more graduates of Educational Institutions than graduates of any
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other institutions. This means that, if we exclude the Governors,
most of our respondents have only two years of higher education.

These data also illustrate that in practice, administration of
education at the provincial directorates is not considered as an area
which requires professional preparation in terms of academic courses
in the field of educational administration. Rather, service in a
directorate is based on prior teaching, supervision and/or practical
experience in school administration; such as, a principalship, assis-
tant principalship, etc. Both the Directors and their assistants are
mainly practitioners and they learn their administrative duties while
they are doing their jobs.

4. (II1.1) Duration of Active Participation in
Civil Service, Including Military Service

Age, experience and salary schedule in the Turkish civil service,
in general, go together. Advancement in any proféssion, if it is in-
volved in civil service, is largely influenced by the amount of experi-
ence which one has accumulated. For this reason, when we deal with
measures of the duration of participation, we also have some indica-
tions about age. Of course, the reverse is also true; examining ages
gives some indication of the amount of experience and time which has
been spent in civil service.

As we see in Table 4.3, on the following page, the minimum years
of experience from the Governors was in no case less than 16, and even
in the 16-20 years group there was only one Governor. All of the
remaining ones had at least 21 years of experience. Seven Governors
had experiences between 26 and 30 years, and the remaining seven had

31 years or more experience.
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Table 4.3. Duration of Active Participation in Ciyil Service

Experience Sample Groups

Time Spent in Assistant
Civil Service Governor Director Director
(1) 1-5 years 0 0 0
(2) 6-10 years 0 0 4
(3) 11-15 years 0 2 5
(4) 16-20 years 1 9 6
(5) 21-25 years 13 8 17
(6) 26-30 years 7 3 10
(7) 31 and over 7 6 8
Total 28 28 50

The Directors, in terms of years of experience, are distributed
somewhat differently. There were two Directors who had had experience
between 11 and 15 years. The numbers are greater for the 16-20 and
the 21-25 year groups (9 and 8, respectively). On the other hand, we
observe that only 3 Directors had had experience between 26 and 30
years, and there were 6 Directors with 31 or more years of experience.

Among the Assistant Directors, 4 people had had experience between
6 and 10 years. The group of Assistant Directors fell with the greatest
frequency within the category of 21 to 25 years of experience.

5. (21.1) Current Civil Service Income Ratings

Income in the Turkish system for administrators is established

mainly on the basis of years of experience and amount of education.
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Just recently, Directors have also begun receiving salary differentials
according to the province in which they work. Yet Assistant Directors
do not receive any additional salary beyond the salary they would
receive as teachers in a school. The Governors, on the other hand,
receive generally higher salaries than the educational administrators in
the first place, and their accumulations of years of experience and the
amounts of education they have had are both generally greater than for
the educational administrators. When we examine Appendix IV-1, we
observe that while 75% of the Governors had reached the first degree of
the salary schedule, only 21.4% of the Directors, and 3.9% of the
Assistant Directors were at the same level. Of the Assistant Directors,
13.7% stood as low as the ninth degree of the salary table.

As we observe here, the amount of monthly salary of a Governor
or an educational administrator correlates closely with the age and/or
the amount of experience he has. In addition, according to the most
recent salary schedule and rule, both Governors and Directors are
having some additional salary for their posts. The amount of this
money differs according to the province in which they work. It means
that if they work in a large province they are paid more. Provinces
are categorized accordingly.

6. (13-14) How long have you been working
in your current position?

HMobility in any occupation is an important factor in terms of
one's success, disappointment, health, etc. Here, among our three
sample groups, we see that 57.1% of Governors, and 35.7% of Directors,

have been working between one and three years in their present jobs
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(Appendix IV - 1). We also observe that, for Assistant Directors the
highest frequency percentage among the duration groupings occurs between
four and six years (31.4%). We also note that the percentage of
Directors (28.6%) who are most mobile seems higher than for either the
Governors (25%) or Assistant Directors (7.8%).

Our evidence suggests that the most mobile group here is the
group of Governors, Directors come second, and Assistant Directors are
the least mobile group. While only about 18% of the Governors had been
in their present posts for four or more years, more than 35% of the
Directors, and nearly 63% of the Assistant Directors had been in their
present jobs at least that long.

At this point one may ask if an administrator typically stays no
more than one to three years in his job, whether this time constraint
influences his success or his satisfaction with his job? It is possible
to imagine that moving from one place to another, before getting fully
acquainted with the people around him and with the job to be done, may
have a negative effect on the administrator. Our research,at this stage,
is not able to shed light on this point. Our data only illustrate the
existence of a mobility factor.

However, even if the effects of working a short time in one place
and then moving to another place are not measured here, we may at least
add certain impressionistic notes gathered during the course of the
present research. One thing has been bothering the members of our
sample groups very much--they have no idea when they might be transferred

to another place. For this reason, they did not seem very secure in
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their posts, and this situation obviously seemed to have a negative
effect on their working methods and their achievements in their jobs.
Especially, this seemed to be the case for the Governors and Directors.
On the other hand, the Assistant Directors did not seem to be
particularly happy about their remaining for relatively longer periods
of time in one position. However, the real sense of this may be that
they are not happy at continuing as Assistant Directors. Older Assis-
tant Directors, who were approaching their retirements, did seem rela-
tively more satisfied with having lesser mobility and with remaining
more than five years in one place. Of course, in each instance, there
may have been some reasons or rationalizations for the older Assistant
Directors' relatively greater contentment. They themselves stated such
reasons as being located in a province which suited them, having their
children enrolled in a nearby university, etc. Further research needs
to be done on the effects of mobility and on the motives lying behind
preferences either for remaining in one post or for moving to another.
7. (15-16-17-18) Number of locations where

you have served six months or more dur-
ing your career

In considering mobility, we thought that it might also be helpful
to find out the kinds and numbers of different places of previous work.
Information about numbers of previous positions, and the types of
places in which one previously worked, may have more things to say about
the mobility of our sample elements. For this purpose, we developed
Appendix IV - 2.

Probably because of the characteristics of their occupation as

educators, only the Directors and Assistant Directors reported having
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ever worked at the village level. Their percentages at this level
were very close--15.5% for Directors, and 16.2% for Assistant
Directors. As expected, no Governor reported having worked at the
village level. Though a Director or an Assistant Director may have
started his career as a village teacher, a Governor usually starts
his career as head of a sub-district or as a sub-governor in a dis-
trict.

These data illustrate that our subjects, as a combined group,
worked most frequently at the province level (f=382, or 47.8%), and
least at the village level (f=85, or 10.6%). Within each group the
percentages of province level positions were also large--Directors
(f=134, or 57.5%), Assistant Directors (f=132, or 43.7%), and
Governors (f=116, or 43.9%). The highest frequency and percentage
for the Governors' group, however, was in the districts (f=140, or 53%).

8 and 9. (19 to 27) Previous duties and
their duration

Generally, governorships as well as directorships and assistant
directorships in Turkey require quite a significant amount of previous
experience at different levels of administration. For this reason, a
Turkish Governor is usually highly respected because of his experience
at least, though this respect may also be based on his seniority in age
(respect for elders is a deep-seated Turkish cultural trait).

On the other hand, Directors and Assistant Directors of Education
cannot aspire to the same status levels as Governors in terms
of respect because of experience and age, even though, quite often, the

Directors and Assistant Directors of Education are also quite experienced
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officials in their occupation. The positions themselves carry differ-
entials of deference.

In any event, there is a quite common belief among Turkish
administrative cadre that administrators mostly do learn their jobs by
doing them. For this reason, seniority and experience have been the
basic elements in advancement up through the administrative strata.

In this connection, we gathered further data in order to observe,
in more detail, the amounts and types of previous experiences of the
elements of our samples: Table 4.4 for the Governors, Table 4.5 for
the Directors, and Table 4.6 for the Assistant Directors.

As we check Table 4.4, we see that most of the Governors (19 of
the 28) had experience in the Directorate of a subdistrict. In addition,
most of them (26) served as gubernatorial interns as expected by the
system. Neither of these duties were longer than three years, but 27
of the Governors served as Sub-Governors for four years or more.

Nearly half of them (13) also worked as Lieutenant Governors. Moreover,
a, of the time of this research, 23 of the Governors in our sample had
had previous experience as Governors in different provinces from their
present posts. Four in the sample had served previously as Governors
for more than ten years.

The sub-governorship is apparently the most important form of
previous experience, in that most governors spent very sizeable portions
of their professional lives working at this post. Such experience
probably gives the Governors valuable insight into matters at provincial
and local levels. Their responsibilities would include dealing with

all kinds of activities and problems of education. Hence, when they
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become Governors, educational activities should not be entirely strange
to them. Along this line, we might note that because of the Gov-
ernors' power in the provinces his previous experiences with problems
of education should offer more advantages than disadvantages for the
Directors and Assistant Directors of Education, in their efforts to be
professionally successful. Ideally, the Directors should try to estab-
lish cooperative relationships with their Governors in order to provide
better educational facilities and practices. On the other hand, though
the Governors may have some considerable background in dealing with
educational matters, the educational administrators, especially the
Directors, should be accepted by the Governors as the educational
leaders of the provinces. They should be considered and perceived as
respected, efficient, and experienced educators by the Governors.
Otherwise, since the Governor is the main authority in the province,
their mutual relations may be reduced to an ordinary superior-subordi-
nate type of relationship in its simplest terms, with the Directors
simply carrying out the directions which his superior asks him to
follow, without questioning or thinking independently and professionally
about them. In such relationships, neither creativity nor innovation
is likely to enter into the picture. Both creativity and innovation
require questioning and thinking, plus observations, suggestions and
recommendations. In summary, there is always a need for mutual exchange
and evaluation which is too often lacking in a rigid superior-subordi-
nate relationship.

Table 4.5 illustrates that most of the Directors had some experi-

ence in primary education as teachers or administrators. More than
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half (22) had teaching experience at the primary level, some of them
(8) for as long as ten years or more. Of these, 12 had also had
experience in primary school administration, and 19 of the Directors
had previously served as primary supervisors. Most of them (19) had
previous experience in an Assistant Directorship, half of them having
served in this capacity for four years or more. Interestingly, their
backgrounds of experience in secondary education appear to have been
somewhat less extensive than in primary education (13 had been secon-
dary school teachers, of whom 10 had also been secondary school admin-
istrators). In terms of total time spent in different previous duties,
the greatest amount of experience of the present sample of Directors
had been accumulated in previous posts as Directors elsewhere. Twenty-
four of the Directors had also been Directors before in other provinces,
nine of them having served in this capacity for 10 years or more.

Table 4.6 indicates that the Assistant Directors had had previous
experiences quite similar to the Directors except that their major
accumulation of experience had, of course, been as Assistant Director
in previous posts elsewhere.

The data in Tables 4.5 and 4.6 are by no means able to confirm
that having more experience is itself sufficient for an Assistant
Director to become a Director. We do not have a clear picture of the
other criteria which apply to being promoted to the directorship.
Nevertheless, the following points seem worth considering in discussing
the process of selecting Directors.

1. We have evidence that Directors do not appear to have more

or less experience than their Assistants. For this reason
the common belief of some of the Turkish educators that the

Directors are more experienced than the Assistant Directors
does not seem supported.
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2. It may be that the Directors are selected because of their
exceptional success among their colleagues, especially from
among the current staff of Assistant Directors I. Our re-
search did not deal directly with the selection process, but
the researcher observed that both the Assistant Directors,
the principals of different types of schools, and most of
the governors did not seem to be satisfied with current prac-
tices in the selection, appointment and transfer procedures
for Directors. No doubt there are several elements involved
here, and it might be fruitful if future research could
question and examine this process in more detail.

3. Except for the Governors, other ad<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>