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ABSTRACT
Rethinking State and Civil Society:

Two Educational Policies During the Justice and Development Party Era

In the early years of the Justice and Development Party regime, educational
policymaking was a collaborative and inclusive process with input from civil society
organizations (CSOs). In the following years, the state shifted its approach to
selective inclusion and refrained from inclusive policymaking. Thus, the state
preferred hasty policymaking, in which a limited number of CSOs were included and
government-friendly CSOs were supported. Among the many changes in education
policies, the difference between the curriculum reform (2003-2005) and the system
change (2012) clearly highlight the changing relationship between the state and
educational civil society. Analyzing these two policy periods, this thesis tries to
determine how and why the relationship between the state and educational civil
society changed. In answering these questions, semi-structured interviews with state
officials and CSO representatives were conducted and document research was
employed. This research claimed that through formal and informal institutional
changes, the state altered the power of existing educational institutions. The
democratic reversal of the party led to a change in the relationship between
educational civil society and the state. The state’s limited capacity in education
paved the way for the selective inclusion of CSOs in the policymaking process.
Therefore, the state remained open to government-friendly CSOs and built capacity

for these organizations to offset its limited capacity.



OZET
Devlet ve Sivil Toplumu Yeniden Diistinmek:

Adalet ve Kalkinma Partisi Déneminden ki Egitim Politikas1

Adalet ve Kalkinma Partisi rejiminin ilk yillarindaki egitim politikalarinin yapimi
sivil toplum kuruluslarinin (STK) katkilartyla ortak ¢caligmaya dayali ve katilimci bir
srecti. Devlet, ilerleyen yillarda politika yapim siirecindeki tutumunu katilimciliktan
secici katilimciliga doniistiirdii. BOylece devlet, sinirli sayida STK’larin katildig ve
hikumet yanlis1 STK’larin desteklendigi aceleci bir politika yapim tarzi tercih etti.
Devlet ve egitim alanindaki sivil toplum arasinda degisen iligkiyi, egitimde yapilmis
olan bircok politika igerisinden mifredat reformu (2003-2005) ve sistem degisikligi
(2012) siiregleri arasindaki fark agik¢a vurgulamaktadir. Bu tez bu iki politika
stirecini inceleyerek devlet ve egitim alanindaki sivil toplum arasindaki iliskinin nasil
ve neden degistigini anlamaya caligsmaktadir. Bu sorulara cevap vermek i¢in
biirokratlar ve STK temsilcileri ile yari-yapilandirilnig goriismeler gergeklestirildi ve
dokiiman arastirmasi yapildi. Bu arastirma devletin var olan egitim kurumlariin
giiclinii formal ve informal kurumsal degisikliklerle sekillendirdigini iddia
etmektedir. Partinin demokrasiden uzaklagsmasi devlet ve egitim alanindaki sivil
toplum orgiitleri arasindaki iliskinin degismesine neden oldu. Devletin egitimdeki
kapasite eksikligi politika yapim siirecine STK’larin segici katilimina neden oldu.
Boylece devlet yetersiz kapasitesini dengelemek igin hiikiimet yanlis1 STK lara

basvurdu ve onlara kapasite alani olusturdu.
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CHAPTER 1

INTRODUCTION

1.1 Introduction

The education policies of the Justice and Development Party [Adalet ve Kalkinma
Partisi] (AKP) have been a controversial and contested topic in Turkey. The AKP
regime claims they have increased the education budget and reduced inequalities in
access to education. Still, critics underscore various problems stemming from
infrastructural deficiencies and politically-driven controversies that continue to affect
different areas of education. Additionally, continuous and countless changes in
education aggravate existing problems. Surprisingly, President Recep Tayyip
Erdogan admitted that the government has failed in the areas of education and culture
at the opening ceremony of the 2017-2018 academic year (Akyol, 2017).

Much attention has been drawn to neoliberal practices, the role of religion,
and politicization of educational policies in these contradictory perspectives. In this
thesis, | focus on an overlooked area within education: the relationship between the
state and civil society organizations (CSOs). While institutions with strong veto
powers (e.g., the judiciary and military) challenged the AKP, the ongoing European
Union (EU) accession process promised a democratic trajectory in the party’s
policies in the early years of the regime. The “authoritarian turn” or “democratic
reversal” of the regime in recent years is not consistent with the party’s initial years
and political trajectory. The current regime has undermined the rule of law and
sought to consolidate power; few attempts have been made to build consensus and

increase the inclusion of different stakeholders into educational policymaking. This
1



reversal can also be observed in the relationship between the state and educational
CSOs.

In this research, | ask how and why the relationship between the state and
educational civil society changed during the AKP period 2002-2012. | explore two
policy periods to explain this change: the curriculum reform (2004) and the
educational system change popularly known as “4+4+4” (2012). | aim to analyze the
relationship between the state and educational civil society through two critical
policy periods, explaining the content and actors of each. | also aim to contribute to
the existing literature both at the theoretical and empirical level by discussing
government-friendly CSOs.

While the curriculum reform period witnessed the cooperation of the state
and educational civil society in the policymaking process, the hasty policymaking
process and selective inclusion of educational civil society were the key features of
the 4+4+4 change. With this system change, the AKP regime imposed a substantial
change to the education system, with the draft law proposed by AKP deputies. Thus,
the policymaking process was conducted in the Grand National Assembly of Turkey
(the parliament), excluding educational state institutions and non-state actors. When
opposition parties demanded the inclusion of CSOs in parliamentary discussions, the
result was a one-day meeting with a limited number of organizations. Moreover, over
time government-friendly organizations were introduced into the policymaking
process along with more liberal or long-standing educational CSOs.

The existing research on both civil society and Turkish civil society are vast.
The civil society literature remains convoluted and puzzling, focusing primarily on
Western democratic context and providing case-specific theoretical and practical

insights, and absence of conclusive definitions of civil society. The modern Turkish
2



civil society literature is rather a recent research arena. With the end of the 1990s,
Turkish civil society started to mushroom. The EU accession process and financial
support to CSOs boosted associational life. Literature on civil society and in
particular, Turkish civil society does not speak sufficiently to the democratic reversal
or hybrid regime research.

The growing body of literature on civil society under authoritarian and hybrid
regimes mainly presents case-specific examples of state control, monitoring, and co-
optation of civil society. In the Turkish context, the literature is rather limited. There
are no studies examining educational civil society. Civil society scholarship on
Turkey has largely focused on state control and legitimization. Despite this, | present
CSOs as a critical part of educational policies in Turkey. While state control and
legitimization have long been issues in Turkish civil society, the literature has
ignored the role civil society may continue to play, particularly in education. This
thesis aims to contribute to the existing literature on civil society under hybrid
regimes by introducing the case of educational civil society in the Turkish context.

Another contribution of this study is the introduction of newly emerged
government-friendly CSOs, how they emerged and their impact on educational
policies. In the following chapters, | show that these organizations have played a
critical role in educational policies by assisting the AKP regime in legitimizing state
policies and altering the role of civil society in Turkey. Moreover, their interactions
with other CSOs and growth are examined in the analysis chapters. My explanation
in the following background chapter (Chapter 3) provides a critical historical account
of two substantial changes in Turkish education. Juxtaposing these two policy

periods will also provide a significant contribution to existing studies.



1.2 Methodology

This is a qualitative research study, in which | employed both semi-structured
interviews and document research. One-on-one interviewing is a crucial aspect of
this research since the lack of existing data on education and educational civil society
created a barrier for me to understand this matter. Although the Ministry of National
Education (the Ministry) provides open-source data on education in Turkey, these
numbers were not sufficient to make claims regarding educational civil society.
Similarly, there is no available data on civil society in Turkey in general, let alone
educational civil society. There are research reports and independent studies on civil
society (with limited data on educational civil society), but these studies do not
provide comprehensive information. Thus, | was not able to obtain statistical or other
descriptive information about educational civil society in Turkey. As a result, I relied

heavily on interviewers and document research to triangulate data for the study.

1.2.1 Semi-structured interviews and sampling

Prior to my in-person interviews, I conducted four unstructured and informal expert
interviews in my pilot study. | spoke with faculty members in the educational
sciences and a sociologist who had expertise in education to direct me in my
research. These people provided insights for my study and were helpful in reaching
my interviewees.

Apart from the pilot study, | conducted 15 semi-structured expert interviews
in Ankara and Istanbul from April 2018 to December 2018 with representatives of
CSOs and state officials from both policy process. The interviews were conducted in
Turkish. They lasted an average of one and a half hour each. | also tape-recorded the

interviews with the consent of the interviewee. | transcribed these interviews
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verbatim and kept the names anonymous for the safety of the interviewees.! |
decided that semi-structured interviewing was the most suitable method for my
question since it is both structured and flexible enough to facilitate robust discovery
(Leech, 2002, p. 665). Though the same questions are asked all the interviewees, the
questions remain open, and probes are often used to enrich the interview or obtain
additional information.?

Since | focus on two periods, my non-random sample consisted of people
who were active during the meetings for these policy changes. | used non-random
sampling because it is the most efficient method to obtain information on a particular
policy or political decision since there is a narrow population (Bleich & Pekkanen,
2013, p. 90). In 2004, the Ministry contacted 25 CSOs for their opinions and
suggestions on curriculum change. Similarly, it invited 37 CSOs to the “Designing
the Future Together” meetings. While only seven CSOs responded to the initial call,
20 joined the meetings of the Ministry and Board of National Education (the Board).
In 2012, there were 14 CSOs and two experts invited to the National Education,
Culture, Youth and Sports Committee (the standing committee) meeting in
parliament. Five of these organizations were present during both periods: Egitim
Reformu Girigimi (ERG), Tiirk Egitim Dernegi (TED), Tiirk Egitim Goniilliileri
Vakfi (TEGV), Tirk Egitim-Sen, and Egitim-Bir-Sen. These organizations were
crucial informants for my interviews as they were able to juxtapose both
policymaking processes.

Representatives were contacted in various ways. | e-mailed or telephoned

institutions where most of my interviewees’ currently work. I refrained from cold

1 Appendix A presents information about the interviews.
2 Appendix B presents the interview questions.
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calling, instead | used referrals from my pilot study to initiate e-mails or telephone
conversations. In cases where interviewees could not be reached through
conventional methods, 1 also utilized social media platforms (i.e., Facebook and
LinkedIn).

I did not conduct interviews with representatives of every CSO for several
reasons. First, these organizations had similar experiences, so an adequate number of
people is sufficient to understand the matter in depth. Moreover, complementary
document research of meeting reports provides the official organizational
perspectives of representatives. Additionally, as is typical in interview-based
research, some representatives could not be reached while others did not want to be
interviewed regarding this topic.

Reaching these people and institutions was not an easy task. My interview
request was rejected by some institutions and individuals for various reasons;
potential interviewees indicated they were not interested in an interview, too busy to
spare the time, or hesitant to discuss the subject matter. Admittedly, I also benefited
significantly from the interviewees’ background. Most of the people I met with had
experience both in state institutions (e.g., the Ministry, Board, and parliament) and
worked for CSOs as well. Their dynamic backgrounds enabled them to reflect on

different perspectives.

1.2.2 Document research

Another major part of the research relies on document research of various
government documents, reports from international/supranational organizations, and
newspaper articles to obtain the perspective of different actors. For the 2004

curriculum reform, | examined the 17" National Education Council (Council)
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meeting reports, EU Commission report, World Bank’s (WB) Basic Education
Project I and Il reports (BEP I and Il), and reports of the Ministry and Board’s
meetings with civil society. For the 2012 system change, | used the 18" National
Education Council meeting reports, and minutes from the parliamentary standing
committee to supplement my understanding and ability to explain the process. For
both periods, | utilize necessary news media research to enrich my understanding.

Independent from the interviews, the desktop research aims to elaborate on
the official language of the process. Thus, I show how each policy was planned and
discussed by combining interviews with document research. While these documents
are beneficial in triangulating the research, interviews provide a “thick description”
(Geertz, 1973, p. 312) in the sense that they open the door for an in-depth
understanding of matters.

On the one hand, it was relatively easy for me to access certain documents.
The parliamentary discussions were transcribed and could be found in the online
achieve. On the other hand, I couldn’t find certain state documents through online
research. Existing links from the Ministry and Board for these documents were not
working or missing. So, | contacted Ministry and Board personnel for the materials
that | sought. The people were accommodating and interested in my research. They

shared soft-copy materials and sent hard-copy documents.

1.2.3 Case selection

This study primarily focuses on two policy periods in education during the AKP
period: curriculum reform (2004) and the system change popularly known as
“4+4+4” (2012). According to Gerring (2008) studies with small case samples

should employ non-random (purposive) sampling (p. 645). This non-random
7



sampling should provide the representativeness of the case(s) as well as variation in
the variables of interests.

To examine the relationship between the state and educational civil society in
the AKP period, | conducted archival research of news articles. | also relied on my
prior knowledge of the subject. One challenge in finding proper cases for my study
was the fact that there were numerous changes to education within the AKP period.
However, many of these changes did not include non-state actors in policymaking
and were mainly to the exam system, including alterations to the content and conduct
of national exams. | therefore eliminated the exam changes from my case pool.

Among the many changes to education policy were the curriculum reform
and system change, which had sufficient similarities and differences to allow
representativeness and variation in variables of interests. Both changes were
substantial and created extensive alterations to the existing educational field. Also,
these policy periods included CSOs, but the level of inclusiveness changed; the
details of these policies will be explored in Chapter 3.

The curriculum reform was about changing the existing curriculum, and the
system change aimed to alter the existing education system in total. Despite the
presence of other minor and major curriculum changes (major changes date to post-
2012), | chose the curriculum reform for two reasons. It was initiated in the early
years of the AKP regime, and it reflected enthusiasm toward EU accession.
Additionally, it was a two-year policy change process with an articulated program
and inclusion of non-state actors.

Moreover, | aimed to find cases that emerged prior to the party’s crackdown
on non-state actors. To reflect the variation in the AKP approach, I included the

system change in my cases. While the system change was as substantial as the
8



curriculum reform in terms of its impact, it was rather a short period of policymaking
with limited CSO inclusion. Thus, | was able to find two cases that were similar but
also diverged enough to reflect the change in the state and educational civil society

relationship.

1.2.4 Notes from the fieldwork

My fieldwork and interviews provided significant insight into conducting research
during critical changes and evolving regimes. Before and after my interviews, | took
notes to supplement the voice recordings. These hand-written notes were a useful
part of my research and served as a reminder of interviewees’ stance during the
writing process.

I believe the timing of the interviews also led to interesting outcomes in terms
of fieldwork observations. | interviewed people before and after the general elections
in July 2018. The timing, as well as the political trajectory, was reflected in and
altered my interviews significantly. Some people preferred not to talk prior to
elections; those who spoke took precautions.

Half of my interviews were conducted before the general elections in June
2018, the people were concerned, and uncertainty led to a significant amount of
caution. Some people wanted to see the interview questions beforehand and chose
not to proceed with the interview afterward. During the interviews, there were
numerous cases where people asked to speak off the record to be able to speak freely.
In addition to speaking off the record, I realized that certain people lowered their
voices and leaned towards me while speaking about the political leaders, political

parties, and critical junctures in recent Turkish history. | also encountered cases in



which interviewees used pronouns instead of directly referring to political leaders
and parties. Others even checked their surroundings before naming a party or person.

I conducted the other half of my interviews after the election. The well-
received appointment of Ziya Selcuk as Minister of National Education changed the
attitude and perspective of the educational community. Those whom | talked with
after the elections were optimistic by the changing approach to education with
Selcuk’s appointment. All my interviewees were familiar with Ziya Selguk and
commented on his appointment without me asking. People whom | talked with were
hopeful and optimistic about the changing educational environment.

It was not easy to contact everyone during my research. Representatives of
civil society that are close to the state were especially challenging to reach. My
gender and position as a researcher from Bogazi¢i University both eased and created
hurdles in the interview process. As a researcher from a respected university, most
representatives from liberal organizations were open to talking to me. However,
being a woman was a definite obstacle to reaching conservative people who did not
want to speak to a “woman” researcher. Some people, directly or through their
secretaries, declined my request for a meeting due to my gender. In some cases,
being affiliated with Bogazi¢i University created an obstacle to my research since I

was harshly criticized about my university’s stance regarding the current regime.

1.3 Organization of the thesis
This thesis is composed of five sections. This chapter (Introduction) has introduced
my research questions. In addition, I elucidated the methodology, case selection, and

fieldwork notes. The following chapters are set out as follows.
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In Chapter 2 (Literature Review), | give my theoretical background. This
chapter is composed of two sections. The first section focuses on civil society, its
relationship with the state, and its configuration under hybrid regimes. The second
section provides contextualization of the literature for Turkey.

In Chapter 3 (From cooperation to selective inclusion: A historical account of
the policy periods), | present the historical background of the two policy periods.
This chapter provides a historical account of the policies, in which there are
numerous changes, actors, and events. During the 2004 curriculum reform, the state
was an adamant supporter and practitioner of cooperation and included different non-
state actors. In contrast, the state adopted a selective approach in the making of the
system change in 2012. The state initiated the policy process in the legislative organ
—the Turkish Parliament— and bypassed educational institutions. Criticism by
opposition parties in parliament paved the way for the inclusion of CSOs, but their
participation was limited.

In Chapter 4 (Two modalities of change: Formal and informal institutional
changes), | answer how the state and educational civil society’s relationship changed
during the AKP period from 2002 to 2012. This chapter elucidates how governing
laws and regulations in the executive-legislative bodies are bypassed. In the section
on formal institutional changes, | focus on amendments to existing rules and
regulations within educational institutions. | gave examples from the Ministry of
National Education, the National Education Council, and the Board of Education. In
the section covering informal institutional changes, | delve into the parliamentary
discussions on the system change in 2012.

In Chapter 5 (Limited state capacity and capacity building), | answer why the

state and educational civil society’s relationship changed during the AKP period
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from 2002 to 2012. In this chapter, | argue that the democratic reversal of the Turkish
state led to a change in its relationship with CSOs. In addition, a rupture with the EU
accession process lessened the accountability of the state towards non-state actors
and the international community. Moreover, in order to pursue the educational
policies, the party opt for the government-friendly CSOs, and sought to build their
capacity within the educational field. Educational institutions gained power over
non-state actors through formal and informal institutions, and this facilitated
selective inclusion and the party’s ability to opt for government-friendly CSOs.
Lastly, in Chapter 6 (Conclusion), I give a summary of the thesis and restate
my research questions and findings. Additionally, | present the policy implications of

this research and future research directions.
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CHAPTER 2

LITERATURE REVIEW

In order to explain how and why the relationship between the state and educational
civil society changed in the AKP period 2002-2012, | use the civil society and state
relationship, and civil society under hybrid regimes literature as my theoretical
framework. While civil society is well-studied subject, educational civil society and
civil society under hybrid regimes are understudied in current research.

In this chapter, I start with scholarly work on the politics of education in
general and the politics of Turkish education in particular to give an overview prior
to theoretical discussions. In the first section, | examine the civil society and state
relationship. | primarily engage with the literature on civil society, its relationship
with the state, and current studies on civil society under hybrid regimes. The second
section contextualizes Turkish civil society within the changing AKP regime.

Compared to cognate disciplines in the social sciences (e.g., sociology and
economics), education has received comparatively little attention in political science
research despite its relative importance in subjects like citizenship, basic rights, and
the link between citizens’ education level and regime type (Gift & Wibbels, 2014, p.
294). Furthermore, existing studies repeatedly claim that education is a critical tool
for maintaining power relations in nation-states. For modern nation-states, education
is a key mechanism for dominating and monitoring citizens (Althusser, 2014; Apple,
2013; Bourdieu, 1986; Bowles & Gintis, 2011; Foucault, 1995; Willis, 2017). For
instance, Gellner (2008, p. 45) claims that the fundamental component of the state is

the monopolization of education, not violence as Weber purports (Weber, 2004, p.
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33). While the instrumentalization of education remains a critical interpretation, we
can bring novel insights to the literature through country-specific cases.

The instrumentalization argument is also examined in the Turkish context to
demonstrate that multiple actors with varying ideologies desire to govern education.
Two seminal works introduce this discussion in the literature. On the one hand, I.
Kaplan (1999) claims that the Turkish state has aimed to control and homogenize its
population through education since the early years of the republic. The early years of
the republic signify a Turkish social engineering project that seeks to create a
homogenous nation with a common identity (1. Kaplan, 1999). On the other hand, S.
Kaplan (2006) claims that although the state has aimed to create a single type of
subject since its establishment, it has failed because there are numerous interest
groups affecting the education system which are organized outside of national
education practices. This study shows that, despite the state’s aim of creating
homogenous subjects, the education system creates non-uniform citizens.

Additionally, S. Kaplan (2006) shows that even though the state aims to be
the sole actor in the Turkish education system, there are other “politically associated
actors” like the military or religious sects which similarly aim to deliver their own
vision. Thus, Turkish education becomes a contested field in which various interest
groups have competing visions based on their needs and wants. Education in the
Turkish context gains complexity since its role as a tool is not only recognized by the
nation-state but also by non-state actors as well.

Recent literature on Turkish education examines various subtopics and
highlights the impact of rising neoliberalism and Islamization that create an arena for
other actors besides the state (inal, 2006, 2015; A. Kaya, 2015). Among these, civil

society organizations play a critical role despite the paucity of scholarly work
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addressing the topic. According to a TUSEV report, one of the highest proportions of
philanthropic donations were to education-focused civil society organizations in
Turkey (Carkoglu & Aytag, 2016, p. 30). The same report also shows that Turkish
society considers education to be one of the areas in which CSOs actively operate
and are more visible to a wider audience, along with the other categories of food
assistance and the environment (Carkoglu & Aytag, 2016, p. 30).

Still, the recent literature on the state and educational civil society is scarce.
There have been no substantial studies that repress the role of educational civil
society and its relationship with the state. The reason behind this absence might be
the inadequacy of data and lack of established literature (Gift & Wibbels, 2014, pp.
295-297). However, despite these inadequacies, the role of civil society in
educational practices are an important area for investigation as shown by the TUSEV

report.

2.1 Civil society and state relationship
In this section, | focus on the literature on civil society, its relationship with the state,
and its role under hybrid regimes. While much has been said and written about civil
society, this immense literature remains complicated; civil society’s relationship with
the state is intricate and defining the concept is problematic (Edwards, 2011, p. 3).
There is a prevailing understanding of simplistic antagonism between the
state and civil society in the literature that needs further attention (Diamond, 1994, p.
5). During the last years of the Cold War, how civil society antagonism towards the
state functioned, and where civil society existed in relation to the state realm become
crucial questions for the literature (Rosenblum & Lesch, 2011, p. 288). Scholarly

work remains divided; there are people who claim civil society should not be
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opposed to the state (Beckman, 1993; Diamond, 1994; Taylor, 1990) and people who
consider civil society as an area either in opposition to the state or as a more
intermediate sphere of social organization between society and the state (White,
1994, pp. 378-379).

Still, civil society’s role is not understood and efforts to identify this role are
in vain considering the rise of “ambiguous regimes” (Diamond, 2002, p. 169). Thus,
the boundary between the state and civil society remains blurry, and civil society is
an elusive concept to us (Bunyan, 2014; Edwards, 2005; Grugel, 2002; White, 1994).
This ambiguity is due to interpretations from different political views (Edwards,
2011), and the impact of neo-liberalism (Bunyan, 2014). There is a practical but
insufficient conceptualization of civil society as an analytical, normative or public
sphere to “strengthen the utility of civil society both as an idea and a framework for
action” (Edwards, 2005, p.viii). These three different theoretical perspectives
respectively see the civil society either as common interest or realm of service or
exercise of active citizenship (Edwards, 2005).

Therefore, the literature often resorts to different historicities and contexts to
explain this “social farrago” (Fowler, 2011, p. 44; White, 1994, p. 377). To address
this vagueness and acknowledge the ambivalence in the literature, | adopt the
following approach:

Commonly referred to as the “third” or “non-profit” sector, civil society in

this sense contains all associations and networks between the family and the

state in which membership and activities are “voluntary” — formally
registered NGOs of many different kinds, labor unions, political parties,
churches and other religious groups, professional and business associations,

community and self-help groups, social movements and the independent
media. (Edwards, 2005, p. 20)

In using this definition, | recognize the vast scope of civil society as well the variety

of roles and bodies it entails. In addition to conceptual ambiguity, there is another
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common understanding that has been challenged in recent years: civil society as a
key factor in assessing the strength of a democracy. The prior understanding
indicated that “a weak civil society implies [a] thin democracy” in which democratic
participation is limited, and the state is not obliged to listen to society (Grugel, 2002,
p. 115). For instance, the European Union positions civil society as critical in the
pursuit of democratic legitimacy (Dunn, 2011, p. 168; Fowler, 2011, p. 44).

Identifying civil society as a torchbearer of democratic change (Diamond,
1994; Edwards, 2011; Grugel, 2002; Stepan, 1986) naturally links the rise of civil
society to the third wave of global democratization. According to White (1994), the
presence of civil society has a crucial role in curbing authoritarian governments, as
well as contributing to and maintaining a democratic polity. Moreover, it also plays a
decisive role in the improvement of governance (White, 1994, pp. 382-383).
Concerning this, it is crucial to distinguish between democratic consolidation and
democratic transition, which describe two different processes (Diamond, 1994, pp.
15-16). This thesis’s focus is on the latter process since the Turkish context presents
de jure and de facto consolidation of democracy.

Diamond (1999, p. 74) argues that civil society has an ability to “deepen
democracy.” In democratic consolidation, civil society may play various roles,
including checking state power, pluralizing the institutional arena, preventing the
resumption of authoritarian governments and practices, supporting citizen
participation, ensuring representation of the poor and marginalized groups through
grassroots mobilization, and enabling public scrutiny of the state both at the local and
state level (Diamond, 1994; Mercer, 2002). The democratic consolidation role of
civil society is emphasized because it is also the key to state legitimacy; “a vibrant

civil society is probably more essential for consolidating and maintaining democracy
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than for initiating it” (Diamond, 1994, p. 7).Many agree that a strong civil society
and institutionalized parties are the most crucial components of functioning and
healthy democracies (Diamond, 1994; Linz & Stepan, 1996; Mainwaring & Scully,
1995).

Civil society can act as an agent in agenda-setting and highlight the
democratic deficits of formal structures (Diamond, 1994, pp. 7-11). This means that
civil society can pinpoint the needs of society that are not being met by the state. Due
to widespread acceptance of neoliberal practices, the increasing emphasis on civil
society has become more visible as social services such as health and education
became areas where the state and civil society share duties (Sutton & Arnove, 2004).
In particular, changing global understandings of welfare regimes has increased the
role of civil society organizations (Smith, 2011, p. 32). To varying degrees in
different countries, we are witnessing a shift in welfare spending; the practice of low
government spending and services provided by civil society are becoming a norm
(Smith, 2011, p. 32).

Alongside the shift in welfare provisions and the role of the state,
neoliberalization also paved the way for different modes of interaction with civil
society. The state can cooperate (Migdal, 2012, p. 9; Rosenblum & Lesch, 2011, p.
395), confront (Lentz, 2011, p. 343), or co-opt (Nicholls, 2011, p. 80) civil society.
These forms of interaction produce different results, but civil society scholarship is
divided in terms of the consequences of different types of relationships. While
collaboration, for example, is often presented as the ideal mode of interaction, it can
lead to different partnerships in different countries and does not necessarily create
greater social welfare provision (Rosenblum & Lesch, 2011, p. 293). While in some

collaborative countries there is growing competitiveness to obtain state grants, in
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others civil society substitutes for state services, which can lead to a lack of
democratic deliberation on the division of labor between the state and civil society
(Rosenblum & Lesch, 2011, pp. 293-295).

Another mode of interaction is confrontation. Confrontation is often used to
indicate the power of civil society, which collectively gathers around a common
issue and acts as a collective grassroots challenge to politics (Kunreuther, 2011, p.
60). This confrontational relationship is often at the heart of the social movements
literature as well (della Porta & Diani, 2011, p. 68). In this interaction, it is critical to
capture the audience by amplifying the problem and grabbing the attention of power
holders (della Porta & Diani, 2011, p. 70).

The last mode of interaction, co-optation, is the capacity “to tie strategically-
relevant actors (or groups of actors) to the regime elite” (Gerschewski, 2013, p. 22).
Co-optation is especially used by countries that have corporatist authoritarian
regimes (Diamond, 1994, p. 13). In these countries, the state may “create, organize,
license, subordinate, and control” interest groups (Diamond, 1994, p. 13). Co-
optation can occur through formal ties to recognized political bodies (e.qg.,
parliaments and parties) or informal means of binding actors (Gerschewski, 2013, p.
22). These informal forms can be “patronage, clientelism, and corruption”
(Gerschewski, 2013, p. 22). Thus, the state can take over an existing civil society or
create its own. As Stefes (2006) argues, co-optation is a mechanism that is often used
by authoritarian regimes to neutralize the power of civil society (as cited in
Gerschewski, 2013, 22). For these regimes, the existence of civil society may be
more precarious than that of opposition parties. For instance, Bebbington et. al
argues that “NGOs are only NGOs in any politically meaningful sense of the term if

they are offering alternatives to dominant models, practices and ideas about
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development” (as cited in Ketola, 2012, p. 92). Thus, civil society’s power to create
alternatives must be eliminated in order to sustain the existing regime, putting civil
society itself at risk.

So far, | have tried to explain the ambiguity of civil society as a concept and
its role within a democratic context. The literature on political regimes
overwhelmingly celebrated the flourishing of democracy in the late 20" century
(Bernhard & Karakog, 2008). Despite the growing hopes of a third wave
(Huntington, 1993) and inevitable dissemination of democracy (Fukuyama, 1992),
these processes led to a mushrooming of ambiguous regimes® and pessimism about
civil society (Diamond, 2002, p. 169; Tusalem, 2007, p. 361). Moreover, existing
studies have been unable to establish a consensus on regime typology; the debate on
defining democracy and authoritarianism continues (Diamond, 2002, p. 166).

The end of the third wave of democratization did not lead to widespread
authoritarian regimes but introduced another type of rule “where a democratic facade
covers authoritarian rule” (Linz, 2000, p. 34 in Giersdorf & Croissant, 2011, p. 3).
Growth in the number of regimes that cannot be classified as democratic or
authoritarian challenged the way we see global politics. Particularly with the end of
the Soviet Union, the proliferation of competitive authoritarian and hybrid regimes
challenged the existing literature.

There are numerous studies on civil society and its relation to
democratization and democratic consolidation. However, scholarship on civil society

under competitive authoritarian regimes (or hybrid regimes for our case) is not well

3 Ambiguous regime is a term used by Diamond (2002) to identify non-democratic regimes that do not
fall into existing categories. He defines as ambiguous “[regimes] that fall on the blurry boundary
between electoral democracy and competitive authoritarianism, with independent observers
disagreeing over how to classify them” (Diamond, 2002, p. 169).
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theorized (Bernhard & Karakog, 2008; Giersdorf & Croissant, 2011; Killingsworth,
2007). Civil associational life under these regimes is a puzzle that needs to be
addressed (Froissart, 2014) since civil society is often seen as the harbinger of
democracy and freedom. The general understanding of civil society under
nondemocratic regimes is that it does not yield to a powerful social organization and
remains weak (Diamond, 1994; Doyle, 2017; Edwards, 2005; Grugel, 2002). On the
contrary, contemporary nondemocratic regimes and civil society coexist without
turning toward democratization. Authoritarian regimes apparently allow these civic
associations to flourish since they provide service and help the state achieve its goals
(Lewis, 2013, p. 331).

The literature falls short in discussing civil society under hybrid regimes due
to two essential issues; hybrid regimes have only recently been conceptualized
despite previous knowledge of their existence (Diamond, 2008) and inconsistency
within the literature in labeling these regimes as “ambiguous” (Diamond, 2002),
“electoral” (Schedler, 2006), practicing “competitive authoritarianism” (Levitsky &
Way, 2002), “partly-free” (Freedom House, 2019), or “authoritarian regimes with
adjectives” (Levitsky & Collier, 1997) have sown confusion in the literature. Still,
civil society membership increased with the Velvet Revolutions of 1989 and the end
of Soviet Union, the color revolutions of the 2000s, and the Arab Spring in 2010; its
importance and role within hybrid regimes thus garnered scholarly attention.

Current literature mainly engages with civil society under non-democratic
regimes with a focus on competitive authoritarian regimes and political activism.
Competitive authoritarianism is another systematic approach to a hybrid regime
(Bogaards, 2009, p. 400), and the concept highlights electoral competitiveness. These

“regimes are civilian regimes in which formal democratic institutions exist and are
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widely viewed as the primary means of gaining power, but in which incumbents’
abuse of the state places them at a significant advantage vis-a-vis their opponents”
(Levitsky & Way, 2010, p. 5).

According to this definition, there are four areas of contestation or
competitiveness: judicial, legislative, media, and elections (Levitsky & Way, 2002,
pp. 54-58). In the judicial arena, these regimes develop mechanisms like co-optation
or bribery to harness the rule of law (Levitsky & Way, 2002, p. 56). Similarly,
control by the executive body is established to oversee the legislative body (Levitsky
& Way, 2002, p. 55). The media and elections are other areas where the opposition
has limited freedom and operates in an uneven playing field (Levitsky & Way, 2002,
pp. 54-58).

Although there are studies that define Turkey as a competitive authoritarian
regime (Esen & Gumuscu, 2016), this research adopts the more general term of
hybrid regimes, which combine democratic and authoritarian features (Diamond,
2002) and is able to facilitate a more generalizable argument. To present the link
between hybrid regimes and civil society, | also used competitive authoritarian
regime as a keyword in my literature research since it is adopted more extensively.
Lauth (2009) defines hybrid regimes as “neither a subtype of autocracies nor of
democracies but a regime type on their own, encompassing those political systems
that on plausible grounds cannot be classified as either autocracy or democracy” (as
cited in Bogaards, 2009, p. 415). This definition of hybrid regimes also supports this
aim of generalization since this definition characterizes hybrid regimes as a particular
type of regime and acknowledges their peculiarity.

Current research has two focuses: the role of civil society and how and why

civil society exists under hybrid regimes (Gerschewski, 2013; Giersdorf & Croissant,
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2011; Gilbert & Mohseni, 2011, 2018; Lewis, 2013; Wiktorowicz, 2000;
Wischermann, 2013). In understanding the role of civil society, whether the civil
society strengthens or challenges the regime is a critical research interest. In
examining how and why civil society continues to exist in these types of regimes, the
literature offers legal mechanisms, co-optation, and closure as key mechanisms of
civil society’s survival. Moreover, country-specific studies show that novel
mechanisms are used to control and repress civil society.

On the one hand, the literature is able to show that civil society can challenge
autocratic elites. Considering the competitive nature of most hybrid regimes (e.g.,
Russia, Turkey, Venezuela), restricting civic associations is common but coercion
and co-optation are limited because the regime must maintain its democratic facade
(Giersdorf & Croissant, 2011, p. 1). Newly-emerged hybrid regimes that are
competitive in nature are not “inherently more fragile than other types of non-
democratic regimes” (Hadenius & Teorell, 2006, p. 22; J. Brownlee, 2009, pp. 528-
531). Using the case of Malaysia, Giersdorf and Croissant (2011) show that civil
society and opposition parties can merge their power and create novel channels of
communication against the autocratic regime. Although such an environment
produces a limited civil society, the fact that there is a civil society at all counts as an
important source for associational life (Froissart, 2014).

On the other hand, there are various ways in which CSOs may support the
regime. CSOs under hybrid regimes can reaffirm, legitimize, and reproduce
authoritarian practices (Lewis, 2013, p. 328). As hybrid regimes strengthens, CSOs
are either co-opted by the state or government-friendly CSOs mushroom. Co-
optation and government-friendly CSOs link the literature to the second focus: how

and why CSOs exist under hybrid regimes.
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Hybrid regimes adopt co-optation, legal mechanisms, and closure as
mechanisms to control civil society and legitimize existing state policies
(Gerschewski, 2013). The previous studies on waves of democratic reversal or rise of
authoritarianism highlight control and repression as the main explanatory factors
(Gerschewski, 2013). Following Weberian tradition, legitimization is the process of
gaining consent and establishing the obedience of population (Gerschewski, 2013, p.
18). As the hybrid regime fulfills its duties in the economic, social, and political
realms, legitimacy can be acquired (Gerschewski, 2013, p. 20).

Similarly, the regime can co-opt civil society or government-friendly civil
societies can emerge where the state sponsors such associations. The formation of
government-organized non-governmental organizations (GONGOSs) are a way to
modernize an autocratic regime (Heydemann, 2007, p. 9). Moreover, co-optation can
become a tool for silencing dissident voices (Sarfati, 2017, p. 396). Examples from
Africa and Southeast Asia show that co-optation enables these regimes to stabilize
themselves (Gerschewski, 2013; Teets, 2014; Wiktorowicz, 2000; Wischermann,
2013; Wischermann, Bunk, Kollner, & Lorch, 2016). Similarly, constraining
discursive activity can be another means to repress, co-opt or use civil society to
legitimize the regime’s policies (Lewis, 2013).

Legal mechanisms are also used by these regimes to control and repress civil
society (Gilbert & Mohseni, 2018, p. 468). Manipulation of legal mechanisms allows
the state and political elites to control CSOs, consolidate economic power, and
prohibit democratic backlash. For instance, Russia and Venezuela prohibited foreign-
funded non-governmental organizations to engage in political activities (Gilbert &

Mohseni, 2018, p. 455). Similarly, the Sri Lanka government forced these
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organizations to register with the Ministry of Defense in 2006 in order to facilitate
monitoring (Gilbert & Mohseni, 2018, p. 455).

Besides the abovementioned tools that are used by these regimes to silence
dissenting voices, the literature also talks about a practice that has become less
common in today’s world: closure. In the twenty-first century, there are only a few
authoritarian regimes that have abolished civil associations (e.g., North Korea and
Turkmenistan) (Lewis, 2013, p. 325). Therefore, hybrid regimes typically develop
other mechanisms to coexist with an active civil society. These mechanisms can be
covert and successfully lead to indirect state control (Teets, 2013).

So far, | talked about literature that focuses on regimes with “state capacity”
to consolidate civil society at different degrees (Lewis, 2013, p. 327). Alongside the
increasing control and legitimization, there are also cases in which civil society is
able to contest the existing regime. So, civil society as “challenger and stabilizer”
create ambivalence in the state and civil society relationship under hybrid regimes
(Giersdorf & Croissant, 2011, p. 10). On the one hand, civil society can operate
under these regimes as long as it confines the official discourse; on the other hand,
civil society faces preventive measures when it circulates non-official discourses
(Lewis, 2013, p. 331). For instance, Giersdorf and Croissant (2011) showed that
Malaysian civil society was able to challenge the state by creating an alternative
space through internet communication, but the control over the traditional media
spilled over as the online material was deemed as defamatory (p. 12). Ultimately,
when civil society contests the regimes, the organization can be closed, or its
representatives face criminal charges, prosecution, or imprisonment (Lewis, 2013,

p.332; Giersdorf and Croissant, 2011, pp. 12-13).
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Lastly, the literature provides idiosyncratic methods of containing dissent and
its mobilization. A recent example from Russia shows that the state may create illicit
agreements with universities to prevent student mobilization (Forrat, 2016). Such
support from civil society toward the oppressive regime can occur noticeably and
voluntarily. Recent studies show that associations may opt for supporting the regime
without any external pressure (Foster, 2007; Yang, 2004).

In this section, | tried to summarize the literature on state-civil society
relations. While the literature on civil society is immense, it remains unable to clearly
and conclusively define civil society and its relationship with the state. Previous
studies indicate a substantial role of civil society in democratic consolidation.
However, little is known about civil society under hybrid regimes. Recent studies
posit that civil society may be co-opted, compelled through legal mechanisms or
closed under hybrid regimes in order to control civil society practices and legitimize

state policies.

2.2 Contextualization of the Turkish civil society

Associational life in Turkey has a long history; religious organizations and
associations have been noted as two critical forms of civil society in the Ottoman
Empire (Zencirci, 2014, p. 4). The mushrooming of modern forms of civil society
occurred in the 1980s, following global trends. The Marmara earthquake in 1999
provided further impetus to civil society growth (Jalali, 2002; Kubicek, 2002; Paker,
2004). Similarly, in the following years, the EU accession process and acquis
communautaire substantially contributed to the growth of civil society (Heper &

Yildirim, 2011, p. 7; Ketola, 2012; Rumelili & Cakmakli, 2017).
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This relatively new but comprehensive literature on civil society in Turkey is
dominated by a focus on democratic consolidation and the statist tradition. As many
scholars point out, there is a strong state in Turkey (Heper & Yildirim, 2011;
Kalaycioglu, 2004; Kubicek, 2002; Sunar, 1998). In this regard, Sunar (1998) claims
that the Turkish state is a “passive-exclusive state” that neither promotes nor resists
the entry of civil society. Even though the Turkish state has elements of civil society
in abundance (in terms of quantity), their qualitative impact on political life is
relatively trivial (Kalaycioglu, 2004; Keyman & Onis, 2007; Simsek, 2004).

Lack of civil society impact on political life paves the way for the central
authority’s coercive power; the state and societal actors reside in a hierarchical
relationship (Ertugal & Bolukbasi, 2018). Turkish governments tend to pursue
policies unilaterally without consulting the public in their formulation; thus, interest
groups play a marginal role in the agenda-setting, policy formulation, and decision
making stages of the policymaking process (Ertugal & Bolukbasi, 2018, pp. 361-
362). Additionally, the state is not in favor of autonomous societal actors playing role
in policymaking (Heper & Keyman, 1998, p. 265); this is often described as state
antagonism towards civil society actors.

The state impedes the inclusion of CSOs in policymaking through various
means. The Turkish state over-produces laws and by-laws, creating a civil servant
hegemony and strengthening the bureaucracy (Ertugal & Bolukbasi, 2018, pp. 359-
360), or uses inconsistent policymaking in different areas. Similarly, reports on
Turkey by the European Commission underline the state’s unwillingness, and
bureaucracy’s sluggishness as reasons for the inadequacy of civil society in

policymaking (European Commission, 2010, 2011, 2012).
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Still, this portrayal of an antagonistic relationship is more nuanced than
typically presented. According to Kalaycioglu (2004, p. 259), there are two types of
state-civil society relations in Turkey: one is cooperative and symbiotic, culminating
in a corporatist relationship while the other is conflict-ridden and culminates in
clashes. In the former type, sincere cooperation and patron-client relationships can
coexist, while in the latter form there is clear friction among parties (Kalaycioglu,
2004, p. 259). However, relationships may be both cooperative and conflict-ridden
(Kadirbeyoglu, Adaman, Ozkaynak & Paker, 2017, p. 1731). Moreover, the same
organization can utilize different modes of interaction in certain situations (Paker,
Adaman, Kadirbeyoglu, & Ozkaynak, 2013, p. 768)

While there are various studies on civil society focusing on the environment
(Adaman & Arsel, 2016; Bosnak, 2016; Paker et al., 2013), human rights (Nas &
Ozer, 2012), and women rights (Caha, 2015; Diner, 2015; Doyle, 2017), the
literature doesn’t fully explore educational policies. One significant exception is the
TUSEV report on educational CSOs in Turkey, which provides a glimpse into these
organizations (Aksay, 2009). According to Aksay’s (2009, p. 8) analysis, CSOs
impact educational policies in terms of “substantive (changes in policy itself);
structural (changes in political institutions involved in policy-making process);
sensitizing (changes in public attitudes towards the issue) changes.” However, at the
procedural level, the state dominates the field and sees CSOs as service providers,
innovators, or informed critics and advocates (Aksay, 2009, p. 3). This report
ultimately reiterates the general literature argument of the strong state and weak civil
society.

In addition to the antagonism of state and civil society, recent studies have

introduced a more complex picture of this relationship following the crucial AKP-led
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change in the political regime (Doyle, 2018). This leads us to discussions of non-
democratic regimes and their relation to civil society. Civil society practices under
hybrid regimes are the subject of a growing body of literature. These scholarly works
primarily focus on a puzzle: understanding the role of civil society within a hybrid
regime. Moreover, these studies particularly focus on civil society that engages with
political activism. So, most of the scholarly work also touches upon the social
movement literature. However, examples from different parts of the world show that
this phenomenon has varying repercussions; these regimes find unique ways to
silence dissent. So, it is important to capture the regime’s journey in Turkey to better
grasp how and why the relationship between the state and civil society has changed.
Also, looking at educational civil society might provide new insights, as these
organizations in Turkey primarily seek input on policy formation rather than
challenging the state through political activism.

Literature on rising authoritarianism in Turkey under the AKP regime focuses
on various changes both in the political sphere (i.e., executive, judicial, and
legislative) and the public sphere (for instance, everyday life, social mobilization,
and social practices), trying to explain the changing dynamics of the regime. This
literature reveals a trend in the changing AKP position. The period from 2002 to
2007 is known as the golden years of the party, from 2007 to 2011 as the transition
period from democratization to authoritarianism, and from 2011 to the present as one
of rising authoritarian tendencies and personification of the regime (Onis, 2016, p.
142).

The literature agrees that during the early years of the party, we see the
accession process with the EU and the struggle of the party with secular statist

traditions paving the way for the AKP’s democratic initiatives (Ozbudun, 2012).
29



With the end of 2007, the failure of the EU process and Abdullah Giil’s presidency
changed the political sphere in favor of the party. The transition period is often
defined as the years in which the party focused on consolidating power, and the 2010
referendum is often referred to as a watershed (Arato, 2010; Ozbudun, 2012;
Saatgioglu, 2016). Additionally, the party successfully ended the power of the
tutelary regime and pacified the veto powers in this period (Esen & Gumuscu, 2016,
p. 1585).

Problems with Kurdish, Alevi, and non-Muslim citizens along with acquis
chapters on international relations matters (e.g., the Cyprus issue) led to Euro-fatigue
and the AKP government alienated itself from early policies in accordance with the
EU. Replacing Euro-enthusiasm, Euro-fatigue proved that the party lacked a
practical democratization package independent of the EU process and inconsistencies
between the discourse and policies of the government were abundant (Cizre, 2008,
pp. 2-9). While the literature largely argues the AKP failed to have a real democratic
agenda during this period, Insel (2003, p. 89) does not agree, instead claiming that
the party has relied on a culturally conservative movement with strong authoritarian
tendencies and a vigorous nationalistic vain since the early years.

The literature continues a taxonomic debate within the democratization
discourse (Akkoyunlu & Oktem, 2016). On democratization and authoritarianism, it
adopts the same historical differentiation that | have mentioned above. In the
democratization literature, we see that the AKP’s initial attempts to achieve
democratization in line with the EU process did not continue but were rather replaced
by an ever-growing consolidation and personification of power.

The 2010 referendum stands as a critical juncture in AKP history; the party’s

consolidation of power, aligned with Euro-fatigue, enhanced its power over different
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areas (Ozbudun, 2014, p. 158). The referendum may also be interpreted as a critical
change in the party structure; the kulturkampf in Turkey has expanded, and the
current structure can be interpreted as a delegative democracy Ozbudun (2015);
focus on the support of the majority in elections and ignoring the rest of voters
through an excessively majoritarian political sphere is interpreted as plebiscitary
democracy (Ozbudun, 2014, p. 157); consolidation of power may lead to a super-
presidential system if not controlled (Ozbudun, 2015, p. 54); the 2010 referendum
paved the way for informality in the regime (Akkoyunlu and Oktem, 2016, pp. 512-
513); and it created of a cult of personality and authoritarianism (Selguk, 2016, p.
576). Changes in the political sphere were reflected in the public and private spheres
and interpreted either (predominantly) as Islamization (A. Kaya, 2015, p. 47,
Ozbudun, 2014, p. 156) or the ghettoization of secularism (Uluengin, 2013).
Ozbudun’s (2014) initial attempt to predict and define rising authoritarianism
in Turkey was echoed by others. A few years later, Esen and Gumuscu (2016)
interpreted Turkey as a “competitive authoritarian regime.” They claimed that
changes to the AKP regime were not unique to the Turkish case but rather part of a
global trend of rising authoritarianism afflicting developing and even developed
countries. The central features of competitive authoritarian regimes are unfair
elections, an uneven playing field, and violations of civil liberties (Esen & Gumuscu,
2016; p.1586). Still, as Akkoyunlu and Oktem (2016, p. 506) claim, the fluid and
fast-evolving nature of the regime in Turkey make defining the regime a tricky job.
In terms of civil society, novel ways to co-opt and control CSOs were
introduced under the AKP governments (Doyle, 2017, pp. 252-253). In
understanding these matters, the liberal conceptualization of civil society should be

abandoned and the Gramscian view adopted, which presents state intervention as a
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common practice. Moreover, the state is able to create its own CSOs. These CSOs, as
an “extension of the state power” (Levitsky & Way, 2010, p. 62) not only alter the
meaning of civil society but also allow for efficient monitoring of collective action
(Wiktorowicz, 2000, p. 43).

There are four ways in which state can control or co-opt CSOs: violence
against and the imprisonment of activists; restrictive legislation; closure; and the
creation of state-friendly CSOs (GONGOs) (Doyle, 2017, p. 255). Through these
GONGOs, the state can create “a cloak of democratic legitimacy” for policy
decisions and disseminate government ideas (Doyle, 2018, p. 1). CSOs may still be
able to challenge the state, but they are not able to be fully effective in policymaking.
This is not unique to the Turkish case. As White (1994) argues, different elements of
civil society may or may not be politically involved, may or may not support
authoritarian rule, and some may be received as more progressive in terms of their
approach to and embracement of the liberal democratic polity.

In this section, | contextualized civil society in Turkey and gave a brief
historical overview of associational life in Turkey. In addition, | delved into the state
and civil society relationship and underscored that there are different forms of this
relationship. Rather than seeing the state as either wholly inclusive or exclusive,
recent scholarly works show that the state can utilize different approaches at the
same time. Moreover, | discussed the democratic reversal and its impact on civil
society under the AKP regime.

In this chapter, | tried to present an overview of the literature on civil society
and its relationship with the state under democratic and hybrid regimes. Additionally,
I included the contextualization of Turkish civil society in order to introduce the

theoretical framework of the Turkish context. The civil society literature remains
32



elusive in defining the concept and its relationship with the state. Moreover, little
research has been conducted to examine this relationship under hybrid regimes.
Current research underscores the state’s aim to control civil society and the need to
legitimize state policies as two critical reasons why hybrid regimes use various
mechanisms like co-opting, legal mechanisms, or closure to repress civil society.
With the democratic reversal during the AKP period, studies on the Turkish civil
society follows similar lines with the theoretical framework and emphasize control

and legitimization as critical modalities.
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CHAPTER 3
FROM COOPERATION TO SELECTIVE INCLUSION:

A HISTORICAL ACCOUNT OF THE POLICY PERIODS

In this chapter, I provide historical background for the two periods of policy change
(i.e., the 2004 curriculum reform and 2012 system change known as “4+4+4”). In the
first section of this chapter, | contextualize the policy changes, explaining what these
policies were and how and when they were implemented. Afterwards, | explore
actors who played crucial roles in the policymaking processes in order to articulate
the various aspects of these changes. This chapter highlights the differences among
the policy periods in order to demonstrate that the state substantially altered its
policymaking. It suggests that while the state adopted a cooperative attitude during

the first policymaking period, it opted for selective inclusion during the latter.

3.1 2004 curriculum reform and 2012 system change (4+4+4)

One of the policy areas in which dissent is common and the AKP regime is often
criticized by its constituencies is education. These criticisms are based on various
reasons (e.g., frequent changes in the education system, the increasing role of Islam
in schools, lack of resources). While there have been several changes to education
policy, two have brought radical alterations: the 2004 curriculum reform* and 2012
system change (4+4+4). Both policies significantly changed existing conditions of

education, and these changes were considered salient issues at the time. In my pilot

4 Although the reform took place from 2003 to 2005, I primarily focus on 2004, the year where
inclusion of the non-state actors occurred. Thus, I refer to this policy period as 2004 curriculum
change.
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study, all interviewees pointed to the 2012 system change (4+4+4) when asked about
critical changes in Turkish education in recent years. When | asked the same
question for the early years of the AKP regime, interviewees identified the
curriculum reform as a key policy period.

In 2003, Minister Hiiseyin Celik of the Ministry announced that a curriculum
reform was to be implemented in the eight-year compulsory education (primary
education). According to the Ministry, the primary impetuses for this change were
world developments and the EU accession process (Z. Celik, 2012). Moreover, he
identified six major problems of the existing curriculum: the low schooling rate,
inadequate physical conditions of schools (infrastructural inequalities), unorganized
counseling system, poor quality of teachers, and outdated curriculum (Z. Celik, 2012,
p. 117). This change paved the way for a shift in Turkish pedagogy, “from
behaviorism to constructivism” (Dinger, 2015, p. 7); an individualistic and
probabilistic pedagogy that takes the student as the center of the learning process was
adopted in place of a reductionist and singular understanding that embraces didactic
teacher-centered learning. Moreover, there were eight main points that caused
children to have difficulties in the existing curriculum: critical thinking, problem-
solving, scientific research, creative thinking, entrepreneurship, communication and
information technologies, and using Turkish efficiently, correctly, and well (Z. Celik,
2012, p. 122). As a result, the curriculum reform was celebrated for reflecting
contemporary thinking. Moreover, it enabled project-based learning, time to be
allocated for social activities, and extensive use of information technologies in
education (Aksay, 2009, p. 5).

In terms of the policymaking process, the reform process extended over two

years (2003-2005), in which the proposal, research and development of the reform,
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and its implementation took place. Table 1 summarizes the key events of the

curriculum reform.

Table 1. Timeline of the 2004 Curriculum Reform

September 2003 Announcement of the reform by the Ministry
September 2003-August 2004  Research and development of the reform
Introduction of the proposed curriculum to the

August 2004 .

public
2004-2005 School Year® Pilot study conducted in nine cities
2005-2006 School Year Implementation of the reform in all schools

In 2004, Minister Celik initially announced a one-year pilot study. In preparation for
the reform, the Ministry and Board included various actors in the process: 37 CSOs,
eight universities,® 53 academics, 697 inspectors, 2,259 teachers, 26,304 students,
and 9,192 parents, either directly or indirectly (Caliskan, 2012). Alongside these
actors, the Ministry also examined nine other countries’ education systems, various
international reports, and academic work on contents of curriculum (Caligkan, 2012).
Because the curriculum reform was introduced to the public and discussed online via
the internet, Minister Celik claimed that anyone could make suggestions or
recommendations. Thus, the organization and negotiation of the reform required an
excessive workforce outside of state institutions; the Ministry financed officers via
EU budget contributions (Erglider, 2004). In interviews with Ustiin Ergiider, Minister
Celik and President of the Board Ziya Selcuk explained that they were able to take
individual comments into careful consideration thanks to these officers; they were

employees paid by the state and EU, aiming to create a culture of transparency and

5 School year runs from September to June in Turkey.

® These universities were Middle East Technical University, Gazi University, Ankara University,
Abant izzet Baysal University, Karadeniz Technical University, Hacettepe University, Marmara
University, and Bilkent University.
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increase communication skills in the Ministry. Additionally, in determining the
stakeholders during the preparation period, Minister Celik claimed that a democratic
method was employed in selecting the experts rather than using a predetermined list
(Erguder, 2004).

Despite the elaborate implementation and meticulous process, there were also
criticisms of the new curriculum. The proposed curriculum was seen as problematic
for various reasons: the lack of fit to national education practices, persistent
infrastructural inequalities (time, money, space, and staff), teachers’ inability to
perform the curriculum’s requirements (teacher training problem), and continuance
of the existing exam system (Z. Celik, 2012, p. 127). Nevertheless, at the end of the
pilot study, the policy was implemented throughout Turkey for the 2005-2006 school
year.

The policymaking process in the 2012 system change differed from the
curriculum reform. Before the parliamentary discussions in 2012, this change was
proposed in the 16™ Council. Since the decision of the Council did not become
reality, the same suggestion was made in the 17" Council (2006), nine years later, by
Republican People’s Party deputies. Nevertheless, the policy change was not
implemented until it was suggested by the President of Egitim-Bir-Sen, a
government-friendly union, in the 18" Council in 2010. On February 21, 2012,
deputies” from the AKP proposed a draft law to the parliament using the 18" Council
as their reference.

This proposal consisted of multiple changes to existing law on the education

system: prolonging compulsory education from eight years to 12 years, dividing the

’ The deputies were Ayse Nur Bahgekapili from Istanbul, Mustafa Elitas from Kayseri, Nurettin
Canikli from Giresun, Mahir Unal from Kahramanmaras, Ahmet Aydin from Adiyaman.
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system into three tiers (4+4+4) instead of two (8+4), changing the names of certain
universities,® and extending the contracts of private companies working as part of the
Movement to Increase Opportunities and Technology [Firsatlart Arttirma ve
Teknolojiyi lyilestirme Hareketi] (FATIH) project. The proposed system change
aimed to create three stages in education, each consisting of four years (primary,
secondary, and high school); i.e., “4+4+4”. Deputies based their proposal on the
decisions of the 18" Council, in which 12 years of compulsory education was
proposed, albeit in a different from in 2010.° The two main aims behind the
Council’s decision and deputies’ suggestion were: increasing the average schooling
rate and rearranging the system in order to direct individuals toward their interests,
needs, and talents (Milli Egitim Bakanligi, 2012a). Other justifications offered by the
Ministry included the necessity of obtaining at least a high school education due to
the contemporary standards of education, classifying of education as a new trend in
educational practices (providing guidance in terms of the skills and physical
conditions of the student), and democratizing and elasticizing education (Milli
Egitim Bakanligi, 2012a). The system change entailed various adjustments as well.
The school starting age was lowered to 60 months (five years of age) instead of 72
months (six years of age). Also, a three-tier system aimed to initiate the process of
apprenticeship in the second stage of education, corresponding to students ten years
of age. Additionally, various political and economic goals of the state were woven

into this complex change; then Prime Minister Recep Tayyip Erdogan claimed that

8 The draft law aimed to change Rize University’s name to Recep Tayyip Erdogan University, and
Kayseri Abdullah Gil University’s name to Abdullah Gl University.
% In the 18™ Council, there was a suggestion to prolong compulsory education, but the formulations of
such change differed a lot. While some proposals sought compulsory pre-school education, others
excluded it. Moreover, the number of years allocated to primary, secondary, and high school differed
considerably. Formulations of divisions (keeping pre-school education optional) included (1)+8+4,
5+3+4, or (1)+4+4+4,
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ensuring 12-year education would be a boost to the Turkish economy in comparison
to other developing countries until 2023 which remarks the 100" year of
establishment of Turkish state (Talim ve Terbiye Kurulu Bagkanligi, 2011, p. 7).

In contrast to the curriculum reform, in 2012 the Ministry did not plan a pilot
study or arrange meetings with civil society, experts, teachers, parents, and students.
As seen in Table 2, the parliamentary discussion on February 23, 2012 paved the
way for the inclusion of CSOs in a separate sub-committee meeting under the
standing committee of parliament on February 28, 2012. The standing committee
conducted only one meeting with CSOs because opposition parties insisted on the
inclusion of CSOs. Other meetings under the standing committee were with deputies
(seven meetings were held on February 23 and March 5-11, 2012). CSOs eligible to
attend the sub-committee meeting were determined by the Ministry and had only two

days’ notice beforehand (TUSEV, 2013, p. 6).

Table 2. Timeline of the 2012 System Change

November 1-5, 2010 The 18" Council was held

February 2, 2012 Deputies from the AKP proposed the draft law

February 28, 2012 CSQ meet|1ng unde:r the sub-pommlttee of the
parliament’s standing committee held

Deputy meetings under the parliament’s

standing committee held

March 28, 2012 Draft law passed by parliament

9012-2013 School Year ?g/ﬁ;%rg change (4+4+4) implemented in all

February 23 - March 10, 2012

To explain this inclusion process, | refer to “selective inclusion” since CSOs were
not part of the policymaking, and they were not considered shareholders at the first
stage of the process. Selective inclusion occurs when the state prefers to work with

“accommodating organizations” in the policymaking process and certain CSOs are
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deliberately excluded from the process to silence dissent and critical voices (Paker et
al., 2013, p. 767). In the 2012 system change, the state was forced to include these
CSOs due to pressure from opposition parties within parliament.

There were numerous criticisms of the system change. Opposition parties,
teachers’ unions, parents and students protested the draft law, resulting in arrests and
imprisonment (“Polis 4+4+4 protestosuna mudahale etti,” 2012; S6ylemez, 2013).
Despite this, on March 29, 2012, parliament passed the proposed bill, thereby
reshaping compulsory education. 295 AKP deputies voted in favor, while 88 deputies
from the Republican People’s Party and three deputies from the Peace and
Democracy Party voted against the measure in parliament. Only one Nationalist
Movement Party deputy was present but abstained from the vote. The president
ratified the law on April 11, 2012.

The absence of a pilot study, hasty policy implementation, insufficient public
discussion, lack of resources, space, time, and staff to implement classification,
domination of ideology and religion in making the changes, adverse effects on girls’
education, insufficient infrastructure, and inappropriate textbooks for the new age
groups were just some of the criticisms raised by the opposition and experts before
and after the law passed (Akan, 2017, pp. 259-260; TUSEV, 2013, p. 5).

During the policymaking process, several other changes were made. Besides
prolonging education through a three-tier system, the policy change also included
new elective religious courses (The Life of Prophet Muhammad,° the Quran, and

Basic Religious Knowledge), lowered the school starting age to 60 months instead of

10 The optional course “The Life of Prophet Muhammad” was originally submitted as “The Life of
Our Prophet Muhammad,” which created a dispute over its name. The initial name of the course
denoted a particular belonging to Prophet Muhammad, which was considered exclusionary toward
other religious groups. The name of the course was later changed.
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72 months, ! re-opened the Imam Hatip secondary schools, enabled distance learning
and apprenticeship at early ages, and abolished coefficient hurdle*? for the vocational
students.

Both policies were considered fundamental changes to the existing education
system, though there are significant differences in how they were implemented.
While the curriculum reform process was more inclusive of different aspects of civil
society, the system change in 2012 was rather undertaken with a haste that excluded
civil society; external actors were largely absent and their limited presence only
possible through maneuvering by the opposition rather than the willingness of the
government. In both processes, the actors involved in the changes were responsible
for the divergences and varying trajectories of the changes. Thus, I will present the
main actors in these policy changes and articulate the changing dynamics of the

state-civil society relationship.

3.2 Actors of the policy changes in education

In this section, | provide general overview of the actors and their relationship with

each other during the policy periods. Later, | delineate each actor and their role; |

explain their primary role in education and their role during the two policy periods.
The Turkish state maintains the educational status quo by monopolizing the

power to accept and implement policies. However, the state is not the sole actor.

There are numerous actors that can impact policymaking. Alongside bureaucratic

1 Ultimately, this decision was implemented only for one year. Later, the Ministry created an option
for parents to decide whether to start their children’s school at either as 60 or 72 months of age.

12 The coefficient hurdle [katsay: engeli] refers to a decision by YOK (the Council of Higher
Education — Yiiksek Ogretim Kurulu). According to YOK, in national university exams, graduates of
vocational and other high schools had different calculations if they choose a discipline that is
irrelevant to their high school. While the former type of schools had 0.3 as a coefficient, others would
have 0.8 if they choose a discipline that is irrelevant to their high school education.
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institutions, there are non-state actors like civil society organizations, experts,
academicians, and unions.

In 2004, we saw international and supranational actors’ impact on
policymaking through financial assistance as well as direct power over the
policymaking process. Actors like the EU or WB affected the policymaking of public
institutions like the Ministry and Board. The Ministry oversaw the policy
implementation process and fulfilled the international/supranational actor’s trajectory
during the curriculum reform. Though the Ministry was the prime actor in
negotiating with international bodies, policy implementation and programming
required the expertise of the Board. The Board functions under the Ministry as the
central organization for planning and implementing programs, curricula, and
textbooks. Even together, these two actors were not sufficient to oversee the reform;
the EU envisages higher levels of democracy through the inclusion of different
sections of society in the policy implementation process, required as part of the EU
access process. The monitoring of the project also necessitated the involvement of
experts, CSOs, parents, students, and teachers. The relationship between the state and
these actors did not follow a top-down approach. The feedback and comments of
these actors in different meetings paved the way for a more balanced relationship, as
seen in Figure 1. This process of reforming the curriculum took approximately two
years, with a pilot study and research and development process aimed at creating a

genuinely liberal and pluralistic order.
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Fig. 1 Actors in the curriculum reform of 2004

The initiating actor of the 2012 system change can be seen as the 18" Council, in
which the decision to change the education system into a three-tier and 12-year
compulsory education system was taken. While increasing compulsory education to
12 years was not a novel idea, the 18" Council was significant since this decision
informed the draft law proposed by AKP deputies, and they referred to the decisions
of the 18" Council in their draft. The agenda building or initial policy formulation
did not occur within the Ministry but was rather undertaken by deputies who had no
previous connection to or interest in education. Following its submission, the draft
law was taken up by the parliament’s standing committee on education, in which
deputies discussed the details of such a change. The Minister of Education and
officials from the Board were present at these meetings, though often the minister
and deputies who proposed the draft law were criticized for not attending all the
meetings (“CHP’lilerden Omer Dinger’e protesto,” 2012).

This standing committee also held a meeting with CSOs and experts in a sub-

committee on education. Nevertheless, compared to 2004, affiliated stakeholders like
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parents, students, and teachers were not included in the process as discussions were
being held in parliament. Moreover, discussions with experts and CSOs were not
bilateral; there was only one meeting with these actors and we can clearly
demonstrate that their feedback was not heard during the standing committee’s
meetings. As seen in Figure 2, expert and CSOs feedback did not clearly resonate
into the making of the policy. Moreover, the system change occurred within three
months, without a pilot study or research and development process. The haste of the
government to employ this change sparked harsh criticism by various actors,

including CSOs, experts, affiliated stakeholders, etc.

r— C> Experts
18t The Grand .
' National | National S :

Education < . Assemblyof P

Council | Turkey :> CSOs

Fig. 2 Actors in the system change (4+4+4) in 2012

In order to offer a detailed explanation of these changes, I will examine the following
actors individually in the upcoming sections: the Ministry, Board, Council,
international/supranational actors, experts, parliament and civil society (e.g., CSOs,

unions, parents, students, and teachers).

3.2.1 Ministry of National Education
The Ministry of National Education [Milli Egitim Bakanligi] aims to plan and
coordinate national education services at the central, provincial, and overseas areas.
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It is a deeply-rooted institution that dates to the Ottoman Empire, in which education
was institutionalized under the predominant control of the state in the late 19
century. The state’s control over education was augmented with the establishment of
the Republic (I. Kaplan, 1999; S. Kaplan, 2006). The Ministry has two fundamental
laws that outline and regulate education, unifying and expanding different
educational institutions according to the provisions of the Law on Unity of Education
(no. 430) and the Basic Law of National Education (no. 1739). The basic principles
and aims of the Ministry are defined in Article 2 of Law No. 1739 on National
Education:
to raise individuals who are committed to Atatlrk’s reforms and principles;
... to bring up individuals who physically, mentally, morally, spiritually and
emotionally have a moderate and healthy personality and mentality, the
ability to think independently and scientifically , [and] a wide world view; ...
to prepare individuals for life by ensuring that they have professions which
will make them happy and contribute to the welfare of society through
equipping them with the necessary knowledge, skills, attitude and habit of

working cooperatively in line with their own interests, talents and abilities.
(Resmi Gazete, 1973a) (see Appendix D, 1)

The Ministry has a highly intricate structure consisting of several service units,
undersecretaries, deputies, councils, and advisory bodies. While the ministerial office
comprises the minister, undersecretary, and deputy undersecretaries, there are
numerous service units, advisory and supervisory units, auxiliary units, permanent
councils, and specialized commissions. Figure C1 in Appendix C shows the
Ministry’s central, provincial, and overseas organizational categories. Figure C2%3 in

the Appendix C shows the central organization of the Ministry.

The schools bear limited autonomy compared to the centralist state which

organizes and controls various aspects of the education through various institutions

13 These figures reflect the Ministry’s central organization prior to changes in 2012. The figure was
drawn according to details from the OECD’s background report on Turkish education (Organisation
for Economic Co-operation and Development & Milli Egitim Bakanligi, 2005).
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dependent to the Ministry (i.e., provincial and district directorates of national
education, and various directorates under the Ministry). The Ministry also highly
benefits from auxiliary institutions and members in shaping the educational policies:
the Council, Board, Directorate of Strategy Development, VVocational Education
Board, YOK, OSYM (Ogrenci Se¢me ve Yerlestirme Merkezi — Center for
Measurement, Selection and Placement), National Committee for Teacher Training,
and external stakeholders consisting of international institutions (i.e., WB, European
Investment Bank, UN (United Nations), UNICEF, and EU), private sector, CSOs,
and teacher unions (Organisation for Economic Co-operation and Development,
2013).

This already complex structure gains additional complexity as we look at the
number of schools, teachers, and students in primary, junior high, and secondary

education in recent years shown in Table 3.

Table 3. Number of Schools, Teachers, and Students in Formal Education

School Number of Number of Number of
Year Schools Teachers Students
2012-2013 56,574 806,697 16,156,519
2013-2014 56,506 847,889 16,473,493
2014-2015 53,574 889,695 16,403,328
2015-2016 54,415 961,331 16,379,852
2016-2017 63,153 989,231 17,702,938
2017-2018 65,568 1,030,130 17,885,248

Source: [Milli Egitim Bakanhigi, 2012b, 2013, 2014, 2015, 2016, 2017, 2018]

Considering these numbers, the Ministry is a mammoth organization. Its complexity
and size aggravate the burden of implementing certain policies since its fundamental
duty is to provide service to over 16 million students. This also aggravates the

financial burden of the Ministry, considering the resources necessary to service the
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expenses of schools, students, and teachers. Thus, the Ministry often struggles to
create a budget for investment as shown in Figure 3. While the investment budget of
the Ministry has continuously risen, the proportion of investment in the budget does

not follow a clear pattern.
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Fig. 3 Investment budget and proportion of investment in the budget of the Ministry

Source: [Milli Egitim Bakanligi, 2018]

Regarding this, the Ministry requires significant resources to keep up with both fixed
costs (like regular expenses of staff and schools) and variable costs (like research and
development, and investments). While the Ministry has the biggest share of the
general budget, this is often inadequate to meet its needs. In such cases, the Ministry
seeks additional funding from programs and projects (like those from the EU and

WB) designed to improve the conditions of education in Turkey.
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Considering the Ministry’s power and scale, it is important to analyze its role
during the 2004 and 2012 policy changes. In 2004, the Ministry initiated the
curriculum reform because of funding from the World Bank projects and efforts
toward the EU accession process. The main motivation of the Ministry was to
implement the policies outlined by the EU and WB. Considering this, the Ministry
specifically sought to include stakeholders like the private sector, CSOs, and unions
since participation and the reflection of different viewpoints in policymaking were
essential parts of the EU accession process and understanding of democratic
processes. Thus, the Ministry included various actors in the reform process: CSOs,
experts, teachers, students, parents, etc. On the other hand, in 2012, actors like
international/supranational institutions were absent prior to implementation of the
policy, but the Council was crucial in terms of initiating the system change. Since the
change was articulated in the 18" Council and deputies drafted the subsequent law,
the Ministry was not the primary actor in the implementation. Instead, the Ministry
was ignored, and the draft law prepared by deputies who had no expertise on
education. The Ministry became involved when the draft law was discussed in
parliament and stayed involved after the law passed. The Ministry was a fervent

proponent of the change and supported the policy during parliamentary discussions.

3.2.2 Board of National Education

The Board of National Education [Talim ve Terbiye Kurulu Baskanlig1] is under the
central office of the Ministry. The Board is assigned to generate the national vision
for education, employ research, improve the quality of teaching and educational
administrative professionals, and develop the plans, programs and materials of the

educational system. It is thus the primary body of the Ministry for scientific
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consultation and inclusion in any decision making process (Organisation for
Economic Co-operation and Development & Milli Egitim Bakanligi, 2005).
Decisions and plans prepared by the Board need the approval of the minister. The
duties of the Board are articulated in Article 6 of the Regulation on the Board of
Education:
[The Board] plays the role of developing the education system in regard to the
general and basic aims of national education, considering the universal
standards of quality, equality, and effectiveness which are based on national
and social values; ...if required, in order to prepare education and training
programs, textbooks, subsidiary books, and teacher’s guidance book, the
Board can cooperate with higher education institutes, civil society
organizations, and other state and private institutions and bodies;
...conducting or supervising research in the education system, education and

training plan and programs, textbooks, and educational instruments... (Resmi
Gazete, 2012) (see Appendix D, 2)

In 2004, the Board worked under the control of the Ministry to develop the new
curriculum. In preparing the programs, textbooks, and plans, the Board organized
meetings, conducted research, and cooperated with non-state actors. On the other
hand, in 2012, the Board did not have as direct of a role as it did in 2004. Eventually,
after the draft law was passed, the Board assisted in planning and organizing the new

program and textbooks alongside the Ministry for a brief period of time.

3.2.3 National Education Council
The National Education Council [Milli Egitim Surasi] is one of the permanent
councils under the Ministry’s central office. The Council is the supreme advisory
council of the Ministry (Resmi Gazete, 2014). The Council assists the Ministry
mainly in setting education policies.

Starting in 1939, National Education Councils were planned to be held every

four years. The councils are formed at the national level, include participants from all
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social sectors and aim to increase the available quality and quantity of educational
services. Each Council is organized with the Minister’s instigation, and preparations
for the Council meeting began with provincial and regional meetings producing
reports that define the key topics to be discussed. The Council generally gathers for
three to four days, during which committees and subcommittees are established to
discuss each topic. The Council consists of regular members, elected members, guest
members, and observers. The number and attendee list are predetermined by internal
regulations. Aside from the Ministry, its auxiliary and service units, and different
state officials, the Council includes CSOs, unions, experts, newspapers,
representatives from the private sector, teachers, students, and parents. Considering
the job definition and its organizational features, Councils create a de facto
collaborative space with the ability to propose necessary changes in policymaking
through diverse participation.

As of 2014, 19 National Education Councils have been held on, with three
occurring during the AKP period. Table 4 summarizes general information about the
Councils that have been undertaken during the AKP government.** While in 2006
the Council focused on the EU accession process and exam system, in 2010 the focus
was on 2023, the year in which the Republic of Turkey will celebrate its 100"
anniversary. In both 2006 and 2010, the meetings of the Council were transcribed
and reported. The 19" Council focused on problems facing programs, teachers, and
administrators, and the report of the Council was not transcribed.

Due to frequent institutional crises and coups, the National Education Councils have

not been properly organized every four years, despite the regulation. Also, over the

14 The National Education Council is supposed to gather every four years according to its regulations.
However, in 2018, despite the four-year period having elapsed, the Council did not meet.
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years, the regulations and content of the Councils have gradually changed. The initial

regulation was enacted in 1946, with changes following in 1970, 1983, 1993, 1995,

and 2014. The regulations governing meeting regularity are often ignored due to the

fragile political environment of the country. This shows that educational

policymaking is highly dependent on entrenched state tradition, the political nature

of which has a considerable impact on the process.

Table 4. National Education Councils During AKP Governments

Date

Place

Name

Minister of
Education

Print
Transcript

17" National
Education Council

13-17 November
2006

Ankara

(Milli Egitim
Bakanlig1 Sura
Salonu)

Transition between
Levels of Education
in Turkish National
Education, Guidance
and Exam System,
and Turkish National
Education System
During Globalization
and the EU
Accession Process

Hiseyin Celik

Available,
Transcribed

18™ National
Education Council

1-5 November 2010

Ankara
(Kizilcahamam
Asya Termal Otel)

Vision of 2023 in
Education

Nimet Cubukgu

Not available,
Transcribed
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19™ National
Education Council

2-6 December
2014

Antalya
(Lykia World
Hotel)

Instruction
Programs and
Weekly Course
Charts, Enhancing
Teacher Quality,
Enhancing
Administrator
Quality, and
School Security

Nabi Avci

Not available,
Not transcribed



3.2.4 Civil society organizations (CSOs)

Civil society refers to a web of social relations and organizations outside the state
and business sectors. Generally, this concept encompasses civil organizations and
non-governmental organizations in which people gather for social and political
reasons. Since the Turkish state has a centralized education system, it dominates the
field in educational planning and decision making. Thus, CSOs in education often
depend on the state’s trajectory in their work.

Case studies on CSOs related to the field of education claim that the state has
become less antagonistic towards non-state actors after the1990s (Aksay, 2009).
Often, the state employs these organizations in order to use their workforce to
provide services. The Ministry is more open to the inclusion of CSOs in
administrative and operational tasks since CSOs can play different roles: service
provision (in cases where state provision is inadequate), innovation (in cases where
novel thinking and expert practices are needed) and offering an outside perspective
(Aksay, 2009). The state therefore has altered its position and approach to CSOs in
policymaking. This, however, should not be considered a radical change; CSOs
continue to lack the power to affect making and implementing decisions. Thus, the
state remains the dominant actor in the relationship.

Considering the political context of Turkey in 2004, the cooperation with
CSOs signaled a change in civil society-state relations and the EU accession process.
Incorporating and supporting CSOs were good governance practices that once
employed by Turkey. Thus, the EU harmonization process triggered the inclusion of
civil society in the state’s policymaking process. One example of this inclusion was

the curriculum reform.
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Beginning in October 2003, the Ministry and Board incorporated CSOs from
the field of education in their research and development process for the curriculum
reform. In October 2003, the Board requested the opinions and suggestions of civil
society organizations in developing the new curriculum. While the Board requested
feedback from 25 CSOs, only seven responded with their opinions and suggestions.
In 2004, the Ministry organized a meeting at Ankara Baskent Ogretmen Evi called
“Gelecegi Birlikte Tasarlamak™ [Designing the Future Together] to which 37 CSOs
were invited. Out these, 20 attended the meeting on May 4, 2004. Various
organizations gathered in order to deliver their desires and visions for the new
curriculum. Additionally, several meetings with experts had previously been
conducted to design the new curriculum and content of the courses (including areas
such as Turkish, science, mathematics and social sciences). Another meeting held
was with publishing companies to gain their perspective on program development.

In contrast, in 2012, meetings with the CSOs did not occur as a result of the
direction or interest of the Ministry or Board but rather due to rising opposition. The
state’s disinterest in CSO input was also topic of discussion in standing committee
meetings. Many deputies from the Republican People’s Party and the Nationalist
Movement Party claimed that CSOs were not properly included in the policy process
(Tutanak Dergisi, 2012d). This conflictual nature of the CSOs inclusion created
further discussion on proper implementation of the change. After deputies proposed
the draft law, the opposition demanded to schedule discussions within the
parliament’s standing committee: National Education, Culture, Youth and Sports
Committee. This standing committee organized a one-day meeting with CSOs
invited by the Ministry and provided only two days’ notice beforehand. This

meeting, held on February 28, 2012, hosted four unions (Egitim-Sen, Egitim-Bir-
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Sen, Egitim-Is, Kamu-Sen and Tiirk Egitim-Sen), two academicians from
universities, one confederation (TESK), eight non-governmental organizations
(ERG, TEV, ilmi Yayma Cemiyeti, TEGV, ONDER, TEPAV, TED, and ENSAR).
This meeting was an amalgam of two different ideologies: those who supported the
current government (Egitim-Bir-Sen, IImi Yayma Cemiyeti, ONDER, and ENSAR)
and those who were critical of the current government (Egitim-Sen, Egitim-Is,

TEGV, TEPAV, and TED).?®

3.2.5 Experts

Experts on education also took part in educational policymaking during these
periods. Certain abovementioned actors, like the Ministry and Board, CSOs, and
international or supranational actors, also employ in-house experts as personnel.
Here, by experts, | refer to external individuals who are not representatives of state
institutions or civil society organizations, and who are often from universities’
education faculties or independent organizations (our cases also include columnists
among the experts). Compared to in-house experts, they are able to work
independently from institutional regulations. Experts contribute to policy changes as
their specialty enables them to reflect on issues and respond with knowledge and
experience. My emphasis on external experts derives from the need to explain how
inclusive the policy process was. The presence of external experts alongside in-house
experts signifies a high level of inclusiveness during policymaking. However, in the
two cases examined here, there is a clear disconnect that exists between the two

instances of policy change that needs to be illustrated.

15 Of these actors, only Ilmi Yayma Cemiyeti did not attend the meeting.
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Experts’ role in 2004 curriculum reform were prominent compared to the
2012 system change. In 2004, the Board and Ministry particularly included experts
from university’s education faculties for in the programming and planning for
specific courses in primary education. The Board discussed the programs and
curricula of courses like Turkish, science, social studies, and mathematics with
experts. Each course was the subject of specific meetings where experts shared their
visions for the prospective curriculum. In addition to specific courses, experts were
also consulted in general meetings regarding program organization and curriculum
design.

In contrast, in 2012, experts were not prevalent actors in the policy change.
The parliamentary minutes of the standing committee meeting with CSOs indicate
the presence of two academicians from education faculties: Yasar Ozden from
Middle East Technical University and Ali Gurbey from Gazi University. Other than
these experts, the expertise and knowledge of experts in the field was not sought in
designing the policy. Therefore, experts were clearly not prominent actors in the

2012 system change.

3.2.6 Affiliated stakeholders: Teachers, students, and parents
In terms of other stakeholders, teachers, students, and parents may directly or
indirectly have a role in policymaking. Individuals are also directly or indirectly
affected by the policy change but may not be organized into specific associations in
civil society. In both of the cases examined, however, these people play a significant
role.

In 2004, the Ministry created a transparent policymaking environment, using

the internet to include teachers, parents, and students in the research and
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development process. Performing a pilot study was another way to include affiliated
stakeholders in the policymaking process.

In 2012, the policymaking process was precipitated outside affiliated
stakeholders’ sphere of influence. Neither the parliamentary discussions nor standing
committee meetings included teachers, students, or parents. The critical role played
by these affiliated stakeholders was not in the making of the policy but as opposition
to it. Those who opposed the system change gathered and demonstrated against it.
Nationwide protests of parents, students, and teachers gained attention of the media.
These actors were not alone; unions like Egitim-Is, Egitim-Sen, and KESK also

organized protests (KESK, 2012).

3.2.7 International/Supranational actors

International or supranational actors are another factor in educational policymaking
that we must take into consideration because they play a significant role in terms of
finance and expertise. In understanding the role of international or supranational
actors, we should also look at the Ministry since it is the executive decision making
body for international projects affecting education. Moreover, it leverages the
support of international/supranational actors into an auxiliary service unit. Since its
establishment, the Ministry has pursued the support of international organizations at
different levels of education; this assistance mainly consists of credits or investments
that are used in various aspects of educational policies (Akylz, 2015). However,
these actors represent more than a simple financial resource for the Ministry. Aside
from financial support, the Ministry also benefits from their expertise in gaining an
international perspective for developing the education system. As of the 1990s,

institutions like the WB, European Investment Bank, European Training Foundation
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(ETF), UN, OECD, UNICEF, and EU have played a significant role in the
policymaking process for developing countries that need financial assistance. Along
with financial instruments, these organization also employ technical instruments in
implementing, administering, and harmonizing policies. All in all, these institutions
have a particular interest in education policies, especially after the 1990s with the

spread of the neoliberal agenda (inal, 2006, pp. 55-57).

Considering the 2004 process, the EU and WB were key actors. In terms of
financial assistance, these institutions do not simply donate but also monitor where
and how the money was spent. Thus in addition to the donation itself, the entire
policymaking process is audited by these institutions. These donations are often
controlled with the expert’s opinions, and reports to guide and fasten the project
implementation. This monitoring is often at odds with institutions like the Ministry.
Often, the Ministry wants to keep interference by other actors at a minimum.
However, in the 2000s, three EU-financed projects created an exception to the
Ministry’s preferences: the Support to Basic Education Program (SBEP),
Strengthening the VVocational Education and Training System Project (SVET), and
Modernization of VVocational Education and Training (MVET). These projects
required monitoring and control via “Progress Reports” to the EU Commission. The
duration and budget of these programs are summarized in Table 5. These three
projects are significant both in terms of their financial impact as well as their role in
furthering progress in the chapters of the acquis, especially the “Education and

Culture” chapter.
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Table 5. EU-Financed Project Duration and Budget

Name of the Project Duration Budget
Support to Basic Education Program 2003-2007 1OOeTr'(|)“on
Strengthening the Vocational Education and 18.5 million
Training System Project 2003-2007 euro
Mogje'rnlzatlon of Vocational Education and 2002-2007 58.2 million
Training euro

Source: [EDUSER, 2007; Organisation for Economic Co-operation and

Development & Milli Egitim Bakanligi, 2005]

Among these projects, the Support to Basic Education Program (SBEP), initiated in
February 2000 but implemented in 2003, was significant for the curriculum change.
Project expenditures were provided by the EU under the monetary assistance
program called the “Mediterranean Economic Development Area” (MEDA). This
project aimed to educate those who drop out of basic education like girls, adults, and
vulnerable children affected by poverty in rural areas and the shanty towns of cities.
One of the outcomes of the program was the curriculum change and its policy
formation process. The curriculum reform was financialized under the coordination
of the Board, General Directorate of Primary Education, and EARGED (Egitimi
Arastirma ve Gelistirme Dairesi Bagkanligi - Department of Research and
Development of Education) which undertook the pilot study (S. Celik, 2010).
Though the EU does not have a common education policy, it still aims to ensure a
certain quality level and features. The Treaty of Maastricht (1992) has provisions that
enable countries maintain responsibility for their own education system and not
adopt a common policy. Only the Treaty of Rome (1957) has provisions for

vocational education without any obligations (TEPAV, 2006).
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Alongside the EU, the WB’s BEP | and 1l played a key role in the curriculum
reform as a financial resource. As mentioned before, the Ministry is an extensive
organization with a massive workload. Thus, it also requires significant resources to
maintain its operations. Generally, the national budget share of the Ministry is
enough to respond to educational demands, but loans and grants are incorporated to
implement projects and strengthen the education system (Akytz, 2015, p. 193).
While the EU-propelled reform programs in education indicate the state’s endeavors
in the accession process, for World Bank-financed projects, the state’s economic
relations should be taken into consideration (Akyuz, 2015).

Programs from the EU are based on donations, but projects funded by the WB
are financed through loans. The first phase of the BEP aimed to extend eight-year
compulsory education nationwide, improve the quality of primary education,
promote interest in primary schools, and make schools a learning center for everyone
in society while the second phase aimed to promote basic education, improve the
quality of education, increase the capacity and access to education (S. Celik, 2010).
Both phases lasted for ten years in total, requiring a loan of over 500 million USD.
World Bank reports claim that BEP | was not successful, but BEP 11 was partially
successful (Z. Celik, 2012, p. 81). These projects’ lack of success was blamed on the
complex structure of the Ministry, particularly the Ministry’s complex organizational
structure and disharmony between bureaucrats prolonging the projects’ duration (Z.
Celik, 2012, p. 98).

Besides financial support and policy expertise, these organizations also play a
significant role in determining the benchmarks for success in education. For instance,
since 2002, Turkey has administered the PISA (Programme for International Student

Assessment), PIRLS (Progress in International Reading Literacy Study) and TIMSS
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(Trends in International Mathematics and Science Study) tests to assess the quality of
education. The results of these tests are important in the Ministry’s policymaking
process. For instance, in 2004, Celik argued that poor results in international exams
like PISA, PIRLS and TIMSS support the necessity of changing the curriculum.
Moreover, Turkey’s poor performance compared to other countries highlights the
inequalities and poor quality of education; thus, these exams become an important
indicator. Similarly, in 2012, the system change was initiated in order to achieve a
better ranking among OECD countries in both economic and educational terms.
These institutions are not specifically interested in one subject or even
necessarily curriculum reform. Instead, the investments and projects supported by the
EU and WB vary; other programs focus on vocational education, the quality of
education, equality in education, and teacher education and training, etc. (Dinger,
2015). Alongside with directly or indirectly being responsible for a variety of
programs, the Turkish government also acknowledges these institutions’ role in
education. The 17" Council report stressed the fact that both the EU and Turkish
government envision the Turkish education system as appropriate to the conditions
and provisions of the EU. Such a mentality affected not only the decisions of the
Council but overall educational policymaking of the time. This mentality also paved
the way for other actors’ inclusion because MEDA and Instrument for Pre-accession
Assistance (IPA) funds provide for the inclusion of CSOs in the executive and
operational structure of the Ministry (Akytiz, 2015). This coincides with the
neoliberal agenda, which has increasingly emphasized the non-state actors’ role of
providing social services in fields like education but can be also seen as increasing
the level of democracy from these institutions’ perspective (Sutton & Arnove, 2004).

Not just the existence of CSOs but also growth in the number of associations are
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crucial evidence of further democratization taking place as a result of programs

financed by the EU or WB (Ketola, 2012).

3.2.8 National Education, Culture, Youth and Sports Committee

The final actor in this chapter is the parliament’s standing committee in which the
draft law was discussed. The standing committee was only involved in the 2012
system change because the curriculum reform did not require legislative agenda-
setting.

As mentioned before, the standing committee met in order to discuss the
details of the proposed law as well as to determine if it should advance to
parliamentary vote. The standing committee is a specialized committee of
parliament; it is concerned with bills and draft laws referred by parliament regarding
education, history, culture, art, youth and sports, university establishment, religious
affairs, and similar subjects (Resmi Gazete, 1973b). Since the policy change in 2012
was a draft law proposed to parliament, the draft was delegated to the standing
committee.

The standing committee works according to the internal regulations of
parliament. The standing committee must finalize the draft law (whether it is
dismissed or affirmed) within 45 days, as stated in Article 37 (Resmi Gazete, 1973a).
The standing committee is open to the media and other deputies as observers, but
only standing committee members can propose or vote on a motion. One third of the
members must be present for motions to be voted on. Membership in the standing
committee is determined according to the percentage each political party holds in
parliament, according to Article 11 of the internal regulation. The standing

committee is composed of 26 members, including a committee president,
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spokesperson, and clerk. Parliamentary regulations governing standing committees,
however, do not govern the details of how meetings are to be conducted and such
decisions are left to the members. Thus, the members of the standing committee are
not limited in terms of speaking time.

There were seven standing committee meetings held on February 23 and
March 5-11, 2012. One of these meetings (a sub-committee meeting) was conducted
with CSOs on February 28, 2012. Standing committee meetings defined the details
of the system change, since the proposed law did not include any specificities on how
the policy change was to be implemented. Many aspects of the policy were
developed in these meetings, especially in the sub-committee meeting attended by
the CSOs. The sub-committee meeting with CSOs was fruitful in making some
adjustments to the draft law, including that apprenticeship age was not reduced to
ten. The draft law also proposed that the Council of Ministers should be designated
to decide on distance education for secondary schools. The meeting did not allow for
authority on initiatives regarding secondary schools to be delegated to the Council of
Ministers.

In this chapter, I have provided background information on two policy
periods: the 2004 curriculum reform and 2012 system change. | explained the aims
of each policy and how policymaking in each period was performed. In order to
elaborate on each period, | also presented the actors and their role during these
changes. Ultimately, | aimed to show the state’s participatory and inclusive approach
in the former process in comparison to the latter period in which we see a state that

selectively includes civil society in policymaking.
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CHAPTER 4
TWO MODALITIES OF CHANGE:

FORMAL AND INFORMAL INSTITUTIONAL CHANGES

In this chapter, | focus on understanding how the relationship between the state and
educational civil society changed in Turkey from 2002 to 2012. As shown in the
previous chapter, the state adopted a selective approach in the making of the system
change in 2012. In the 2004 curriculum reform, the state was an adamant supporter
and practitioner of cooperation. In the system change, the state initiated the policy
process in the legislative organ — the parliament — and bypassed educational
institutions. Criticism from opposition parties in parliament paved the way for the
inclusion of CSOs, but their participation was limited. This striking change needs an
explanation.

Before explaining how this change occurred, | first examine the relationship
between the state and educational civil society based on fieldwork interviews. I also
engage with the literature and the previous chapter’s framework to comprehensively
elucidate this relationship. This section will be useful in understanding the changing
role of these actors. I rely on my interviewees' comments and narration of the two
policy periods to explicate this change. In this section, | underscore the changing
attitude of the state as well as the evolution of the actors during these processes.

In the following sections, | explore related formal and informal institutional
changes. Formal institutional changes focus on amendments to existing rules and
regulations. Formal institutional changes include those at the Ministry of National

Education (Ministry), the National Education Council (Council), and the Board of
63



Education (Board). | combine documents and interviews to demonstrate how these
institutions underwent critical changes in their legal framework. Later, I delve into
parliamentary discussions on the 2012 system change to highlight informal
institutional changes. By informal institutional changes, | refer to the bypassing of
governing rules and regulations within these bodies. This section will focus on how

governing laws and regulations in the executive-legislative organs are bypassed.

4.1 The state and CSO perspectives of each other

While literature on the relationship between the Turkish state and civil society
emphasize the antagonism between actors, | want to take a more nuanced approach
to the relationship during the curriculum change and system change. | demonstrate
that the existing relationship is more nuanced than portrayed and should not be
strictly defined as antagonistic. | depict a relationship that is manifold similar to what
Paker et al. (2013) claimed for Turkish environmental organizations.

Part of my interview questions were aimed at understanding what these actors
could describe about the policy periods in question. | also intended to delineate the
state and non-state actors’ perspectives of each other. | wanted to see whether the
literature’s claim of an omnipotent Turkish state in opposition to civil society was the
reality for educational civil society. | asked: “Can you elucidate the curriculum
change in 2003-2005 (or system change in 2012) in your terms?” | used probe
questions like “Who were the actors of this process;” “What kind of relationship was
established;” and “Do you think there is a difference between the two periods, and if
S0, can you elaborate?”

When asked about the policy periods, interviewees’ narration described

significant differences. For the curriculum change, most of the interviewees
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emphasized the cooperative approach of the state that | examined in the background
chapter (Chapter 3). Interviewees described this policy period as “cooperative,”
“open,” “meticulous,” and “surprisingly effective” (Interviews 2, 6, 7, 14, 15). The
curriculum reform struck the interviewees as an anomaly, since the state was not
close to external actors in policymaking prior to the EU accession process and early
years of the AKP regime. One CSO representative highlighted this unexpected
participatory approach: “We were never asked about how to design a curriculum
before” (Interview 3). The same interviewee claimed that all the CSOs were quite
surprised and could not understand what was going on. This doubt did not hinder
CSO participation. On the contrary, participation was high and there was “vigorous
cooperation” (Interview 3).1°

In contrast to the curriculum change, interviewees interpreted the attitude of
the state during the system change negatively. They used words like “limited,”
“selective,” “unfair,” “hasty,” and “coup-like” to describe the process (Interviews 2,
8, 12). One former state official and CSO executive juxtaposed these two policy
periods and underscored the difference: “If you are talking about inclusiveness, it
was quite limited compared to the 2003 process [curriculum reform]” (Interview 2).%
The government’s inclusive processes from the previous period were discontinued,
and the inclusion of CSOs, the private sector, and universities ceased (Interview 13).

When asked about the various actors’ role in policymaking, the interviewees
mentioned different actors for the curriculum reform: numerous state bodies,
international organizations, and civil society. One civil society representative

claimed that the international organization’s assistance made the curriculum reform

16 Translated from: “Coskulu katilim”
17 Translated from: “Katilimciliktan etkiyi kastediyorsaniz 2003'tekiye oranla bence gok limitli bir
etkisi oldu.”
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possible because “the EU was pushing, UNICEF was pushing, UNESCO, and
Turkish civil society were pushing” (Interview 12).18

The early years of the AKP regime involved the participation of different
actors in policymaking. These years also coincide with the party’s introduction to the
international environment and its attempts to gain international and domestic
legitimacy (Onis, 2016; Ozbudun, 2014). For instance, one civil society interviewee
claimed that “2003-2007 was the period of modernization” (Interview 14).°
Considering the international community’s expectations of Turkey’s new party in the
early 2000s, the AKP responded with progress and modernization. This period was
“a chance to alter the party’s image in the international arena” (Interview 12).%
Other interviewees similarly agreed with this period’s inclusive approach and the
importance of it for the party.

In contrast, there was a lack of diversity in educational policymaking actors in
the 2012 system change. In addition to selective inclusion, participation in the
policymaking process itself was also limited for CSOs. One interviewee who
participated in the parliamentary discussions as a CSO representative emphasized the
restricted ability to express knowledge and ideas: “There was no right to speak there.
It was a quite limited arena” (Interview 12).%

Since the system change was initiated by deputies through a draft law, the
state institutions responsible for education were also left out of policymaking.
Another CSO representative argued that the Ministry and Board did not have prior

knowledge of the system change and were ambushed by the deputies: “Our

18 Translated from: “AB bastirtyordu, UNICEF bastirtyordu, UNESCO... Tiirkiye sivil toplumu
bastirtyordu.”

9 Translated from: “2003-2007 dénemi modernlesme zamaniyds.”

20 Translated from: ... uluslararasi arenada imajin degistirecek bir sey olarak gord.”

21 Translated from: “S6z hakki olmuyor sana yani. Cok kisitli bir alan var orada yani.”
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observation is that the Ministry and its bureaucrats did not have too much
information [about 4+4+4], but there is no proof of that, it is just how we feel”
(Interview 9).22 Compared to the former policy period, interviewees evaluated the
system change as a problematic process (Interviews 8, 10, 12, 15).

With respect to the interaction between the state and CSOs, interviewees
underlined a worsening relationship from the early 2000s to 2010s. One CSO
representative depicted the system change in 2012 as a “coup-like process” since
non-state actors and even some state actors had no knowledge about the policy
change prior to the parliamentary discussions:

I would define this policymaking process as a coup. In a snap, when no one is

prepared, a draft law emerges. The country’s education system is changing

within a month and a half. The fact that the parliament approves it doesn’t
mean that there was deliberative democracy. These things cannot be done by

inviting the CSOs for only one day. In fact, the inclusion of civil society had
occurred in the curriculum reform. (Interview 12) (see Appendix D, 3)

In comparison to the curriculum reform, the 2012 system change not only restricted
the inclusion of civil society into policymaking but also instrumentalized legislative
agenda-setting in order to advance a policy within a short period of time. In addition,
this selective inclusion paved the way for a different approach of the state towards
civil society. For instance, one CSO representative underscored the mushrooming of
government-friendly CSOs in policymaking and the state’s changing attitude towards
different civil society groups as follows:
Of course, there was a period of support to CSOs, care for the dialogue with
CSOs, where state bodies would be transparent towards CSOs, civilians and
others who would work for this during the EU process. In the early times it
was like this but gradually this story changed, and in the last couple of years
policymaking is not inclusive. ... Ah, during this period they created

government-friendly CSOs, that’s a thing. Later, they gave all the money to
them. (Interview 5) (see Appendix D, 4)

22 Translated from: “MEB ve biirokratlarinm bu yénde ¢ok fazla bilgisi olmadig1 yoniinde
kanaatimizde belirdi ama bu konu ile ilgili somut bir bilgi yok, bu gézlemimiz.”
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The introduction of government-friendly CSOs to civil society challenged the state’s
relationship with other non-state actors. For certain CSOs, the state became more
impenetrable. One former state official, who is currently a CSO representative, gave
the following example to explain how the state favored certain CSOs that were
supporting the regime’s ideology and vision:
At times, when we would meet ERG representatives, they would complain
they couldn’t get a chance to meet with the state. We, as SETA,?® were
known as being close to the state. But, in meetings [with the state] we would

also have problems. Because we were not telling them what they wanted to
hear. (Interview 10) (see Appendix D, 5)

So, the state’s selective inclusion overwhelmingly affected CSOs in the later policy
period. Even CSOs that were close to the state may have been excluded.

The Turkish state’s non-cooperation with external actors is not a new
phenomenon; one CSO representative gave the example of the Board and Ministry’s
attitude towards external actors prior to the AKP period: “The Board has this history
as a bureaucratic structure. They position themselves as a higher body of very
valuable state officials; they believe that education is vested in them” (Interview
12).2% Similarly, another CSO representative underscored how the state eschewed
CSO participation in policymaking before the AKP regime: “In the end, these
institutions are hard to penetrate. They are closed and, based on my observations,
they only ask for an opinion if there is a need. ... But sometimes, the state strongly

supports [the CSOs]” (Interview 1).%° Also, a state that is not inclusive toward

23 The Foundation for Political, Economic and Social Research [Siyaset, Ekonomi ve Toplum
Arastirmalar1 Vakfi] (SETA) is a public policy think tank known for their sympathy to the AKP
regime.

24 Translated from: “Talim ve Terbiye Kurulu Baskanligi mesela biraz boyle bir tarihi var biirokrat
olarak. Kendilerini ¢ok Ust bir konumda kurguladigi i¢in ¢ok blyik devlet insanlariyiz biz seklinde,
devletin egitimi bize emanet ... seklinde bir bakis agis1 vardi.”

25 Translated from: “Yani sonucta bunlar cok kapali yapilar. Kapali yapilar ve ondan sonra ihtiyaglar
vs. dogrultusunda gozlemledigim kadariyla iste yeri geldiginde goriis aliyorlar. Yeri geliyor ¢ok
destekleniyor.”
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external actors can cooperate if it deems necessary. This reflects the state’s different
relationships with non-state actors (Paker et al., 2013).

In terms of actors, the interviewees also discussed the role of parliament in
policymaking. In the history of Turkish education, there are a number of examples of
parliament meddling with the Ministry’s duties. However, these examples are
generally limited to periods under military rule. For example, the Council of Higher
Education [Yiiksek Ogretim Kurulu] (YOK), one of the essential institutions
regulating higher education, is a product of the 1980 coup. Another example can be
seen with the interference of the army in the compulsory education and headscarf
issues in a 1997 military memorandum.?®

Besides these unusual instances, policymaking authority in education is
vested in the Ministry and Board. Yet, the policymaking process of the 2012 system
change started in parliament. The proposal of a draft law allowed parliament to
directly intervene in educational policies while keeping related educational
stakeholders outside of the policy process. One CSO representative claimed that:
“Our parliamentarian system allowed deputies to prepare a draft law without the
knowledge of the Ministry” (Interview 15).2” Moreover, in 2012, the Ministry and
Board were exclude from policymaking; one CSO representative summarized the
parliament’s presence in 2012: “My intuition says that in the 2003 reform the
Ministry and Board were the principal actors while in 2012 and onwards there was

the parliament rather than the Ministry” (Interview 2).28

%6 After 1997 memorandum, the compulsory education set to eight years with five years of elementary
schooling and three years of secondary schooling. This led to closure of imam-hatip secondary
schools.

2" Translated from: “Birinde 4 tane milletvekili teklif hazirliyor ve bakanligin higbir haberi yok
dogrudan dogruya ki o donemki parlamenter sistem zaten buna izin veriyor.”

28 Translated from: “Sezgim su 2003'teki reformda TTKB ve MEB ne kadar basat etkin bir roldeyse,
2012'deki ve bence degil sonraki politika degisikliklerinde de esasinda bakanliktan ¢ok meclis seydi.”
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How can we understand this difference in the state’s attitude towards
educational civil society which I term “cooperation” and “selective inclusion?” The
following parts will explain this change with reference to the formal and informal
institutional changes. Formal institutional changes refer to alterations within the
written governing rules and regulations. Informal institutional changes, on the other

hand, to describe the bypassing of unwritten rules and regulations.

4.2 Formal institutional changes

In this section, | examine the formal institutional changes within the Ministry, Board,
and Council. I focus on the evolution of the laws and regulations of these bodies in
detail.

Institutions are one of the central concepts in political science. There are
various ways to define institutions, and often these definitions emphasize institutions
as the embodiment of “rules of behavior” (North, 1990). Institutions consist of
persons, funds, buildings, governing activities to achieve certain outputs (Heritier,
2007, p. 5; Ostrom & Kiser, 1982, p. 193). Additionally, institutions are shared
beliefs (Greif & Laitin, 2004) about structures and procedures that embody the
world, actions, and outputs. These beliefs or rules can be formal or informal, vague
or clear, written or non-written, subject to constitution, laws or regulations or not
(Hayek, 1967, p. 6; Heritier, 2007, p. 56).

Institutions change subtly over time (Thelen & Mahoney, 2010, p. 1). This
change is explained differently by different schools of thoughts (e.g., rational-choice
institutionalism, historical institutionalism, and sociological institutionalism) (Thelen

& Mahoney, 2010, p. 4). Whether intended or not, institutional change can enable the
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agency of actors within these institutions and/or support the existing system to
maintain themselves (Thelen & Conran, 2016, p. 68).

In this study, | adopt the following definition: institutional change
encompasses “marginal amendments, revisions, or additions” to existing rules that
occur due to different reasons (Thelen & Conran, 2016, p. 65). In this section, |
particularly focus on one type of institutional change: displacement (Thelen and
Mahoney, 2010). In displacement, existing rules and regulations within an institution
are held in abeyance while new rules are introduced (Thelen & Mahoney, 2010, pp.
15-16).

To explain formal institutional changes, | want to start with the Ministry of
National Education since it is the main body that develops and articulates educational
policies. In 2011, Decree having the Force of Law No. 652 (the Decree) substantially
altered the structure of the Ministry. Before explaining the changes entailed by this
decree, | want to explain this type of decree and its use.

Decrees having the Force of Law [kanun hikmunde kararname] were
introduced to the Turkish legal framework with the 1971 amendments to the 1961
Constitution. Such decrees were later defined and clarified by the 1982 Constitution.
According to the 1982 Constitution, two types of decrees having the force of law are
possible: those issued during a state of emergency and those issued in the normal
course of the state. Decree No. 652 is a product of ordinary times. Article 87 of the
Turkish Constitution enables the parliament to provide “to scrutinize the Council of
Ministers and the ministers; to authorize the Council of Ministers; to issue decrees
having the force of law on certain matters” (Constitution of the Republic of Turkey,

2001). Article 91 regulates the power to enact decrees having the force of law:
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The Grand National Assembly of Turkey may empower the Council of
Ministers to issue decrees having force of law. However, the fundamental
rights, individual rights, and duties included in the First and Second Chapter
of the Second Part of the Constitution and the political rights and duties listed
in the Fourth Chapter cannot be regulated by decrees having force of law
except during periods of martial law and states of emergency. (Constitution of
the Republic of Turkey, 2001)

Before the AKP regime, there was widespread use of such decrees by coalition
parties to speed up legislation; this malpractice led to legal problems (Tan, 1995, p.
335). According to Tan (1995), there was abuse and misuse of these decrees since
the authorization of the Council of Ministers was not explicitly required in the
Constitution. In the 2002 election campaign, the AKP assured the public that the
party would not use decrees if it came to power (Hazama & Iba, 2017, p. 329). This
promise was kept until 2011, when the AKP government issued 35 decrees having
the force of law (among these was Decree No. 652), which significantly changed the
organization and function of various public service institutions (Hazama & Iba, 2017,
p. 330). Despite having the majority in parliament, the AKP started to use these
decrees in order to thoroughly change institutions.

Decree No. 652 targeted the organization and duties of the Ministry of
National Education. There were several reasons to enact this decree: the sluggish
bureaucracy, the hierarchical structure that hinders necessary changes, and the clash
between the aims of the Ministry and its organization (Tabak & Gigli, 2017, p. 413).
The presence of numerous units stymied easy decision making because the vertical
hierarchy slowed such processes; thus, the organizational structure of the Ministry
clashed with its aim of rapidly making necessary changes. As discussed in the
previous chapter, the Ministry is a massive organization with units and sub-units that
made coordination and administration more difficult. There were also idle sub-units

or units with contradicting duties (Milli Egitim Bakanligi, 2009). With this Decree,
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the number of bodies in the central organization of the Ministry was reduced from 34
to 19. Bodies with similar organizational and functional purposes were merged and
those considered idle were shut down.

Similarly, changes within the central organization were repeated in the
provincial and overseas structures. While some interviewees (state officials and CSO
representatives) saw this change as an opportunity to eradicate sluggishness
(Interviews 15 and 13), there were others (civil society representatives) who claimed
that the complexity of the Ministry remained despite the changes (Interviews 12 and
14). In addition to the organizational changes, there were other alterations regarding
Ministry staff and teachers (the rules of appointment), provincial directors (the rules
of rotation), contracted officers (their role and pension), inspectors (their role and
pension), and the Ministry’s definitions of certain positions within the institution and
appointments to the related bodies. The Decree also gave substantial power to
Minister Omer Dinger to alter the structure of the Ministry and Board. Thus, this law
enabled the Ministry to gain the upper hand in policymaking by eliminating the
power of the Board. During the system change, the Ministry did not struggle with
opposition from bureaucrats or other institutions due to the structural changes
achieved through Decree No. 652 (Interview 13). One senior state official gave the
example of the 2012 system change to elucidate this power:

| passed the law [Decree having the Force of Law No. 652] and all the

existing personnel in these institutions was purged. The re-structuring of the

Ministry and Board is one of the most critical things during the AK Party

period. The law enabled us to change the directorates under the Ministry, so |
changed them. (Interview 13) (see Appendix D, 6)

This Decree enabled the Ministry to alter the positions of existing personnel, which
led to a purge of numerous officials (H. Celik, 2016; Memurlar.net, 2011).

Provisional Clause 3 of the Decree stated:
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When this decree of having the force of law goes in effect the occupation of
the following staff in these positions is ended: in the central organization of
the Ministry, Undersecretary, Deputy Undersecretary, President of the Board
of Education and its members, General Manager, Director of the Inspection

Board, Director of Directorate for Strategy Development, Legal Counselor I,

Assistant General Manager, Head of Department (of main and auxiliary

units), Head of Department, Counsellors to the Minister, Press and Public

Relations Counselor, Executive Assistant, Heads of Units, and Provincial

Directors within the Ministry’s provincial organization. (Resmi Gazete, 2011)

(see Appendix D, 7)

The top-down purge and re-assignment of officials was interpreted by some as
favoritism. According to one civil society representative, “There was extensive
change within the staff. Dinger aimed to fill these positions with yes-men” (Interview
12).2°

Moreover, the Decree created turmoil and heated debates within the
parliament. 116 deputies from parliament filed an appeal to the Constitutional Court,
claiming that Decree No. 652 was unconstitutional and should be rescinded
(Memurlar.net, 2013). The Constitutional Court rejected the full repeal of Decree No.
652; however, it also deemed numerous sub-sections, clauses, and items in the
articles unconstitutional and rescinded them (Anayasa Mahkemesi, 2013).

Following these immense changes and consequent surge of power to the
Ministry in 2011, it was puzzling that the Ministry was excluded from the making of
the system change in 2012. While the state enabled the Ministry to gain the upper
hand in education policymaking, in the system change, the parliament and deputy
members hindered the Ministry. Instead of educational state institutions, the state
opted for legislative agenda-setting power (Hazama & Iba, 2017). One former state

official and CSO representative who had close links to Omer Dinger and the process

within the standing committee in parliament was able to discuss this oddity:

2 Translated from: “Bir dolu kadroyu degistirdi Dinger bdyle daha amaci o kadroyu doldurmak olan
bir surd insan geldi.”
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Omer Dinger was different from other politicians and deputies. | mean he is
an unyielding man. He does not pay attention to anyone. Not to “Oh, the
prime minister said. Oh, this that ...” or “Oh, for the A Party or B Party.” Not
to civil society organizations, either. The party and every deputy know this
attitude of Omer Dinger. If a policy is assigned to Omer Dinger, he will
produce something rational. This rationality was probably at odds with the
party. That’s why! (Interview 10) (see Appendix D, 8)

In 2013, Nabi Avci replaced Omer Dinger. This replacement made Dinger the
minister with the shortest period in office in the Ministry of National Education. The
reason for the conflict between Dinger and other senior party leaders is unknown.
One allegation was that the underperformance of the FATIH project during the
Dinger period displeased Prime Minister Recep Tayyip Erdogan (“iste Omer
Dincer’i koltugundan eden olay!,” 2013).

Ultimately, all these changes from the Decree were not permanent. As Ertugal
and Bolukbasi (2018) argue, frequent laws and regulations that constantly change the
institutional design are part of the strong state in Turkey. Still, the frequency and
haste in the making of these laws have frequently led to institutional difficulties and
disruption in the affected bodies. New laws created by such decrees eventually
needed adjustments (Hazama & Iba, 2017). In our case, Decree No. 652 was changed
several times over the years via amendment. With the presidential decree in 2018,
Decree No. 652 was completely changed (Memurlar.net, 2018).

Another significant change occurred within the National Education Council.
As explained in the previous chapter, the Council is a part of the central body and is
the supreme advisory board of the Ministry. The structure of the Council allows the
gathering of different stakeholders in education (e.g., students, teachers, experts,
policymakers, unions, CSOs, and the media). This created an opportunity for an
inclusive approach and opened a space for deliberation. One government-friendly

interviewee underscored this inclusiveness: “In the past, the Ministry was the first
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institution that always gathered the Council, engaged with society, took advice and
accomplished its promises” (Interview 7). Similarly, another interviewee pointed to
the inclusive composition of the Council: “When we look at the composition of the
Council, that organization represented public opinion and the educational
community’s interests” (Interview 15).3

This inclusiveness and the Council’s role were modified as the Council’s
regulations were changed. Initially, months before the 18" National Education
Council in 2010, there was a critical change to the Council structure. As mentioned
before, the Council is composed of ordinary members, elected members, guest
members, and observers. In May 2010, a regulation changed the distribution and
number of members of the Council. One fundamental change was made in the
number of Council members, increasing from 500 to 752 (more than a 50%
increase). Moreover, the ratio of members invited by the Ministry increased from
60% to 75%, while the ratio of ordinary members, who are not elected or invited,
decreased from 28% to 18% (Sasmaz, 2011). Among elected members, the ratio of
academics decreased from 12% to 9%, officials from CSOs decreased from 7% to
5.5%, but officials from the Ministry rose from 47% to 49% (Sasmaz, 2011). Again,
unknown members, the Ministry’s invitees that are not known before the meeting
rose from 4% to 11% (Sasmaz, 2011). Compared to the 17" Council, the 18™
Council showed a great difference in terms of the ratios of Council participants;

Table 6 displays these differences.

% Translated from: “Yani gegmiste her zaman Milli Egitim, bakin simdi, sura diizenleyen, toplumla
kaynasgan, sura fikirlerini alan, tavsiye kararlarini alan ve hayata gegiren ilk bakanlik ve kurulugtur.”
31 Translated from: “Suranm kompozisyonunu zaten dikkate aldigimizda o diizenleme zaten toplumun
giindeminde ya da egitim camiasinin iginde olan seyler oluyor.”
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Table 6. Council Member Ratio

17" National 18" National
Education Council Education Council
According to  Ordinary members 27.8 % 18.1 %
the institution  The Ministry of
that chooses  National EdL):C&tiOI’I 59.8% 75.0%
members of  The Higher Council of
the Council Educat?on 12.4% 6.9%
Member of Parliament 4.8 % 3.2%
. Executive or
tﬁ‘g?g;g'tﬂgéﬁ Represen?ati\_/e from a 22.2 % 19.8 %
. State Institution
or societal -~ - jemia 12.4 % 8.9 %
g\m‘é;o Civil Society 72% 5.6 %
Private School 24 % 2.4 %
members Member of the Ministry
belong of National Education 47.0% 48.8 %
Unknown 4.0 % 11.3%

Source: [Egitim Reformu Girigimi, 2010, pp. 36-37]

As seen in the table above, the ratio of Ministry-related members increased
incrementally for certain members. Also, the unknown member ratio increased
considerably, from 4.0% to 11.3%. The Ministry can assign unknown members to
the Council; the unknown members do not have to be associated with any institution
(Sasmaz, 2012). In the National Education Councils, the ratio of academic and civil
society members dropped noticeably. Along with changes in the ratio of members,
the quorum criteria for the meeting was also altered. Previously, in order to form a
quorum, two thirds of the members had to attend the Council meeting, but in May
2010, the quorum was changed to an absolute majority of the members (Resmi
Gazete, 2010). Therefore, 377 out of 752 members became sufficient to gather the
Council (Sasmaz, 2012).

The changes in the organizational structure allowed space for the Ministry’s
impact to grow, but the regulations on the role of the Council still provided it with an

advisory position. Still, over time, the Council became a place where state-oriented
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policies are discussed. One civil society representative summarized this process of
change:
Over time the Council became a place where there are no limits to what you
can discuss. For instance, in the 19" Council in 2014, numerous subjects
came into discussion like abolishing coeducation; these are not supposed to
be discussed in the Council. According to the regulations, subjects that are
outside the Council’s agenda or subjects that are not part of the preparation

period cannot be discussed within the Council and cannot be voted on.
(Interview 15) (see Appendix D, 9)

The change in the regulations in 2014 led to loss of power and impact of the
Council.®? The pronounced differences between these regulations are worth looking
at. For instance, in the previous regulation, Article 5 stated that: “[The Council] is the
supreme advisory board of the Ministry; it scrutinizes matters regarding the
improvement of the Turkish National Education System, and enhancement of the
quality of education and training; it takes necessary [emphasis added] decisions”
(Resmi Gazete, 1995).%3

On the other hand, in 2014, Article 5 was changed to: “[The Council] is the
supreme advisory board of the Ministry; it scrutinizes relative matters regarding the
improvement of the Turkish National Education System, and enhancement of the
quality of education and training; it takes advisory [emphasis added] decisions”
(Resmi Gazete, 2014).3*

By downgrading Council decisions from necessary to advisory, the Council’s

impact vis-a-vis the Ministry was officially abated. Thus, the executive institution

32 Previously, the council’s structure and operations were based on a regulation that is prevailed in
1995 with alterations in 1998, 2006, and 2010. This regulation was issued in the Official Gazette on
September 8, 1995 with act number 22398. Recently, the National Education Council regulations
changed in 2014. This regulation was issued in the Official Gazette on July 8, 2014 with act number
29054,

3 Translated from: “Sura; Bakanhigin en yiiksek danigma kuruludur; Tiirk Milli Egitim Sistemi’ni
gelistirmek, niteligini yiikseltmek icin egitim ve 6gretimle ilgili konular tetkik eder, gerekli kararlar
alir.”

34 Translated from: “Sura; Bakanligin en yiiksek danisma kuruludur. Tiirk milli egitim sistemini
gelistirmek, niteligini yiikseltmek i¢in egitim ve 6gretimle ilgili konular1 tetkik eder; tavsiye kararlari
alwr.”
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(the Ministry) gained the upper hand in the operation of education once again.
Another example from these two documents involves the implementation of Council
decisions. In 1995, Article 19 stated that: “The decisions that are going to be enacted
are finalized with the approval of the Minister. The decisions take place in the
Ministry’s execution plan according to their significance and priority” (Resmi
Gazete, 1995).%

In 2014, the wording of Article 19 was completely changed, and the role of
the Council was diminished: “(1) The decisions of the Council are advisory. The
Secretary-General of the Council delivers the decisions to the relevant units” (Resmi
Gazete, 2014).%® This change paved the way for Council decisions to play a minimal
role in policymaking. As seen from Article 19, similar to the previous article, the role
of the Council was downgraded in such a way that the Ministry became the prevalent
actor in deciding on Council decisions that reflect the agenda of the Ministry.

The Council’s role and its power were reduced; this change can be seenin a
comparison between the 2004 and 2012 policymaking processes. In 2004, while the
Council did not have a direct or indirect impact on the curriculum change, the
Council’s main focus on the EU accession process reflected the state’s ongoing
Euro-enthusiasm. For the 2012 system change, the Council became a tool as the idea
for the system change as 4+4+4 was proposed in the 18" Council (2010) by Egitim-
Bir-Sen members (Tutanak Dergisi, 2012a). Egitim-Bir-Sen was a fervent supporter
of the system change and adopted the policy as its own. One civil society

representative from the union explained:

% Translated from: “Kararlardan hangilerinin yiiriirliige girecegi Bakan Onay ile kesinlesir. Sura
Kararlar1 6nem ve onceligine gére Bakanlik icra planlarinda yer alir.”

% Translated from: “Sura kararlar tavsiye niteligindedir. Genel Sekreterlik, Stira kararlarm ilgili
birimlere gonderir.”
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We realized we were the pioneer in 4+4+4. The government did not ask us
about our final thoughts on the policy itself when they decided to bring up
this subject. We also did not know about it. We explained our thoughts in the
Council and wanted to transfer these decisions to society. (Interview 11) (see
Appendix D, 10)
So, with the 18" Council (2010), there was an inversion of the Council’s role: from
advisory to a tool for legitimization.

Lastly, there were also critical formal institutional changes in the Board of
Education. As explained in the previous chapter, the Board is a unit under the central
organization of the Ministry. It handles various tasks including curriculum setting,
textbooks, and educational vision and programing. Compared to the 2003-2005
curriculum reform, the Board lost its position as a policymaker in the 2012 system
change. In the latter policy period, neither the Ministry nor the Board had any idea
about the system change when the deputies drafted the law. In the 2011 Decree
having the Force of Law No. 652, there were several critical changes: a decrease in
the number of the members of the Board, the duties of the Board, and closure of sub-
units of the Board.

Similar to the Ministry, the units and sub-units that were considered idle were
closed via this decree. Moreover, the number of the members of the Board was
decreased to 10 from 15. The decrease in the number of members ensured a smaller
role for the Board. For instance, one former state official and civil society
representative claimed that the Board lost its power in regard to its relationship with
the Ministry:

If you ask me the impact of the Board in policymaking today, it is nothing.

With Omer Dinger’s movement, the Board’s power was diminished. ...

Nowadays, the Board is in bad shape. It no longer has the power to insist on
stuff. But it used to have it. (Interview 10) (see Appendix D, 11)
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The change to the number of members as well as the Decree on high-level
bureaucrats enabled the Ministry to completely change the Board’s members. The
personnel change led to the Ministry’s supremacy over the Board. One civil society
representative gave the example of a change within the Board’s ability to decide on
textbooks:
In previous times, the Board had certain degree of independence. On some
matters, the Board was able to decide freely. However, in recent times, some
of the decisions of the Board have caused problems in terms of the regime’s
actions and discourse. In particular, there were problems related to textbooks.
The Board used to decide on the publication of textbooks. (Interview 13) (see
Appendix D, 12)
The loss of power over certain matters was part of Decree No. 652. Although this
interviewee (Interview 13) gave the case of textbooks as an example, he/she did not
explain why there was a clash between the Board and regime. However, | am able to
show that the Board lost its power over textbooks with reference to Decree No. 652.
Before the enactment of Decree No. 652, the Board was governed based on
the 1993 regulation. This regulation gave substantial power to the Board on various
issues including textbooks. For instance, in 1993, the regulation defined one essential
duty of the Board as “to inquire, develop, and decide on the education system and
educational plan and programming of all the tools and equipment [emphasis added],”
and “to prepare, or order to prepare, or purchase the textbooks and supplementary
textbooks” (Resmi Gazete, 1993, p. 16). ¥
On the other hand, in 2011, the Decree did not allow such power over
textbooks, rather it claimed that the Board could “research and have someone

research the education system and educational plan and programming of all the tools

and equipment” and “cooperate with universities, civil society organizations, and

37 Translated from: “Egitim sistemini, egitim plan ve programlarini, egitim arag-gerecini arastirmak,
gelistirmek ... Ders kitaplar1 ile yardimci ders kitaplarini hazirlamak veya hazirlatmak.”
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other state and private institutions to prepare textbooks, supplementary textbooks,
and teacher’s guidance books if necessary [emphasis added]” (Resmi Gazete,
2012).38 One state official underscored how the Ministry was able to alter the power
of the Board:
I overcame them [bureaucratic challenges within the Ministry] easily. How?
First, I made a law and displaced everyone. Second, | changed the methods
and ways. Thus, they couldn’t hinder me. | changed every director with this
law. More precisely, you cannot simply make a law and fire all personnel. To
do that, I initially re-configured the Ministry and Board. ... | changed the
phrases on the Board’s ability to examine textbooks and courses. Since the

law allowed for changes in personnel, I also changed them. Thus, they could
not hinder me. (Interview 13) (see Appendix D, 13)

So, the impact of Decree No. 652 on the Ministry and Board and alterations to the
Council regulations paved the way for substantial changes within the institution.
These institutional changes in the Ministry, Board, and Council led to changes in the
power structure among these bodies. Although the Ministry has always had greater
authority, the changes within the inclusive structure of the Council and the Board’s
structure and duties boosted the Ministry’s power. While the Board lost its function
of assisting the Ministry and deciding on critical aspects of education, the Council

was deprived of its inclusionary structure for different state and non-state actors.

4.3 Informal institutional changes

Another modality that explains how the relationship between the state and civil
society has changed is informal institutional changes. I use “informal” institutional
changes in reference to the bypassing of laws and regulations in institutions. There

were numerous transgressions made by state bodies and representatives to maximize

3 Translated from: “Egitim sistemi, egitim ve dgretim plan ve programlari, ders kitaplar1 ve egitim
arag-gerecleriyle ilgili aragtirma yapmak veya yaptirmak ... Gerektiginde egitim ve 6gretim
programlari, ders kitaplari, yardimei kitaplar ile 6gretmen kilavuz kitaplarinin hazirlanmasinda
yiiksekogretim kurumlari, sivil toplum orgiitleri ile diger kamu ve 6zel kurum ve kuruluglariyla
isbirligi yapmak.”
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their agenda-setting power and overhaul the legislative process during the system
change in 2012.

Informal institutional changes refer to the bypassing of governing laws and
regulations within an institution in which its actors covertly or overtly do not abide
by these rules. Moreover, this informality includes the unofficial nature of actors
within these bodies who often violate or overlook existing rules and regulations or
take advantage of loopholes within the existing system.

Informal institutional changes do not only refer to actors within institutions.
In addition, there are instances of institutional bypassing. | want to highlight the fact
that the 2012 system change also excluded educational state institutions from the
policy process. Thus, not only the laws but also certain institutions were bypassed in
the making of the system change. | believe this is a particularly crucial dimension of
hybrid regimes. Because maintaining a democratic fagade is an arduous and
prolonged task, informal institutional changes benefit the regime by allowing it to
make rapid decisions in a short period of time. The 2004 curriculum reform included
numerous parties and an extended period of time to plan and execute a policy. On the
other hand, in the 2012 system change, educational state institutions and related non-
state actors were deliberately bypassed in order to implement a state policy within a
short period of time (45 days to be exact). Although this section particularly focuses
on informal institutional changes to the rules and regulations in 2012, it is also
important to keep in mind that this informal change also refers to bypassing of
related educational institutions.

This modality mainly aims to explain the legislative process in the making of
the system change and demonstrates decaying democracy. | intend to explain not just

the making of the educational policies but also the legislative agenda-setting of the
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AKP period, which is often hard to describe since the abuse of and non-conformance
with the laws and regulations of governing bodies in the state are not part of
functioning democracies. Thus, | want to underline informal institutional changes as
a term to explain the policymaking process in hybrid regimes.

In their study of legislative agenda-setting, Hazama and Iba (2017) claimed
that the AKP uses omnibus bills® to create significant changes within existing laws
while maintaining the status quo process and silence any possible veto. However, the
lack of parliamentary discussion on the changes leads to legal errors and deficiencies.
This process usually ends up with the Constitutional Court annulling these laws.
Although the study from Hazama and Iba (2017) particularly focuses on omnibus
bills, their perspective on legislative agenda-setting brings new insights. This study
shows that in transitioning regimes (e.g., Turkey), legislative agenda-setting
precipitates a “majoritarian tendency and erosion of the separation of powers”
(Hazama & lba, 2017, p. 313). | want to contribute to this explanation by adding
another dimension. Hazama and Iba (2017) mainly use laws and their annulment in
their analysis; however, | want to shed light on the legislative agenda-setting process.
So, | will use the parliamentary discussions on the draft law about the system change
to understand how the AKP established a majoritarian power and to what extent the
party was able to silence dissent and gain the upper hand in policymaking.

| gave the details of parliamentary meetings in the background chapter
(Chapter 3). These meetings of the standing committee continued for nine days, in
which CSOs were able to participate in only one session. Committees and sub-

committees in parliament must follow the same internal regulations as the parliament

3% Omnibus bills (or torba yasa in Turkish) are package legislation that include one or more diverse
subjects within a single document. Thus, these bills can be approved with a single vote in the
legislature but contain numerous changes or regulations that may or may not be related to each other.
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itself. Accepted in 1973, this regulation covers the rules of parliamentary gatherings
and the governing regulations on the order of these meetings. I will address only a
few articles of this regulation since the following examples fall under specific
sections of the internal regulation. | particularly focus on one central issue in these
meetings: despite violations of internal regulations, the meetings were continued, and
decisions were made.

The party ratios of committee members are the same as their ratio in
parliament. The committee must provide a decision on the subject that they are
assigned within 45 days (Article 37) (Resmi Gazete, 1973b, p. 10). The committees
are governed by a president; to gather a meeting, one-third of the members are
required; to vote, an absolute majority of the members is required (Article 27)
(Resmi Gazete, 1973Db, p. 8). If there is no quorum, the representative of the
committee can disallow the suggestions or remand the subject to be discussed again
in the committee (Article 45) (Resmi Gazete, 1973Db, p. 11). Members have to attend
the meetings of the committee to which they belong, and, in case of three sequential
absences, the member can be removed from the committee by the party he/she
belongs to (Article 28) (Resmi Gazete, 1973b, p. 8). Members can speak upon their
request (Article 29) (Resmi Gazete, 1973b, p. 9). Lastly, if a member is interrupted
or offended on personal matters by another member (ad hominem), and the peace of
meeting is disturbed, the president of the committee can call for an intermission or
postpone the meeting and address the matter to parliament (Article 46) (Resmi
Gazete, 1973b, p. 11).

Violation of these articles of the internal regulation disrupted the order and
conduct of meetings on the 2012 system change. Despite Article 27, there were cases

in which a quorum was not satisfied. However, in these cases, discussions on the
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draft law continued and motions were approved. Only a committee representative
can disallow or remand the meeting (Article 45); however, AKP committee
representative Avni Erdemir did not use his power on this issue despite opposition
parties’ protests. Thus, the AKP was able to use its majority on the committee to
overhaul the policymaking process.

The meetings were also interrupted on the issue of speaking time for the
members. Since the internal regulation does not mention the amount of speaking time
allowed for committee members, this created a loophole. The president of the
standing committee (Nabi Avc1*?) decided to limit speaking time, but deputies from
opposition parties protested (Tutanak Dergisi, 2012c, pp. 23-24). Moreover, AKP
deputies tried to limit the number of motions that one member could submit;
however, such a limitation is not discussed or allowed in the internal regulation.

Informal institutional changes did not only occur through the actions of the
ruling party. There were also instances stemming from the opposition party. Despite
the short notice and abruptness of the draft law, opposition parties’ interest and
perseverance were noticeable in these meetings; a filibuster even occurred to protest
and draw attention to the issue in the media (Erdem, 2012; Tutanak Dergisi, 2012b,
p. 57). The Republican People’s Party deputy from Sakarya, Engin Ozkog, engaged
in a filibuster, speaking for over 12 hours and noting that civil society did not have a
voice in these meetings. Ozkog protested the attempts by AKP deputies to limit
speaking time. He read reports from CSOs like Otizm Vakfi, TUSIAD (TUrkiye
Sanayici Is Adamlar1 Dernegi — Turkish Industry and Business Association), TED,
ERG, ACEV (Anne Cocuk Egitim Vakfi — Mother Child Education Foundation),

CYDD (Cagdas Yasami Destekleme Dernegi — Association for the Support of

40 Nabi Avcr was an AKP deputy in 2012.
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Contemporary Living), and ADD (Atatiirk¢ti Diisiince Dernegi — Atatiirkist Thought
Association). With only with few minutes of rest, Ozkog continued to speak until
3:20 am, and fellow party deputies supported his actions by giving him food,
providing him books and reports to read, and not leaving the meeting room.

Another form of informal institutional change was the indifference to
evidence and research by opposition parties and CSOs on the system change, which
was repeatedly brought up by opposition parties on different days of the standing
committee meetings (Tutanak Dergisi, 2012b, pp. 9-15; 2012c, pp. 4-26; 2012d, p.
23; 2012e, p. 11; 2012f, p. 87). For instance, one civil society representative
demonstrated this indifference with the example of the school starting age discussion
in the standing committee meetings:

While he [Selcuk Pehlivanoglu®'] was talking, he received a phone-call.

Then, Fikri 1s1k* asked what would happen if we lowered it [the school

starting age] to one year earlier. Mr. Selguk was surprised and said: “I don’t

know, maybe” and they said: “OK, we are lowering the school starting age by
one year.” So, they managed to work something in that did not come from the
draft law. ... I do not have any explanation for this. (Interview 12) (see

Appendix D, 14)

Instead of following the draft law’s articles, AKP spokesperson Fikri Isik made an
addition to the draft law without proper discussion and articulation. The same CSO
representative also underscored AKP deputies’ detrimental effect on fruitful
discussions:

While | was talking about these matters and were able to express things

correctly, Fikri Isik interrupted us and said: “Of course, what matters is how

many stages exist in education not how many years. For instance, | went to
the U.S.A. and learned that they teach children inches using finger segments”

as if he was trying to talk about his memories and troll the discussion
environment. Nur Serter [Republican People’s Party deputy] got mad and

41 A representative from TED.
42 Fikri Isik, the AKP deputy from Kocaeli, served as a spokesperson of the National Education,
Culture, Youth and Sports Committee in 2012.
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shouted to Isik: “What are you talking about?”” Such absurd things occurred.
(Interview 12) (see Appendix D, 15)

So, alongside the dismissal of rules and regulations, practices that hindered fruitful
discussion sessions were also dominant in these meetings.

Additionally, the absence of certain AKP deputies from the meeting was
noticed by opposition parties. While a standing committee member, Hakan Siikiir*?
did not attend the meetings that discussed the law. One interviewee claimed that he
was watching a soccer match while the discussions were going on (Tutanak Dergisi,
2012b, p. 93). Moreover, Minister of National Education Omer Dinger and officials
from the Ministry did not attend the meetings regularly. Opposition parties protested
Minister Dinger’s lack of participation (Tutanak Dergisi, 2012f, p. 25). Opposition
parties accused Dinger and Ministry officials of being indifferent to the process. One
CSO representative commented on Dinger’s unfamiliarity with the draft law: “I don’t
believe he had any role. I think he did not know the draft law” (Interview 12).44

The meetings went on for hours. Meetings that ended at midnight left the
deputies exhausted, the discussions leading to a dead-end. Ultimately, this wearing
process led to arguments and physical fights between members of the standing
committee. On March 8, 2012, the committee meeting was occupied by non-member
deputies. As Nabi Avci announced that Article 3 of the draft law was accepted,
deputies from opposition parties invaded the speech platform and protested the
process of voting. Article 3 aimed to divide the education system into a three-tier

track (4+4+4) in which elementary, secondary, and high school students would have

43 Hakan Siikiir, former AKP deputy, was a soccer player. Recently, he left Turkey after accusations
that he was a member of FETO. It is acronym for “Fetullah Terrorist Organization” which is
considered as a parallel-state infrastructure that attempted on coup in 2016. The coup attempt led to a
state of emergency.

4 Translated from: “Higbir rolii oldugunu diisiinmiiyorum. Hig bence bildigi falan yoktu yasay1.”
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separate schools.*® Opposition deputies did not agree with the AKP decision, and a
quarrel among the deputies turned into a physical fight in which one Republican
People’s Party deputy from Kocaeli, Haydar Akar, was punched by one Hakan
Siikiir’s (AKP deputy) advisors. The verbal and physical quarrel continued in the
corridors of parliament as Nabi Avci called a two-hour intermission (E. Kaya, 2012).

Four days later, as the debates got heated, hundreds of AKP deputies flooded
the meeting room to support fellow deputies on the standing committee in the last
day of the meetings (E. Kaya, 2012). Since the room was only large enough for
committee members and a limited number of guests, opposition deputies were not
able to sit or stand in the room. Republican People’s Party’s Yalova deputy
Muharrem Ince cried “committee has been invaded” and quarrels escalated (E. Kaya,
2012). In the same meeting, the AKP deputies were able to pass 20 clauses of the
draft law in less than half an hour; the meeting lasted from 15:10 to 15:34 (Tutanak
Dergisi, 2012c, pp. 1-15). Although Nabi Avci removed the press from the meeting
room, the physical fights got out of control when Avci was struck by an unknown
object, and several deputies kicked and punched each other. While the verbal and
physical quarrel continued, clauses on the draft law were voted on, and the law
passed despite the unhospitable environment.

In this section, | tried to show how informal institutional changes in
parliamentary discussions led to the bypassing of rules and regulations. Moreover, in
the 2012 system change, not only the laws but also institutions were bypassed. By
proposing a draft law, AKP deputies interfered in the policymaking purview of
educational state institutions. Thus, they bypassed the Ministry, Board, and Council

in the making of the system change. In discussing the informal institutional changes,

4 A three-tier education system allows the opening of imam-hatip secondary schools.
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| tried to show how internal regulations of the parliament were overlooked by
deputies in discussions of the draft law. There were cases of verbal and physical
altercations during meetings despite the poor discussion conditions of the standing
committee, an inhospitable discussion environment, and other shortcomings. All in
all, this discussion of informal institutional changes aimed to demonstrate how the
AKP gained a majoritarian stance in legislative agenda-setting and silence dissent.

In this chapter, | aimed to answer how the relationship between the state and
civil society changed from 2002 to 2012. | used formal and informal institutional
changes to explain this alteration in the relationship. Regarding formal institutional
changes, | show how written rules and regulations governing critical state institutions
were altered. These alterations paved the way for the strengthening of the Ministry.
Independent and advisory institutions lost their relative power and became subject to
the Ministry’s authority. Similarly, informal institutional changes demonstrated the
bypassing of parliamentary rules and regulations worked to the advantage of the
AKP and AKP deputies. Even though there are rules and regulations governing the
parliament and its committees, the disregard of the legal framework enabled the AKP

regime to silence dissent and ensure a majority in agenda-setting and policymaking.
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CHAPTER 5

LIMITED STATE CAPACITY AND CAPACITY BUILDING

In the previous chapter, I described the formal and informal institutional changes to
elucidate how the relationship between the state and educational civil society
changed during the AKP period from 2002 to 2012. The formal and informal
institutional changes indicated how the legal framework of existing educational
institutions was changed or bypassed. Still, it is crucial to understand why this
relationship changed.

In this chapter, | argue that the democratic reversal of the Turkish state led to
a change in its relationship with CSOs. In addition, the rupture with the EU accession
process abated state accountability towards non-state actors and the international
community. Since the party was able to overcome the strong veto powers in Turkey
(the president, judiciary, and military) and did not conform to the EU accession
process, it was able to consolidate its power and often did not pursue inclusive
policymaking.

I argue that CSOs are an essential part of educational policymaking in
Turkey. Despite the democratic reversal of the AKP, the policymaking process in the
2012 system change did not ostracize the CSOs. Nonetheless, the party altered its
cooperative relationship to selective inclusion in educational policies because it
needed CSOs as a service provider to implement its policies due to limited state
capacity. To pursue its policies, the party opted to include government-friendly CSOs
and build their capacity within the educational field. Educational institutions gained

power over non-state actors through formal and informal institutions, which
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facilitated selective inclusion and the party’s ability to work with government-
friendly CSOs.

| start this chapter by explaining the motivation of hybrid regimes in their
relationship with civil society. The literature presents control and legitimization as
two critical factors that explain hybrid regimes’ attitude towards civil society. In
order to control or legitimize, these regimes particularly use co-optation, closure, and
legal mechanisms. Before explaining legitimization within the Turkish context, |
give a succinct overview of control as a modality.

Later, in the second section, | explain the limited state capacity and
implications of legitimization. While the literature claims that hybrid regimes use
government-friendly CSOs to legitimize its policies, | show that the AKP pursued
legitimization prior to regime change during the EU accession process. So, | propose
the state’s capacity to implement educational policies as a critical factor that explains
the change within the relationship between the state and CSOs. In the last section, |
demonstrate how limited state capacity is mitigated through the sharing resources
with government-friendly CSOs. I utilize government protocols to demonstrate how
government-friendly CSOs gained more space and resources in educational

policymaking.

5.1 Control as a modality

According to existing literature, educational civil society practices differ in two
ways. First, the literature of hybrid regimes mainly focuses on civil society with
regard to contentious politics. These studies are primarily part of the social
movement literature, in which engagement in associational life represents a means to

contest policies. However, the policy periods under the scrutiny here and educational
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civil society in Turkey, in general, mainly strive for a role in policy formation.
Although there were active teachers’ and students’ unions that engaged in protests
and demonstrations during both policy periods, these acts were not representative of
educational civil society’s main goal. Overall, in terms of this study’s framing,
educational civil society sought to remain in the political field and part of policy
formation.

Secondly, as regimes shift toward authoritarianism, we expect them to shun
collaboration in policymaking. In our case, the Turkish state preferred selective
inclusion in the 2012 system change, in which we observed the state’s alliance with
government-friendly CSOs. This reflects the hybrid regimes’ Janus face: maintaining
a democratic facade through the inclusion of CSOs in policymaking while co-opting
and controlling civil society through the inclusion of government-friendly CSOs. The
AKP regime did not eliminate its relationship with civil society as it became
increasingly authoritarian; instead, it created its own CSOs. It is crucial to understand
why the state needed government-friendly CSOs when it was able to refrain from
inclusive policies.

An obvious answer to why the Turkish state altered its relationship with
CSOs is the regime’s evolution from democratic to hybrid. Consequently, it
selectively includes civil society and refrains from fair collaboration in
policymaking. Hybrid regimes also balance democratic and autocratic features. For
instance, the AKP had to include CSOs in the parliamentary discussion on the 2012
system change when opposition parties demanded an inclusionary policymaking
process. However, the parliamentary discussions with CSOs introduced another
mechanism of hybrid regimes: government-friendly CSOs. As mentioned in the

literature review (Chapter 2), these regimes often resort to the co-optation of existing
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civil society or creation of new government-friendly CSOs to control and monitor
existing civil society. Their role in supporting regime policies is a critical aspect of
associational life and needs further investigation.

As mentioned in the literature review, hybrid regimes use different
mechanisms to sustain themselves (Schedler, 2006). These scholarly works underline
how, as regimes evolve, the state challenges, controls, represses, and eventually
eradicates civil society (Lewis, 2013). These regimes resort to co-optation, legal
mechanisms, or closure to expand their control. Besides control and repression, this
nascent literature adds legitimization as a reason why these regimes adopt different
mechanisms to suppress civil society (Gerschewski, 2013). Similarly, Doyle (2018)
claims that the AKP regime uses government-friendly CSOs to disseminate the
regime’s ideology and create democratic legitimization.

Repressing and controlling civil society are not novel mechanisms in Turkey.
Legal mechanisms are one of the central tools of these regimes to control civil
associations, and Turkey adopted these mechanisms to harness civil society (Gilbert
& Mohseni, 2018). These legal mechanisms enable the state to monitor the political
activities of these organizations. In 2005, legal reforms regarding civil society
organizations ensured that CSOs receiving foreign funding required a state permit,
which allows the state to attend meetings of these organizations (Gilbert and
Mohseni, 2018, p. 458). These changes in the legal frameworks enabled the state to
enhance its control over civil society in Turkey (Interviews 2 and 15). Moreover,
these mechanisms are not particular to educational civil society. As Third Sector
Foundation of Turkey [Tiirkiye Uciincii Sektor Vakfi] (TUSEV) head Tevfik Basak

Ersen noted, “there is no legally binding document for government to consult CSOs,
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it’s very arbitrary” (Blsch, 2016). For instance, one CSO representative explained
the restrictive impact of the legal mechanisms:
We used to have no problem with the places we visit, the schools, directories
in the provinces and districts. But after that law [legal reforms in 2005], the
Ministry wanted to know “what are you doing, how are you practicing those
programs, we want to see the content of these programs”. (Interview 2) (see
Appendix D, 16)
Similarly, co-opting became a popular mechanism since it enables the state to
dominate and benefit from civil society’s service capacity (Gerschewski, 2013).
Thus, CSOs in these regimes function as service providers while not exceeding the
boundaries of the state’s ideology. Although not novel, this practice is also used in
Turkey in which we see government-friendly civil society emerging to support the
policies of the state. While this co-optation is not unique to the AKP period, I will
detail these organizations under the current regime in the following sections of this
chapter.
A final approach used by these regimes to silence dissent is the closure of
CSOs. This aggressive approach towards civil society is a challenging practice for
hybrid regimes because maintaining a democratic facade allows these regimes to
thrive. So, in the twenty-first century, there are only a few countries that use closure
to arbitrarily silence dissent (Lewis, 2013, p. 325). After the coup-attempt in 2016,
there have been a growing number of prosecutions, detentions, or closures of civil
society representatives or organizations in Turkey. This contrasts with the early years
of the AKP period, in which the general trend for civil society was improving and
state support and endorsement were abundant (European Commission, 2006).
During the EU accession process, the state implemented a series of reforms,

including reforms in the legal framework that affected civil society. In 2004, a new

Associations Law was enacted in accordance with the EU and opened a space for
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active civil society (European Commission, 2010, 2011, 2012). Similarly, in 2008,
the Foundations Law was adopted, which improved the existing legal framework.
Still, these initiatives did not provide complete safety for civil society since there
were certain problems impeding overall improvement: the vague language of the
laws, lack of fiscal independence from the state, unstable democratic process, and
sluggish bureaucracy remained impediments to the development of civil society
(Heper & Yildirim, 2011; Karaman & Aras, 2000; Simsek, 2004). Since the laws did
not require non-state actors to be part of the policymaking process, inclusiveness was
arbitrary and often depended on the bureaucrats. One former state official and CSO
representative underlined this vagueness and the lack of a legal framework:

Now, it entirely depends on the manager’s initiative for relations with CSOs

or other organizations. Ah, there is no legal framework that organizes CSO

inclusion in program research. You don’t have to include CSOs. As a

manager, if you believe that this would be helpful, you can do it, but nobody
would question why you did not do it. (Interview 14) (see Appendix D, 17)

This legal structure enabled the state to abuse the closure practice in recent years.
One way to observe this process is by looking at the annual reports of the European
Commission on Turkey, which has a section on Turkish civil society. From 2002-
2005, these reports advised closer cooperation and dialogue between the state and
civil society. The 2006 report celebrated the developments within civil society
concerning the legal framework while being cautious and reminding the need for
improvement (European Commission, 2006, p. 16). The 2010 report underscored the
development of civil society in its nascent stage and highlighted closure cases and
the disproportionate amount of administrative checks and fines (European
Commission, 2010, p. 26). As underlined by the European Commission report on
Turkey (2018), there has been severe backsliding in associational life (European

Commission, 2018, p. 4). The aftermath of the Gezi Protests in 2013 led to a
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crackdown on civil society. Moreover, the state of emergency declared in July 2016
paved the way for a massive purge of CSOs. Among the many closures of
organizations associated with FETO*® was Glindem Cocuk, a fervent advocate of
children’s rights known for its drive to prosecute the sexual abuse case involving
ENSAR,*" a government-friendly CSO.

The co-optations, legal mechanisms, and closure in the Turkish context show
that the party consolidated its power over educational civil society over the years.
While the restricted political realm for civil society became more permeable during
the EU accession process, the improvements did not last following the party’s
democratic reversal. Still, controlling or repressing civil society does not fully
explain the motivation of the hybrid regime in Turkey or its changing relationship
with CSOs. So, | will address the limited state capacity and capacity building in the

following sections.

5.2 Limited state capacity

The literature also uses legitimization to elucidate why hybrid regimes use various
mechanisms to repress civil society. For the AKP, the need for legitimacy was
prevalent during the early years of rule. In these years, the party sought consensus
through the EU process because it was not yet able to consolidate its power. Thus,
the literature’s explanation regarding legitimization is not helpful to understanding
the Turkish case. In this section, I reject and demonstrate the inapplicability of the

legitimization argument and propose limited state capacity in its stead.

46 FETO is acronym for “Fetullah Terrorist Organization,” which is considered a parallel state
structure and blamed for the 2016 attempted coup that led to a state of emergency.

47 In 2016, a teacher was accused of raping 45 children aged nine to ten in the illegal student
dormitories of ENSAR, Karaman Anatolian Imam Hatip School, and KAIMDER (Karabiik imam
Hatip Lisesi Mezunlar1 ve Mensuplar1 Dernegi).
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Legitimacy is one of the central concepts in political science. One way to
define legitimacy is how it stems from the belief of what is proper in society.
Legitimacy is “the capacity of a political system to engender and maintain the belief
that existing political institutions are the most appropriate or proper ones for the
society” (Lipset, 1959, p. 86). Another aspect of legitimation is “the process of
gaining support,” or seeking “active consent, passive obedience, or mere
toleration within the population” (Gerschewski, 2013, p. 18).

This legitimization process or gaining support and consent is a conventional
technique used by the AKP even in the early years. These years were also
challenging for the party in terms of its relationship with the veto powers and the
international community. However, the party took advantage of the EU accession
process prior to the 2004 curriculum reform, as mentioned by one senior state official
the party gained strength “from the financial support of the EU” (Interview 13).%8
Thus, the financial support of the EU helped the party gain dominance since
additional budget allows for comprehensive policymaking. Another civil society
representative added that “the party had concerns over its international image”
(Interview 12).%° Still, the veto powers challenged the party, as one civil society
representative claimed:

Ziya hodja [Ziya Selguk®®] knew that the teaching program and curriculum

were debated subjects, and they required consensus. You see, the AKP was a

newly ruling party, and it was seeking something since it was not that strong
at the time; it was seeking a consensus. (Interview 2) (see Appendix D, 18)

In the curriculum change, which happened two years after the 2002 election, the

AKP was trying to achieve a substantial reform. This reform required a consensus in

8 Translated from: “Avrupa Birligi destekliyordu mali olarak da.”

49 Translated from: “Uluslararas1 imajin1 gtiglendirme kaygis1 var.”

% Ziya Selguk was the president of the Board of National Education during the curriculum change. He
became the Minister of National Education as of 2018.
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education while meeting the conditions of the EU accession process. Ozbudun
(2014) argues that there was concern over its image within Turkish society as well as
the international realm in the early years of the party. So, the AKP struggled with
legitimizing its policy in two different contexts. While the party enjoyed the support
of the EU and other international bodies, the national context was challenging. In the
early years of the regime, a strong veto power was vested in three bodies: the
president, the Constitutional Court, and the army. One former state official and civil
society representative pointed out the role of the veto powers as follows:
In 2003-2004, there was a government that needed to boost its legitimacy in
every aspect. If you talk to Ziya Selcuk, he will tell you wonderful stories.
Things like how he had to go to the MGK,> and how he persuaded the MGK.
... But when it comes to 2012-2013, the Ministry did not need legitimacy

through other actors. There was no need for legitimacy from the outside. It is
especially about the timing. (Interview 10) (see Appendix D, 19)

These veto powers later had an attenuated role, as explained in the literature review
on Turkey’s transition from democracy to a hybrid regime (Esen & Gumuscu, 2016,
1585). So, especially during the initial years of the party, there was a need for
legitimacy from domestic and international actors.

As shown in the earlier chapters, in the 2012 system change, there were CSOs
that adopted the state policy and advocated for it. So, the state created another form
of legitimacy aligning the party’s ideology and power with the educational civil
society. This legitimization helped the party to maintain the facade of democracy
while establishing a majoritarian approach in the policy arena. Moreover, the party
needed to frame its decisions as a need expressed by society (Interviews 10, 11, and
12). Thus, using civil society to create an illusion of inclusion and participation was

necessary since civil society encompasses the problems and desires of society. This

51 The Milli Guivenlik Kurulu [National Security Council] (MGK) develops national security policies.
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legitimization process is particularly true for the 2012 system change period. For
instance, one former state official and CSO representative explained the making of
the system change in 2012:
It did not happen like “Ah, this was proposed by the Egitim-Bir-Sen so let’s
make it happen.” They [state officials in the Ministry] would tell you that
they did it. Look, we did this, while I was working for the Ministry, | was in
the Board’s department that took care of stuff like this, the policy department.
And we had to write a script to legitimize it. As a justification, we said “lots
of civil society organizations attended the National Education Council; it is
an advisory decision.” But, this was purely political. (Interview 10) (see
Appendix D, 20)
Another aspect of this legitimation process was creating the illusion that civil society
participated in policymaking. Several of my interviewees referred to this process as
“pretending” or -mug gibi yapmak in Turkish. In order to describe the process of the
meetings for the system change, one civil society representative claimed that ...
they are pretending. There is no strong civil society in Turkey like in the U.S.A. or
UK” (Interview 3).%2 So, the participation of CSOs was “participation on paper”
(Paker et al., 2013, p. 767). Another civil society representative added: “In these
meetings, things to do are already determined; in fact, they are doing these meeting
for the sake of rules, fulfilling the requirements” (Interview 1).53
One civil society representative that attended the parliamentary discussions
argued that this pretending was harmful to the existing discussion environment:
“They [deputies] are trolling; literally, there was a cacophony. They were able to say
that “They should come,” and we listened to them” (Interview 12).*

This form of legitimization, where pretending led to a cacophony, did not

solely benefit the state; there were benefits and drawbacks of this illusion of

52 Translated from: “-mus gibi yapiyorlar. Sivil toplumda devletin otoritesi cok énemli ve Tiirkiye'de
bu var. ABD, Ingiltere'de ¢ok giiclii sivil toplum var.”

% Translated from: “Yapilacaklar belli zaten belirlenmistir hani bu toplantida aslinda sey adet yerini
bulsun diye, sekil sartin1 yerine getirmek i¢in yapiliyordur.”

% Translated from: “Trolltiyorlar, hakikaten bir kakofoni olurdu. Gelsin, dinledik bunlar1 da.”
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inclusion for participating CSOs as well. One benefit the government-friendly CSOs
enjoyed were material gains. The details of this argument will be elaborated in the
following section on capacity building. Also, CSOs that supported government
policies enjoyed patronage relations in the policymaking process. For instance, one
government-friendly CSO representative gave an example from their institution to
explain how they gained more influence as a CSO:

Immediately, we had to get rid of this coup-product [1997 memorandum]

problem [eight-year compulsory education]. Since then, for this matter, we

slowly grew as a union, the number of our members increased, we gained
members from the AKP community, and we were able to execute the

program [4+4+4]. (Interview 11) (see Appendix D, 21)

So, government-friendly CSOs flourished and enjoyed state support to execute their
agenda, which was in line with the party’s ideology.

Another aspect of this relationship is the fact that “pretending” came with a
cost for CSOs. Government-friendly CSOs could not fully engage with policy
discussions or act critically. When asked about these government-friendly CSOs in
the parliamentary discussions, one civil society representative claimed that: “They
were not in a position to object. As | remember, you were presenting your case and
moving aside. There was no right to speak there. It was a quite limited arena”
(Interview 12).% So, legitimizing the state’s policy implies that the organization
could not be critical toward the policymaking process.

This pretending for the sake of support and appropriateness also altered the
way CSOs positioned themselves. Although I only had two interviewees from

government-friendly CSOs, their claims demonstrate the hybrid regime’s toxic

attitude toward civil society. Although the literature examines government-friendly

% Translated from: “itiraz etme durumu gibi yok onlara zaten. Hatirladigim kadartyla sen sunumunu
yapip ¢ekiliyorsun. S6z hakki olmuyor sana yani. Cok kisith bir alan var orada yani.”

101



CSOs in Turkey (Doyle, 2018), these studies do not explain what their nature means
for them. I believe government-friendly CSOs eventually alter how civil society
positions its role and duties. For instance, when asked about their presence in the
2012 system change process, one government-friendly civil society representative
claimed that:
We do not belong to the parliament. What we do is with the Ministry. ...
What | mean by sharing our ideas with the Ministry on changes to laws and

regulations is that we inform the Ministry about our thoughts; the rest belongs
to the parliament. (Interview 7) (see Appendix D, 22)

Although the Ministry was considered a body that CSOs should interact with, the
representative did not see the parliament as a place for associations to share their
knowledge and opinions. Another government-friendly civil society representative
claimed the following when asked about the system change process:
It is something outside of CSOs domain. ... It does not matter what we think.
There is a state policy; it is linked to some EU policies, related to that stuff. |

mean the legal matters in the parliament, these are about law-making, and this
is not our job. (Interview 6) (see Appendix D, 23)

Thus, this process of legitimization altered the civil society concept for them as well;
they do not see playing a role in the system change policymaking as a CSO
responsibility. One CSO representative indicated that this is an issue: ... we observe
that a civil society organization or a foundation that is supported or funded by state
institutions is no longer able to criticize or execute free projects, and this is a general
problem” (Interview 9).%

Moreover, seeking and gaining legitimacy doesn’t guarantee a successful
policymaking process. Although the state was able to pass the draft law in 2012, the

educational institutions responsible for implementing the policy struggled during the

% Translated from: “Bir devlet kurulusu tarafindan desteklenen ya da fonlanan bir sivil toplum
Orgltiniun ya da vakfin bir stire sonra artik elestiremeyen, artik 6zgir projeler ortaya koyamayan bir
hiviyet sergiledigini gérmekteyiz ki bu genel bir sorun.”
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implementation period. Since the parliamentary discussions did not produce

strategies to implement the policy, problems arose. For instance, one CSO

representative claimed:
If the decision comes from the parliament, it is legitimate, but at the same
time, it is important how the society perceives your method. | mean, does
society see this method as legitimate? ... When you change the first stage or
elementary school to four years, what does it mean? There will be a need for
teachers. And did it happen? Yes, it did! Maybe there would be a chance to
adjust things [through parliamentary discussions] but tension and frustration

did not allow for it. There were opportunities to revise, instead there was
fighting. (Interview 15) (see Appendix D, 24)

Despite the presence of government-friendly CSOs and apparent legitimacy in the
policymaking process, it did not result in a smooth implementation. More
interestingly, the state’s need for civil society continued after the draft law was
passed. The Ministry invited CSOs to develop strategies for implementation. For
instance, one civil society representative claimed that the Ministry needed the CSOs
in the implementation of the 2012 system change, noting “Because during the Dinger
period, in March when the law passed, Dinger called us and a few other CSOs to
implement it. For, suggestions on how to implement. He was baffled” (Interview
12).57

There was a conspicuous need for CSOs, both government-friendly and not.
Omer Dinger sought the advice and support of CSOs in order to rapidly implement
this major policy change. Interviewees from CSOs emphasized the Ministry’s
constant need for non-state actors. For instance, one CSO representative claimed
that: “They [the Ministry] say, ‘we are a massive institution” and, when appropriate,

the Ministry needs help, too. When it is ok for them, they say they are open to

57 Translated from: “Clinki Dinger zamaninda da biz yani Mart'ta ¢ikinca yasa sonra uygulanmasi igin
Dinger bizi ¢agirdi, cok kicuk bir toplanti yapti biz ve birka¢ STK ile daha. Biz bunu nasil
uygulayacagiz diye? Adamin kafasi da karman gorman olmustu yani.”
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cooperation” (Interview 1).%8 However, this need is not specific to the 2012 system
change. As mentioned in the literature review (Chapter 2), Turkish CSOs were often
seen as a service provider, utilized to cover the Ministry’s needs (Aksay, 2009).
Using CSOs as a service provider is a common practice among hybrid regimes
(Lewis, 2013). Another CSO representative emphasized the importance of CSOs for
the state in the policymaking process in a general sense:

This is a reciprocal relationship. But the common good is education.

Sometimes they need information and experts, and sometimes we need them.

Sometimes we must tell stuff they do not want to hear. Our need for them is

obvious. They are the decision makers. They are executors. This is not a
unilateral relationship. (Interview 14) (see Appendix D, 25)

The constant need for a relationship between the state and non-state actors in
educational policies ensured CSOs played the crucial role of providing services to
the state and society while continuing to be obedient to AKP policies. So, these
organizations provide legitimacy for both the policies and state institutions in the
performance of their duties. In democratic contexts, CSOs play a role in democratic
consolidation as an agent in agenda-setting (Diamond, 1999); however, in non-
democratic contexts, like hybrid regimes, CSOs mainly play the role of a service
provider. Additionally, the greater presence of government-friendly CSOs and their
interactions with the hybrid regime alter their vision of civil society itself.

In this section, I showed why the legitimization argument does not suffice to
explain the relationship between the Turkish state and educational civil society.
While in the early years the EU was a critical source of legitimization despite strong
veto powers, the party used government-friendly CSOs in the later years to

disseminate its ideology and provide legitimization. Instead, | argue that limited state

%8 Translated from: “Cok biiyiik bir teskilatiz, uygun oldugu noktalarda MEB'in de ihtiyaci oluyor.
Uygun oldugu sekillerde is birligine agigiz diyorlar.”
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capacity explains why the AKP regime has been using different tools to get
authoritarian while maintaining the facade of democracy towards educational civil
society. As the regime skewed the playing field of educational policymaking through
elaborate changes, state bodies (especially the Ministry) gained an inordinate amount
of power. This paved the way for the regime to tilt the financial and legal playing

field in favor of government-friendly CSOs. This abuse needs further explanation.

5.3 Sharing the spoils: Capacity building

Limited state capacity to implement certain policies paved the way for the inclusion
of government-friendly CSOs. Sharing the spoils of power became a critical tool to
utilize government-friendly CSOs to implement policies during the AKP period. To
explain this, | use protocols as a dominant financial and administrative method in
utilizing government-friendly CSOs and capacity building for them.

Although there are various methods in which the spoils may be shared (like
the allocation of state resources or EU funding), | will focus on protocols because
other forms of favoritism were impossible to address due to limited data.>® For
instance, as part of the IPA, the EU provided nine billion euro to Turkey for the
2007-2020 period to improve the rule of law, governance, and human resources; this
includes education, employment and social policies (Schlee, 2018). The European
Court of Auditors (ECA) published a special report, “EU pre-accession assistance to
Turkey: Only limited results so far,” that highlighted the problems that IPA I (2007-

2011) and IPA 11 (2012-2020) encountered. According to the report, EU funding to

59 Comprehensive data on EU grants does not exist. The Central Finance and Contracts Unit of the
Ministry of Treasury and Finance provides financial data on IPA I and IPA 11 on a yearly basis, but
this data provides information about grant receivers only if they are receiving a grant from a program.
However, some information is available through news and reports.
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Turkey that was supposed to support reform efforts was not effective; the ECA also
criticized the European Commission for not using corrective measures and ensuring
better use of the funds (European Court of Auditors, 2018; Schlee, 2018). The report
also emphasized that there should be more funding to reform the rule of law,
judiciary, and civil society (European Court of Auditors, 2018, p. 21).
Similarly, we saw examples of government-friendly CSOs receiving funding
or state resources. Organizations that receive public benefits are politicized:
Civil society organizations favored by the government often enjoy “public
benefit” status, meaning they have broad license to solicit tax-exempt
donations. The government tends to favor CSOs to which it feels an
ideological affinity ... Given this politicization, the organizations that enjoy
public benefits status have shifted over the years; secular groups favored
before the AKP have given way to new groups—which are often more
religious—that share the government’s outlook. ... These government-backed
groups enjoy increased operational capacity and can do good work, but often
lack legitimacy outside the AKP constituency, which limits their capacity to
address some of the most controversial issues confronting the country.

(Center for American Progress, Istanbul Policy Center, & Istituto Affari
Internazionali, 2017, p. 23)

At the same time, these government-friendly CSOs have organic links with the ruling
party and its leaders. From 2008-2012, Tiirkiye Genglik ve Egitime Hizmet Vakfi
(TURGEV-Turkey Youth and Education Service Foundation) received around 100
million USD in aid from abroad. While President Recep Tayyip Erdogan is the
founder, Bilal Erdogan (Recep Tayyip Erdogan’s son) is a member of the general
assembly, and Esra Albayrak (Recep Tayyip Erdogan’s daughter) is a board member
of TURGEV. Also, in 2015, TURGEYV received state land to construct buildings and

dormitories for imam-hatip secondary schools (Tirkéne, 2015).%

% Imam-hatip secondary schools were re-opened with the system change (4+4+4) in 2012. These
schools were closed down when compulsory education was limited to eight years. Similar to imam-
hatip high schools, these schools have a curriculum specific to religious education.
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As mentioned in the previous section, the Ministry is in constant need of
CSOs to provide service. Government-friendly CSOs provide both service and
legitimacy to policies; the state kills two birds with one stone. Since the government
needs CSOs to implement policies, the AKP resorted to co-opting CSOs, taking
advantage of their role as service providers and supporters of state policies.
Moreover, by creating these CSOs, the government also ensured that the policies that
are planned gain legitimacy since civil society represents public opinion.

In education, protocols gain a critical role in terms of capacity building.
Protocols are agreements that the Ministry can sign with state and non-state actors
for certain projects and plans.®* Basically, protocols are formal documents of
cooperation that delineate the partners and their role. State bodies often seek the
assistance of other state institutions and prefer protocols. The partners in protocols
can be ministries or sub-units of state institutions.

However, in a collaboration between a state and non-state actor, protocols
provide substantial power to the non-state actor since it allows them to ally with a
state institution. Non-state actors can benefit from the state in different ways:
accessing resources, gathering data, and easily obtaining permission for entering
schools. When asked whether protocols are beneficial for non-state actors, one senior
state official elucidated this aspect of the protocols as follow: “Of course! Through a
protocol, we opened all schools to CSOs. So, they can use these spaces for trainings
or meetings” (Interview 13).52 Similarly, a CSO representative underscored the

importance of protocols: “In order to reach a critical mass, protocols are important.

61 The Ministry does not provide any data on protocols. Thus, I rely on desktop research and
interviews in conveying their framework and analysis.

62 Translated from: “Tabii. Protokol ile biz okullar1 ve okullara ait biitiin tesisleri STK'larin
kullanimina agtik. Istiyorlarsa orada egitim ve toplanti yapabilirlerdi.”
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... Usually, nobody can freely enter into schools” (Interview 1).% Another civil
society representative underlined the authority that protocols provide: “... it [a
protocol] eases our job. There was no problem at the schools and provincial
directorates of the Ministry we visited” (Interview 2).%* Protocols provide significant
influence and power to CSOs since they can ease the process of data sharing and
accessibility to schools, teachers, and students.

Since there is no clear data and framework about protocols, | had a chance to
learn more about them as my interviewees elaborated on the matter. Protocols are
agreements. A state institution can approach a partner to sign a protocol, or a non-
state actor can reach out to a state institution for a protocol instead. One CSO
representative gave an example from their organization’s process for a protocol that
they had with the Ministry:

And | went to the Ministry and said, “We are a volunteer for schools’ free

time activities.” They asked, “How?” We explained to them that with our

volunteers we can provide this and that activities for children. And, we turned
this into a protocol. (Interview 3) (see Appendix D, 26)

However, this does not mean that protocols are easily obtained, especially when the
state has a selective inclusive approach towards non-state actors. For instance, one
CSO representative highlighted the vagueness of the bureaucracy surrounding the
protocols:
In short, they signed protocols with certain CSOs, but there was no routine.
They don’t have a conduct. A CSO has to exert itself. It constantly has to

knock on doors since there are no instructions on how to collect papers or
gather the necessary documents. (Interview 8) (see Appendix D, 27)

According to my interviewees, a common way CSOs were able to sign protocols or

initiate the process was to have a connection within the Ministry (this might be a

8 Translated from: “Ciddi bir kitleye ulagsmak igin protokoller énemli. ... Yoksa elini kolunu sallaya
sallaya kimse okullara giremez.”

% Translated from: “Milli Egitim ile biz o protokole dayanarak ¢ok rahat sekilde ¢alistyorduk.
Gittigimiz her yerde, okulda, il ilge milli egitim miidiirliikleri hi¢ sikintimiz olmadi.”
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senior level official or manager within a unit). When talking about the relationship
with the Ministry, a representative claimed that “... the bureaucrat matters the most,
rather than the institution. Like, Ziya Selguk was kind of an open-minded person”
(Interview 12).%° So, bureaucrats become a link between the state and organizations;
as put by another representative: “Not every bureaucrat is the same, not every one of
them likes us not every bureaucrat is against us” (Interview 14).%

Alongside with the vagueness in the legal and procedural framework to obtain
protocols, the playing field for educational civil society has changed dramatically as
government-friendly CSOs presence has increased. Protocols also became a field of
contestation since the Ministry preferred to work with government-friendly civil
society; according to a civil society representative:

There are different actors in the field, especially ideologically different. The

state used to have respect to conventional institutions like ACEV and TEGV.

Nowadays, they are not alone. Both national and foreign CSOs are entering

the scene. Thus, there is open competition. ... Currently, the state is making

protocols with certain CSOs. ENSAR and others... They all have protocols

that are quite relaxed. If and when we have a protocol, it is very restrictive
and controlling. (Interview 2) (see Appendix D, 28)

In deciding whether to sign protocols, the Ministry has substantial power. The
change in the playing field regarding protocols has led to an ambiguous process for
other CSOs. As institutional changes led to the dominance of the Ministry over
policies and programs, protocols became a critical tool for Ministry to alter the
playing field in education. This also meant that the protocols were contested. Having
a connection within the Ministry became a criterion to signing a protocol (Interview

5).

8 Translated from: “...kurumdan daha ¢ok oradaki biirokrat 6nemli. Ziya Selguk'un agik kafali olmasi
gibi.”
% Translated from: “Her biirokrat ayn1 degil, her biirokrat bizi sevmiyor, her biirokrat bize diisman
degil.”
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While this creates hurdles for certain CSOs, government-friendly CSOs enjoy
this process, as one government-friendly CSO representative underscored: “Because
they gave financial assistance to us. They give financial support now. This is how
close of relationships exist now” (Interview 7).5” While some CSOs enjoy the
support of the state, others struggle with the vagueness of laws governing the
protocols.

Additionally, some non-state actors could not extend their protocols even
after years of successful projects. One civil society representative highlighted this
issue, referring to another institution: “Of course, there were protocols and stuff. But
they could not renew these protocols” (Interview 5).8

Government-friendly CSOs impact on associational life meant that the spoils
of the regime were directed towards them. For instance, one civil society
representative demonstrated how protocols became contested:

I examined this carefully but for a long time | did not look at to whom, how,

when, where the money goes, or how these projects happen. But there was a

time that I closely examined them, around we could say, 2010 to 2013-2014,

maybe earlier. When | looked at the list of the organizations that received

funding, 1 was like “who is this association, institution, whatever for God’s
sake?” Then when you look at them, most of them are GONGOs. This sort of
thing happened. Their number increased and they started to get serious

shares. We do not know what happened to the funding that these
organizations got. (Interview 5) (see Appendix D, 29)

Moreover, these government-friendly CSOs mainly have Islamist tendencies and
have organic links with the state (Interview 5).

This section on capacity building aimed to explain how the AKP regime
skewed the playing field of protocols in education which paved the way for

government-friendly CSOs to take a bigger share of the pie. While these CSOs

67 Translated from: “Clnku boylece bizlere parasal destek verdiler. Parali destek bile veriliyor artik.
Bu kadar artik siki iligki i¢ine girilmis.”
8 Translated from: “Protokoller falan yapiliyordu tabii ki. Hatta o protokolleri yenileyemediler.”
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enjoyed the spoil of protocols, other CSOs faced challenges in applying for a
protocol or getting one signed.

In this chapter, | aimed to answer why the relationship between the state and
CSOs changed during the AKP period 2002-2012. Building on the formal and
informal institutional changes, | claimed that the consolidation of power allowed the
party to change its relationship with educational civil society. Both eliminating the
veto powers and the rupture with the EU accession process enabled the state to
abandon its cooperative policymaking process from the early years of the party.
However, power consolidation did not lead to elimination of educational CSOs in
policy-related arena. Due to limited state capacity, the state needed CSOs for certain
educational policies. Besides controlling associational life or legitimizing party
policies, CSOs were crucial actors as service providers. Thus, the AKP altered the
playing field in education through building capacity. Ultimately, the party ensured
the authority of the state and state institutions, leaving non-state actors out of the

policymaking process.
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CHAPTER 6

CONCLUSION

This chapter presents, firstly, a summary of the key finding of the research.
Secondly, the importance of the research and contribution to existing literature are
assessed. The limitations of the research are subsequently presented. The chapter
concludes with the implications for future research.

The primary objectives of this study were to understand how and why the
relationship between the state and educational civil society changed during the AKP
period (2002-2012). To answer these questions, this research employed two policy
periods as cases. The first policy period was the curriculum reform (2003-2005) and
the second was the 2012 system change popularly known as 4+4+4.

The main goal of the curriculum reform (2003-2005) was to improve the
existing curriculum and education system through a shift in the Turkish pedagogy.
The reform aimed to adopt a student-centered learning process. The reform was a
two-year process; it included a research and development period and one-year pilot
study. The policy process included members of CSOs, experts, teachers, parents, and
students and numerous meetings within the Board and Ministry.

In 2012, the system change or “4+4+4” aimed to alter the eight-year
compulsory education system. The change was proposed by AKP deputies on
February 2012 as a draft law, and after parliamentary discussions, the draft law was
passed in March 2012. The draft law consisted of multiple changes: prolonging
compulsory education from eight years to 12 years, dividing the system into three

tiers (4+4+4) instead of two (8+4), changing the names of certain universities, and
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extending the contracts of private companies which work for the FATIH project. The
draft law referred to the 18" National Education Council decision as impetus. The
decision was proposed by the government-friendly union, Egitim-Bir-Sen in the 2010
Council.

In contrast to the curriculum reform, the system change occurred in haste.
Within three months, the draft law was passed and then implemented in all schools
the following September. The policymaking process were not as collaborative as the
curriculum reform, since the system change was proposed by party deputies and
discussed in the related committee of parliament. While opposition party members of
parliament demanded the inclusion of non-state actors, there was selective inclusion
of CSOs. Still, the Committee decided to include a limited number of CSOs that
included government-friendly CSOs and liberal organizations.

The thesis proposed two main findings on how and why the relationship
between the state and educational civil society changed. | claimed that formal and
informal institutional changes were critical mechanisms employed by the state to
consolidate the power of certain educational institutions. In the section detailing
formal institutional changes, | explored how the Ministry, Board and Council — three
of the most important educational institutions in Turkish education — underwent
critical changes in their legal framework. These changes shifted the playing field of
education for educational CSOs, and supported the state’s shift from cooperation to
selective inclusion. In the informal institutional changes section, the parliamentary
discussions were scrutinized to demonstrate how educational institutions and the
governing rules of the Committee were bypassed. These informalities particularly

explained the hasty policymaking process in the 2012 system change.
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While the Minister and Ministry of National Education gained considerable
power as an organ that decides on educational policies, the Board and Council were
deprived of their role as critical actors in the policymaking process. The Decree
having the Force of Law No. 652 altered the Ministry’s structure and abilities.
Numerous sub-units were shut down due to idleness. Downsizing within the Ministry
was considered necessary to overcome the sluggish bureaucracy. Moreover, the
Decree paved the way for the Ministry to purge directors and provincial directorates.
The purge enabled the party to replace these bureaucrats with yes-men.

The Board was mainly responsible for the curriculum and textbooks, and the
Council was an inclusive organ that gathered approximately every four years to
discuss problems related to education, produce solutions and implement policies.
Both the Board and Council lost power in the decision making process over the years
with changes to their regulations.

The number of Board members was reduced, and duties were changed. The
Board’s ability to decide on curriculum change and its ability to conduct research on
educational problems were eliminated. Similarly, the Council organizational
structure was changed in a way that favored the state. The percentage of state
organizations and bodies was increased while the percentage of non-state actors (i.e.,
academics and CSOs) was decreased. Moreover, Council regulations were changed,
and decisions of the Council were changed from “necessary” to “advisory” indicating
its loss of power in educational policymaking. All in all, these changes paved the
way for the Ministry’s dominance over educational policymaking and minimized the
impact of the Board and Council in the agenda-setting or decision making process of

education.

114



In parliamentary discussions, we witnessed the bypassing of laws and
regulations in parliament, which were informal institutional changes. State bodies
and their representatives committed numerous transgressions to maximize their
agenda-setting power and overhaul the legislative process during the 2012 system
change. By proposing the draft law to parliament, AKP deputies bypassed the
Ministry and other educational institutions. Moreover, during the meetings, the
deputies did not follow parliamentary regulations, instead overlooked certain rules
and regulations. These informal institutional changes reflected the hybrid nature of
the regime, in which educational state bodies and non-state actors were bypassed
while the policy was implemented through the legislative organ. Thus, the party was
able to maintain a democratic facade even if it selectively included non-state actors
and pushed for a hasty process.

Another primary finding of this research was answering the question of why
the relationship between the state and educational civil society changed. In my
analysis, | argued that existing explanations do not fully explain Turkish educational
civil society though certain arguments of the literature remain true. The need for
legitimizing and controlling civil society remained a critical factor in why hybrid
regimes repress civil society in the literature (Doyle, 2018; Gerschewski, 2013).
However, in the Turkish case, we saw that legitimization was not a mechanism used
by the hybrid regime; instead, it has been employed since the early years of the
regime to gain strength against the strong veto powers. The legitimization of policies
and control of CSOs remained critical explanations for why the Turkish state
changed its relationship with civil society. Still, these explanations did not suffice to

explain the change from cooperation to selective inclusion. Thus, | claimed that the
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relationship between the state and educational civil society changed due to the
democratic reversal of the party over the years.

This authoritarian turn altered the playing field for educational civil society
since the party preferred to include and support government-friendly CSOs in
policymaking. Despite the shift in the policymaking process, the limited capacity of
the state in educational policy implementation forced the state to engage with CSOs.
However, the state compensated for its limited capacity with favoritism towards
government-friendly CSOs. Inclusion of these CSOs enabled the state to maintain a
democratic facade while overcoming dissenting voices in civil society. Since the
party consolidated its power in different areas, it was also able to assist government-
friendly CSOs in capacity building through the use of state resources or funding. |
primarily focused on protocols to explain how capacity building occurs. Protocols
are agreements signed between the state and non-state actors. The legal framework of
these agreements is rather ambiguous, which allows for their abuse and misuse. In
particular, the state favored government-friendly CSOs in signing protocols and
shared the spoils of being in power with these associations.

This thesis also contributed to the existing literature through its findings. The
detailed tracing of both policy periods contributed to the Turkish educational civil
society literature in terms of its empirical evidence. The case-specific approach and
its findings also contributed to the existing literature on civil society under hybrid
regimes. The findings of this research have provided further evidence that case-
specific research in civil society literature can bring novel insights. Moreover, the
present study shed light on educational civil society that has been lacking in recent
research. While this research argues that the state and civil society relationship can

take different forms, it also shows that these different relationships can re-shape the
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perspective of the CSOs. The critical assessment of the different formulations of the
state and civil society relationship showed that novel forms of this relationship may
occur under hybrid regimes. Although clientelistic relationships can form under
democratic regimes, the capacity building of government-friendly CSOs showed how
hybrid regimes maintain a democratic facade.

In addition, civil society is considered a critical actor in democratic
consolidation; however, the mushrooming of government-friendly CSOs demonstrate
that these organizations play a passive role under hybrid regimes. Additionally,
control and legitimization are critical modalities for hybrid regimes to repress civil
society. However, this research showed that although control and legitimization
could be applied to the Turkish context, the state capacity to pursue policies mattered
significantly. Thus, the limited state capacity in the Turkish educational context was
an answer to why the Turkish state needed government-friendly —or occasionally
liberal- CSOs in policymaking.

When it comes to the constraints of this study, one of the obvious limitations
was the lack of data, a limitation that prevented a clear generalized statement about
educational civil society in Turkey. As mentioned in the literature review (Chapter
2), the current research agenda in political science understudies education due to the
lack of established literature and scarcity of data. | encountered a similar lack of data
in my study. While Ministry data on education facilitates descriptive study on
students and teachers, the lack of data on educational civil society, their projects and
funding clearly discourage generalizable study. Current data on civil society does not
allow for even basic descriptive studies on educational civil society.

Additionally, the sampling was not diverse enough to adequately address the

capacity building explained in Chapter 5. A larger sample that included more
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government-friendly CSOs could pave the way the findings of the research question
and generalization beyond the context of this research. Still, the existing limitations
did not prevent sound findings and assessment of educational civil society.

Lastly, future research can be helpful in developing more generalizable
findings. Both the literature on civil society under hybrid regimes and educational
CSOs in the Turkish context can gain further insights through improvements to this
study. While this research focused on Turkish educational CSOs, a comparative
study on civil society under hybrid regimes can lead to fruitful discussions and
contributions to existing literature. Although case-specific examples can introduce
novel mechanisms used by these regimes, it is important to find similarities in a
cross-country comparison to understand how these regimes engage with civil society.
Also, studies on government-friendly CSOs can initiate a new research realm
exploring how clientelism works within the CSO and state relationship. The hybrid
regime’s role in building capacity for select CSOs should be explored in order to
understand whether these CSOs contribute to the democratic consolidation of the

regime.
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APPENDIX A

INTERVIEW INFORMATION

Interview

D Interviewee Place Status Length
. CSO Conducted in— o 39
Interview 1 Representative Istanbul person minutes
P 12/04/2018
€S0 . Conducted in
: Representative/
Interview 2 Former State Istanbul person 2 hours
. 16/04/2018
Official
. CSO Conducted in 1 hour 30
Interview 3 Representative Istanbul person minutes
P 18/04/2018
. Ccso Conducted in— o 39
Interview 4 Representative Istanbul person minutes
P 25/04/2018
_ CSO Conducted in 45
Interview 5 Representative Istanbul person minutes
P 26/04/2018
CSO .
. Representative/ Conducted in 1 hour 30
Interview 6 Former State Istanbul person minutes
. 02/05/2018
Official
. CSO Conduced in 1 hour 30
Interview 7 Representative Istanbul person minutes
P 02/05/2018
csSO Conducted in
Interview 8 Representative Ankara person 1 hour
P 09/05/2018
_ csSO Conducted in 45
Interview 9 Representative Ankara person minutes
P 25/05/2018
Interview CSO .
10 Representative/ Ankara  Conducted in 2 hours

Former State

person
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Interview

D Interviewee Place Status Length
Official 25/05/2018
. €SO . Conducted in
Interview Representative/
11 Former State Ankara person 2 hours
. 25/05/2018
Official
Interview CSO Conducted in 1 hour 30
12 Representative Istanbul person minutes
12/07/2018
. €SO . Conducted in
Interview Representative/
. Istanbul person 1 hour
13 Former Senior 13/07/2018
State Official
Interview CSO Conductedin g
14 Representative Istanbul person minutes
P 16/08/2018
CSO .
Interview Representative/ Conducted in 1 hour 45
15 Former Senior Ankara person minutes
03/09/2018

State Official
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APPENDIX B

INTERVIEW QUESTIONS IN TURKISH AND ENGLISH

(In Turkish)

1. Kendinizi tanitabilir misiniz?

2. 2003-2005 yillar1 arasinda gergeklesen miifredat reformu hakkinda bana bilgi
verebilir misiniz?

3. Kurumunuzun/Sizin mifredat reformunda nasil bir rolii oldu?

4. Bu degisiklik siirecine dair deneyimleriniz neydi?

5. Bu degisiklik hakkinda ne diistinlyorsunuz?

6. 2012 yilindaki sistem degisikligi hakkinda bana bilgi verebilir misiniz?

7. Kurumunuzun/Sizin sistem degisikliginde nasil bir rolii oldu?

8. Bu degisiklik siirecine dair deneyimleriniz neydi?

9. Bu degisiklik hakkinda ne diislinliyorsunuz?

10.  Miifredat degisikligi ve 4+4+4 politikalarini karsilagtirirsak, sivil toplum
orgiitlerinin bu iki siiregte nasil bir rolii vardi1? Sizce bir fark var m1? Var ise
nedeni nedir?

11. Bu iki suregte Milli Egitim Bakanlig1 nasil bir rol ald1?

12. Bu iki suregte Talim ve Terbiye Kurulu nasil bir rol ald1?

13.  Sizce AKP hukimetlerinin egitimdeki sivil toplum orgiitlerine karsi tutumu
degisti mi?

14.  Egitimdeki sivil toplum Grgiitlerinin politika yapim siirecine ne kadar etkisi
oldugunu diisiiniiyorsunuz? Bu etki AKP hiikiimetleri sirasinda nasildi?

15. Siz AKP doneminde egitimdeki degisikligi nasil yorumluyorsunuz?
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(In English)

10.

11.

12.

13.

14.

15.

Can you tell me about yourself?

Can you inform me about the curriculum reform that happened in 2003-2005?
What kind of role you/your institution had during the curriculum reform?
What is your experience about the curriculum reform?

What do you think about the curriculum reform?

Can you inform me about the system change that happened in 20127

What kind of role you/your institution had during the system change?

What is your experience about the system change?

What do you think about the system change?

What was the role of civil society organizations during these two periods if
we compare them? Do you think there is a difference? If so, why?

What kind of role did the Ministry of National Education had during these
two periods?

What kind of role did the Board of Education had during these two periods?
Do you think there was a change in the attitude of the AKP governments
toward educational civil society?

Do you think educational civil society organizations had an impact on
policymaking? Did this impact change during the AKP governments?

How do you interpret the educational policies during the AKP period?
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APPENDIX C

ORGANIZATION OF THE MINISTRY

Education

Minister
Ministerial Office =4/ Undersecretary
|| Board of National Deputy

~| Undersecretaries

Main Servise Units

Central
Organization

Advisory and

| Supervisory Units

Ministry of
National Education

Auxiliary Units

Permanent
Councils

Specialized
Commissions

Provincial
Organization

Directorates in 81
cities and 850
districts

Overseas
Organization

Education
councellors

Education attaches

Fig. C1 The Ministry’s central, provincial, and overseas organizations
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Ministry of National Education's Central Organization

Main Service Units \
*General Directorate of Primary Education

*General Directorate of Secondary Education

*General Directorate of Vocational and Technical Education

*General Directorate of Life-Long Lezrnmng

General Directorate of Information Technologies

*General Directorate of Teacher Traming and Education

General Directorate of Religious Education

*General Directorate of General Directorate of Higher and Abroad Education
*General Directorate of the Europen Union and Foreign Relations

*General Directorate of Education- Training Abroad

*General Directorate of Legal Services

*General Directorate of Human Fesources

*General Directorate of Auxiliary Services

*General Directorate of Private Education Institutions

*General Directorate of Special Education Guidance and Counselling Servics

*(General Directorate of Assessment, Evaluation and Exam Services

*Department of Committes of Inzpection

*General Directorate of Novelty and Educational Technologies
*Department of Strategy Development /

\
Permanent Councils
» Vocational Education Council
« Higher Education Council
» National Education Council
A

Fig. C2 Central organization of the Ministry

P

~

Auxiliary Units

General Directorate of Personnel

Department of Publication

Department of In-service Training

Department of Administrative and Financial Affairs

Department of SocialServices for Teachers

Department of WorkingCapital Management

Department of Investments and Facilities

Department of Secondary Education Scholarship and Dormitonies
Department of HealthAffairs

Department of Teachinghateraials and Equipment

Department of Educational Rezearch and Development
Department of Apprenticehips, Vocational and Technical Education

Development and Expansion

Defenze Secretenat

Advisory and Supervisory Units

Board of Inspection

Ministry Adwvisors’ Office

Board of Research, Planning and Coordination
Legal Advizors' Office

Press and Public Relations Counsellor's Office
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APPENDIX D

INTERVIEW QUOTES

1. Atatiirk inkilap ve ilkelerine ve Anayasada ifadesini bulan Atatiirk
milliyetciligine bagli; ...Beden, zihin, ahlak, ruh ve duygu bakimlarindan dengeli
ve saglikli sekilde gelismis bir kisilige ve karaktere, hiir ve bilimsel diigiinme
giicline, genis bir diinya goriisiine sahip, insan haklarina saygili, kisilik ve
tesebbiise deger veren, topluma kars1 sorumluluk duyan; yapici, yaratict ve verimli
kisiler olarak yetistirmek; lgi, istidat ve kabiliyetlerini gelistirerek gerekli bilgi,
beceri, davranislar ve birlikte is gérme aligkanlig1 kazandirmak suretiyle hayata
hazirlamak ve onlarin, kendilerini mutlu kilacak ve toplumun mutluluguna katkida
bulunacak bir meslek sahibi olmalarin1 saglamak.

2. Milli egitimin genel amag ve temel ilkeleri ile evrensel deger ve standartlar1 géz
ontinde bulundurarak kalite, esitlik ve etkililik ilkeleri ile milli ve toplumsal
degerlere dayal1 olarak egitim sistemini gelistirme ¢aligsmalarini yiirlitmek; ...
Gerektiginde egitim ve 6gretim programlari, ders kitaplari, yardimer kitaplar ile
ogretmen kilavuz kitaplarinin hazirlanmasinda yiiksekdgretim kurumlari, sivil
toplum orgiitleri ile diger kamu ve 6zel kurum ve kuruluslariyla isbirligi yapmak;
...Egitim sistemi, egitim ve 0gretim plan ve programlari, ders kitaplari ve egitim
arac-gerecleriyle ilgili arastirma yapmak veya yaptirmak.

3. Buna bulsam bulsam darbe tarz1 politika yapma bi¢imi falan demek lazim. Cat
diye kimsenin bir hazirlig1 yokken, bir yasa teklifi geliyor, Bir buguk ay i¢inde
biitiin memleketin egitim sistemi degisiyor yani. Yani meclisten geciyor diye

aslinda her sey katilimc1 demokrasi igeriyor demek degil. Dostlar aligveriste gorsiin
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diye bir giinde STK'lar1 davet etmekle olmuyor bu isler yani. O is aslinda sivil
toplum katilim1 miifredat reformunda gergeklesti.

4. Ama tabii AB slreci ¢ok desteklediklerini, STO'lerinin diyalogunu
onemsedikleri, insanlarla goriistiikleri, devletin birimlerini STO'lere ya da sivillere
diyeyim yani tiim insanliga is yapacak kisilere daha seffaflastirdiklari, agtiklari bir
donemleri oldu muhakkak. i1k zamanlarda bdyleydi ama sonra dereceli olarak bu
hikaye degisti ve son birkag yilda son derece kapali bir politika yiiriitiiyor. ... E, bu
stire¢ icerisinde daha hiikiimete yakin STK'lar olusturdular, dyle bir yan1 var. Daha
sonra bu paralar1 da onlara vermeye basladilar.

5. ERG ile ara ara goriisiirdiik, ... Bundan ¢ok dertlenirdi. Biz de hi¢ artik
goriisemiyoruz diye. Bizim mesela SETA hiikiimete yakin olarak bilinirdik ama biz
goriigmede en azindan kendim igin bir sikintimiz var. Ciinkii adamlarin istedigi seyi
sOylemiyoruz.

6. Bir kanun ¢ikardim, hepsini tasfiye ettim. TTKB ve MEB'in yeniden
yapilandirilmas1 Tiirkiye'nin en 6nemli hareketlerinden birisidir AK Parti
doneminde. Kanun degistigi i¢in o yoneticileri degistirebilecek bir zemin olustu,
onlar1 da degistirdim.

7. Bu Kanun Hiikmiinde Kararnamenin yiirtirliige girdigi tarihte Bakanlik merkez
teskilatinda; Miistesar, Miistesar Yardimcisi, Talim ve Terbiye Kurulu Bagkani ve
Uyesi, Genel Miidiir, Teftis Kurulu Baskan, Strateji Gelistirme Bagkani, 1. Hukuk
Miisaviri, Genel Miidiir Yardimcisi, Daire Bagkani (anahizmet ve yardimci hizmet
birimi), Daire Baskani1, Bakanlik Miisaviri, Basin ve Halkla Iliskiler Miisaviri, Ozel
Kalem Miidiirii, Sube Miidiirii kadrolarinda bulunanlar ile Bakanlik tasra
teskilatinda Il Miidiirii kadrolarinda bulunanlarin gérevleri higbir isleme gerek

kalmaksizin sona erer.
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8. Omer Dinger'in biitiin siyaset¢i ve bakanlardan bir farkli vardi. Yani sey ¢ok
kararli bir adamdir. Kimseyi dikkate almaz. "Aman, bagbakan sdyledi. Aman
sOyle..." falan degil. Ya da "Aman iste A partisi B partisi" degil. Ya da STK'lar igin
degil. Hani milletvekilleri de parti de Omer Dinger'in tavrini bilir. Ona
verdiklerinde Omer Dinger yani daha bir rasyonalitesi olan bir sey ¢ikartir. O da sey
muhtemelen belki de o partinin kendisine aykiri olabilir. O ylizden yani!

9. Zaman iginde sura dyle bir hale gelmis ki aslinda sura i¢cinde neyin
konusulacaginin sinir1 bile olmayan bir yer haline gelmis. Mesela 19. surada
2014'de bir¢ok konu giindeme geldi, karma egitimin kaldirilmas: gibi, bunlarin
tartisilmasi i¢in yonetmelik diizeltmesine gore sura giindeminde olmayan ve
hazirlik caligmalarinda ele alinmayan hicbir konu genel kurulda tartisilmaz ve
oylanamaz.

10. Bir baktik ki bizim yani seyimiz bu karardaki hiikiimetin aldig1 4+4+4
kararindaki 6n sey biziz. Hiikiimet mesela bu karar1 getirdiginde hadi bakalim yarin
biz bu karar1 getiriyoruz bu konudaki son s6z sdyleyeceginiz var m1 diye bize
sormadilar. Bizim ondan haberimiz yoktu. Biz sadece suralarda goriislerimizi
sOyledik ve kamuoyuna da biitiin sura kararlarin1 aktarmaya calistik.

11. Bana bugiin sunu sorsaniz su an TTKB'nin politika yapimindaki etkisi nedir?
Bos! Omer Dinger'in yaptig1 hamle ile beraber TTKB'nin giicii azaldz. ... Su an
TTKB yani neredeyse bayagi durumu diigmiis durumdadir yani. Seyi yok yani artik
su bu konuda 1srar etmek gibi. Ama o donemde sey vardi.

12. Geg¢mis donemlerde TTKB'nin bir bagimsizlig1 belli dl¢iilerde vardi. Belli
oOlgiilerde TTKB bazi1 kararlarin kendisi alabiliyordu. Fakat son zamanlarda alinan

kararlar iktidarin baz1 eylemleri ve sdylemlerinde sikintilar meydana getirdi.
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Ozellikle kitaplar konusunda sikintilar meydana geldi. Kitap basimi tamamen
TTKB'nin elindeydi. TTKB bu konuda bagimsizdi.

13. Ben onlar1 ¢ok kolay agtim. Nasil? Bir kanun ¢ikardim, hepsini tasfiye ettim.
Iki, yontem ve usulleri degistirdim. Dolayisiyla bana engelleyecek diizenleme
yapamadilar, biitiin yoneticileri kanunla degistirdim ve yeniledim. Daha dogrusu
bunu yaparken durup dururken kanun ¢ikarip, personeli atiyorum diyemezsiniz.
Onun i¢in ben 6nce MEB ve TTKB'yi yeniden yapilandirdim. ... TTKB'de kitap ve
ders incelemeye dair ibareleri degistirdim. Kanun degistigi i¢in o yoneticileri
degistirebilecek bir zemin olustu, onlar1 da degistirdim. Dolayisiyla bana engel
cikaramadilar.

14. O konusmasini yaparken bir telefon geldi disaridan. Bir y1l erkene ¢eksek nasil
olur dedi Fikri Isik. Selguk Bey de sasirdi bilmiyorum ki olabilir dedi ve bir yil
erkene ¢ekiyoruz okumaya baslama yasini dediler. Bunun gibi o ana kadar yasada
olmayan bir seyi araya sikistirmis oldular. Hani benim baska bir agiklamam yok.
15. Tam ben bunlar1 anlatirken tam her seyi dogru ifadeye etmeye baslamistik ki
Fikri Isik lafimiz1 boliip, "tabii 6nemli olan kag y1l oldugu, ka¢ kademe oldugu
degil, mesela ben ABD'ye gittim inch’i parmak bogumu ile 6gretiyorlar" seklinde
an1 anlatip resmen ortami trollemeye yonelik baska bir bdyle bir yani orada
yesermekte olan discussion ortamini trollemeye yonelik bir ¢ikis yapti. Nur Serter
¢ikip Fikri Bey Allah askina ne diyorsunuz diye kizd1 falan. Oyle sagma seyler
oluyordu yani.

16. Gittigimiz her yerde, okulda, il ilge milli egitim miidiirliikkleri hi¢ sikintimiz
olmadi. Ama o yasadan sonra bakanlik bizden de biraz daha iste ne yapiyorsunuz, o
noktalarda nasil programlar uyguluyorsunuz, programlarin icerigini gérmek

istiyoruz gibi taleplerle geldi.
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17. Su anda tamamiyla STK'lar ile ya da baska kurumlarla iligkide oradaki
yoneticilerin inisiyatifi ile alakali tamamen. Ya o program ¢alismalari STK'larin
katilimini saglamak konusunda bunu diizenleyen hicbir yasal diizenleme yok.
Yapilmasa da olur. Eger siz yonetici olarak bunu yapmanin iyi bir sey oldugunu
diisiiniiyorsaniz bunu yaparsiniz ama yapmazsaniz kimse size bunu niye yapmadin
diye hesap sormaz size.

18. Ziya Hoca 6gretim programi dedigimiz seyin, miifredat dedigimiz seyin ¢ok
netameli bir konu oldugunu ve toplumsal bir uzlastirma gerektigini biliyordu. Iste
AKP yeni iktidar olmustu, bir sey artyordu, bu kadar gii¢lii degildi, dolayisiyla bir
uzlagma artyordur.

19. 2003-2004'te hani mesrutiyetini arttirmasini gerekirken, her yerden
mesrutiyetini saglamak zorunda olan bir hiikiimet var. Yani Ziya Selcuk ile
konusursaniz size ¢ok giizel hikayeler anlatir. Yani MGK'ya gitmesi gelmesi,
MGK'ya nasil ikna ettigi vs. falan seylerini. ... Ama y1l 2012-13'e geldiginde artik
hani dagilim ya da MEB'in kendisinin sey mesrutiyetine ihtiyaci yok. Dis bir
mesrutiyete ihtiyac1 yok. Ozellikle sey bu zamanlama her sey dedigimiz gibi.

20. O kadar fazla ‘A, bunu Egitim-Bir-Sen getirdi de ondan yapalim’ diye bir sey
olmadi. Onlar dyle der, biz getirdik der. Bakin, biz sunu da dedik, MEB calisirken
ben TTKB'deydim daire olarak bu islerle ugrasan daireydi, politika dairesi ve bir
metin yazmamiz lazim, mesrulastirmamiz lazimdi. Mesruiyet olarak iste efendim
bir¢ok sivil toplum orgiitiiniin katildig1 su tarihlerdeki milli egitim surasi, tavsiye
kararidir diyerek. Yoksa bu dogrudan siyasal bir sey.

21. Bir an 6nce bizim bu darbe {iriinii bu husustan kurtulmamiz gerekiyordu, ondan

sonra iste bunun i¢in bizim de artik yavas yavas sendika olarak da biiylimiistiik, iiye
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sayilarimiz artmisti, AKP ¢evresinden liyelerimiz olmustu, artik programlari
yapabiliyorduk.

22. Mecliste bizim igimiz yok! Bizim isimiz MEB ile. Yani bakanlik bizimle kanun
degisikligi, yonetmelik degisikligi danisiyor derken biz fikirlerimizi bakanliga
sOyleriz gerisi meclise ait yani.

23. Bu sivil toplum orgiitlerini de asan bir konu yani. ... Bizim fikrimizin ne
oldugu 6nemli degil ki. Orada bir devlet politikas1 var, baglh oldugu AB bagl
oldugu politikalar, onlarla alakali1 bir sey. Yani bakanlik, mecliste olan seyler
kanuni seyler, kanunu ¢ikarmakla alakalidir, o da bizim isimiz degildir.

24. Meclisten verildikten sonra da mesrudur ama ayni1 zamanda o kullandiginiz
yontemi toplumun zihninde nasil iligkilendirildigi de 6nemlidir. Yani toplum bu
yontemi mi mesru goriiyor. ... [lkokulu ya da birinci kademeyi 4 yila indirdiginizde
ya da 4 yillik yaptigimz bunun anlami nedir? Ogretmenler norm agig1 olusturur. Ve
oldu mu? Oldu! ... Seylerin belki de orada da bir diizeltilme sans1 olurdu ama bu
gerginlik ve gerilimler buna izin vermedi. Aslinda revize edilmesi i¢in firsatlar
varken orada kavgalar dond.

25. Karsilikli bir aligveris bu yani. Ama ortak deger de egitim. Onlarin bilgiye
ihtiyaci oluyor, uzmanlara ihtiyact oluyorlar, bazen bizim oluyor, bazen onlarin
sOyleyemedigi seyleri bizim sdylememiz gerekiyor. Bizim zaten onlara olan
ihtiyacimiz ¢ok agik. Karari verenler onlar. Uygulayicilar onlar. Bu monolitik bir
iliski degil.

26. Ve ben MEB'e gittim ve dedim ki serbest etkinliklere talibiz. Nasil dediler. Biz
serbest etkinlik saatinde gelecegiz goniilliilerimizle ve su etkinlikleri yapacagiz. Ve

hemen bunu bir protokole bagladik.
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27. Yani protokoller yaptilar bazi1 STK'lar ama bir rutini yok. Seyi yok, yolu
yordami yok. Gidip bir STK ugrasacak. Durmadan kapisini ¢alacak yani bir yerde
su belgeleri toplayin sunlari yapin diye yonlendirme de yok.

28. Ama simdi tek baslarina degiller. Hem tilkeden bagka aktorler var hem de
yurtdisindan ¢ok fazla disaris1 STK var sahada. ... Simdi hangisine cevval ise,
hangisi riistiinii ispatlamissa, hangisi bagisini yapiyorsa o seyi o aliyor. O agidan da
rekabet var. Ve hala, bu rekabette alt yapisi ve tecriibesi ile o eski kusak STK'lar
cok daha giicliiler. ... Simdi o tiir STK'lar daha rahat protokol yapiyorlar. ENSAR
vakfi, benzer vakiflar. Hepsinin devlet ile protokolleri var. Genis, rahat protokoller.
Tabii ki bu donemde onlar daha rahatlar ve daha iyi ¢alistyorlar.

29. Ama ¢ok yakin izledigim bir donem vardi ki iste 2010'dan 2013-4'e kadar
diyebilirsiniz belki daha yakin. Coktan o paralarin verildigi listelere bakip kim
bunlar Allah agkina dernekler, kurumlar, bilmem neler bir siirii birtakim isimler
geciyor. Iste, agiklaniyor acik ya ¢iinkii o hibe kime verilmis. Ondan sonra
bakiyorsunuz ¢ok biiyiik ¢ogunlugu tam GONGO. Yani dyle bir sey oldu. Onlar

artt1 ve ciddi paylar almaya bagladilar. Bizler o paralarin akibetini bilmiyoruz.
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