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ABSTRACT 

 

 

DYNAMICS OF POLICY FORMATION IN TURKEY AND THE U.S.: A COMPARATIVE CASE 

STUDY OF TWO REFORM INITIATIVES 

 

 

 

Keser Aschenberger, Filiz 

Ph.D., Department of Educational Sciences 

Supervisor: Prof. Dr.  Ali Yıldırım 

 

  

December 2012, 373 pages 

 

 

The bond between the state and education has become stronger due to expended role 

and control of the state over education especially in the 21st century. Control of the state 

on education is embodied in educational policies which are the apparatus of modern 

states used to shape the education system in accordance with the basic interests and 

values of the society. However, educational policy is a complex, dynamic and multi-tiered 

concept that is formulated in a diverse sociopolitical system. Understanding the context 

and the dynamics of educational policy making is required to understand the dynamics of 

any educational system. This study aimed to investigate the formulation process of 

educational policies in Turkey and the U.S. through the perceptions of key actors in 

policy making process. On a broader perspective, this study tried to examine how certain 

issues became the agenda of the governments, how educational policies were 

formulated, under what conditions, in which context, and by which agents (persons or 

groups). For this purpose a qualitative comparative case study design was applied. Two 

specific policy initiatives of teacher education and teacher quality policies in Turkey 

(Career Ladders for Teachers, 2005) and Wisconsin, U.S. (Teacher Education Program 

Approval and Licenses: PI34, 2000) were focused as cases. Data were collected through 
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in-depth interviews and document analysis. Seven key policy makers in each case were 

interviewed, and primary and secondary documents related to policies were collected. A 

descriptive, analytical and comparative approach was followed during the data analysis 

and interpretation. Results of this study showed that policy formulation process in 

education in two countries is highly complex and under the influence of various factors 

which determine the policy context in which the policy is developed. Policy context, in 

both countries, is intertwined by political, economic, social and international factors as 

well as the culture, values, beliefs, experience, variety and number of the policy actors. 

Policy process in Turkey, on the account of CLT, can be described as more politicized, and 

bureaucratic, more straightforward without policy games, and serious conflicts among 

the policy actors, yet more constrained, top-down, closed, government oriented and 

elitist process in which democratic procedures were ignored. Wisconsin, on the other 

hand, demonstrates a more complex policy contexts nested in different levels of 

government and high number of interest and pressure groups competing with each 

other, and based on consensus building and participation in within the realms of pluralist 

tradition.  

 

 

 

Keywords: Policy making, educational policy, educational reform, Turkish educational 

system, American educational system  
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TÜRKİYE VE AMERİKA’DA EĞİTİM POLİTİKASI OLUŞTURMA SÜRECİ: İKİ EĞİTİM 

REFORMUNUN KARSILAŞTIRMALI ANALİZİ  

 

 

 

Keser Aschenberger, Filiz 

Doktora, Eğitim Bilimleri Bölümü 

Tez Yöneticisi: Prof. Dr.  Ali Yıldırım 

 

  

Aralık 2012, 373 sayfa 

 

 

Devlet ve eğitim arasındaki ilişki, devletin eğitim üzerindeki artan rolü ve kontrolü ile 

özellikle 21. yy’da daha da güçlenmiştir. Devletin eğitim üzerindeki kontrolü modern 

devletin aracı haline gelen ve toplumun temel çıkarları ve değer yargıları doğrultusunda 

eğitim sistemini şekillendirmek için kullanılan eğitim politikaları ile sağlanmaktadır. 

Ancak, eğitim politikası özgün bir sosyo-politik sistemde geliştirilen oldukça karmaşık, 

dinamik ve çok katmanlı bir kavramdır. Herhangi bir eğitim sisteminin dinamiklerini 

anlamak için eğitim politikası oluşturma sürecini ve içinde yer aldığı bağlamı anlamak 

gerekir. Bu çalışmanın amacı Türkiye ve Amerika Birleşik Devletleri’ndeki eğitim 

politikası oluşturma süreçlerini, temel politika yapıcılarının algıları çerçevesinde analiz 

etmektir. Daha geniş bir çerçevede, bu çalışmada özellikle eğitim alanındaki belirli 

konuların, hükümetlerin gündemlerine nasıl yerleştiği, bu konuların nasıl eğitim 

politikalarına dönüştüğü ve politikaların hangi şartlarda, bağlamda ve kimler tarafından 

yapıldığı incelenmiştir. Araştırma deseni olarak karşılaştırmalı nitel durum analizi 

uygulanmıştır.  Her iki ülkeden öğretmenlerin profesyonel eğitimi ve kariyer gelişimini 

hedefleyen bir eğitim reform girişimi; Türkiye’de Öğretmenlik Kariyer Basamakları 

Yönetmeliği (2005) ve Wisconsin, Amerika’da Öğretmen Eğitimi Program Onay ve Lisans 
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Yönetmeliği (PI34, 2000) örnek durum olarak analiz edilmiştir. Veriler derinlemesine 

görüşmeler ve dokümanlar aracılığı ile toplanmıştır. Her iki ülkede politikaların 

oluşturulmasında aktif görev alan yedi politika yapıcı ile görüşülmüştür ve çok sayıda 

birincil ve ikincil doküman toplanmıştır. Verilerin analizinde ve yorumlanmasında 

betimsel ve karsılaştırmalı bir yol izlenmiştir. Bulgular eğitim politikası oluşturma 

süreçlerinin her iki ülkede de oldukça karmaşık ve politika bağlamını belirleyen çeşitli 

etmenlerin etkisi altında olduğunu göstermiştir. Politikaların geliştirildiği bağlam her iki 

ülkede de politik, ekonomik, sosyal ve uluslararası etmenler yanında politika yapıcıların 

kültür, değer yargıları, inançları, deneyimleri ile sayıları ve türleri tarafından örülmüş ve 

bu etmenler tarafından belirlenmiştir. Öğretmenlik Kariyer Basamakları Yönetmeliği 

çerçevesinde Türkiye’deki eğitim politikası oluşturma süreci politik, bürokratik, 

doğrudan, politik oyunlar ve politika yapıcılar arasında ciddi çatışmalar içermeyen, 

ancak yine de kapalı ve kısıtlı, tepeden inme, hükümet merkezli ve elitist olarak 

tanımlanabilir. Bununla birlikte Wisconsin’deki eğitim politika oluşturma süreci farklı 

yönetim seviyelerine dağılmış, birbiri ile rekabet eden çok sayıda ve çeşitli paydaşların 

ve baskı gruplarının yer aldığı, mutabakat ve katılıma dayalı çoğulcu geleneğin bir örneği 

olarak betimlenmiştir.   

 

 

 

Anahtar kelimeler: Politika oluşturma, eğitim politikaları, eğitim reformu, Türk eğitim 

sistemi, Amerikan eğitim sistemi 
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CHAPTER 1  

 

 

INTRODUCTION 

 

 

1.1. Background to the Study  

The relationship between the education and the polity or the state has been an 

attractive topic in the long history of Western educational and political traditions which 

dates back to Aristotle (Kazamias, 2009). The nature and the structure of this 

relationship have been well set by various researchers since Aristotle. The dominant 

idea concerning the bond between the state and the education can be summarized in 

the famous quote of Althusser; “education is an ideological apparatus of the state” 

(cited in Kazamias, 2009, p. 166). This common idea is rooted in the central role of the 

state in the education sector. Kandel’s (1933) assertion that “every state has the type of 

education that it wills” (p. 274) simply demonstrates the power of the state in 

determining the educational systems and defining goals. Historical trajectory of the 

state-education relationship indicates a sharp increase in the power of the state over 

controlling education, parallel to increase in the value and significance attributed to 

education. Particularly with the industrialization, economic prosperity and technological 

developments, increasing complexity of society, education has gained a higher level 

status as a mean to cultural, social, economic and technological transformation 

(Simons, Olsen, & Peters, 2009; Taylor, Rizvi, Lingard, & Henry, 1997; Theodoulou, 

2002). Today, in the “knowledge society and economy” (Simons et al., 2009, p. 10), the 

state is stronger than ever before and education enjoys the central and crucial role 

assigned and benefits and suffers, at the same time, from the strong state. Currently, 

“public schools in the 21st century are expected to do more than schools in the past 

eras” (Heck, 2008, p. 8), their responsibilities are far beyond than just teaching reading 

and arithmetic.  

Within this context, education, at least the compulsory education, is considered 

as one of the public services that people take for granted (Hill, 2005). The state can be 

involved in different ways to determine or influence education as a) as a direct 
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provider; b) as a funder of services provided by other autonomous or partly 

autonomous organizations (voluntary or private organizations; and c) as a regulator of 

privately provided services (Hill, 2005). In line with Hill’s classification, Theodoulou and 

Kofinis (2004) also indicate three main roles of the state in terms of the provision of 

education as: regulator, funder or purchaser, and a provider or planner. In the modern 

industrialized countries, the state can occupy all of these roles. Nevertheless, the 

provider/planner role bestows the authority to plan and govern education along with 

other public sectors on the state. Davies’ conceptualization of the state is very useful to 

understand the concept of the state: 

The state is a complex structure which defies precise definition, but which 
remains of crucial importance in understanding the contours of public policy. It 
is crucial starting point because the state translate values, interests & resources 
into objectives and policies (p. 19, cited in Taylor et al., 1997, p. 30) 
 
Education is the one of the public areas where the state has been enormously 

translating values, interests and resources to policies to shape and form the public 

education. Public education fulfills several of a nation’s basic goals (Kraft & Furlong, 

2004). It is prominent on national political agendas not only because it is a key factor 

and an integral part of any nation, but also because it represents the basic interests and 

values of the society (Adolino & Blake, 2001), and it is also a political and moral 

responsibility of the state (Kraft & Furlong, 2004). Educational policies, in this regard, 

are tools of the state to construct, form and reform the educational systems. As Winch 

and Gingell (2004) indicate educational policies are based on ideas about human nature 

and the purposes of the education of the nations. Furthermore, educational policies of 

any nation are the key to global security, sustainability, survival (Olssen, Codd & O’Neill, 

2004) as well as socio-cultural and economic development especially in the 21st century. 

Therefore, it is crucial to understand the educational policies of a nation in order to 

understand its educational system and socio-cultural and economic systems as well. In 

order to understand the educational system of any country it is required to have a look 

at the educational policies of that country, as educational system and educational 

practices are formed in terms of pre-determined educational policies.  

The concept of “educational policy” has been frequently used in the 

educational literature for long years with the emergence of new developments both at 

international and national level. The importance attached to this concept has increased 

as policy formation has become a hot issue for the discussion of modern educational 
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systems. Educational policies have been frequently understood as that body of weighty 

pronouncements on educational matters issued by higher authorities (Schilling, 1980). 

However, it is important to note that as education is a major social institution subject to 

all the forces present in the society (Griffiths, in Iannaccone, 1967), educational policy is 

not a simple or unidimensional concept, on the contrary it is complex, dynamic and is 

formulated in a diverse sociopolitical system. As Fowler, (2009) puts forward, along 

with the increasing complexity of the society and both at the national and international 

level, education policy arena has already been evolving from being predictable to being 

unpredictable.  

Even though it is a widely used term, the term “educational policy” keeps a 

vague meaning still today, and may be vaguer than before. This is due to the fact that 

although the word “policy” is commonly used in government documents, daily talks or 

academic works, the nature of policy and the ways in which it can be researched, 

interpreted and produced are open to discussion (Rui, 2007). In addition to this, the 

policy formation process is vague as well as the term itself. As Rist (2000) argues 

improvements in the techniques of policy research and current efforts of understanding 

policy issues have led to more complex, complicated, and partial view of the issues and 

their solutions.  

Heck (2008) defines policy research as “to conduct research on, to provide an 

analysis of, fundamental social problems to provide policy makers with technical 

information and pragmatic, action oriented recommendations for alternative ways of 

alleviating the problem” (p. 10). He identifies four goals of policy research: 

 to identify choices, or courses of action, that lead to optimal decisions to 

resolve identified problems.  

 to examine the processes through which purposes and values in the public 

sector are translated into policy actions.  

 to identify the outcomes and impacts resulting from policy actions 

 to produce evidence that helps to resolve policy debates over different 

courses of action.  

 

Stemming from these goals, policy research has been diversified into different 

approaches. A traditional classification of policy research has been built on the 

distinction between “analysis for policy” and “analysis of policy” (Bell & Stevenson, 

2000; Dye, 2008; Heck, 2008, Olssen et al., 2004; Simons et al., 2009; Taylor et al., 

1997).  Analysis for policy, policy advocacy, is conducted to provide information to 
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support and provide a base for policies and to propose recommendations. Heck (2008) 

describes this type of research as originating from action and being fed back into action, 

whereas, analysis of policy includes a critical examination of policies while focusing 

either on the determinants and effects, or the policy content. This type is viewed as 

more academic and theory-based and with Heck’s words it “originates in the discipline 

and is fed back into discipline” (p. 11). From another perspective, Bell and Stevenson 

(2000) classify policy studies in education into three forms: (a) the development of 

broad analytical models through which the policy process can be understood and 

interpreted; (b) analyses of a range of policy issues and (c) critiques of specific policies 

(pp. 1-2).  

Despite the fact that these conceptual lenses have evolved and flourished with 

different scientific disciplines as political science, sociology, decision sciences, 

educational research started to study educational policy making during the mid-1960s 

(Heck, 2008). Yet, the quantitative and qualitative features of educational research are 

still open to question as there is a general consensus on the lack of empirical studies 

(Ball, 1990; Raab, 1994; Simons et al., 2009), and in terms of the cultural and 

geographical context, educational policy studies from nations and cultures other than 

the U.S and the U.K are also missing in the education policy literature (Bell & Stevenson, 

2000; Keating, 2008). Keating (2008) notes that “there has been little research on the 

‘mechanics’ of education policy making in the EU” (p. 403). Raab (1994) questions this 

gap as “in the light of education’s centrality to states, societies, and individuals, and as a 

principle site of cultural production, transmission and reproduction, such neglect of 

policy research on education is both unfortunate and highly ironic” (p. 22).  

Educational policy research is criticized not only for quantity of the research, 

but also for the quality of the research produced, especially for its inclination toward 

merely descriptive concepts as being atherotical and being characterized as 

controversial and contested (Ball, 1990; Berkhout & Wielemans, 1999). Moreover, Bell 

and Stevenson (2000) criticizes the fragmented approaches to study education policy as 

they “often fail to provide a cogent account of the policy process within a clearly 

articulated framework for analysis” (p. 2). Gupta (2001) and Rui (2007) both explain this 

issue by comparing policy research to the famous example of the four blinds and the 

elephant; some people describe it as the trunk, some describe it by its tusks and some 

by belly, but it requires a more holistic perspective to be able see the whole. Moreover, 
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educational policy analysis has been dominated by positivist studies (Lather, 2006; Rist, 

2000). However, as being a challenge to the dominance of positivism in educational 

policy research, qualitative research can be highly influential in terms of improvement 

of educational practice (Rist, 2000). Furthermore, as Schilling (1980) identified “a 

thorough comprehension of the policies demands a knowledge of the policy 

formulation process” (p. 51). Thus, this study focused on the analysis of policy 

formulation in educational system of the U.S and Turkey. 

 

1.2. Purpose of the Study 

The main purpose of this study is to investigate the formulation process of 

educational policies in Turkey and the U.S. focusing on the distinctive or common 

features through the perceptions of key actors in policy making process and other 

interest groups in education. On a broader perspective, this study tries to identify how 

issues become the agenda of the governments, how educational policies are 

formulated, under what conditions, in which context, and by which agents (persons or 

groups). Yet, the specific focus of this study is the dynamics of agenda setting and policy 

formulation process of teacher education and teacher quality policies in Turkey (Career 

Ladders for Teachers, 2005) and the U.S. (Teacher Education Program Approval and 

Licenses: PI34, 2000) to have a comparable unit of analysis. Decision making processes 

in educational policy formation were discussed in terms of these two policies. A 

descriptive, analytical and comparative approach to educational policy formulation and 

a critical examination of its potentialities and limitations were conducted in both 

countries.  

Six attendant questions guided this study are: 

1) What were the existing problems in Turkey and Wisconsin, U.S. that led to 

formulation of CLT and PI34 as educational policy initiatives? 

2) In what kind of political, economic and social context did the emergence of 

these policies take place in Turkey and Wisconsin, U.S.?  

3) Who were the key actors or decision makers in the development of these 

policies and how did these people or groups influence the policy formulation in 

Turkey and Wisconsin, U.S.? 

4) How did policy formulation process take place in Turkey and Wisconsin, U.S. and 

what is the nature of this process in Turkey and Wisconsin, U.S.? 
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5) How did the political and legislature structure affect the agenda-setting and 

policy formulation in Turkey and Wisconsin, the U.S.?  

6) What are the similarities and differences between the policy initiatives in Turkey 

and Wisconsin, U.S. in terms of educational policy formation?  

 

1.3. Significance of the Study 

Based on framework described above, this study aims at providing a clear and 

holistic perspective in understanding the policy formulation process of educational 

system in Turkey and the U.S., and opening up some frames for the policy formulation 

process in education theoretically and practically through qualitative inquiry.   

The reason of conducting a comparative research is to draw a multi-frame 

approach, which will reflect the distinctions and similarities as well as strengths and 

weaknesses of each policy formulation system, and provide some explanations or 

solutions to possible or occurring problems. It is highly agreed upon in comparative 

education research that although there exist many diversity among the countries, many 

commonalities can be identified. Among these commonalities and differences, generic 

insights can be obtained, stimulated and fostered. Moreover, it is also well-known that 

studying foreign systems of education provides better understanding and studying of 

own system (Bray, Adamson & Mason, 2007). Sadler (1900, reprinted in 1964) who is 

accepted as one of the founders of the comparative education field, formulated the 

practical value of studying foreign education systems as providing a better study and 

understanding our own educational system, both in terms of strengths and the 

weaknesses of the system. With regard to policy research “the comparative public 

policy framework includes different approaches to the study of public policy by 

comparing ‘what, why, how and with what effects’ different governments ‘do 

something or do not’” (Simons et al., 2009, p. 12). 

The role of comparative enquiry which is “making strange patterns familiar and 

familiar patterns strange” (Bray et al., 2007, p. 377) is one of the underlying aims of this 

study, due to the fact that the number of studies applying a comparative perspective to 

study the U.S. and Turkey is quite scarce, especially in the field of educational policy. 

Thus, this study will provide a mirror to look at Turkey and the U.S. to gain more 

knowledge about the systems individually and to identify the context in which 
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educational policies are made and to compare and contrast the policy making practices 

in different contexts.  

In terms of comparing two countries, reasons for the choice of the countries for 

comparison may depend on certain criteria and show a wide range: “both similarities 

and differences in culture, economic foundation, type of state, stage of development, 

position in the world capitalist system, political system, political ideology, historical 

conditions, social conditions, and sociopolitical transition” (Fairbrother, 2005, p. 7). 

When the U.S. and Turkish education systems are discussed, it is seen that the U.S. 

educational system and Turkey’s educational systems stand at the far ends of 

centralization-decentralization continuum, as Turkey has a highly centralized system, 

whereas the U.S. is closer to the other end (Silman & Şimşek, 2007). They also come 

from very different organizational paradigms as Anglo-Saxon in the U.S. and Napoleonic 

in Turkey. So, it is necessary to note that the justification for the choice of these two 

countries is mainly based on the differences rather than the similarities: differences in 

governance of education and political system. Thus conducting a comparative study will 

provide insights and exchange of different practices and experiences in different 

structural forms and systems in order to improve the practices in both countries.  

Furthermore, through the literature review conducted up to the point, it has 

been observed that all of the studies conducted as graduate work (Master’s or PhD 

research) listed in Higher Education Council’s database in Turkey deal with either 

implementation or evaluation of certain educational policies. So, this study may be a 

contribution to the educational policy literature in Turkey providing a critical look at the 

educational policy formation practices in the country.  It will add to the existing body of 

literature surrounding the politics of school reforms as well as to help refine and 

advance theory on state education policymaking. Moreover, it will also provide valuable 

information about the current situation of educational system, and also useful hints for 

the future implications for policy making and implementation, as analysis of policy 

making process and context may help explain why education legislation enacted at the 

state center fails or succeeds at the school level (Madsen, 1994). This study can provide 

an initial step to use a critical lense to look at the school level implementation of 

educational policies. 
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1.4. Definition of Terms 

Policy: A proposed course of action of a person, group or government within a 

given environment providing obstacles and opportunities which the policy was 

proposed to utilize and overcome in an effort to reach a goal or realize an objective or a 

purpose…. It is essential for the policy concept that there be a goal, objective or 

purpose (Friedrich, 1963, p. 79, in Salisbury, 1995, p. 35).   

Public policy: Expressed intentions of government actors relative to a public 

problem and the activities related to those intentions (Dubnick & Bardes, 1983, p. 8). 

Educational policy: The use of authority and resources at the disposal of the 

governance of education to change or influence the behavior of the actors and 

institutions of education in order to solve problems (Radó, 2010, p. 275).   

Policy making: The manner in which problems get conceptualized and brought 

to various governmental branches and agencies for solution. Policy actors define policy 

problems, interpret values and proper courses of action, and the effectiveness of 

solutions in different manners depending on how much of their welfare is determined 

by the problem (Sabatier, 2007, p. 5).  

Policy problem: A condition or situation that produces needs or dissatisfaction 

among people and for which relief or redress by governmental action is sought 

(Anderson, 2006, s. 82). 

Problem definition: A political process that involves transforming an issue into 

a problem so that government can address (Fowler, 2009, p. 168).  

Agenda: The list of subjects or problems to which governmental officials and 

people outside of government closely associated with those officials are paying some 

serious attention at any given time (Kingdon, 2002, p. 3). 

Agenda setting: The process in which issues are identified and transformed into 

problems, and problems are constructed to take place in the agenda of the government 

to be issued as policies.  

Policy formulation: The selection and enactment of the one or more of the 

most appropriate policy strategies available to the governments to achieve the desired 

objective and to carry out its intentions (Rist, 2000, p. 627). 
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Policy actors: Those who are actively involved in policy process and who play 

major and minor roles in the process of policy development (Fowler, 2009, p. 140). 

Governmental/formal policy makers: People who occupy positions in the 

governmental arena which authoritatively assign priorities and commit resources. They 

have the legal authority to participate in policy making as they are given responsibilities 

and power to join in policy making by law or constitution (Anderson, 2006; Birkland, 

2005). These may include elected and appointed officials, legislatures, high-level 

administrators. 

Nongovernmental/informal policy actors: People who are from arenas outside 

the government and who have rights to take part in the process and who can exercise 

influence and press their demands. These people or groups may include interest groups 

and other constituency groups  

Policy context: Context simply refers to the antecedents and pressures leading 

to the gestation of a specific policy (Taylor et al., 1997, p. 45). These 

antecedents/factors include the norms, values, culture, history, traditions, politics, 

political structure and culture, institutions, economy, constitution and laws and 

technology.  

Career Ladders for Teachers (CLT) [Öğretmenlik Kariyer Basamakları]: A policy 

initiative enacted by the Turkish Ministry of National Education in 2005 to regulate the 

professional development of teachers and to provide a career path.  

Teacher Education Program Approval and Licenses, PI 34: A policy initiative 

enacted in Wisconsin, U.S. by the Department of Public Instruction in 2000 to 

restructure educator preparation and licensing, to develop teacher standards, to 

regulate performance based assessment of preparation and practice and to regulate 

the stages in career long professional development 

 

 

 

 

 

 



10 
 

 

CHAPTER 2 

 

 

REVIEW OF LITERATURE 

 

 

This chapter establishes a theoretical and empirical background to the study in 

terms of following areas: policy, public policy and educational policy as concepts; policy 

process and policy theories; agenda setting and policy formulation; policy actors; and 

policy context. Within this framework, first, policy related concepts are discussed in 

detail in order to arrive at a comprehensive and clear understanding. Second, several 

theoretical approaches to study of public policy are presented. Third, the stage 

approach to policy process is discussed. Fourth, policy context including policy actors 

and policy environment are explicated. Finally, related empirical studies are reviewed 

followed by an overall summary of the literature review.  

 

2.1. Policy Phenomena  

In this part, key concepts related to policy and policy-making are presented 

with a broad and comprehensive framework, as there exists a terminological confusion 

in policy science (McCool, 1995). Concepts of policy, public policy, policy making, policy 

cycle, policy study and educational policy are discussed in detail.   

 

2.1.1. Policy 

In order to understand and analyze policy formation, it is important to 

understand what policy is. The term “policy” is elusive and difficult to perceive as a 

specific and concrete phenomenon (Hill, 2005; Rui, 2007). Thus there exists no fixed, 

single and widely accepted definition of policy (Ozga, 2000; Salisbury, 1995), although 

there is a vast literature within a number of disciplines, including political science, 

public administration, and policy sociology, which attempts to define policy. The 

common point, though, is the fact that achieving such a definition is not easy (Taylor, 

Rizvi, Lingard, & Henry, 1997). Therefore, there is little in the hand, in terms of the solid 
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conceptualization of the term “policy” (Jenkins, 1997). Yet, it is necessary to present 

some examples of competing and highly cited policy definitions: 

A policy may usefully be considered as a course of action or inaction rather than 
specific decisions or actions (Heclo, 1972, p. 15 in Hill, 2005, p. 7). 

A policy consists of a web of decisions and actions that allocate values for the 
whole society (Easton, 1953, p. 130 in Hill, 2005, p. 7; Salisbury, 1995, p. 34). 

A projected program of goal values and practices (Lasswell & Kaplan, 1950 in 
Salisbury, 1995, p. 34). 

A set of interrelated decisions taken by a political actor or group of actors 
concerning the selecting of goals and the means of achieving them within a 
specified situation where these decisions should, in principle, be within the 
power of these actors to achieve (Jenkins, 1997, p. 30). 

Policies are revealed through texts, practices, symbols, and discourses that 
define and deliver values including goods and services as well as regulations, 
income, status, and other positively or negatively valued attributes (Schneider 
& Ingram, 1997, p. 2 in Birkland, 2005, p. 18). 

The implicit or explicit specification of courses of purposive action being 
followed or to be followed in dealing with a recognized problem or a matter of 
concern and directed towards the accomplishment of some intended or desired 
set of goals. Policy can be thought of as a position or stance developed in 
response to a problem or issue of conflict and directed towards a particular 
objective (Harman, 1984, p. 13). 

Policy is a relatively stable, purposive course of action followed by an actor or 
set of actors in dealing with a problem or matter or concern (Anderson, 2006, p. 
6).  

A set of instructions from policy makers to policy implementers that spells out 
both goals and the means for achieving those goals (Nakamura & Smallwood, 
1980 in Rist, 2000, p. 624). 
 
Some of these definitions are very basic such as the definition of Easton or 

Lasswell and Kaplan; whereas some others are more comprehensive as the one by 

Jenkins and Schneider and Ingram. Moreover, none of them is all-encompassing and 

each has their strengths and limitations. For example the definition of Harman is limited 

in terms of explaining how policy works in practice (Taylor et al., 1997). Howlett, 

Ramesh and Perl (2009) consider the definition of Jenkins very useful as it specifies the 

content of a policy as being composed of “selection of goals and means.” In this 

definition policy-making is conceptualized as a dynamic process, not as a single 

decision. And last but not least, they argue that this definition also prescribes “the idea 

that a government’s capacity to implement decision is also a significant component of 

public policy” (p. 6).  
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In addition to these researchers many others tried to interpret, classify and 

group various definitions of the policy to provide a framework for the conceptualization 

(Birkland, 2005; Hill, 2005; Salisbury, 1995). Salisbury (1995) distinguished three main 

positions concerning the concept of policy. The first and the most common definition of 

policy is based on David Easton’s definition. Here policy refers to what government 

does and it includes the outcomes or outputs of governmental processes (p. 34). 

Second view utilizes a broader lens. In this view, “policy consists of a general frame of 

authoritative rules, and, while the precise boundary between policy and nonpolicy is 

nearly always debatable in the particular situation the distinction crops up over and 

over” (p. 34). Third view, on the other hand, is based on the assumption that “political 

behavior is goal oriented or purposive assumption” (p. 34). Salisbury (1995) gives the 

definition of Lasswell and Kaplan which focuses on achieving a goal or purpose as an 

example. After describing these views, Salisbury presents the definition of Friedrich 

(1963) which he claims to combine those three conceptualizations of policy:   

A proposed course of action of a person, group or government within a given 
environment providing obstacles and opportunities which the policy was 
proposed to utilize and overcome in an effort to reach a goal or realize an 
objective or a purpose…. It is essential for the policy concept that there be a 
goal, objective or purpose (s. 79) (cited in Salisbury, 1995, p. 35).   
 
From a critical and totally different perspective, Ball (1994) argues that “policy 

is a form of social action, both intended and actual and it is inevitably incomplete in 

terms of how it maps to practice” (p. 10). Furthermore, Foucault identifies policy as one 

of the three technologies of governmentality, the others being diplomatic/military and 

economy (Lather, 2006).  

To summarize the conceptualization of the term “policy,” it is possible to 

conclude that there exists no single safe and sound, widely accepted definition of 

policy. Moreover according to the stand point of the scientist, policy can be identified 

as defining objectives; as setting priorities, as decision making; as plan, as an outcome 

or as a combination of some or all of these. Policy is a multidimensional concept as it 

can be considered as a text, a process, a discourse, a decision, a program or an outcome 

(Blackmore & Lauder, 2005). The last point that needs to be enlightened is that policy 

concept inherently encompasses state/government action/intervention/involvement 

and this brings about the concept of “public policy.”  

 



13 
 

2.1.2. Public Policy 

Public policy, as a term, is very complex with many facets as nature and scope 

of politics, policy and government (Theoduolou & Kofinis, 2004). It is also a value laden 

concept (Ball, 1994; Fowler, 2009). All these complications create disagreement over 

the definition of public policy. As Fowler (2009) pointed out these disagreements stem 

from the “conflicts over the nature of society, the meaning of power, and the proper 

role of the government” (p.3). Thus definitions show a variety of different aspects of the 

public policy concept. One may cite countless number of definitions. Thoeing (1985, p. 

3) cited minimum 40 definitions of public policy in the introduction of his book (in 

Knoepfel, Larrue, Varone & Hill, 2007, p. 23). To expand what public policy is, it is 

necessary to provide some definitions by different authors. Public policy is defined as 

“an intentional course of action designed by government bodies and officials to 

accomplish a specific goal or objective” (Adolino & Blake, 2001, p. 10). Dubnick and 

Bardes (1983) define public policy as “the expressed intentions of government actors 

relative to a public problem and the activities related to those intentions” (p. 8).  Guy 

Peters (1999) identifies public policy as “the sum of the government activities, whether 

pursued directly or through agents… which have an influence on the lives of citizens” (p. 

4). Fowler (2009) also emphasizes the government’s role and the value-laden and 

dynamic nature of public policy in her definition as 

public policy is a dynamic and value-laden process through which a political 
system handles a public problem. It includes a government’s expressed 
intentions and official enactments as well as its consistent patterns of activity 
and inactivity (pp. 3-4).   
 

Taylor, Rizvi, Lingard, and Henry (1997) identify public policy as “government 

generated policies which are developed and implemented through state bureaucracies” 

(p. 22). According to Anderson (1975) policy making “typically involves a pattern of 

action extending over time and involving many decisions” (cited in Jenkins, 1997, p. 10). 

Knoepfel and his colleagues (2007) provide a more extensive definition as  

a series of intentionally coherent decisions or activities taken or carried out by 
different public – and sometimes – private actors, whose resources, 
institutional links and interests vary, with a view to resolving in a targeted 
manner a problem that is politically defined as collective in nature. This group 
of decisions and activities gives rise to formalized actions of a more or less 
restrictive nature that are often aimed at modifying the behavior of social 
groups presumed to be at the root of, or able to solve, the collective problem to 
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be resolved (target groups) in the interest of the social groups who suffer the 
negative effects of the problem in question (final beneficiaries) (p. 24).  
 
Among all these definitions, the most cited and the best-known yet the most 

concise and terse one is provided by Dye (1975) as he defines policy as “whatever 

governments choose to do, or not do” (p. 2). Howlett, Ramesh, and Perl (2009) consider 

this definition as “too simple for analytical purposes, but having its merits” (p. 4). They 

analyzed the definition and identified three points. First point they underline is the role 

of the government. In this definition government is specified as the primary agent of 

public policy-making, though other actors may influence the government’s policy 

decisions. Second point is the fact that government, the elected politicians or 

government officials, have to make a choice to do something or not to do anything 

about a problem. Third point reflects the fact that “a public policy is a conscious choice 

of a government” (p. 5). Howlett et al. (2009) conclude that the definition of Dye 

“brings the idea of conscious, deliberate government decisions to the fore in its 

analysis” (p. 5). 

Other definitions that are more complex, also, integrate additional dimensions 

of public policy into their framework. Several authors tried to describe the constituent 

elements of a public policy (see Birkland, 2005; Knoepfel, Larrue, Varone, & Hill, 2007; 

Theodoulou, 1995). Theodoulou (1995) identifies the ideas and elements that are 

present and common in the most of the definitions cited in the literature in an 

organized way. The first idea is that there should be a distinction between what 

governments intend to do and what, in fact, they actually do. Here governmental 

activity is as important as governmental inactivity.  The second idea is the notion that 

public policy ideally encompasses all levels of government and is not restricted to 

formal actors; informal actors are also as important. Third element is that public policy 

is omnipresent and should not be limited to legislation, executive orders, rules and 

regulations. Fourth idea is that public policy is an “intentional course of action with an 

accomplished end goal as objective” (p. 2). The fifth element is the fact that public 

policy can be described both a long term and short term policy. It is not only decision 

making process but it also involves subsequent actions of implementation, enforcement 

and evaluation (p. 2).  

 Birkland (2005) also revisited many well-known definitions of public policy and 

he listed the attributes that define public policy: 
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 The policy is made in the “public’s” name. 

 Policy is generally made or initiated by government. 

 Policy is interpreted and implemented by public and private actors. 

 Policy is what the government intend to do. 

 Policy is what the government chooses not to do (p. 17). 
 

Birkland’s list is also compatible with the ideas and elements suggested by 

Theodoulou (1995, p. 2). Lastly, Knoepfel et al. (2007) suggested a more comprehensive 

list including eight constituent elements of a public policy (pp. 26-29). These are: 

 A solution to a public problem 

 The existence of target groups at the root of a public problem 

 Intentional coherence, at the very least. 

 The existence of several decisions and activities 

 Intervention program 

 The key role of public actors 

 Existence of formalized measures 

 Decisions and activities that impose constraints.  
 

To summarize, it is possible to note that public policy is a government activity 

including a choice and implementation process with different actors and more 

importantly it always has an impact on the life of the citizens.  

 

2.1.3. Education Policy 

According to Lather (2006), public policy is to regulate behavior and everyday 

lives of citizens by the state. It also related to how and why governments address public 

needs and demands (Adolino & Blake, 2001), social problems and the fundamental 

issues of human values (Kraft & Furlong, 2004).  As Kraft and Furlong (2004) argue, 

public policies reflect not only society’s most important values, but also the conflicts 

between these values, and they reflect which of many different values and issues are 

given the highest priority in given decisions by the governments. These social issues 

could range from environmental problems, healthcare services to economy and social 

welfare. Education is one of the most important social arenas of public policy.  

Education, at least the compulsory education, is one of the public services that people 

take for granted and it is one where public provision has dominated for long (Hill, 2005).  

According to Taylor, Rizvi, Lingard and Henry (1997) public policy refers to all 

areas of government from economic policy to those policies usually referred under the 

rubric of social policy, covering education, health, and welfare areas. They emphasize 

that it is important to understand how these different policy domains are interrelated in 
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various ways, and argue that policy decisions in one area may have significant intended 

or unintended impacts in another. An increased and expended state role and control 

over education is prominent in twenty – first century.  

In line with this, it is possible to define education policy as a “chain of decisions 

stretching from the statehouse to the classroom” (Firestone 1989, p. 23 cited in Heck, 

2008, p. 7). It is a concise, yet effective description of educational policies with an 

emphasis on the beginning and the ending points of an education policy. Trowler 

(2003), on the other hand, provides a more technical description as “specification of 

principles and actions, related to educational issues, which are followed or which 

should be followed and which are designed to bring about desired goals” (p. 95). Radó 

(2010) defines educational policy as “the use of authority and resources at the disposal 

of the governance of education to change or influence the behavior of the actors and 

institutions of education in order to solve problems” (p. 275), and he lists the basic 

features of educational policy as follows 

--Educational policy is a public policy area, that is, it flows from the authority of 
constitutional governance and the political mandate for the use of public 
resources.    --The aim of policymaking is change for the sake of problem 
solving.  
--Policymaking is mainly an indirect instrument; it works through the changed 
behavior of others, such as teachers, parents, mayors, etc. (p. 275).  
 

 Hill (2005) identifies the ways in which governments may determine or 

influence education a) as a direct provider, b) as a funder of services provided by other 

autonomous or partly autonomous organizations (voluntary or private organizations) 

and c) as a regulator of privately provided services. Along with the Hill’s classification, 

Theodoulou and Kofinis (2004) also indicate three main roles of the state in terms if the 

provision of education as: regulator, funder or purchaser, and a provider or planner.  

According to Harman (1984), public policy for education can be categorized into 

four groups in terms of content. First one is policies concerned with the essential 

functions of schools and tertiary institutions which relates to curriculum, setting goals 

and objectives, assessment, diplomas, certificates, discipline, recruitment and 

enrollment of students. Second group is concerned with the establishment, structure 

and governance of the whole education system or parts of it and individual institutions. 

Third one is policies related to recruitment, employment, promotion, supervision, and 

remuneration of all staff and the last one is related to provision and allocation of 
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financial resources and the provision and the maintenance of the buildings and 

equipment.  

Heck (2008) states that educational policies are also the by-product of multiple 

agendas, available resources, political influence, and social relationships (p. 7). Research 

in educational policy area does not come from an old tradition. Research related to 

educational politics and policy been identified and discussed as an approach for 

understanding the dynamics of educational decision making (Heck, 2008, p. 15). The 

complexity of the policy making process also hardens the work of the educational policy 

scientists.  

As suggested, this broadened scope has resulted in a diversity of theories and 

methods from a number of different disciplines. This conceptual and methodological 

diversity also has made it more difficult to integrate the knowledge into a distinct set of 

concepts and methods. In this newer state of the field, the definitions of what 

constitutes a policy study, policy research, policy analysis, or a “politics of education” 

study have become more blurred (Heck, 2008, p. 31). 

  

2.2. Theoretical Approaches to Study of Policy Making 

In line with the concepts of policy and public policy, policy making has also been 

described in many alternate ways (Heck, 2008). The difference stems from various 

standing points about “the nature of society, the proper role of the government in 

pursuing policy goals and resolving conflicts,” and who should be involved in policy 

making process (Heck, 2008, p. 5). The differences in the definition of policy making also 

reflect on the conceptual frameworks and approaches to study of policy making.  This 

part presents first the common definitions of policy making and then the theoretical 

approaches study of policy making process to provide a conceptual framework.  

Anderson (2006) defined policy making as “encompassing a flow and a pattern 

of action that extends over time and includes many decisions” (p. 18).  Kim (2000) 

formulated another definition using different conceptualizations. He described policy-

making as “a pluralistic process that represents the distribution and exercise of power, 

authority, and influence among actors with competing preferences” (p. 12). Sabatier 

(2007) described the process of policymaking as  

including the manner in which problems get conceptualized and brought to 
various governmental branches and agencies for solution. Policy actors define 
policy problems, interpret values and proper courses of action, and the 
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effectiveness of solutions in different manners depending on how much of their 
welfare is determined by the problem (p. 5).  
 
Sabatier (1999) argued that policy making process is extremely complex 

involving different elements interacting with each other over time (p. 3). He derived 

several important conclusions about the policy process. First one is the vast number of 

actors from governmental agencies, legislatures, academia, and other interest groups 

with their own interests and values involved in the policy making process. Secondly, 

policy making process lasts a decade or more due to emergence of problems and 

rendering during the policy cycles. Third, in each policy domain, there are multiple 

levels of government that operate. Fourth one is the fact that policy debates have an 

important place in the whole process. Last complicating factor in the policy making 

process is the involvement of deeply held values/interests, money and authoritative 

coercion (pp. 3-4).  

As Sabatier (1999) concluded “understanding policy process requires a 

knowledge of the goals and perceptions of hundreds of actors throughout the country 

involving possibly very technical scientific and legal issues over periods of a decade or 

more when most of those actors are actively seeking to propagate their specific ‘spin’ 

on events” (p. 4). This is due to the fact that policy making is a highly value laden 

concept that is also complex, multi-layered, dynamic, and interactive (Heck, 2008; Hill, 

2005; Taylor et al., 1997). 

 

2.2.1. Theoretical Approaches to Policy Making 

 Since the 1950s, when the policy studies was conceptualized as a scientific 

discipline (Birkland, 2005; Howlett et al., 2009), many approaches, frameworks, 

theories, schemes and models have been developed to analyze policy making 

(Anderson, 2006; Heck, 2008). Anderson (2006) argues that political scientists have 

spent more time and effort to theorize public policy making than to study policy and 

policy making process in real. Yet, these were the necessary attempts as theories, 

models and conceptualizations are required in terms of understanding, analyzing, 

providing explanations, and guiding the study of complex problems and processes such 

as policy making (Anderson, 2006; Dye, 2008; Heck, 2008). These approaches are not 

competitive, nor are they alternate to each other, as none of them can be considered as 

the ‘best’ theory or approach. Each one has a different focal point and a different lens 
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in understanding public policy. Different political scientists provide various theories and 

approaches to study policy making. Burton (2006) cites that Policy Studies Organization 

Theory Sub-Committee report published in 2004 identified 22 different theoretical 

positions as having some potential relevance to improving understanding of policy 

making (p. 175).  

 Dye (1975), as being one of the pioneers in the area of policy studies, mentions 

nine analytic models in his book “Understanding Public Policy.” He describes 

institutionalism, group theory, elite theory, rationalism, incrementalism, game theory, 

and systems theory. In the later editions of the book (2008), he added two more 

approaches: process model and public choice theory. Sabatier (1999) in his famous work 

“Theories of the Policy Process” cites recent and “better” theories for the study of 

public policy: institutional rational choice, multiple streams, punctuated-equilibrium 

theory, and advocacy coalition framework. Dye (1975; 2008) and Sabatier (1999) 

presented these approaches without any classification, whereas there have been some 

scientist who tried to classify the common approaches under umbrella frameworks 

(Theodoulou, 1995; Heck, 2008; Howlett et al., 2009; Kim, 2000). Howlett et al. (2009) 

differentiate theories of policy making based on the basic unit of analysis as individual, 

collectivity, and structures. According to this, they group theories under three titles: (1) 

at the individual analysis level: public choice theory; (2) at the collectivity level: class 

analysis, pluralism and corporatism; (3) at the structures level: institutionalism, and neo 

institutionalism, and statism. Furthermore, Heck (2008) gathers the theories and 

models under three different conceptual perspectives: rational, structural and cultural. 

Heck (2008) considers systems theory and policy cycle model under rational perspective; 

and critical theory and feminist theory under cultural perspective.  

On the other hand, Theodoulou (1995) uses a totally different framework to 

classify the theories and models of policy making based on the common points of them. 

According to this, first she provides two groups of theories: cycle-process approaches 

and who makes public policy approaches. Cycle-process theories see political activity as 

phased and staged; these are systems theory, structural functionalism and the policy 

cycle. Whereas who makes policy theories focus on the question of “who dominates, 

controls, and benefits from policy and who rules the process?” Group theory, elite 

theory, corporatism, and subgovernments are presented under this group (pp. 5-6). 
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It is not plausible to mention a single theory as the best one in explaining the 

process of policy, because each theory applies a different theoretical framework with 

its own weaknesses and strengths. Yet, some theories are more dominant and more 

cited than the others. In this study, the main approaches and theories that were highly 

cited and discussed by the political scientists is described to provide the variety of 

different lenses used to study policy making and public policy. These are rationalism, 

incrementalism, systems theory, institutionalism, group theory, elite theory, and the 

process/cycle theory.  

 

2.2.1.1. Rational Approach 

Though rational theories of policy making emerged as decision making models 

in the administration science and economics, they have been applied to policy making 

and to study of public policy as well. Rational model is considered as the “root” 

approach to decision making (Lindblom, 1959) and they are originated from the 

enlightenment rationalism and positivism and based on the belief that “society’s’ 

problems ought to be solved in a ‘scientific’ or ‘rational’ manner” (Howlett & Ramesh, 

1995 p. 140). Herbert Simon (1997) is considered as the father of the theory of rational 

decision making process. He based his theory on two basic assumptions:  (1) decision 

making is an orderly, rational process that possesses an inherent logic; and (2) steps in 

the process follow one another in an orderly, logical, sequential flow. Dye (1975) 

defines the rational policy as “the one that is correctly designed to maximize ‘net value 

achievement’” (p. 27). Net value achievement happens when all the relevant values of 

the society is known and when the difference between the values of a policy achieves 

and the values it sacrifices is positive and it is better than any other alternative (Dye, 

1975). The decision makers seek to maximize the chances of achieving their desired 

objectives by considering all possible alternatives and exploring all conceivable 

consequences from the alternatives (Lunenburg & Ornstein, 2004).  

To be able to do that, decision/policy makers need to fulfill certain 

requirements. First of all they must know the societal values in detail and the relative 

weight of each value. Second they must detect all the possible policy alternatives 

available. Third, they must know the results and the consequences of all available policy 

alternatives. Forth, policy makers must calculate the ratio of achieved societal values to 
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sacrificed values for each policy alternative. And fifth, the policy makers must select the 

most efficient policy alternative (Dye, 2008).   

Rational policy making model is based on logical, sequential steps. Numerous 

scientists provided various numbers of steps in their version of the model. Simon (2007) 

provides a 4-step model including identification of problem; identification of all 

solutions; implementation of the best solution; and measuring the impact on problem. 

Lunenburg and Ornstein (2004), on the other hand, present a model including six steps: 

identifying problem, generating alternatives, evaluating alternatives, choosing 

alternatives, implementing decisions, and evaluating decisions. Hoy and Miskel (2008) 

also include seven steps: (1) defining the problems; (2) establishing goals and 

objectives; (3) generating all possible alternatives; (4) considering the consequences of 

all alternatives; (5) evaluating all alternatives; (6) selecting the best alternative; (7) 

implementing and evaluating the decision. Following these steps, by optimizing, policy 

makers aim to achieve best possible policy option.  While total rationality was sought by 

the policy-makers, it is hardly realized due to the barriers in the policy making process.  

Despite being an inspirational approach to study of policy making, and highly 

cited in the policy making and public administration literature, rational approach has 

received substantial criticism due its drawbacks (Anderson, 2006; Lindblom, 1959). 

Especially Charles Lindblom (1959) criticizes rational approach in his article “The 

‘Science’ of Muddling Through” extensively. He argues that for complex problems like 

public policies, rational approach is impossible to apply, as it demands intellectual 

capacities and sources of information that policy makers do not have. Moreover, the 

human and financial sources are very limited for each policy. These functions and 

constraints of policy makers limit their attention with a few values and few alternative 

policies among the countless possible alternatives, thus it is not possible to consider all 

possible alternatives (Lindblom, 1959, p. 80). He keeps on criticizing with the value 

aspect of the rational theory. According to Lindblom (1959) there always exists a 

conflict and disagreement over the values and policy objectives. Moreover, the policy 

maker’s personal values can be confused with those of the public. In addition to these, 

it is also emphasized that it is also impossible to agree on the description of the 

problem as there does not exist a single decision maker, and each policy makers 

perceive and describe the problems differently (Simon, 2007). Furthermore, previous 
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decisions and policy implementations (sunk costs) can complicate the consideration of 

possible alternatives. All these drawbacks limit achieving total rationality.  

 

2.2.1.2. Incrementalism 

Incremental model was developed by Charles Lindblom as an alternative to 

rational decision making approach. Lindblom (1959), in his article “The ‘Science’ of 

Muddling Through,” clarifies and formalizes the method, that he calls successive limited 

comparisons. This method stems from the drawbacks of rational approach. He 

compares his own model with the rational approach especially on the five 

characteristics of two models. This model recognizes the impractical and impossible 

nature of rational approach and provides a more realistic and conservative model (Dye, 

1975). Lindblom (1959) defines successive limited comparisons as a method that 

“continually builds out from the current situation, step-by-step and by small degrees” 

(p. 81). In this model, one observes successive limited comparisons of alternative 

courses of action with one another until decision makers arrive at an alternative on 

which they agree. In terms of policy making, public policy has seen as the continuation 

of past government activities. Therefore policy making process encompasses 

continuously making small changes (increments) or additions in the existing policies 

(Anderson, 2006; Lunenburg & Ornstein, 2004).  

Policy making process is neither final nor complete; it keeps on as a series of 

small decisions-successive limited comparisons- made over time (Simon, 2007). So, 

instead of big, ground up changes, policy makers alter previous policies with small 

additions and changes. Policy makers do this because they do not have the resources –

time, money, intelligence- to consider all the alternative policy options. In incremental 

model, the need for information on values or objectives drastically reduce as compared 

to rational approach; it does not require agreement on the objectives, an exhaustive 

search for all possible alternatives and their consequences, or selection of the optimal 

alternative (Anderson, 2006; Lindblom, 1959; Lunenburg & Ornstein, 2004). It also 

reduces uncertainty about the consequences of completely new or different policies, as 

well as it reduces the conflict and complexity through systemic simplification. This 

simplification is achieved by limiting the comparisons of policy to those policies that 

differ in relatively small degree from policies in effect. This limitation directly has an 

effect on reducing the number of alternative policies to be investigated and thus 
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simplifying the investigation of each alternative (Lindblom, 1959). Therefore, time and 

financial costs to be spent on decision making is also reduced.  

Linblom (1959) argues that when successive incremental changes are followed, 

many mistakes can be avoided. First, past sequences of policy steps provide information 

about the possible consequences of similar steps. Second, no big jumps toward the 

objective that would require predictions beyond the policy makers’ knowledge and 

capacity would be required. Third, policy maker is able to test the previous predictions 

as he/she moves on to further step. Lastly, a past error can be remedied fairly quickly as 

only small steps are taken at each step (p. 86). Thus, Lindblom considers 

incrementalism as superior to any other decision-making method available for complex 

problems. He summarized his model twenty years after the original article as  

marked by a mutually supporting set of simplifying and focusing stratagems of 
which simple incremental analysis is only one, the others, specifically, 

a. limitation of analysis to a few somewhat familiar policy alternatives;  
b. an intertwining of analysis of policy goals and other values with the 

empirical aspects of the problem;  
c. a greater analytical preoccupation with ills to be remedied than positive 

goals to be sought;  
d. a sequence of trials, errors, and revised trials;  
e. analysis that explores only some, not all, of the important possible 

consequences of a considered alternative;  
f. fragmentation of analytical work to many (partisan) participants in 

policy making (Lindblom, 1979, p. 517). 
 

The value of incrementalism as a policy making model is also expressed by 

numerous authors. Incrementalism is “politically expedient,” because it is easier to 

reach agreement when the items in discussion are based on the modifications to 

existing programs (Anderson, 2006; Dye, 2008). It is considered as realistic as it 

recognizes that “decision-makers lack the time, intelligence, and other resources 

needed to engage in comprehensive analysis of all alternative solutions to existing 

problems” (Anderson, 2006, p. 125). In a nutshell, incremental model reduces conflict, 

maintains stability and preserve the political system itself.   

Though, it is widely accepted in the public policy areas, especially in the U.S. 

incremental model has received various criticisms as well. First of all, as a policy-making 

model, it is too conservative and too much focused on the continuation of the existing 

order, thus can be a great barrier to innovation. Second, in terms of emergency cases 

and crises, it does not help and provide a guideline to handle the situation. Third, it may 
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discourage the search for readily available policy alternatives as it depends too much on 

the past and existing actions.  

 

2.2.1.3. Systems Approach (Political Systems Theory) 

Systems theory, that was originated in natural sciences, was applied to social 

sciences first by Talcott Parsons and then to study of public policy by David Easton. 

Easton is the first who uses systems theory to better study and analyze of politics and 

policy (Simon, 2007), he was later on followed by Sharkansky and Dye (Jenkins, 1997). 

Political systems approach assumes that public policy process is the product of a 

system, operating in its environment (Birkland, 2005) and focuses on the dynamics and 

processes of a political system in this environment. Here, the concept of system implies 

that an identifiable set of institutions exists. It also implies that parts of the system are 

interrelated and system responds to the dynamics within its environment to preserve 

itself (Dye, 1975, p. 37). Anderson (2006) describes political systems as being 

“comprised of identifiable and interrelated institutions and activities in a society that 

make authoritative allocations of values that are binding on society” (p. 19). Political 

systems theory compasses the basic elements of the systems theory as input, output, 

feedback, and environment (See Figure 2.1). 

 

 

 

 

 

 

 

 

  

 

Figure 2.1. A model of political system (Anderson, 2006, p. 19) 
 
 

 Environment is can be defined as any conditions or circumstances that are 

external to the boundaries of the political system (Dye, 1975). It is comprised of 

structural, social, political, and economic system in which policy is made (Birkland, 

2005). Political system exists in this environment and it organically depends on the 
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environment. Environment is the source of the demands and support which are 

considered to be inputs. 

 Inputs are generated within the environment and consist of demands and 

support. Demands are claims and actions that affect the public policy to satisfy the 

interests and values of individuals and interest groups. Support, on the other hand, is 

the acceptance of policy outputs and values by the members of the society and their 

fulfillment of the responsibilities and tasks towards the political system. The amount of 

support indicates the degree of legitimacy and authority of that political system 

(Anderson, 2006; Dye, 1975). Demands from the political system and support for the 

political system are combined in the political system as inputs to formulate the policy 

outputs (Anderson, 2006; Birkland, 2005; Jenkins, 1997; Simon, 2007).  

 Outputs of the political system are considered to be the authoritative allocation 

of values. They are what system produces: policy decisions such as laws, rules, judicial 

decisions, regulations, etc. In this sense, public policy is described as the response of a 

political system to demand arising from the government (Anderson, 2006; Dye, 1975; 

Theodoulou, 1995). The outputs serve as feedback that feed and change the inputs. 

Produced public policies may affect the environment and the demands and support 

arising as well as the characteristics of the political system.  

 As it can be seen in Figure 2.1, the policy process functions within an external 

environments shaped and formed by numerous constituents such as urbanization, 

economic situation, segmentation in the interest groups, fluctuations in the business 

cycle and etc. Changes and stress in the environment highly impact the inputs which 

shape the character of political structure, the power distribution and the goals of the 

political controversy (Easton, 1965). Under the effect of all these, political system 

processes the inputs and converts them into policy outputs, that are public policies. 

These policies in turn feed back the environment and the process start from the 

beginning, so it keeps on as an unending loop.  

 As being a precessor, political systems theory provides a new framework to 

study of policy making by “linking variable patterns of political action with varying 

demands” and by explaining the effect of outputs (Jenkins, 1997, p. 33).  Thus it can be 

helpful in analyzing the policy formation (Anderson, 2006). 

 Despite its important place in policy studies, political systems theory involves 

some serious drawbacks. First of all, due to its general and abstract nature, its use is 
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limited in studying public policy. Moreover, it oversimplifies the process and limits the 

activity of policy system as responding to demands (Anderson, 2006). From another 

perspective Theodoulou (1995) and Heck (2008) describe it as a conservative theory 

due to its focus on the stability of the system rather than change. They also criticize that 

it does not say much about how discussions are made or how they arrive into decision 

making structures; it does not propose causal explanation in the process of converting 

demands into policies.  

 

2.2.1.4. Institutional Approach  

 Analysis of the government institutions is one of the oldest study areas in the 

political sciences, as governmental institutions such as congress, courts, municipalities 

and states and political parties, are the center for political activities and policies 

(Anderson, 2006; Dye, 1975). Nevertheless, Hill (2005) points out that usage of the 

concept of ‘institution’ has also been widened to embrace cultural and ideological 

phenomena. Institutional approach has rooted in the sociological analysis of policy 

processes, and been influenced by institutional economics which date back to 1950s 

and 1970s when the academia raised an awareness that there was a need for work 

‘bringing the state back in’ to the policy studies (Hill, 2005). 

The organic and close connection between the political institutions and policy 

sets the “public” aspect of the policy. Dye (2008) argues that a policy becomes public 

policy when “it is adopted, implemented and enforced by the governmental 

institutions” (p. 12). In relation to this he lists three distinctive characteristics that are 

given to public policy by the governmental institutions: 

(a) Legitimacy: public policies become legal obligations only when they are 
implemented by governmental institutions 

(b) Universality: public policy is extended to and applied to everyone in the 
society if they are developed by governmental institutions 

(c) Coercion: only the policies implemented by governmental institutions can 
have coercive powers (p. 12).  
 

Though early institutional studies focused the organizational structures, 

functions and duties of specific governmental institutions and the distribution of legal 

powers, very little has been done in terms of studying the public policies produced by 

certain institutions or to examine the relationship between the public policies and 

institutional structures (Anderson, 2006; Dye, 1975; Hill, 2005; Simon, 2007). 

Institutional approach to public policy making aims at discovering “the nature of 
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institutional powers, the methods by which institutions make policy choices and how 

institutions and actors interact with each other. Power, structure and governing rules 

are seen as the basis for understanding policy” (Simon, 2007, p. 37). In this respect, 

institutional theory can be useful in the study of policy making and politics. 

Institutions are social structures and social mechanisms of social order and 

cooperation, governing the behavior of individuals and the relationships of 

organizations. Institutions are “the products of human design and the outcomes of 

purposive actions by instrumentally oriented individuals” (Powell & DiMaggio, 1991, p. 

8). Anderson (2006) describes institutions as “a set of regularized patterns of human 

behaviors that persist over time and perform some significant function or activity” (p. 

23). Scott (1995) asserts three ‘pillars’ of institutions: 

a. regulative, resting upon ‘expedience’ inasmuch as people recognise the 
coercive power of rule systems; 

b. normative, resting upon social obligations; 
c. cognitive, depending upon taken for granted cultural assumptions. (p. 35, in 

Hill, 2005, p. 80). 
 

What is emphasized highly in institutional approach is the effect of these 

regularized patterns, structures or rules, on formation and the content of public policy, 

due to fact that these structures cannot exist as value-free and different structures 

favor some values and interests over other (Anderson, 2006). Furthermore, distribution 

of the power across different governmental institutions and within each institution 

critically influences the policy making process in terms of whose values, interests or 

goals will be favored. In a federal system such as the U.S., allocation of power is done 

among state governments and federal government and this creates different arenas of 

actions in which different influence groups can benefit or act. Hill (2005) suggests that 

“the institutionalist approach is very often operationalised through comparisons 

between countries, since good opportunities for looking at similar policy processes in 

different institutional contexts are obviously provided by national institutional 

differences” (p. 90). 

Institutional approach may help studying policy making by providing “a greater 

understanding of how policy goals can be altered to various needs, thus increasing the 

chance of policy success” (Simon, 2007, p. 38). Yet, it does not draw a holistic picture in 

terms of explaining policy and does not say much about the drives of the policy process 

(Anderson, 2006). Moreover, Hill (2005) points at the methodological difficulty in the 
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identification of the conditions under which change occurs and he concludes that it is 

better at “explaining stability than change” (p. 86). 

 

2.2.1.5. Group Theory (Pluralism) 

 The roots of the group theory (pluralism) date back to theory of “faction” 

described by James Madison over two hundred years ago (Dye, 1975; Howlett et al., 

2009; Simon, 2007). It emerged from the plural structure of the newly founded federal 

government and the principles of the pluralism reflected in the constitution as well. 

Regeneration of the pluralism as political theory, however, happened with the work of 

Bentley in 1908. Later on, in the post-Second World War era, the works of Dahl, Polsby 

and especially Truman revitalized and refined and enriched the group theory.  

 Truman (1951) asserts that for human beings it is natural to form groups that 

he describes as “established patterns of interaction” and participate in them. He 

emphasizes that groups are important in the process of specialization in any society. 

Being a member of a group also provides power to survive in the complex society and 

power to have an impact in the society. Groups are based on interactions and 

relationships among individuals and these interactions have certain characteristics. So 

people with common interest come together formally or informally to form the groups 

(Dye, 2008). In terms of political context, Truman identifies these as the interest groups.  

 Interest groups are “based on one or more shared attitudes, and on this basis, 

makes certain claims upon other groups in the society for the establishment, 

maintenance, or enhancement of forms behavior that are implied by the shared 

attitudes” (Truman, 1951, p. 33). They represent a narrow policy preferences that are 

aligned with their own values and interests, and they become “political” “if and when 

they make a claim through or upon any of the institutions of government” (Truman, 

1951, p. 37).   

Group theory identifies interest groups as the political actors that can have 

critical impact on shaping the public policy. Heck (2008) asserts that pluralistic approach 

is aggregative, several interests are pursued by numerous individuals and groups (p. 

46). Power is relatively distributed among these groups and no single unified ruling elite 

exist. Moreover, pluralist approach assumes a market-place where a number of 

interests compete with each other for power and influence (Peters, 1999). Thus the 

main assertion of the group theory is that the interaction and struggle among interests 
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groups are the central facts of the political life, politics, then, is perceived as the process 

by which various competing interests are reconciled, and the public policy is the 

product of this struggle competition and collaboration among the interest groups 

(Anderson, 2006; Dye, 2008; Howlett et al., 2009), due to the fact that each interest 

group pursue policies that would benefit only the its members and put pressure on the 

government (Simon, 2007). In this theory, interest groups create a bridge between 

individuals and the governments, as interest groups give the individual the means and 

the power to influence the politics.  

Role of the government in this system is to manage the struggle and conflict 

among the groups. Government can achieve this by  

(1) establishing the rules of the game in the group struggle 
(2) arranging compromises and balancing interests 
(3) enacting compromises in the form of public policy 
(4) enforcing these policies (Dye, 1975, p. 21). 

 
In this sense the public policy enacted by the government which is the result of a 

unique process of interaction, can simply be defined as the equilibrium reached in the 

group struggle (Dye, 1975; Theodoulou, 1995). Naturally, equilibrium is determined by 

the relative power of the interests groups. The power of interest groups depends on 

their financial resources and wealth, organizational and leadership structures, and the 

number of members, and as well as their access to policy makers and politics 

(Anderson, 2006; Dye, 1975). The issue of access brings along the concept of social 

lobbying which means trying to influence the policy makers for their own policy goals. 

Some groups will have better access and better opportunities and resources for the 

lobbying. The change in these variables in an interest group also affects the equilibrium 

and public policy, thus, reflects the interest of those who have access and the power 

(Dye, 2008; Simon, 2007).  

 There exist three main forces that keep the political system in balance. These 

are the existence of the latent and manifest interests that results in two kinds of groups 

as potential and organized; the overlapping membership for the group members that 

allow them to become members in multiple groups; and checking and balancing 

resulting from the competition among the groups also helps to maintain equilibrium 

(Dye, 1975).   

 The role of the government in this process has raised one of the serious 

criticisms. Anderson (2007) argues that “the group theory overstates the importance of 
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groups and understates the independent and creative role of public officials” (p.21). 

Government’s role in the policy making process is not solely monitoring and refereeing 

the group struggle; policy making requires more than that. Moreover, governments are 

not neutral areas; they often have connection to certain interest groups and reflect 

their goals and values in the public policies (Howlett et al., 2009).  

 Another shortcoming of the theory is the issue of representation. It is argued 

that certain groups, especially disadvantaged ones (poor, disabled, women, immigrants) 

and minorities (African-American, Hispanics, and other ethnic groups) and their 

interests are either not represented or very poorly represented in group struggle. As 

they are not represented due to financial and structural issues, they will have little or 

no voice in shaping the policy making process.  

 Furthermore, though this theory is extensively accepted and applied in US 

politics, studies have shown that it is difficult to apply to other country’s political 

systems (Howlett et al., 2009). Finally, it is inefficient to try to explain the process of 

policy making based on only the interests and group struggle (Anderson, 2006).  

 

2.2.1.6. Elite Theory 

 The concept of “the elite” originated in the writings of Italian sociologists 

Vilfredo Pareto (1968) and Gaetano Mosca (1939) in the nineteenth century and then 

gained popularity in England and the U.S. around 1930s (as cited in Arslan, 2004 and 

Hill, 2005). On the contrary to group theory, elite theory asserts that public policy is not 

made by the participation, demands and actions of “the people,” or “public” (Anderson, 

2006; Gupta, 2001; Hill, 2005). Elite theory is based on a stratified society composed of 

the elites, and the mass (See Figure 2.2).  Elites are at the top of the society, they are 

few in number but hold amount of power. They share consensus in behalf of the basic 

values of the social system and the preservation of the system. Arslan (1999) defines 

elites as “as those people who hold institutionalized power, control the social resources 

(include not only the wealth, prestige and status but also the personal resources of 

charisma, time, motivation and energy) and have a serious influence (either actively or 

potentially) on the decision-making process” (p. 79). Possible elites in any country can 

be formed by military, economic (business), political and media blocs. Specifically, Hill 

(2005) identifies the political elite as being “composed of bureaucratic, military, 

aristocratic and business elites, while the political class is composed of the political elite 
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together with elites from other areas of social life” (p. 37). Heck (2008) states that “elite 

theory tended to focus too much on formal roles and governmental arenas within the 

political structure (e.g., viewing policy development as a more closed activity conducted 

within formal arenas such as senates, courts, or executive offices)” (p. 60). 

  

Figure 2.2. The Elite Model (Dye, 2008, p. 23) 

 

 The mass, the majority of the citizens, on the other hand, form the bottom level 

of the strata. The mass is generally passive, disinterested in politics, ignorant and ill-

informed about public policy. The mass has very little power to influence the policy 

making and politics, whereas elites’ preferences and interests shape the policy. Thus 

policies reflect their values, and serve their interests (Anderson, 2006; Dye, 2008; 

Simon, 2007; Theodoulou, 1995), and “same interests in the society constantly win” 

(Peters, 1999, p. 51).  

Scribner and colleagues (2003) also assert that elite governance is integrative, a 

single common good is pursued by a single group in contrast to, pluralistic governance 

which is aggregative, and several interests are pursued by numerous individuals and 

groups (cited in Heck, 2008, p.  46). Elite theory proposes a “downward” flow of the 

policies, from elites, the ruling minority, to the masses (Dye, 2008, p. 22). In terms of 

policy making process, demands do not raise from the bottom. Mass public generally 

accepts the outcomes as long as their interests and appetites are fulfilled (Simon, 2007).  

Dye (2008) specifies the implications of the elite theory for policy analysis. First 

point he underlies is the issue of change. As elites shape the policy process in line with 
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their preferences, they tend to conserve the existing system. Therefore, change and 

innovation can only be result from the elites’ redefinitions of their own values and 

preferences when events threaten the system or elites act to reform for the sake of 

“the mass.” In the case of policy change, no revolutionary steps will be taken; rather 

change will be incremental to preserve the system they rule and their place in it. 

However, it is also possible that elite can act in a very “public-regarding” way as elitism 

does not mean that public policy shaped by elites will always be against the welfare of 

the mass, but the decision to which degree welfare of the mass is reflected in the 

policies rests upon the elites, not masses (Dye, 2008, p. 23). 

 Second issue underlined by Dye (2008) is the issue of democratic participation 

in the policy making process in “democratic” countries. He argues that the mass can 

seldom have an impact on the policy decisions through the use of democratic 

institutions such as elections or political parties. These democratic institutions have 

only symbolic value. Masses are tied to political system by the opportunity to elect who 

can govern them and by membership to political parties. Yet, elections and party 

membership do not enable public to govern or influence the decisions of the ruling 

elites (Dye, 2008, p. 24). 

  Dye (2008) also asserts that elites agree on “the rules of the game,” rules that 

underlie the social system and they agree on the stability and the perseverance of the 

system. This does not inherently mean that elites do not disagree or have conflict of 

interest; on the contrary, in every society a competition is observed among elites. Yet, 

they agree on the ground rules to keep themselves content and to pursue their 

interests (Dye, 2008, p. 24).  

 Dye and Zeigler (1972) summarize the elite theory as:  

 Society is divided in to two broad groups: the powerful and the weak. 
The people with influence who allocate values and dictate the contents 
of public policies are relatively few in number. The weak, which are the 
masses, have little or no influence on the direction of public policy.  

 The dominant few, who are the pace setters in society are drawn 
mostly from the upper socio-economic class. They are predominantly 
elites. They therefore tend to project the values of the elite class.  

 The admission of the non elites into the elite class is selective and 
infrequent. Only those who can share the elite values can be admitted 
into the circle of power.  

 Public policy reflects the prevailing values of the elites rather than the 
demands and interests of the masses.  
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 The opinion of the active elites is hardly ever influenced by the opinion 
of the masses, but rather, masses’ opinions are often shaped by the 
opinion of the elites.  

 There are key elements of societal values on which the elites share 
consensus. This makes the culture of the society enduring (pp. 4-5). 
 

 In terms of the use of elite theory as a methodological tool, it is argued that it 

can be a challenging tool to understand the particular policy-making scenario or case. 

However, Simon (2007) questions the empirical value of elite theory and criticizes it as 

not being guided with the principles empiricism. He contends that elite theory is often 

based on conspiracy theories and ecological fallacy (p. 41). 

Along with these criticisms, there has been a lot discussion and disagreement 

on how elite theory can be applied to policy making in America (Dye, 2008; Simon, 

2007). For example Anderson (2006) proposes that elite theory is more useful in terms 

of analysis and explanation of policy formation in political systems of developing 

countries or Eastern Europe countries, rather than American politics (p. 23). Table 2.1 

provides a brief comparison of pluralist and elitist models. 

 

Table 2.1  

Comparison of Pluralist and Elitist Models  
 

 Pluralist Model Elitist Model 

Power Based on size of group and its 
acces to resources 

Concentrated in the hands of a 
few 

Centers of power Multiple Few 

Values Shared by masses and elites Basic consensus among elites; 
vlaues of elites differ from those 
of masses 

Social mobility High; elites permit input from 
masses and confer when 
making a decision 

Low; masses exert minimal 
influence over elites 

Influence  Individuals can influence elites Individuals cannot sway elites;  
elites are highly insulated from 
apathetic masses 

Outcome  Depends on many compromises 
among competing groups 

Depends on elites directing 
policy from top to bottom, 
serving their own interests 

Source: Gupta, 2001, p. 53.  
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2.3. Policy Cycle / Stages Approach 

This approach is one of the most frequently used lenses to study policy making. 

It views “policy process as a cycle that is deliberative, staged and administrative” 

(Theodoulou, 1995, p. 5). Thus, policy making is described as a dynamic ongoing 

process. 

 

2.3.1. Theoretical Framework of Policy Cycle / Stages Approach 

Policy cycle / stages approach is based on the assumption that policy making is 

a process (Fowler 2009; Gupta, 2001; Kraft & Furlong, 2004; Rist, 2000; Taylor et al., 

1997; Theodoulou & Kofinis, 2004). Taylor et al. (1997) stress the notion of policy as a 

process in order to refer to the politics involved in the recognition of a “problem” which 

requires a policy response, through the formulation and implementation stages. They 

indicate that “policy processes are dynamic and ongoing” (p. 24). Trying to describe 

policy is, thus, attempting to capture and pin down something which is continually in 

process, which is “evolutionary cycle” (Theodoulou & Kofinis, 2004, p. 33).  Rist (2000) 

also defines policy making as a multidimensional and multifaceted process which 

evolved through cycles, with each cycle more or less bounded, and constrained by time, 

funds, political support and other events. Throughout the history of policy studies, 

policy making has been simplified as a process consisting of a set of interrelated stages 

through which policy issues are developed in a sequential manner for analytical 

purposes (Howlett et al., 2009). 

This idea of identification of policy making process in ordered, logical, 

consecutive stages/steps flourished in Harrold Laswell’s pioneering book “The Decision 

Process: Seven Categories Functional Analysis” published in 1956. He is widely 

considered as the father of policy stage approach in the policy studies as well as the 

founder of policy science (Adolino & Blake, 2001; Birkland, 2005; DeLeon, 1999; Heck, 

2008; Howlett et al., 2009; Jann & Wegrich, 2007; Smith & Larimer, 2009). His initial 

work was an attempt to describe the steps taken by individual government decision 

makers. He broke the decision making process into a number of discrete, identifiable 

stages. Laswell’s linear sequence of different stages was designed in a similar way to 

problem solving stages (Jann & Wegrich, 2007).   

Laswell proposed seven stages: (1) intelligence, (2) promotion, (3) prescription, 

(4) invocation, (5) application, (6) termination, and (7) appraisal (DeLeon, 1999; Heck, 
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2008; Howlett et al., 2009). In his model, policy process begins with policy makers’ 

gathering information, processing and dissemination of it (intelligence). Then particular 

options are promoted by the decision makers who take part in making the policy 

decision (promotion). In the third stage a certain course of action is prescribed by 

decision makers (prescription). Then, chosen course of action is invoked to penalize 

who fail to comply with this prescription (invocation). In the fifth stage the policy is 

applied by the governmental tools until it is terminated or cancelled. Finally policy is 

evaluated according to original aims and goals (Howlett et al., 2009, p. 11).  

What is important to note here that Laswell did not only proposed how policies 

are made, but also how they should be made (Howlett et al., 2009). In this sense, his 

model of policy process was normative and prescriptive rather than descriptive and 

analytical (Jann & Wegrich, 2007). It also assumed that only a small number of officials 

within the government could take part in the policy process, thus it provided no 

information on the external influences on the state (Howlett et al., 2009). Another 

drawback of the model was the place of the appraisal stage which followed 

termination.  

Despite these drawbacks, Laswell’s model of policy stages gained popularity in a 

very short time and dominated and shaped the research agenda conducted by political 

scientist especially between 1960s and 1980s (DeLeon, 1999; Heck, 2008; Jann & 

Wegrich, 2007). His model became the basis and the blueprint for many other models 

developed by numerous scientists (see studies by Jones, Anderson, Brewer & DeLeon) 

(DeLeon, 1999; Howlett et al., 2009; Sabatier, 1999). Among later versions of the stages 

model, the work of Gary Brewer, who was a student of Laswell, worth mentioning. 

Brewer proposed a slightly different model of six stages than Laswell’s. Stages are (1) 

invention/initiation, (2) estimation, (3) selection, (4) implementation, (5) evaluation, (6) 

termination.  

Brewer’s model was very influential as it improved the stage model of Lasswell 

and took it one more step further (DeLeon, 1999). His version of stage model expanded 

beyond the government in terms of exploring how problems are recognized. It also 

clarified the terminology for the names of the stages. But, most importantly it brought 

about the concept of “policy cycle”; Brewer identified “policy process as an ongoing 

cycle” (cited in Howlett et al., 2009, p. 11). The cyclical perspective is important as it 

provides a feed-back process within the system. This led to “continual perpetuation of 
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the policy process” (Jann & Wegrich, 2007, p. 44). The cycle approach proposes a model 

that elements of the policy process provide feed-back to each other. Thus this makes 

the policy cycle more realistic then the linear and (chorono) logical process stage 

approach.  He also asserted that not all policies have a fixed life cycle –moving from 

initiation to termination. Rather, some policies come back in different forms with minor 

or major modifications (Howlett et al., 2009, p. 11). 

Work of Brewer became a source of information especially during the 1970s 

and 1980s. Books of Charles Jones (published in 1970) and James Anderson (published 

in 1975) were among the first “policy process” volumes (DeLeon, 1999, p. 21). Their 

models varied slightly different names and number of stages, as well as the order of the 

stages. With these and succeeding books, the policy cycle/stage approach reached 

every policy students as well researchers (Adolino & Blake, 2001; DeLeon, 1999). Even 

though policy cycle approach started to lose popularity during 1990s and 2000s; 

numerous versions of the model still can be reached. 

Different researchers formulated the stages of policy cycles in slightly different 

ways. To name a few: Jones (1970) identifies a 10-stage model: perception, definition, 

aggregation/organization, representation, formulation, legitimation, application/ 

administration, reaction, evaluation/appraisal, and resolution/termination. Anderson 

(1975), on the other hand, forms a quite concise model with 5 stages: problem 

identification and agenda formation; formulation; adoption; implementation; and 

evaluation (in Smith & Larimer, 2009, p. 30). Rist (2000) discusses the policy cycle in 

three phases as policy formulation, policy implementation and policy accountability. 

Fowler (2009) lists six stages as: issue definition, agenda setting, policy formulation, 

policy adaptation, implementation and evaluation. Kraft and Furlong (2004) provides six 

stages different than Fowler’s stages as: agenda setting, policy formulation, policy 

legitimation, policy implementation, policy and program evaluation and policy change. 

Similarly, Theodoulou and Kofinis (2004) divide policy process into seven phases: 

problem identification, agenda setting, policy formulation or design, policy adaptation, 

policy implementation, policy evaluation, and policy termination or change. Each of 

these phases has its own order and logic, its own information requirements and its own 

policy actors. Current study is focused on examining the first two stages of the policy 

cycle, defined as, agenda setting and policy formulation. Thus, policy cycle approach is 

utilized as a heuristic framework that underlies the organization of the research keeping 
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in mind the limitations and drawbacks as well as advantages and strengths of the policy 

cycle/stage approach.  

 

2.3.2. Strengths and Weaknesses of Policy Cycle/Stage Approach 

Policy cycle approach views “public policy-making as a socio-political process 

involving successive stages from the articulation of public problems to the adoption and 

implementation of expected solutions to them” (Howlett et al., 2009, p. 3). This 

approach, also known as stage heuristic, has been subject to severe criticisms parallel to 

its popularity and large place in the policy studies literature. Especially Nakamura and 

Sabatier attacked the policy cycle approach severely (DeLeon, 1999; Jann & Wegrich, 

2007; Sabatier, 2007). Nakamura expressed his criticism by identifying the approach as 

“text book approach.” Sabatier (1999) lists the main criticisms to policy cycle approach 

as:  

1. It is not really a causal theory since it never identifies a set of causal drivers 
that govern the process within and across stages. Instead, work within 
each stage has tended to develop on its own, almost totally without 
reference to research in other stages. In addition, without causal drivers 
there can be no coherent set of hypotheses within and across stages. 

2. The proposed sequence of stages is often descriptively inaccurate. For 
example, evaluations of existing programs affect agenda setting and policy 
formulation/legitimation occurs as bureaucrats attempt to implement 
vague legislation (Nakamura, 1987). 

3. It has a very legalistic, top-down bias in which the focus is typically on the 
passage and implementation of a major piece of legislation. This focus 
neglects the interaction of the implementation and evaluation of major 
pieces of legislation –none of them preeminent –within a given policy 
domain (Hjern and Hull, 1982; Sabatier, 1986). 

4. The assumption that there is a single policy cycle focused on a major piece 
of legislation oversimplifies the usual process of multiple, interacting cycles 
involving numerous policy proposals and statutes at multiple levels of 
government (p. 7). 

 
These criticisms have led numerous policy scientists to focus on the drawbacks 

of the policy cycle approach (Adolino & Blake, 2001; Birkland, 2005; Hill, 2005; Howlett 

et al., 2009; Jann & Wegrich, 2007; Smith & Larimer, 2009). These criticisms are 

summarized below in addition to Sabatier’s criticisms. 

First group of criticism focuses on the approach’s being far away from the 

reality while describing the policy process. It presents artificial symbols and divisions 

that make policy process look more orderly and rational than it really is. It 

oversimplifies the policy process by dividing it into artificial stages in a linear fashion, 
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though policy making is very complex, multidimensional and multilayered. So, it is 

misleading about what actually happens in the policy making process (Heck, 2008; Hill, 

2005; Howlett et al., 2009).  

Second main criticism is on the distinct stages. As policy cycle divides policy 

process in to distinctive stages, each stage tended to develop its own research that is 

independent from others (Heck, 2008; Smith & Larimer, 2009). Smith and Larimer 

(2009) identify this notion as the production of “piecemael theories” for each stage. So, 

instead of a general policy cycle theory single theories are produced for agenda setting, 

or for implementation. Thus, this is considered as a dividing the units of policy studies 

rather than uniting them.  

Another important line of criticisms is related to Sabatier’s biggest concern 

regarding the cycle approach. Heck (2008) also argues that it neglects the role of 

ideology and thus is not qualified for being a theory. He bases this critique on the 

argument that policy cycle approach is not causal, it says what happens without saying 

why it happens and it does not explain what or who drives a policy from one stage to 

another (Heck, 2008; Howlett et al., 2009; Smith & Larimer, 2009). Because of this 

empirical drawback Smith and Larimer (2009) concludes that policy cycle is not a 

scientific approach.  

Heck (2008) further asserts that policy cycle approach is used to describe past 

policies and policy decisions rather than to predict the future policies. Moreover, it is 

criticized in terms of the life span and cycle of a policy idea. A policy idea may not reach 

or go through every stage (Birkland, 2005). Birkland (2005) adds that it is not possible to 

separate the implementation from evaluation, because “evaluation happens all the 

time as policy is being implemented” (p. 224). Jann and Wegrich (2007) provide another 

limitation. They argue that roles of certain independent variables affecting the process 

in each stage such as role of knowledge, ideas and learning in the policy making process 

are ignored with the application of policy cycle approach.  

After all these criticisms, one can reach the same conclusion as Sabatier (1999) 

did that the policy cycle approach “has outlived its usefulness and needs to be replaced 

with better theoretical frameworks” (p. 7). Yet, it is important to note that numerous 

authors have also proposed the strengths and utilizes of the policy cycle (DeLeon, 1999; 

Jann & Wegrich, 2007).  And it still preserves its place and utility in the areas of policy 

studies.  
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Whereas, this approach has been criticized harshly in many areas, policy cycle is 

followed as a framework for this work. Current study focuses on the agenda setting and 

formulation stages of the policy cycle. The main reason for adoption of policy cycle is 

that it provides a series of fluid stages to represent the whole process in a dynamic way, 

and its strength lies in the simplification of the complex policy process into manageable 

and comprehendible and analyzable steps or stages each of which can be investigated 

alone or in relations to their interactions with the other stages (Birkland, 2005; DeLeon, 

1999; Hill, 2005; Howlett et al., 2009; Sabatier, 2007; Theodoulou & Kofinis, 2004). It 

also provides a well-developed framework to organize information and investigate the 

policy process (Fowler, 2000). Operative factors, dynamics and forces at each distinct 

stage of the cycle can be investigated in detail (Howlett et al., 2009). Adolino and Blake 

(2001) identify the policy stages approach as an analytical device used by researchers to 

study public policy not to describe the process of policy making process literally (p. 9).  

Heck (2008) provides a good summary of the purposes the policy cycle 

approach serves: 

(1) The policy stages approach is one way to identify and describe the issues 
that drive the policy process. This allows one to identify what issues are 
competing and what values and contextual conditions may underlie the 
competition over issues.  

(2) The approach provides a convenient way of viewing and categorizing 
actors and actions so that analysts can unravel the set of political moves 
made. This may focus attention on how policy coalitions develop and 
interact over the pursuit of particular solutions.  

(3) It provides a means of tracking the modifications that are made over time 
in the process of policy development.  

(4) It focuses attention on the dynamics of implementation and how this part 
of the process affects whether or not policy changes are incorporated into 
practice.  

(5) It also suggests attention to describing the outcomes and impacts of the 
policy process.  

(6) The stages approach has also been fairly adaptable to other substantive 
theories and to different epistemological approaches (e.g., constructivist, 
postpositivist, critical theorist) (p.73). 

 
As an addition to Heck’s list, the points forwarded by Howlett et al. (2009) can 

be listed as  

(7) By differentiating each stage of the cycle, the distinctive impacts of actors, 
organizational structures and dominant ideas on deliberation and action 
can be more clearly identified at any given point in time.  

(8) It can be used at all sociological or spatial levels of policy making from that 
of local governments to those operating in the international level (p. 13). 
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With the aim of providing an answer to criticisms on the theoretical aspect of 

policy cycle approach, Smith and Larimer (2009) applied the elements of good theory by 

McCool to cycle approach, and conclude that it does quite well: 

It is economical, it provides an organizing function. It is heuristic, useful, 
reliable, objective and powerful in the sense of guiding the study of policy 
process as well as the effect it has on the field of public policy (p. 36).  

 
 To sum up, policy cycle approach has proven to be an excellent heuristic device 

in the study of policy making process (Jann & Wegrich, 2007). Studies applying this 

approach made us better understand the complex preconditions, dynamic nature, and 

factors influencing the stages of the policy cycle process in terms of stages and whole 

cycle itself. The utility and the flexibility of policy cycle approach as a framework, as a 

heuristic device to guide to analysis of policy making process is widely recognized 

already in the policy studies area. This study also based on the same perception in 

terms of the use of the policy cycle approach.  

 

2.3.3. Agenda Setting 

 2.3.3.1. Policy Problem 

As the first step of the policy making cycle, problem definition and agenda 

setting is a very crucial step due to its decisive impact on the subsequent steps in the 

policy cycle (Fowler, 2009; Howlett et al., 2009). Agenda setting is the process in which 

issues are identified and transformed into problems, and problems are constructed to 

take place in the agenda of the government to be issued as policies. The origin of policy 

as well as agenda setting involves the recognition of the problem (Jann & Wegrich, 

2007; Parsons, 2005). Parson (2005) distinguishes general public issues (concerns of the 

individual citizens and all organizations) from policy problems. He states that the policy 

problems are evolved from general public issues. Policy problem can be defined as “a 

condition or situation that produces needs or dissatisfaction among people and for 

which relief or redress by governmental action is sought” (Anderson, 2006, p. 82), or 

with Fowler’s (2009) words “problems requiring government action” (p. 168). 

Furthermore, a solution(s) has to exist for a problem to be defined; if there is nothing 

possible to be done about a problem, then that cannot be defined as a policy problem. 

Heck (2009) describes policy problems as “by nature are public, consequential, 

complex, dominated by uncertainty, and affected by disagreement about the goals to 

be pursued” (p. 8). 
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Problem definition is “a political process that involves transforming an issue 

into a problem that government can address” (Fowler, 2009, p. 168).  “A problem has to 

be defined, structured, located within certain boundaries and be given a name” 

(Parsons, 2005, p. 88). What constitutes a problem and how a problem is defined 

depends upon a lot of variables. The way problems are defined will influence and shape 

the possible solutions and perceptions about the problem. Fowler (2009) puts it 

forward as “intelligent definition of problem can increase the likelihood of political 

support or reduce the likelihood of opposition” (p. 168).  

Parson (2005) and Howlett et al. (2009) differentiate the effects of subjective 

and objective nature of reality while defining an issue into a policy problem. In the 

objective (positivist) stream of analysis, socio-economic conditions are in the effect. 

Especially economic development level has a significant impact on the construction of 

problems (Howlett et al., 2009). On the other hand, post-positivist view asserts that 

public problems are socially constructed by the interaction of individuals and public’s 

ideas and ideologies. Here policy actors play a crucial role. Anderson (2006) argues that 

various groups and persons involved in the problem definition process perceive and 

define problems differently in line with their own values and interest. Their values, 

information and experience shape and mold the definition of the problem. Howlett et 

al. (2009) identify three types of ideas that are related to policy: world views, principled 

beliefs, and causal ideas. Whichever view is adopted, it is not alone sufficient to explain 

the construction of policy problems, because the difficulty with policy problems 

originates from their complexity and ill-defined in nature (Parsons, 2005, p. 89).  

 

 2.3.3.2. Policy Agenda 

Once policy problems are defined, they need to achieve a place on the agenda 

for serious recognition and act from public (Anderson, 2006; Jann & Wegrich, 2007). 

Kingdon (2002) who had a breakthrough research on agenda setting defines agenda as 

“the list of subjects or problems to which governmental officials and people outside of 

government closely associated with those officials, are paying some serious attention at 

any given time” (p. 3). Out of endless number of problems to which governmental 

officials could pay attention, only some certain problems are attended seriously, 

become focus of public policy making and find themselves a place on the agenda 

(Adolino & Blake, 2001; Kingdon, 2002, p. 3). Agendas exist at all levels of government 
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(Birkland, 2005) and differ from level to level and from government to government 

(Kingdon, 2002). Different kinds of agendas can exist in a political system. Kingdon 

(2002) classifies agendas under three distinct categories. These are governmental 

agenda, specialized agenda, and decision agenda. Specialized agendas are those in 

certain public policy areas as health, transportation or education. Governmental agenda 

is the list of the subjects that is getting attention from the government officials. 

Decision agenda is the list of subjects within a governmental agenda that are selected 

for action. Kingdon (2002) argues that these different agendas are affected by different 

processes (p. 4).  

In addition to Kingdon’s classification of agenda types, there exists another 

highly cited and accepted classification proposed by Cobb and Elder in the early 1980s 

(Adolino & Blake, 2001; Anderson, 2006; Birkland, 2005; Fowler, 2009; Jann & Wegrich, 

2007). Cobb and Elder (1983) proposed two main types of policy agendas in a political 

system: systemic and institutional (governmental) agendas. Systemic agenda consists of 

all the problems that are perceived by the member of the political community, or 

public. It is the broad, discussion agenda for social and individual problems for people 

outside the government (cited in Anderson, 2006; Fowler, 2009; Howlett et al., 2009).  

Fowler (2009) identifies three subagendas in the systemic agenda. These are 

the professional agenda formed by the professional interest groups like think tanks in 

education sector, education policy networks, or teacher unions; the media agenda 

consisting of the problems emphasized by the decision makers leaders in 

communication industry; and public agenda problems that public pays attention to in 

general (pp. 180-181).  These agendas may influence each other but may also include 

totally distinct problems. Most of the problems in the systemic agenda are general and 

abstract and they do not lead to anywhere, unless they are moved up to institutional 

agenda. 

Institutional (governmental) agenda includes policy problems to which 

governmental officials pay serious attention (Anderson, 2006; Fowler, 2009). It consists 

of the possible policies waiting to be discussed and selected for the enactment by the 

legislatures or officials. These are the problems that government officials accept that 

something needs to be done. However, occupying a place on the institutional agenda 

does not guarantee that a problem will be acted upon.  
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Cobb, Ross, and Ross (1976) identified four major stages that shape the life of 

the policy problems. As problems move from systemic agenda to institutional agenda, 

they go through these stages: initiation, specification, expansion, and entrance (p. 127). 

Problems are first initiated, and then different solutions are specified. In the next stage, 

support for the problem is tried to be expanded. If these are successful, then problem 

enters the institutional agenda (Cobb et al., 1976; Fowler, 2009).  

Birkland (2005) synthesized these two sets of classifications into a useful model 

including the decision agenda from Kingdon. His model shows the journey of a policy 

problem until it gets enacted in terms of the levels and types of agendas (See Figure 

2.3). Decision agenda is very crucial as it consists of the policy problems that are 

selected to be acted upon by governmental and legislative officials, or a government 

body. Only if a policy problem can appear in the decision agenda, then it moves to 

second step in the policy cycle (Birkland, 2005).  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.3. Levels of policy agendas (Birkland, 2005, p. 111) 

 

2.3.3.3. Agenda Setting Process 

In the light of the information given above, agenda setting can be defined as 

the process in which a set of policy problems are examined and narrowed down to 

select the ones that needs to become the focus of attention (Kingdon, 2002). In other 

words, it is the “process of structuring the policy problem regarding potential strategies 
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and instruments that shape the development of a policy in the subsequent stages of 

policy cycle” (Jann & Wegrich, 2007, p. 45).  

How policy problems are selected, how agendas are constructed, and why 

certain policy problems draw attention and are selected has been a topic for political 

research since 1960s. Early works on agenda setting were based on the basic 

assumption that “as countries industrialize, they develop similar policy concerns” 

(Adolino & Blake, 2001, p. 12), specifically, same types of policy problems originate in 

different countries that are at the same socio-economic development level. Agenda 

setting models constructed on the basis of these assumptions are called “convergence 

models” (Adolino & Blake, 2001; Howlett et al., 2009). According to these models, level 

of economic development determines and shapes the types of policies adopted by the 

governments, and the emergence of similar welfare states in industrialized countries is 

the product of same level of economic, industrial and technologic development in those 

countries. Thus agenda setting becomes automatic and predictable due to “the stress 

and strains placed on governments by industrialization and economic modernization” 

(Howlett et al., 2009, p. 94). It does not really matter, in this view, the policy problems 

issued by non-governmental policy actors, or the social and political structures of the 

countries.  Convergence model of agenda setting was criticized for oversimplifying the 

policy process and ignores the role of the social and political structures in agenda 

setting. Moreover, it did not reflect the nature of actual welfare policies accurately 

(Howlett et al., 2009, p. 94) 

During the mid-1970s, a major and influential model explaining agenda setting 

was developed by Cobb, Ross, and Ross (1976). They analytically identified three 

different models of agenda setting depending on variation in the four phases of policy 

problems described above: initiation, specification, expansion, and entrance. Each 

model has a different manner and sequence in terms of the development and 

movement of policy problem between different levels of agendas. In the first, outside 

initiative model, “issues arise in nongovernmental groups and are then expanded 

sufficiently to reach, first, the public (systemic) agenda and, finally, the formal 

(institutional) agenda” (p. 127). Social policy actors outside the government play the 

key role and they define a policy problem and demand an action from the government. 

Interest groups try to raise awareness and support of the citizens on the policy problem 
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and lobby the government to place their policy problem into institutional agenda 

(Adolino & Blake, 2001).  

In the second, the mobilization model, policy problems are initiated inside the 

government and consequently achieve formal agenda status almost automatically. 

Government officials decide to pay attention to and work on a policy problem that is 

not in the systemic (public) agenda. This policy problem definition can be kept in the 

darkness until an official announcement is done. However, public support and 

acceptance is also important for successful implementation of these problems. It 

accounts for “the ways decision makers attempt to implement a policy by expanding an 

issue from the formal to the public agenda” (Cobb et al., 1976, p. 128). 

The third, the inside initiative model, describes the process in which influential 

interest groups with special access to policy makers initiate a policy problem and do not 

try to expand them to the mass public. These groups do not engage in advertisement 

campaigns, instead they apply sufficient pressure to assure formal agenda status 

especially in private meetings with the key policy makers for a favorable decision and 

successful implementation. In this model, “initiating groups often specifically wish to 

prevent an issue from expanding to the mass public; they do not want it on the public 

agenda” (Cobb et al., 1976, p. 128).  

Cobb, Ross and Ross (1976) associated each model with a particular type of 

political system. They argued that outside initiation model of agenda setting is likely to 

predominate in more egalitarian and pluralist societies like the U.S. The mobilization 

model is most likely to occur in more hierarchical and societies, and in those 

totalitarian/authoritarian political structures where “supernatural powers attributed to 

the leader emphasize the distance between him or her and the followers” (p. 135). On 

the other hand, the inside access model is likely to be observed with greatest frequency 

in societies characterized by high concentration of wealth and status, or corporatist 

democracies like European nations (Adolino & Blake, 2001; Cobb et al.,, 1976; Howlett 

et al., 2009). Nevertheless, it was shown through research that these models of agenda 

setting could be found in each type of regime or political structure (Howlett et al., 

2009). 

May (1991) proposed a fourth model in addition to Cobb et al.’s three: 

consolidation (in Adolino & Blake, 2001, pp. 13-14). In this model government initiated 

a policy problem that is already in the systemic (public) agenda. Here government does 
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not need to mobilize support for keeping the issue in the institutional agenda.  As the 

policy problem already appear in the systemic agenda, it already has the public interest. 

Adolino and Blake (2001) developed a typology of agenda setting that covers four 

different models. They argue that these models vary according to policy problem in 

each country. Table 2.2 shows the typology.  

 

Table 2.2 

Four Models of Agenda Setting 
 

  Public support for government action 

  High Low 

Initiator of 
current debate 

Societal actors Outside initiation Inside initiation 

Government Consolidation Mobilization 
Source: Adolino & Blake, 2001, p. 14. 

 
Though the model of Cobb, Ross and Ross (1976) dominated the research on 

agenda setting, in the early 1980s John Kingdon completed his four years of research on 

agenda setting process in health and transportation policy areas and published his 

famous book titled “Agendas, alternatives and public policy” in 1984. His policy Multiple 

Streams Theory became very popular in the policy research. He identifies agenda 

setting as the process in which three separate and independent streams of activity that 

occasionally converge and create a “policy window” that opens and closes based on the 

interaction of the streams and permits some policy problems to appear on the 

governmental agenda. His model also examined the role of policy entrepreneurs in 

defining policy problems and utilizing agenda setting opportunities.   

The problem stream refers to the perception of the problems either inside or 

outside of the government. Kingdon (2002) argues that these problems draw attention 

and become more visible to policy makers due to sudden events, such as crises or 

through feedback from already implemented policy programs (p. 20). The policy stream 

consists of possible solutions to policy problems offered by experts and analysts. In this 

stream different alternative solutions are examined and narrowed down. The political 

stream includes factors as national mood swings, election results, administrative or 

legislative turnovers, pressure campaigns of interest groups. Kingdon (2002) asserts 

that these three streams operate independently until they intersect or “brought 

together by entrepreneurs linking problems, solutions and opportunities” (Howlett et 
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al., 2009, p. 104). But, as Kingdon argues, these streams of problems, policies and 

politics intersect only at certain critical times. “Solutions become joined to problems 

and both of them are connected to favorable political forces” (Kingdon, 2002, p. 166). It 

is only when a window opens, he argues, that a policy problem may move onto the 

decision agenda. These windows are labels for opportunities for action brought up by 

three streams and stay open for short periods. Some of these opportunities are 

predictable such as the upcoming elections and some others are not predictable such as 

crises (p. 111).  

Kingdon also distinguishes agenda-setting and the “generation of policy 

alternatives,” or solutions in his theory. These two processes operate separately. 

Agenda-setting may change suddenly, whereas policy alternatives are generated and 

solutions evolve incrementally over time. Moreover, Kingdon acknowledges a set of 

contributing factors to the agenda process, such as presidential attention, the 

significance of problem definition, policy change over time, interest group pressure, 

media coverage, and public opinion. Therefore his theory enables a synthesis of the 

complex interrelationships of these factors upon the agenda setting process. 

To sum up, agenda-setting is a political process that is conflictive and 

contingent on competing entries on policy agenda; ability to influence groups to action; 

positions and views of key policymakers; preferences of interest groups; preferences of 

decision maker. It is also very competitive and definitely not equal in terms of the 

citizens’ impact on the agenda setting, due to the fact that to be able influence the 

process and push a policy problem to decision agenda requires power; political, 

financial, and communicative.  

 

2.3.4. Policy Formulation 

Once a policy problem has been placed to decision agenda, policy makers are 

expected to act upon it (Howlett et al., 2009; Peters, 1999). This triggers the second 

stage in the policy cycle; policy formulation. Policy formulation stage is more open and 

visible to public than agenda setting-process (Fowler, 2009; Heck, 2008) and it is 

identified most of the time as the heart of the government process as well as being a 

popular issue for the media (Fowler, 2009). As it is the case in other policy concepts, 

policy formulation has also been defined from very different perspectives in different 

ways.  Rist (2000) defines policy formulation as “the selection of the one or more of the 
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most appropriate policy strategies available to the governments to achieve the desired 

objective and to carry out its intentions” (p. 627). Kraft and Furlong (2004) describe it 

“as the development of proposed courses of action to help resolve a public problem” 

(p. 84). Simon (2007) provides a comprehensive definition as “the detailed process of 

using normative and empirical methods defining a policy goal, exploring alternatives to 

achieve the goal, and then choosing a preferred policy solution that will become the 

basis of a public policy plan” (p. 120). Peters (1999) on the other hand provides a 

concise description: “policy formulation means the development of the mechanisms for 

solving the public problem” (p. 60). Fowler (2009), however, focuses more on the legal 

process and indicates that in this stage “policy is expressed in written language, taking 

the form of a statute, an administrative rule, or a court decision” (p. 196). Hence, in this 

stage policy problems are not only acted upon by governmental officials through 

generation of policy solutions and alternative, and choosing among alternatives; but 

also are enacted legislatively. What is important to note is that “defining and weighing 

the merits and the risks of various options, hence, forms the substance of this stage of 

policy cycle, and some degree of ‘policy analysis’ is typically a critical component of 

policy formulation activity” (Howlett et al., 2009, p. 110). 

Policy formulation can be identified in a number of phases. Theodoulou (1995) 

describes two main steps: (1) a general decision making about what is to be done about 

the problem; and (2) writing the draft of the policy that will carry out the identified 

objectives (p. 88). Simon (2007) provides four distinct steps in the formulation process 

of policies. These stages are (1) definition of the policy goal; (2) exploring possible 

alternatives to reach the goal; (3) choosing the preferred solutions among all the 

alternatives; and (4) planning the policy program, determining how policy program will 

be implemented to reach the goal and all other conditions related to policy program. 

Figure 2.4 provides a detailed summary of Simon’s stages in the policy formulation.  
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Figure 2.4. Policy formulation steps (Simon, 2007, p. 120) 
 

 In a recent study, Harold Thomas (2001) suggested four phases within the 

policy formulation process; appraisal, dialogue, formulation of policy, and 

consolidation. Appraisal phase includes consideration of data and evidence for policy 

problems and solutions. Government both provides and receives information about the 

policy problem using research reports, expert testimony, stakeholder input, or public 

consultation. In the dialogue phase, policy actors from different key groups with 

different perspectives on the policy problem try to communicate to share their views 

and possible solutions of the policy problem. This communication process sometimes 

takes the form of open meetings with government officials and experts and interest 

groups, sometimes occur in a more structured formal meeting. Public hearings occupy 

an important place in communication with the stakeholders and public. Formulation 

phase includes the evaluation of various policy options and drafting some form of 

proposal to identify which of the policy options will be enacted. Drafts can take 

feedback from different policy actors and then take the shape of legislation or 

regulation. In the consolidation phase, a more formal feedback is provided on the 

recommended option (Thomas, 2001; Howlett et al., 2009, p. 111).  These steps/phases 

are important in terms of shedding a light on the policy formulation process especially 

in education as Thomas (2001) analyzed the policy formulation in higher education 

reform. 

 Despite the fact that policy formulation can be divided into stages or phases, 

this does not imply that policy formulation is a simple, one dimensional and 

unidirectional process. On the contrary, it is a highly complex and political process. 

Peters (1999) defines it as “a difficult game to play” due to the high number of people 

who can play the game with very few rules (p. 61). The possibility that any number of 

policy actors can involve in the formulation of the policy proposals increases the 

 

Item reaches  
agenda 

Law making 
process 
-Congress 
-President 
-Courts 
-Interest 
groups 
-Bureaucrats 

Exploring 
alternatives 
-policy 
analysis, 
-working 
with/for 
political actors 

Policy choice 
Influenced by 
-Empirical 
analysis 
-Political 
priorities 
-Normative 
issues 

Planning 

-Often 
completed by 
policy 
analysts, 
bureaucrats 



50 
 

complexity and the difficulty of the policy formulation. Peters (1999) argues that expert 

knowledge plays an important role rather than the partisanship, though policy 

formulation is very much political. He suggests that key experts can increase the 

acceptability of the policy proposal due to their technical knowledge and expertise on 

the policy proposal.  

 Other characteristics of policy formulation stage are summarized by Jones 

(1984).  

 Formulation need not to be limited to one set of actors. Thus, there may 
be two or more sets of producing competing or complementary proposals. 

 Formulation may proceed without clear definition of the problems or 
without formulators ever having much contact with the affected groups… 

 There is no necessary coincidence between formulation and particular 
institutions, though it is frequent activity of bureaucratic agencies. 

 Formulation and reformulation may occur over a long time without ever 
building sufficient support for any one proposal. 

 There are often several appeal points for those who lose in the formulation 
process at any one level. 

 The process itself never has neutral effects. Somebody wins and somebody 
loses even in the workings of the science (p. 78). 
 

In relation to characteristics, it is also important to cite the constraints that are 

embedded in the policy formulation process as they impact what is feasible and what is 

not in terms of policy alternatives. Howlett and colleagues (2009) describe two main 

groups of constraints faced by policy makers: substantive and procedural. They explain 

substantive constraints as originating from the problem itself. They are related to 

nature of the problem, thus, they are objective and it is not easy to solve. Their 

resolution requires “the use of state resources and capacities as money, information, 

personnel and/or exercise of state authority” (p. 112). Procedural constraints, on the 

other hand, are related to procedures applied in adopting an option or carrying it out. 

Howlett et al. argue that these constraints can be institutional or tactical. Institutional 

constraints originate from “the nature of the organizations of the state and society, 

established patterns of ideas and beliefs, or constitutional provisions” (p. 113).  As each 

policy maker involved in the policy formulation process brings his/her ideas and beliefs 

that shape their perception of the problem, search for a policy solution or choosing an 

alternative will be open to conflicting pressures and alternative perspectives competing 

over the policy options.  
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  The formulation stage includes developing and evaluating proposed solutions 

and programs and understanding policy formulations requires an assessment of who 

the important participants are and where policymakers look for policy alternatives 

(Adolino & Blake, 2001). Therefore, the principal actors who are involved in the policy 

formulation are crucial to understand the formulation process. Marshall, Mitchell and 

Wirt (1985) state that “to understand policy making, the relevant groups and the 

arrangement of relative influence among those groups must be described” (p. 61).  

 

2.4. Policy Actors 

Policy actors occupy a key role in the policy formation process. Fowler (2009) 

defines policy actors as “those who are actively involved in policy process” and “they 

make up the ‘dramatis personae’ or cast of characters, who play major and minor roles 

in the ongoing drama of policy development” (p. 140). Due the extensive numbers of 

policy actors, different categorizations and classifications have been utilized to provide 

a framework to look at the policy actors.  Basic categorization is based on two main 

groups named differently by different authors: Governmental and nongovernmental 

(Anderson, 2006; Fowler, 2009) or institutional and noninstitutional actors (Cahn, 1995; 

Simon, 2007) or official and non-official (Birkland, 2005; Harman, 1984) and formal 

(legitimate) and informal policy makers (Nakamura & Smallwood, 1980 cited in Rist, 

2000). Distinction is based on the legitimacy and the definition of policy actors by law 

and constitution. Governmental/formal policy makers are people who occupy positions 

in the governmental arena which authoritatively assign priorities and commit resources. 

They have the legal authority to participate in policy making as they are given 

responsibilities and power to join in policy making by law or constitution (Anderson, 

2006; Birkland, 2005). These may include elected and appointed officials, legislatures, 

high-level administrators. Nongovernmental/informal policy actors are from arenas 

outside the government who have rights to take part in the process and who can 

exercise influence and press their demands. These people or groups may include 

interest groups and other constituency groups (Anderson, 2006; Birkland, 2005; Cahn, 

1995; Fowler, 2009; Simon, 2007). Next part tries to depict the governmental policy 

actors. 
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2.4.1. Governmental Policy Actors 

Harman (1984) indicates that the formal powers of authorization are shared 

between a number of participants. Government actors are formed by legislative, 

executive and juridical branches (Anderson, 2006; Fowler, 2009). Harman (1984) lists 

the governmental actors in a centralized nation state under five groups. This first one, 

the senior levels of the government, is the Head of the State, Parliament, Prime 

Minister and the political party or parties in the government. The second group 

comprises the Minister of Education and senior officials in the Ministry of Education and 

other Ministries. The third group of policy actors includes other governmental agencies 

which may be responsible for central examinations or curriculum development. The 

fourth group comprises agencies out educational domain, yet have role in educational 

policy making or implementing. Premiers’ departments or public service boards can be 

examples. The fifth group of actors is intergovernmental agencies such as National 

Education Councils.  

Fowler (2009), on the other hand, provides a detailed examination of 

governmental actors in education policy making at the state level in the U.S. which has 

a decentralized education system. Fowler’s classification is utilized as she examined and 

reported specifically the policy actors in the educational policy domain in the U.S.  

Governmental actors from Turkey and the U.S. are described briefly.  

 

2.4.1.1. Legislative Branch 

In Turkey, the legislation power is vested in the Turkish Grand National 

Assembly (TGNA), which is a unicameral assembly with 550 seats. These 550 deputies 

are directly elected from 81 provinces and 85 electoral districts in total. TGNA also 

includes committees consisting of a certain number of deputies designated by taking 

their expertise into consideration. Currently, 17 standing committees function in TGNA 

in areas as justice, national defense, internal affairs, education, environment, health 

and family, industry, trade and energy, human rights, equal opportunity  for men and 

women. Harman (1984) emphasizes the role of the parliament in policy making in 

centralized systems. (Legislative and executive structure of Turkey can be seen in 

Appendix A.) 

In the United States, unlike many other countries, states are independent 

legislatures. There exist 51 legislatures: 50 in the states and the U.S. Congress at the 
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capital. The U.S. Congress and 49 state legislatures are bicameral comprising two 

houses or chambers.  Senate, the smaller chamber, is formed by senators who are 

selected got longer terms. The larger house, House of Representatives, is more lively, 

active and partisan due to the fact that house members are elected for two years and 

they always run for re-elections. House of Representatives is also called Assembly, 

General Assemble, or House of Delegates (In Wisconsin it is called Assembly). There 

exist different numbers of standing committees with different focal points in each 

chamber. For example, in Wisconsin legislation, the senate had 18 standing 

committees, the assembly had 31, and there were 10 joint standing committees, 

composed of members from both houses in the 2011 Legislature year on issues as 

administrative rules, agriculture, forestry, and higher education, economic 

development, education, finance, energy, consumer protection, health, insurance and 

housing, transportation, natural resources and environment. (A diagram of legislative 

structure of Wisconsin can be seen in Appendix B). 

Fowler (2009) describes the main function of legislatures as “the development 

and passage of ‘statutes’” (p. 142). The responsibility to study and develop a policy is 

delegated to a committee in the related policy domains such as education, health, 

transportation, welfare. Both Senate and Assembly have their own committees for 

policy areas. Each party has members in each committee, yet the “majority party holds 

the majority of the votes on all of them” (p. 143). Fowler (2009) indicates that the real 

work of legislation is accomplished in the committees. Moreover, Cahn (1995) 

underlines that majority of the legislative decisions are taken in the committees (p. 

202). In the realm of educational policy, education committees are the arenas of policy 

making at the state capitols. The members of the education committees are very 

influential actors in educational policy making (Fowler, 2009, p. 146).  

Even though they are not as visible as the senators and representatives, 

legislative staff is as important as them. The numbers and professionalization of 

legislative staff have increased recently. Fowler (2009) describes three main groups of 

staff members: clerical staff, professional staff members and centralized staff agency. 

Legislative staff is important as they “have a major impact on policy making because of 

their proximity to the legislators and the centers of legislative power” (Fowler, 2009, p. 

145).  
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2.4.1.2. Executive Branch 

Anderson (2006) argues that “we live in an ‘executive-centered era,’ in which 

the effectiveness of government substantially depends upon executive leadership and 

action in both formation and execution of policy” (p. 50). In Turkey, according to the 

Constitution, exercise of the executive power has a dual structure that is vested in the 

President and the Council of Ministers. In the U.S., on the other hand, at the national 

level president and at the state level governor are the leaders of the executive branch.  

 

Executives in Turkey 

According to the Constitution, the exercise of the executive power is vested in 

and is used by the President and the Council of Ministers (Toksöz, 2004; UNPAN, 2004). 

The President is the head of the state and represents the Republic of Turkey and the 

unity of the Turkish Nation. The President supervises the workings of the Constitution 

and ensures that the organs of the state function in an orderly and harmonious manner. 

The President is elected for a one-time term of seven years either from among the 

members of the TGNA or from among those who are Turkish citizens of over 40 years of 

age and eligible to be elected to the TGNA. The duties and authorities of the President 

in the exercise of executive power are, inter alia, to appoint the Prime Minister or to 

accept his resignation and upon the recommendation of the Prime Minister, to appoint 

or remove Ministers to and from office. In the event that he deems this necessary, to 

chair the meeting of the Council of Ministers, or to summon the Council to meet under 

his chairmanship (UNPAN, 2004).  

The Council of Ministers (Cabinet) which is politically accountable to the 

Legislature is composed of the Prime Minister and the ministers. The Prime Minister, 

who is selected by the President, is responsible for ensuring that the Council functions 

in a harmonious manner as well as for coordination between the Ministries. “The 1982 

Constitution has not only strengthened the powers of the President but those of the 

Prime Minister as well” (UNPAN, 2004, p. 7). The ministers are selected by the Prime 

Minister and all are appointed by the President. While the ministers are not required to 

be deputies, the Prime Minister must be a member of the Parliament. The Council of 

Ministers bears collective responsibility for the implementation of the general policies 

of the government (Toksöz, 2004; UNPAN, 2004).  
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In terms of education, Ministry of National Education (MoNE) is the executive 

agency which is commissioned with the duty of reaching the goals set for Turkish 

National Education on behalf of the state according to the Unification of Education Law 

no 430 issued on 06.03.1924 just after the foundation of the Republic (OECD, 2005). 

Minister of Education has a great influence on the policy process even though the 

formal authority to administer education policies is delegated to senior officials 

(Harman, 1984).  

The organization of the MoNE is comprised of four parts: central organization; 

provincial organization; overseas organization; and affiliated organizations (An 

organization chart of MoNE in 2002 can be seen in Appendix C). The central 

organization of the Ministry comprises the Ministerial Office, the Board of Education 

and Discipline, main service units, advisory and supervisory units, auxiliary units and the 

Project Coordination Centre (MoNE, 2011; OECD, 2005). 

   

Executives in the U.S 

Fowler (2009) identifies four policy actors in executive branch for educational 

policy making at the state level in the U.S. These are Governor, State Boards of 

Education, Chief State School Officers and State Departments of Education.  

 

Governors 

Though the study of Marshall et al. (1989) showed that the governors are not 

that influential on education policy, still “their influence is substantial” (Fowler, 2009, p. 

146). Epstein (2004) also emphasizes that “governors, together with state legislators, 

have been primary forces in school policy for a generation” (p. 3).Their influence and 

power in education policy vary across the states; the most powerful governors are 

generally in the north while the weakest are in the southern states. They, most of the 

time, function as an “issue catalyst” (Fowler, 2009, p. 147) by selecting issues, 

publicizing them and leading and influencing the public and the legislators. According to 

research conducted by National Governors’ Association (2006), recently education is 

among the top issue areas in policy making (cited in Fowler, 2009, p. 147).  
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State Boards of Education 

State Boards of Education are comprised of nine to eleven members appointed 

by the governor and most of the members are not professional educators. They have 

both quasi-juridical and quasi-legislative functions. Generally they focus on K-12 

education policy areas except the school finance. Among 50 states, only Wisconsin does 

not a State Board of Education.  

 

Chief State School Officers 

Each state has had a Chief State School Officers (CSSO)/ State superintendent of 

public instruction/state superintendent of schools or commissioner of education since 

1990s (Fowler, 2009). CSSO is the public officer who is responsible for the supervision of 

public schools in the state.  Most of the state superintendents are professional 

educators with longs years of administrative experience and they can be elected or 

appointed. In Wisconsin CSSO is elected for four years of terms. Fowler (2009) argues 

that CSSOs can have great impact on education policy by setting the agenda of the 

department of education, and influencing the legislative process in the state capitols 

and State Board of Education. General duties of State Superintendent are described in 

Wisconsin legislature, Statute number 115.28 as  

1. General supervision. Ascertain the condition of the public schools, stimulate 
interest in education and spread as widely as possible a knowledge of the 
means and methods which may be employed to improve the schools.  

2. Sectarianism. Exclude all sectarian books and instruction from the public   
schools.  

3. Supervision of schools. Supervise and inspect the public schools and day 
schools for children with disabilities, advise the principals and local 
authorities thereof and give assistance in organizing such schools.  

4. Public information. By reports, bulletins, circulars, correspondence and 
public addresses, give the public information upon the different methods of 
school organization and management and the subject of education 
generally.  

5. Appeals. Examine and determine all appeals which by law are made to the 
state superintendent and prescribe rules of practice in respect thereto, not 
inconsistent with law.  

6. Annual conventions. Annually, hold conventions of school district 
administrators, supervisors and agency coordinators. 

7. Licensing of teachers.  
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State Departments of Education 

State Department of Education (SDE) “is a state bureaucracy” governed by the 

CSSO (Fowler, 2009, p. 148). The SDE is one of the most influential policy actors in 

education policy as their power comes from their legally defined role. The responsibility 

of Wisconsin Department of Public Instruction (DPI) is defined in Wisconsin Legislative 

Book such as: 

Agency Responsibility: The Department of Public Instruction provides direction 
and technical assistance for public elementary and secondary education in 
Wisconsin. The department offers a broad range of programs and professional 
services to local school administrators and staff. It distributes state school aids 
and administers federal aids to supplement local tax resources, improves 
curriculum and school operations, ensures education for children with 
disabilities, offers professional guidance and counseling, and develops school 
and public library resources. (Wisconsin Blue Book, 2011-2012, p. 462).  
 
In Wisconsin State Superintendent of Public Instruction is elected on the 

nonpartisan spring ballot for a term of 4 years. The state superintendent, then, appoints 

a deputy state superintendent and assistant state superintendents from outside the 

classified service (Organizational structure diagram of Wisconsin DPI can be seen in 

Appendix D). 

 

2.4.1.3. The Juridical Branch 

The court system at the state level can be highly influential in policy making. 

Especially judges are political figures and they can exercise considerable power on 

educational policies. They have the power to overturn a statute enacted by legislators, 

if it is challenged by dissatisfied stakeholders. Thus, policy actors try to influence the 

courts in accordance with their interest in a certain policy.  

 

2.4.1.4. Local Government Actors 

Governmental policy actors are not limited only to these three branches. 

Especially in a decentralized country, local government actors play very crucial role in 

every step of policy formation from agenda setting to implementation. In Turkey, from 

the centralized perspective, local/provincial organization of MoNE comprises the 

directorates of national education in each 81 provinces and 892 districts. The national 

education directorates in districts are responsible to the provincial national education 

directorates in terms of duties and services. They carry out education services on the 
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basis of province and district. Provincial and district directorates consist of branches, 

bureaus, permanent boards and commissions according to the characteristics of the 

service (MoNE, 2011; OECD, 2005).  

Fowler (2009) indicates two local government actors in education in the U.S.: 

Local Boards of Education and Superintendents. Sykes, O'Day, and Ford (2009) 

underline that ”from its inception, the American school districts have been regarded as 

a primary agent of local control meant to keep schools close to those it served” (p. 767), 

as “state governments traditionally delegated most of their constitutional authority 

over education to them” (Fowler, 2009, p. 150). Their main functions can be identified 

as “being agents of local democratic control, financiers of school construction and 

operation via local levies, and mediators of state and federal policies” (Sykes et al., 

2009, p. 767). They develop policies that are suitable for their district within a broader 

policy enacted by legislature. More importantly, they can greatly influence the 

implementation of a policy enacted at the state level.  Currently there exist 443 school 

districts in Wisconsin (DPI Website, 2012) 

Superintendents as the chief executive officers of the school districts are 

appointed by school boards in the districts. Nationwide, majority of them hold a PhD 

and their age level is pretty high. Fowler (2009) argues that superintendents are under 

pressure to implement state level policies which are not financially supported. On the 

other hand, they recently have become more active at the state level to provide 

information about the schools from the first hand and to influence the policy making.   

   

2.4.2. Nongovernmental Policy Actors 

 Public policy making is not the game played only by the governmental policy 

actors. Despite the fact that nongovernmental actors are not given legal authority to 

make policies and their mode of participation is not determined by law, they may have 

serious impact on the policy process (Anderson, 2006; Birkland, 2005). They influence 

the policy process by influencing the composition of legislative and executive bodies 

and policy makers during the process by bargaining, providing information, negotiating, 

collaborating or opposing (Cahn, 1995). Thus, they also create their own rules and play 

the game to pursue their own interests. Interest groups are defined as “an association 

of individuals or organizations … that, on the basis of one or more shared concerns, 

attempts to public policy in favor” (Thomas and Hrebenar, 2004, p. 102, in Fowler, 
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2009, p. 154). Interest groups in America are as old as the history of the republic, first 

recognized by James Madison who encouraged the ideas of factions to reflect the 

pluralist and democratic nature of the country (Birkland, 2005). In America interest 

groups show a great diversity in terms of interest, organization, size and modes of 

operation (Anderson, 2006). The number of interest groups has increased rapidly since 

1960s (Birkland, 2005). Encyclopedia of Associations, (41st ed., 2004) lists 

approximately 230,000 national and international organizations in variety of sectors 

and governmental levels in America (cited in Anderson, 2006). However, “more interest 

groups does not necessarily equate to greater influence by these groups” (Opfer, Young 

& Fusarelli, 2008). The power or influence of an organization mainly depends on the 

size of the membership along with the monetary and other resources, leadership, social 

status and the knowledge and information they have (Anderson, 2006; Birkland, 2005; 

Opfer et al., 2008).  Moreover, they also require lobbyists to represent themselves and 

to communicate with the legislators and lobbyists’ main source of power is their 

specialized knowledge about a specific policy issue (Fowler, 2009). The aim of lobbyists 

is to ameliorate the financial, ideological, professional and other interests of the groups 

they represent. Lobbyists’ power depends on the interests they represent, as there are 

always other lobbyists whose interests conflict (Rosenthal, 2004).    

At the state level, the most active interest groups are identified as business 

groups, local government units and unions (Thomas & Hrebenar, 2004, p. 102, cited in 

Fowler, 2009, p. 154). In terms of education, teachers unions are the most powerful 

interest groups. 

  

2.4.2.1. Teachers’ Unions 

 The history of teachers’ unions dates back to 1950s both in the U.S. and in 

Turkey (Şimşek & Seashore, 2008; Eğitim-Sen Website, 2012; Troy, 1999). Though their 

structure and functions have transformed throughout the years, their role in education 

policy has increased and taken a very active state (Hartney & Flavin, 2011; Troy, 1999). 

They are identified as the most powerful education interest groups (DeBray-Pelot & 

McGuinn, 2009; Fowler, 2009). Compared to other public-private sector unions, they 

are more powerful on determining the size and allocation of resources in their industry 

(Troy, 1999). Today, “teachers’ organizations may have formal legal authority to speak 

on teachers’ behalf directly with system decision makers or to provide a conduit for 
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closer interactions between government and teacher members” (Bascia, 2009, p. 785). 

The study conducted by Hartney and Flavin (2011) measured the teacher union activism 

in state politics, as opposed to internal union organizational power. The results of the 

study showed that “teacher unions are in fact influential players in state education 

reform debates and are ultimately effective in warding off the changes they oppose” (p. 

259).  

In Turkey, according to 2011 statistics of Ministry of Labor and Social Security, 

23 unions are registered in the education sector with 524.484 members in total. This 

number indicates that only half of the education sector workers in public education 

institutions are organized and connected to a union; unfortunately massive 

organization of teachers has not reached yet (Sarpkaya, 2006). According to number of 

members, the largest three unions are Eğitim-Bir-Sen [Union of Educators Association] 

with 195.695 members; Türk Eğitim-Sen [Turkish Education Union] with 179.300 

members; and Eğitim-Sen [Education Union] with 115.695 members. Sarpkaya (2006) 

puts forward that each of these large unions represents a different political ideology 

and political attitude (Eğitim-Bir-Sen-conservative right; Türk Eğitim-Sen- nationalist 

right; Eğitim-Sen-democratic left) and he argues that different factions based on 

political ideology is one of the reasons preventing teachers from participating in unions. 

The impact of unions on educational policy making in Turkey has not been unveiled as 

only one study has been found through the search of national and international data 

bases including dissertations.  

Top (1999) examined the patterns of union participation in the decisions made 

by MoNE. She conducted a survey on the views and expectations of ministerial 

administrators and the teacher union executives on the participation in decision making 

in education. Results indicated that teachers’ unions did not participate in the decisions 

made at MoNE, furthermore a significant difference was measured between the 

ministry administrators and union executives’ views on the general aims, and basic 

principles of national education, educational policies, bills, five year development plans, 

salaries, working conditions, equality of opportunity in education, democratization of 

structure and processes of educational system. Results also yielded that, ministry 

administrators prefer teachers’ unions to participate in decisions by providing 

suggestions and supplying information; whereas the teachers’ union executives 

expressed desire to participate in decisions by voting, by suggesting choice, and by 
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contributing to the all levels of decision making. This study is significant to show the 

limited power of unions in the policy making process at MoNE.         

In America, two teachers ‘unions function: the larger National Education 

Association (NEA) with 3.2 million members and the American Federation of Teachers 

(AFT) with 1.2 million members (Fowler, 2009; Şimşek & Seashore, 2008; DeBray-Pelot 

& McGuinn, 2009). These two public school employee unions are politically partisan and 

both support Democratic Party (Coulson, 2010). Though they support the same political 

party, the two unions were rivals. Yet their collaboration and cooperation has increased 

recently and reached agreement on joint negotiation on crucial issues (Fowler, 2009; 

Şimşek & Seashore, 2008). 

 

2.4.2.2. Other Education Interest Groups 

Along with the teachers’ unions, subject area associations or administrators’ 

and superintendents’ associations and Parent-Teacher Associations (PTA) are among 

other active educational interest groups both at the state and national level.  

 

2.4.2.3. Noneducation Interest Groups 

Business lobby that represents the collection of private corporates are among 

the most influential policy actors (Fowler, 2009). Business lobbies and education 

interest groups have conflicting interest especially in the issue of financing schools as 

taxes are the main financial source for schools. Yet, recently an increased interest of 

business lobbies has been observed especially at the state level (Fowler, 2009).  

Last but not least, ethnic and religious based groups are among other influential 

noneducation interest groups.  Especially in the U.S, Hispanic and African American or 

Catholic and Jewish lobbies can intensively engage in the educational policies that 

relates to them directly. 

 

2.4.3. Political Parties 

Political parties occupy an important place in policy making as citizens vote for 

them to reflect their values, views, attitudes and preferences and to raise their voice in 

the parliament. They can influence the policy making indirectly through determining 

who is staffed in legislative, executive and juridical branches (Howlett et al., 2009). 

Howlett et al. (2009) argue that they play a weak role in agenda setting, while it is 
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stronger, yet indirect, in formulation stage due to active role of the legislators and 

political executives.   

As a general closure to policy actors, the study of Marshall, Mitchel and Wirts 

(1985) can insights related to policy actors in America. They conducted a comparative 

study in the U.S. among six states to identify the most influential policy actors. They 

grouped possible policy actors in terms of their relative influence on policy making 

process as insiders were considered to be the most influential groups of state education 

policymakers by other groups (individual members of the legislature and legislature as a 

whole), near circle groups have the “legitimate, expert, and authoritative responsibility 

for managing state education policymaking” (Marshall et al., 1986, p. 352). Table 2.3 

shows the hierarchy and the clusters of policy actors 

 

Table 2.3 

Ranking of Policy Influentials in Six States 
 

Six State Rank Policy Group Cluster 

1 Individual members of the legislature  Insiders 
2 The state legislature as a whole  

3 Chief State School Officer Near circle 
4 Education interest groups combined  
5 Teacher organizations  
6 Governor and executive staff  
7 Legislative   

8 State Board of Education Far circle 

9 School boards’ associations  Sometime players 
10 Administrators’ association  

11 Courts Often forgotten players 
12 Federal government  
13 Non-educator groups  
14 Lay groups  
15 Education researcher organizations  
16 Referenda  
17 Producers of educational materials  

Note: Adapted from Marshall, Mitchell, and Wirst (1989), p. 18. 

 

Chief State School Officer, all education interest groups combined, teacher 

organizations, governor and executive staff, legislative staff are in the near circle, Far 

circle groups are perceived as influential, but not as crucial education policymakers 

(State Board of Education, School Service Personnel Association),  sometimes players 
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(School Boards Association, State Administrator Association) and other forgotten 

players are the actors that can influence the policy process in the states directly and 

indirectly (Courts, Federal Policy Mandates, non-educator interest groups, lay groups, 

Education Researcher  Organizations, producers of educational materials). Members 

and the influence of these groups differ from state to state in the U.S.   

 

2.4.4. Policy Networks 

Based on the participants involved in the policy formulation, Adolino and Blake 

(2001) identified the concept of “policy network” which can be described as a map 

detailing the different actors who normally participate actively in a given policy area 

and the nature of relationship between government (formal) and nongovernmental 

(informal) participants. Frans van Waarden (1992) presented a typology of various 

policy networks based on two dimensions (see Table 2.4) (in Adolino & Blake, 2001, pp. 

16-17; Howlett & Ramesh, 1995, pp. 130-131). First dimension is the distinction of 

government or society domination over the policy formulation process. Second 

dimension is the number of private groups typically engaged in policy formulation. 

According to these dimension, Van Waarden identified eight types of network as 

bureaucratic, participatory statist, clientelistic, captured, triadic, corporatist, pluralist, 

and issue network.  

 

Table 2.4 

Eight Types of Policy Networks 
 

 Number and Nature of Network Participants 

No major 
societal 
Groups 

One major 
societal group 

Two major 
societal 
groups 

Three or 
more 
major 
societal 
groups 

Government-
society 
relations 
within the 
network 

Government 
dominated 

Bureaucratic 
network 

Clietenlistic 
network 

Triadic 
network 

Pluralistic 
network 

Society 
dominate 

Participatory 
statist 
network 

Captured 
network 

Corporatist 
network 

Issue 
network 

Source: Howlett & Ramesh,  1995, p. 130 

 

 Another framework used to describe the relationship between the policy actors 

in policy making is the “iron triangle” or “cozy little triangles” or “triple 
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alliances”(Fowler, 2009; Howlett et al., 2009). It is an old concept used to show the 

relationship between the agency, the congressional committees and the related 

interest groups. Each policy actors has a direct interest in the policy being made and has 

a direct influence. The iron triangle can dominate the policy making and be resistant to 

wider participation (Howlett et al., 2009). In terms of educational policy making at the 

state level, Fowler (2009) draws the iron triangle with the state department of 

education, education committees of the legislature and major education lobbying 

groups such as unions. The concept of iron triangle has been criticized highly as the 

concept is too much limiting and as other forms of relationship patterns among policy 

actors exist (Howlett et al., 2009).  

As Adolino and Blake (2001) asserted, in industrialized countries one or more 

major interest group participants are included in most policy networks and policy 

networks are often subject to multiple influences as public policies are not made in a 

vacuum (Gupta, 2001; Harman, 1984). Next part delves into policy context. 

 

 2.5. Policy Context 

Harman (1984) identifies that policy is developed within the context of 

particular sets of values, pressures, and constraints which determine what are and what 

are not acceptable domains of public policy. “Context simply refers to the antecedents 

and pressures leading to the gestation of a specific policy” (Taylor et al., 1997, p. 45). 

Torres (1989) requires a holistic perspective to understand determinants of policy 

making and looking at the policy making in education “in terms of accumulation and 

legitimation process in the overall society” (p. 82). These antecedents/factors include 

the norms, values, culture, history, traditions, politics, political structure and culture, 

institutions, economy, constitution and laws and technology (Adolino & Blake, 2001; 

Fowler, 2009; Gupta, 2001; Heck, 2008; Kraft & Furlong, 2004; Winch & Gingel, 2004). 

These factors form the environment in which the public policies are made (Gupta, 

2001). Fowler (2009) asserts that every public policy is “a response to a specific social 

setting” that is defined by the factors listed above (p. 52). Torres (1989) identifies these 

factors as “determinants of public policy” and he points out that these determinants 

have been classified and placed in different frameworks from varying perspectives. He 

presents the example from Siegel and Weinberg (1977) where contextual factors are 

classified as internal and external influences. Internal influences comprise 
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environmental determinants of public policy (economic and social factors, physical 

environment) and political system determinants which include political community, 

political regimes and the authorities. Heck (2008) groups the contextual factors under 

three groups: environmental conditions (economic, political conditions, community 

ideology, crises, and changes in governments); governmental process (characteristics of 

the policy situation and policy institutions) and belief systems. Adolino and Blake (2001) 

identify the factors affecting educational policy formulation under four headings as 

cultural, economic, political and institutional.  

 

2.5.1. Cultural Factors 

Individual belief system as well as the collective culture influences the nature of 

policy making process (Heck, 2008). Culture “refers to distinctive patterns of behaviors” 

(Marshall, Mitchell, & Wirst, 1989, p. 4) and is expressed by rules, rituals, traditions, 

attitudes and values. These values are shared across the society and influence 

education policy decisions about the most desirable kinds of knowledge, the best ways 

of transmitting it and the means for deciding the goals of the education. In addition to 

culture, individuals’ belief system, their perception of the policy, their views about role 

of the government, or policy problems, and their expectations about the policy are 

quite influential on shaping the policy (Heck, 2008). Moreover, there can be multiple 

belief systems conflicting with each other about the policy problems.  

 

2.5.2. Economic Factors 

How economic system is structured and the climate of current economy are 

two of the most influential aspects of policy context (Fowler, 2009). They set the 

parameters for educational policy along with other public policies, especially due to the 

fact that educational policies are shaped by the economic policies especially in 

increasing arguments for a free economy, international competitiveness and interplay 

of market forces. Long term economic trends such as slow growth, heavy debt, moving 

from industrial production to service and information, inflation, growing gap between 

rich and poor and globalization can create the macroeconomic environment  in which 

policy is shaped (Fowler, 2009). Dye’s (1966) comprehensive study of policy outputs in 

50 states in America manifested that the level of economic development had a 

significant impact on state policies as such education, welfare and transportation. He 
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also contended that economic development had a stronger effect on policies compared 

to political variables, voter participation, interparty competition, political party strength 

(cited in Anderson, 2006, p. 44). Along with the macro level economy policies, micro 

level economic issues at the state and local levels, such as economic crises, tax issues, 

and budget cuts determine the borders of the policy.  

 

2.5.3. Political Factors 

Political factors are the most affective factors on education as it is inherently a 

political phenomenon (Nicholson-Crotty & Meier, 2003; Meier, 2002; Olssen et al., 

2004). Iannaccone (1967) even argues that “educational policy at all governmental 

levels is immersed in politics and by definition educational making is a political action” 

(p. 4). Politics affects policy choices at every step from the selection of policy makers in 

election to shaping how conflicts among different groups are resolved and how 

educational system is shaped. Among political factors, structure of the political system 

and the political culture are the predominant determinants of political context of a 

policy. 

 

2.5.3.1. Political Systems 

Political systems and institutional arrangements have a great deal of impact on 

the nature of policy context as they determine the official rules of policy making game 

(Fowler, 2009; Heck, 2008; Howlett et al., 2009). Heck (2008) defines political system as 

“the means of mediating value conflicts … which consists of the institutions, formal 

structures, constitutional arrangements, and laws that govern the conduct of 

education” (p. 81). The most important aspect of political system is the structure: 

whether it is federal or unitary system. In the unitary system, one central government 

has the sovereignty. This central government holds the power of decision making, and 

its role is “legally unchallenged” (Howlett et al., 2009). Local governing bodies exist, yet 

they “are subordinate to the national government that created them and can also 

overrule, or even abolish them” (Fowler, 2009, p. 79). A clear chain of command and 

hierarchical superordinate/subordinate relationship are exercised in unitary system and 

this clear line of order reduces the complexity of multilevel governance.   

On the other hand, federal political systems consist of minimum two 

autonomous levels or orders of government within the country and the power is 
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delegated between these levels.  Superordinate/subordinate relationship does not exist 

between different levels of governments. In terms of policy making, federal systems are 

considered too weak in many policy areas (Howlett et al., 2009) because to develop 

consistent and coherent intergovernmental policies are difficult and time-consuming. 

Nevertheless, the nature of federalism encourages the coalitions and collective work 

between governments, interest groups and other related groups in the process of policy 

making. Thus, it creates a more flexible and supportive context for participation as well 

as multiple entry points in the policy process (Heck, 2008).   

 

2.5.3.2. Political Culture 

Less observable and vaguer than policy system is the political culture. Political 

culture is not obvious and solid as the other determinants of the policy context. Political 

culture is the collective of “widely held values, beliefs, and attitudes on what 

governments should try to do, how they should operate, and relationships between the 

citizen and government” (Anderson, 2006, p. 39). Elazar (1994) who established a 

leading theory in political culture in America defines political culture as “the particular 

pattern of orientation to political action in which as political system is embedded” (p. 

109 cited in Fowler, 2009, p. 79). It is unique to each political society and it is a dynamic 

concept that keeps evolving and changing.  

Elazar (1984; 1994), through his research at the state level politics, identified 

three basic political cultures: individualistic, moralistic and traditionalistic (as cited in 

Anderson, 2006; Febey & Seashore Louis, 2008; Fowler, 2009; Heck, 2008; Wirt, 

Mitchell & Marshall, 1988).  Traditionalistic political culture is based on the paternalistic 

and elitist view of the government. Government is perceived positive as long as it 

maintains the status-quo. Real political power is centered in elites and active 

participation is seen as a privilege and widespread participation is discouraged which 

results in low level of participation. Moreover, traditionalistic political cultures are 

resistant to change (Anderson, 2006; Fowler, 2009).  

Moralistic traditional cultures perceive the politics as a mechanism that is 

defined on the basis of pubic good and devoted to advancing public interest. 

Government is perceived very positive, and as a way to improve citizens’ life. 

Furthermore activist governments that initiate new policies are favored.  Widespread 

participation is encouraged as everyone’s ideas and interests are important. 
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Bureaucrats and civil servants have a positive image in this political culture, whereas 

corruption is perceived as betrayal to public trust (Fowler, 2009). 

In the individualistic political culture, private spheres and concerns (such as 

family, business and churches) are very important and government intervention to 

these areas should be at the minimum level. Politics is perceived as a marketplace 

based on the exchange of favors in which people enter to “advance themselves socially 

and financially” (Fowler, 2009, p. 96), while government is expected serve utilitarian 

and economic purposes. Traditions, issues and ideas are not important though loyalty 

and strict respect for the system of mutual obligations are basic values.   

 The influence of political cultures on policy making process has been heavily 

studied. Febey and Seashore–Louis (2008) contend that Elazar’s typology of political 

cultures is supported by various studies, for example a meta-analysis of 100 articles on 

this issue yielded similar results supporting the argument that political culture is a 

strong predictor of state policy making (Febey & Seashore Louis, 2008, p. 54).   

In addition to these three factors, international issues and media are among the 

factors affecting educational policy. Olssen et al. (2004) contend that “policy is 

increasingly in response to international developments, and increasingly involves 

international agreements and collaboration” (p. 7) especially through increasing control 

and impact of quasi-regional or supranational organizations such as the World Trade 

Organization (WTO), the North Atlantic Treaty Organization (NATO), European 

Community (EEC), World Bank (WB), International Monetary Fund (IMF), or OECD. 

These international organizations exercise considerable restraints on educational 

policies of countries especially underdeveloped and developing countries.  As an 

example to regional supra-national organizations, European Union (EU) deals with 

education as a policy area (Adolino & Blake, 2001). Turkey, being a candidate state, has 

been trying to fulfill the Copenhagen criteria in the titles opened by EU.  As a part of this 

adjustment process, Turkish government has engaged in a serious of reforms in 

education as well (Cansever Arslan, 2009; Dönmez & Sincar, 2008).  

Along with these organizations, educational “policy borrowing/ 

modeling/transfer/ diffusion/appropriation and copying” (Taylor et al., 1997, p. 60) 

practices among countries that lead to universalization of educational policies and 

reforms is crucial to understand in terms of policy making practices in relation to 

globalization (Taylor et al., 1997). Discussion on globalization has a vast amount of 
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literature which is not possible to cite here. Nevertheless, it is important to note that 

the impact of globalization on nation states and their public policies at all levels is 

undeniable (Taylor et al., 1997). Furthermore, Simon (2007) asserts that “globalism 

increasingly shapes domestic public policy formulation and should be considered a 

permanent and growing part of the public policy cycle” (p. 9). Olssen et al. (2004) 

identify this type of globalization as “political globalization” and they argue that it “is 

the most powerful form of globalization because it is a process whereby the autonomy 

of the nation-state is being radically reduced and its sovereignty eroded” (p. 8). 

 

2.5.4. Administrative Structure of Educational System 

Administration of education system within the political system is one of the 

factors shaping the context in which the policies are made. In this context, Kandel’s 

(1933) classification of educational systems as centralized and decentralized has been 

the dominant framework in the comparative education and educational governance 

studies, even though it has been heavily attacked and criticized (Holmes, 1985). The 

distinctive feature of these systems is the locus of control of the education system, and 

it is better to place the debate on a continuum rather than defining them as two 

separate categories. At one end of the continuum stands the centralized educational 

administration where the power to control the system and authority to make decisions 

are concentrated in the center of the country at state or national level (DeBoer, 2012; 

Hinsz, Patel, Meyers, & Dammert, 2006; Radó, 2010). Executive and legislative powers 

to decide objectives and means to achieve these objectives are vested in the central 

government (Hinsz et al., 2006). This central governing unit directs and instructs the 

units at sub-national levels: provincial, state or regional bodies; municipal, county or 

district governments; and schools (Lyons, 1985, p. 86; McGinn & Welsh, 1999, p. 17), 

“leaving only tightly programmed routine implementation to these lower levels” (Radó, 

2010, p. 9).  

Centralized education systems have their merits as well limitations which has 

created a basis for decentralization. Lyons (1985) asserts that central control of 

education is favored due to considerations of educational equity, national unity and 

management efficiency.  Furthermore, Radó (2010) lists some arguments used to 

maintain central control in education; nation building and modernization movements; 

egalitarian social engineering; protecting the integrity and unity of the state and the 
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small size of the system (pp. 12-13).  McGinn and Welsh (1999) add the improved 

quality of education with the standardization of the curriculum content and the process 

of schooling. In contrast to these merits, limitations and weaknesses of the centralized 

systems have been discussed and analyzed especially since the 1970s (McGinn & Welsh, 

1999). Some of these limitations are monopoly of the state governments; restricted 

capacity of centralized bulky bureaucracies to maintain efficiency and quality on the 

account of large systems; neglecting the needs and views of the periphery; weak 

capacity to involve the ones who are outside the bureaucracy and interest groups; and 

weak potential of policy implementation (Lyons, 1985; McGinn & Welsh, 1999; Radó, 

2010). Despite these weaknesses, “the great majority of countries operate under 

centralized education governance systems, and most of them are “developing 

countries” (Radó, 2010, p. 12). Educational systems in Turkey and France are identified 

to be highly centralized where educational policies are designed by the Ministry of 

National Education at the state level (DeBoer, 2012; World Bank, 2005). OECD’s 

“Education at a Glance Report” (2012) indicates that 63% of the educational decisions 

are made at the state level in Turkey.  

At the other end of the continuum is the decentralization which is defined as 

the “the transfer of all or part of the decision-making, responsibilities and authority 

vested in central government to regional, provincial or local authorities (districts, 

municipalities and communities) or even to schools themselves” (Hinsz et al., 2006, p. 

2). This delegation of power and authority can occur in any one or all of the areas of 

educational governance such as fiscal control; human resources management; 

curriculum; or quality evaluation. Moreover, decentralization can be identified in terms 

of three degrees or ways; deconcentration, delegation, and devolution (DeBoer, 2012; 

Hinsz et al., 2006; McGinn & Welsh, 1999; Radó, 2010). Deconcentration, shifting 

authority to implement but not decision making, is considered to be the weakest form 

of decentralization, while devolution results in the strongest local control whereby the  

authority over financial, administrative, or pedagogical matters are transferred to local 

authorities permanently (DeBoer, 2012; Hinsz et al., 2006; McGinn & Welsh, 1999; 

Radó, 2010). Nevertheless, it is important to note that practices of decentralization may 

be difficult to characterize and that is why it should be treated as a continuum (DeBoer, 

2012).  
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The advocates of the decentralization assert that decentralization brings in 

wider representation of legitimate interest, democratic participation of public, better 

decisions and more commitment to implementation along with increased quality and 

innovation (Hurst, 1985; McLean & Lauglo, 1985). However, it has not been 

demonstrated conclusively in the literature that decentralization improves the 

administration of education (Holmes, 1985; Rondinelli, Nellis, & Cheema, 1983). There 

is evidence that it can result in inequity among the local districts (Hinsz et al., 2006). In 

terms of policy making, decentralization does not automatically mean increased 

participation and wider representation of interests groups as well as better decisions in 

the same way that centralization does not mean anti-democratic policy making 

practices (Holmes, 1985; Hurst, 1985; McLean & Lauglo, 1985; Rondinelli et al., 1982). 

Holmes (1985) pointed out that “even in the most centralized systems opportunities are 

provided or taken for teachers and others working at the local level to negotiate on 

certain issues of policy either as individuals or through their representatives” (p. 69). In 

this vein, Hurst (1985) warns that there should be distinction between “masquerades as 

participation from that which genuinely extends the power to take part in making 

decisions,” (p. 80) and he suggests three levels of involvement:  

1. Information: the decision makers tell us they are about to make a decision 
and ask us for relevant facts 

2. Consultation: the decision makers seek to elicit our views, in order to be 
informed about them, but without being bound by them. They may decide 
to press ahead with a course of action which is widely unpopular. 

3. Participation or power sharing: we or our representative share the power 
(and the responsibility) to make decisions. If this power includes a majority 
voting system or a veto, we may reject a course of action that does not 
command our confidence (p. 80).  
 

Along with participation level, “legitimacy of decision making,” (Radó, 2010, p. 

21) in other words, who is qualified to decide and participate in decision making is 

another question that requires attention. Radó (2010) distinguishes between two 

sources of legitimacy: democratic decision-making and the professional quality of 

decisions, while McGinn and Welsh (1999) lists three justifications as political 

legitimacy; professional expertise and market efficiency. Democratic decision making 

requires open and participative decision making processes for those who are the local 

people (Radó, 2010), whereas professional legitimacy is contingent on the expert 

technical knowledge.  McGinn and Welsh (1999) contend that it is the most common 

form of governance in education in which educational experts dominate the decisions 
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made. United States, Canada, India, China, Germany are examples of highly 

decentralized education systems where largest share of decisions is taken at the local or 

school level. According to OECD’s “Education at a Glance Report” (2012), in the U.S. the 

largest share of decisions (53%) is taken at the local level.  

 

2.6. Research on Policy Formation in Education 

The reservoir of research on policy making in education is both broad and deep. 

This stems from the complex and fuzzy natures of the concepts of policy, policy making 

and education.  Since 1959, when Thomas Eliot issued a call for research in educational 

politics (Bailey, 2007), researchers from various disciplines, politics, sociology, 

anthropology and education have conducted studies on politics of education, 

educational policies, policy analysis in education, through different lenses, frameworks 

and methodologies. Within only one university central research data base, the key word 

“educational policy” hit more than 13.000 titles including books and scientific articles. 

Within this density of research, however, review of literature did not yield any 

significant study which is based on the similar conceptual and methodological 

underpinnings. Research on state level policy making in the United States, policy stages 

approach, and educational policy making worldwide were scanned thoroughly. This part 

tries to establish an empirical background with studies that are in line with this study. 

Studies are grouped first regionally and then chronologically within the group: the 

United States, international, and Turkey.  

 

2.6.1. Research on State Level Education Policy Making In the United States 

Earlier studies conducted in the States that served as a basis for the descendent 

research will be presented first, followed by the recent ones. 

 

2.6.1.1. Earlier Studies 

One of the earliest studies conducted on educational policy making at the state 

level is, now a classic, work of Iannaccone (1967). He proposed a typology of state 

educational policy making patterns that attempted to describe and organize the ways in 

which interest groups can interact (Bailey, 2007; Fowler, 2009). This typology involves 

four stages through which a state educational governance can evolve. In the first 

pattern, the locally-based disparate, the local district represent themselves and lobby 
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for themselves lacking unity and statewide organization. In the second stage, 

monolithic, statewide interest groups gain importance compared to local districts in the 

education policy making. They form coalitions and consensus with other education 

interest groups such as PTA, State department of education. In the third stage, 

statewide fragmented/ competitive the coalition between the statewide interest groups 

breaks down, and they press for their own goals and interest competing with the 

others. The fourth stage, the statewide syndical organization describes a situation 

where education interest is institutionalized in a governmental body that coordinates 

the activities of all interest groups.   

During early 1970s, Campbell and Mazzoni (1976) examined the politics of 

education in 12 states and published in the book titled State policy making for the 

public schools (as cited in Bailey, 2007). This book set the basis for the subsequent 

works of Mazzoni. In this book they analyzed the policy makers and interest groups and 

their relation networks. In relation to education interest groups they described 

education arena as an “open system” with multiple access points for influencing policy 

process and outcomes (Bailey, 2007). It was also concluded that education interest 

groups and lobby was found to be influential in the state policy making process due to 

its impressive range of resources.   

1980s started with the increased research on the role of different interest 

groups on education policy making, especially at the state level. The study of Rosenthal 

and Fuhrman (1981) “portrays contemporary role of state legislators and map the 

structure of educational leadership in terms of both the characteristics of influential 

legislators and staff and the nature of influence structures in state legislatures” (p. vii). 

They limited their area of concern only with the legislatures’ role due to increased 

impact of legislatures in the domain of education. They collected data from more than 

600 individuals from 50 states, almost a half was legislatures. Results of the study 

uncovered certain patterns that existed in state legislative in education: legislative 

education leaders are extremely experienced, senior and devoted considerable time 

and energy on legislative in education and focused more on the fiscal matters, 

approving school budgets and finding funds for education. They had a direct 

relationship with State Department of Education where they got raw data. Lastly they 

showed that the professional legislative staff played an important role in terms of 

legislative educational leadership as well.  
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In 1985, Marshall, Mitchell, and Wirst published the first round results of their 

larger project that aimed “to map the interactions among those who wield substantial 

policy making influence within six sample states” (p. 61). They examined the relevant 

groups and the influences of these groups on policy making process. Data were 

collected by elite interviewing from 6 States as Arizona, California, Illinois, Pennsylvania, 

West Virginia and Wisconsin. They provided a list of policy actors based on the previous 

research and asked participants to rate those actors according to their influence on 

educational policy making. The results of the analyses yielded that there existed a rich 

interplay among the actors and their influence and range of power differed in each 

state. Moreover, they clustered the actors with similar means and formed five groups of 

actors based on the influenced they had in policy making: insiders, near circle, far circle, 

sometime players and forgotten players (Statewide results of this study was reported 

above in the policy actors part. Here only Wisconsin data is presented in Table 2.5). 

 

Table 2.5 

Wisconsin Policy Group Influence Ranking and Clusters 
 

Cluster Policy Group Within 
State 
Rank 

6-
State 
Rank 

Insiders Chief State School Officer   1 3 
 Teacher organizations  

Governor and executive staff  
2 
3 

5 
6 

Near circle Individual members of the legislature  4 1 
 Education interest groups combined 

The state legislature as a whole   
5 
6 

4 
2 

 School boards’ associations  7 10 

Far circle Administrators’ association           
Legislative Staff  

8 
9 

11 
7 

Sometime players Non-Education groups 10 14 
 Federal policy mandates 

Lay groups 
11 
12 

13 
15 

Often forgotten 
players 

Other (PTA) 
Courts 

13 
14 

9 
12 

 Education researcher organizations  15 16 
 Producers of educational materials  16 18 
 Referenda  17 17 

Note: Adapted from Marshall, Mitchell, and Wirt (1985a), p. 80. 

 

Results indicated that the CSSO, the Governor and executive staff and pressure 

groups hold the policy influence as insiders, which is totally different from the 6-state 
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average. Legislatures and legislative system have remarkably less influence on 

education. Outside policy actors play a limited role, federal policy and courts are not 

considered to have a significant influence in policy making in education. Moreover, as 

one of the most distinctive features of Wisconsin is the strong influence of CSSO 

compared to other states. They argue that this strong influence of the CSSO and 

executives stems from the political culture where politics is seen as an exercise for the 

common good and for the benefit of everyone and where it fosters clean politics and 

clean officials. Another significant difference is the place of teachers’ unions and school 

boards’ association which are higher than other states. Marshall et al. (1985) explains 

the law ranking of legislatures with the open style of Wisconsin’s policy making as party 

discussions are open to everyone and to press and the majority of the Democrats in the 

legislature, so that they do not need to deal with the Republicans.  

In another study by Marshall, Mitchell and Wirt in 1985, as a part of the same 

project, they investigated perceptions, expected behaviors, rituals, and judgments of 

policy actors about policy options through grounded theory methodology. They called 

this perceptual screen as “assumptive worlds of policy makers” (p. 90). Qualitative data 

analysis revealed four actions guide domains and operational principles as; (1) Who has 

the right and responsibility to initiate policy, (2) what policy ideas are deemed 

unacceptable, (3) what uses of power in policy making activities are appropriate, and (4) 

what are the special state conditions effecting policy. They discussed the effect of these 

domains on policy making mainly on two areas: the effect of maintaining a predictable 

environment and the effect of building cohesion. According to the results first and third 

domain had an impact on maintaining power and predictability whereas second and 

fourth domain had an effect on promoting cohesion. They conclude that “predominant 

values and policy choices are filtered through the assumptive worlds of a state. The 

differences seen among the sample states in their choices of policy mechanisms and 

approaches emerged from different assumptive worlds” (p. 113).     

Following these publications Wirt, Mitchell and Marshall (1988), conducted 

another study on the values in state policy systems. They applied four basic values-

qualities, equity, efficiency and choice- to state education codes in Illinois and 

Wisconsin to demonstrate how policy choices are made in different cultures. Results 

showed that “these values distributed unevenly among the statutes of two states of 

contrasting political histories, a distribution associated with different cultures” (p. 283). 
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Efficiency is the dominant value in both states, yet it is closely followed by Equity values, 

substantially more than Illinois. Quality is equally important in both states, whereas 

Choice is significantly higher in Wisconsin. The difference between two neighboring 

states was attributed to political culture of Wisconsin which was labeled as “moralistic.” 

Traditionally Wisconsin carries the influences from its Scandinavian founders which 

perceive government as a “positive instrument for improving the common good” (p. 

277). Moreover, the citizen plays an active role in governmental operations. The 

political power is used to improve individuals’ lives within a democratic control. 

Efficiency values are the reflection of an accountable administration, whereas equity is 

important in the culture as use of authority to for the benefit of everyone while 

decreasing the inequitable distributions.   

1990s was marked by the increased number of educational policy making 

research especially at the state level. Tim Mazzoni was one of the pioneers who studied 

state level policy making in education for more than 20 years. After their study with 

Campbell in 1976, he kept studying Minnesota education policy area as a case. Based on 

the cases he worked on, he developed “The Arena Model” in the late 1980s and he 

revised the model in 1991. Mazzoni’s (1991) study utilized Minnesota public school 

choice policy to “explore the arena perspective on how governments might legislate 

controversial school restructuring initiatives” (p. 115). His model is based on the 

concept of arena that he used referring to “the political interactions characterizing 

particular decision sites through which power is exercised to initiate, formulate and 

enact public policy” (p. 116). In his initial model he identified two key policy arenas as 

subsystem-consisting of “a small and stable group of committee-based law makers, 

agency bureaucrats, and established group representatives to dominate the 

institutional agenda and direct policy making process” (p. 117) and macro politics. 

Macro politics arena, on the other hand, is broad and more visible and consisted of 

“top-level elected officials, such as executive heads and legislative leaders, seek to 

promote and publicize policy positions” (p. 117). 

He argued that an arena shift from policy subsystem to macro arena may be 

necessary for policy innovation. He identified forces pressuring to produce this shift as; 

external pressures and available revenues. External forces such as organized interest 

groups, social movements, crises, media and public opinion, and issue network create 

pressure for moving issues from subsystem to macro arena. When the subsystem does 
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not respond to these pressures, macro arena players, elected officials, can use this as an 

opportunity to connect with their potential constituency group via the use if media to 

increase the visibility of the issue. As a result competing coalitions can be mobilized. He 

asserts that winning depends on “the relative power and leadership of the competing 

coalitions and on the responsiveness of institutional arrangements to the mass-based 

demands that these coalitions can generate” (p. 118).  

Mazzoni (1991) revised his model after its empirical implication on Minnesota 

as some shortcomings emerged. The initial model ignored two decision areas; 

commission arena and the leadership arena as he found out that elite policy 

entrepreneurs and political idea champions can influence policy process by initiating 

the arena shift. Commission arena consists of small group of individuals representing a 

wide range of interests, whereas leadership arena is comprised of the state’s top 

leaders or elites. He concludes that there is constant flow of people, information and 

influence across arena boundaries, while arenas compete with each other. He 

underlines that arenas must compete with each other for the interest and resources of 

participants. As a result of this competition, he asserted that, leadership arena has most 

chances to bring an innovation change in the education arena at the state level.  

Mazzoni’s Arena Model was utilized by various researchers in other states as 

well (Bailey, 2007; Cody, 1994; Curtis, 2011; Freedman & Hughes, 1998; Fowler, 1994). 

Hence, subsequent empirical testing has confirmed many of his basic conclusions and 

has found the Mazzoni model to be generally helpful in explaining policy innovation, 

“although the independence of the individual arenas has been questioned” (Curtis, 

2011, p. 54). 

Madsen (1994) conducted a case study based on three years of her working 

experience in the State Department of a mid-west state where the model of 

governance was described as a governor-appointed authoritative board model.  “In this 

model  the Governor appoints State Board of Education members who then have 

substantial policy-making authority to select and remove the Commissioner of 

Education, known in some other states as the Chief State School Officer” (p. 46). 

Madsen examined the role of the state department of education in implementing the 

Excellence in Education Act (EEA). The results of the study exposed a bureaucratic 

structure which included “bureaucratic red tape such as budgets, memo writing, the 

hierarchy for signing letters and the status of subordinates created difficulties during a 
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critical time of implementation of the EEA” (p. 13). The Commissioner made decagons 

concerning many rules on his own without consulting anyone. She further asserted that 

this structure and hierarchy caused a failure to work collaboratively with those who 

were most knowledgeable about the EEA. She concluded that lack of involvement by 

key players created conflicts on the policy intent and affected the implementation of 

the policy negatively. 

  

2.6.1.2. Recent Studies  

Research body in education policy making at the state level might be grouped 

under three general categories. First group of studies focuses on policy discourse and 

the analysis of policy texts (see Caneda, 2008); second group of studies examine the 

role of specific policy actors (Stallings, 2010); and the last group of studies examines the 

formation of a single policy in a state through qualitative case study approach.  

 Moss (1998) carried out research to examine the formation process of distance 

education policy in higher education system in Oklahoma. He utilized qualitative single 

case design and collected data through participant observation, document analysis, and 

semi-structured interviews with key participants. Findings of his study indicated that 

values of the key policy makers influenced the policy process and the product. Quality 

was the most evident value. Moreover, the individual experiences of the key policy 

makers with instructional technology and distance education, affected their perception 

and decisions during the policy formation. The formation process is based on consensus 

building and participation, and it was found to be influenced by information, interest of 

the policy makers and ideology, values of policy makers.  

Another similar study conducted by Short-Fox (2000) applied qualitative case 

study method to describe the state-level decision making process in forming a reading 

policy initiated by the Governor. Study aimed at identifying the groups involved in the 

policy formation as well as the circumstantial conditions shaped the political 

environment and the type of the decision making process used. Short-Fox collected 

data by triangulation: observations, interviews and documents analysis. Results showed 

that change agents were brought in the process by the demand articulators, the 

Governor. In terms of the circumstantial conditions, equity and accountability were the 

demands from the policy environment. In terms of the decision making process, data 

revealed five functional stages; issue definition, proposal formulation, policy decision, 
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support mobilization and the state response. In this case, the initiative role and 

supportive role of Governor was very significant.  

 Parallel to previous studies, Chanley (2005) investigated the factors that shaped 

civic education policy making in Arizona. She utilized qualitative case study and 

interviews and document analysis for data collection. She applied two theoretical 

frameworks to guide the research; the advocacy coalition framework and policy design 

theory. Findings showed that no advocacy coalitions were found in the development of 

civic education policy. The culture of the Arizona legislature was identified as 

degenerative in which policy design is shaped by the characteristics of the groups 

targeted by the policy. Based on the results, she concluded that policy design theory is 

more useful than advocacy coalition framework for explaining the civic education policy 

making.  

Sperling’s (2007) study follows the same line of research which she focused on 

the stakeholders’ perspective in the agenda setting and policy formulation stages of 

higher education funding policy process in Minnesota. Data was collected through 

interviews with state legislators, government staff, higher education administrators, 

policy experts and students. Data analysis revealed two groups of parties involved in 

the policy making: primary and secondary. She identified primary parties as the 

Governor, members of Minnesota State Legislature, leadership of Minnesota higher 

education institutions and systems, students and professional lobbyists. Secondary 

parties included college and university faculty, staff and alumni; parents of current 

students and writers and authors writing on higher education and equity issues. The 

personal characteristics of these parties had an effect in increasing the likelihood of 

successfully influencing the policy discussions. She concluded that political conservatism 

and economic scarcity, however, limited the opportunities for policy innovation.  

Banville (2007) conducted a descriptive case study that examined the 

development of merit-based aid program called “Bright Futures” in Florida. Applying 

Kingdon’s agenda setting theory, study focused on the issues and the problems that 

policy was designed to address, the political factors that created the environment for 

the consideration of the policy and the development process of the policy. Data was 

collected through interviews and document analysis. Four key actors emerged as the 

results of data analysis; a senator, a representative, an education commissioner and 

researcher. She contended that their perceptions, values and beliefs shaped the 
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program. Based on the findings, he concluded that this program could be developed as 

the policy window (Kingdon, 2002) was opened that is the problems, policy stream and 

political stream converged.  

In Colorado, Protopsaltis (2008) conducted a case study examining the stages of 

policy making on higher education reform. He also aimed to examine the extent to 

which existing policy process theories help explain the higher education reform. Data 

was collected through interviews and media and archival analysis. Findings suggested 

the relative explanatory strengths and weaknesses of the frameworks utilized; multiple 

streams theory found to be the strongest in explaining the stages of policy process of 

higher education reform.  

Canfield-Davis and Jain (2010) through a descriptive single case study 

investigated the legislative process of education related bills at state level, along with 

the factors influencing legislative decision making as perceived by lawmakers and 

observers of legislative process in Idaho.  Data sources included interviews, direct 

observation, archival records and documents from legislative process as committee 

meeting memos. In line with the increased involvement and influence of legislature in 

educational policies, as confirmed by Marshall, Mitchell, and Wirt (1985a), researchers 

examined the “legislators’ role orientations, policy attitudes and decision making 

patterns. Data analysis yielded the following categories; trust, credibility and respect; 

sponsor; legislative leadership; party affiliation; legislative camaraderie; lobbyists; 

constituents; sources of information and advice; religion; regionalism; fiscal impact; re-

election; timing; other factors of influence upon voting behavior; media; and groups 

and individuals perceived to be leaders in directing or influencing educational policy. 

They concluded that “lawmakers relied upon the authority of their values, expertise, 

and friendship to make voting decisions. Reference groups including committee 

members, party leaders, other legislators, interest groups, constituents, lobbyists, and 

other elected officials were shown to influence legislators’ decisions” (p. 619). 

Moreover, trust shapes the basis upon which relationships between reference groups 

and legislatures depend.  

Among the studies conducted at the state level, one is closely related to the 

current study due to its research setting-Wisconsin, temporal closeness-covering the 

same time period and including the same policy actors. In his qualitative case study 

Brown (2008) analyzed the emergence of standards based accountability reform in the 
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state of Wisconsin from 1988 to 2005. He collected data through interviews and 

political documents. He utilized the Mazzoni Arena model and a multiple perspective 

model that incorporates the normative, symbolic and political perspective. Results were 

presented in the narrative form following a chronological order. He identified the key 

policy makers in education reform in Wisconsin using Mazzoni’s arenas. Leadership 

arena includes Governor, State superintendent of public instruction and the president 

of state manufacturers and commerce as primary change agent. The subsystem arena is 

comprised of the state legislature and the Department of Public Instruction. Political 

organizations such as teacher and administrator associations, Wisconsin PTA and local 

constituency groups fall in to the macro arena. The commission arena does not really 

exist in Wisconsin as the commissions are formed by the order of executives, the 

Governor or state superintendent.  

Brown especially focused on the leadership arena where the Governor and the 

state superintendent had many conflicts and tried to take over the leadership of 

Wisconsin educational system. Yet, their conflicts, Brown states, resulted in 

compromises caused revolution not evolution in the policy reform (p. 282). He 

concludes that there existed a resistance to change especially at the local level and this 

resistance to systemic changes “forced policy makers to reduce their agendas from 

dramatic changes to gentle nudges” (p. 284). Thus, he contends that to be able create a 

dramatic change, “the principles of cheap and local reform create a policy environment 

where policy actors must offer continuous reform initiative hoping that some of the 

policy initiatives might slip through an open policy window” (p. 250).  

 

2.6.2. International Research on Educational Policy Making 

Though research on education policy making has centered in the United States, 

it carries its charm as a research topic in the international arena as well. These studies 

provide valuable insights to picture the policy making practices in different political and 

governmental settings as this is a comparative study focusing on two distinct policy 

environment. A sample of related studies from different countries will be discussed. 

Qualitative study conducted by Joo and Reyes (2010) in Korea examined the 

policy process of Open Recruitment System of Principals (ORSP) by using historical and 

archival data sources. They focused on the policy actors and their interactions within 

the policy environment and analyzed the data basing on the stages of policy process in 
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a time horizon. Results of data analysis yielded a dynamic relationship between the key 

policy actors; formal players-Ministry of Education, and president and interest groups-

teacher organizations. There existed a conflict especially between the Ministry and the 

interest groups. Moreover, they also contended that most interest groups, independent 

from their views of the process, did not compromise but competed with other players 

to pursue their own interests. 

 Due to power of the central government Ministry of Education showed a 

strong will to develop ORSP and forced interest groups to accept the policy as the way 

developed by them though informal players demanded change. Thus, the formation 

process of ORSP was described to be “short of deep consideration and discourse 

respecting different perspectives and interests of other stakeholders” (p. 249) and to 

lack democratic values as deliberation, participation and authentic dialogue. They 

concluded that this could be the result of top-down agenda setting and policy making 

process and closed policy making environment sponsored by the government. The 

importance of deliberative process was emphasized, however, it was also concluded 

that in Korea “considering the nature of the governmental power, deliberative policy 

making may be a far-fetched dream” (p. 250).  

Policy making in so called transition countries-countries after more than fifteen 

years of post-communism became democratic- has provided an attractive and 

interesting arena to be explored. Studies conducted in Poland, Romania and Lithuania 

will be presented. 

Ciolan (2006) focused on Poland and Romania and examined the situation of 

policy making processes in the area of education. He collected data through interviews 

with the key policy makers in both countries. The interviews aimed at revealing the 

personal experiences and perceptions of those policy makers related to policy making in 

education especially within turbulent times. Ciolan asserts that in these specific 

transition countries a strange situation which is difficult to be understood by outsiders 

occurred: a double sided reality. One side is the reality of discourse. The language, 

vocabulary and meanings of the new and aspired professional culture were well 

adopted by educational professionals. Nevertheless, the other side of the reality, the 

daily professional practices, was found out to be outdated, command-driven and 

opaque likewise before the revolution. Ciolan labels this as “schizophrenic professional 

environment” (p. 18) which was identified to stem from factors such as:  
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a) The incapacity of identity process at an individual level to keep pace with 

the social machinery of change 

b) A lack of ownership and participation in educational reforms on a larger 

scale 

c) The perceived artificiality of the new pedagogical reality and the low 

technical capacity and expertise at the central level of educational 

governance.  

Just like Poland and Romania, another transition country, Lithuania, was 

struggling to reform its educational system, and the study of Thomas (2001) 

investigated the policy formulation process of new Law on higher education as a part of 

this reform movement. His analysis revealed four phases in policy formulation: 

appraisal, dialogue, formulation of policy and legislation (These stages are explained in 

detail in the policy formulation part.) Thomas (2001) pointed out that policy 

formulation in Lithuania, as a transition country, is complex and painstaking process and 

“drawing together of interest groups that might not have a history of working together” 

was difficult (p. 219). Along with the phases of policy formulation, he identified some 

“learning points” reflecting the Lithuanian experience of policy formulation in higher 

education: policy formulation may be impaired by political imperatives; participants 

from a wide range of areas need to take a leading part in, and assume ownership of the 

reform process; opportunities should be taken to encourage new ideas; the process of 

policy formulation is not just about issues, it is about leadership and vision, it needs a 

“champion” who is prepared to lead the reform process; an external catalyst can help 

to bring together interest groups that did not have a history of working together 

towards common objectives; the effectiveness of policy formulation can be influenced 

by the degree to which the norms of a parliamentary democracy have been established; 

integration between different strands of reform should be established early (pp. 220-

221).    

Another study that addressed the policy making process in education was 

conducted in Wales by Daugherty and Elfed-Owens (2003). They investigated the 

development of curriculum in terms of the cultural and linguistic context of Wales. 

Interviews with the key policy actors were the main source of data. Results indicated 

that the policy making process was reflecting the “closed and internecine nature of 

policy making within the British State” (p. 249). Moreover, key policy actors’ 
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perceptions and perspectives on the policy issue exerted a powerful influence on the 

policy outcomes. They contended that Wales followed a pragmatic approach to policy 

development during that period.  

The last piece of research to be cited is a comparative study that analyzes the 

actual process of policy formulation in three sub-Saharan African countries; Ghana, 

Tanzania and Uganda (Corkery, Land, & Bossuyt, 1995). As a case to focus on in each 

country, cost-sharing policies in primary education was chosen to create a comparative 

base in terms of policy formation process. Data was collected through interviews with 

key policy actors and stakeholders.  

Results were grouped under three main headings: the institutional environment 

for policy formulation, the policy formulation process and enhancing capacities to 

formulate policy. Policy environment in three countries share the same characteristics; 

lacking an enabling institutional environment for policy formulation, centralized and 

bureaucratic decision making and top-down policy-making based on one-party systems 

governance and very limited ‘political space’ for the inputs and contributions in policy 

formulation outside the state. In terms of policy formulation, seven stages were 

formulated as (1) Issue/Problem Identification, (2) Specification of Objectives, (3) 

Development of Possible Options, (4) Choice of Preferred Option, (5) Policy Decision 

Making, (6) Design of Implementation Strategy, (7) Policy Review and Reformulation. 

Three main action instruments linking the stages of policy formulation emerged: 

information gathering, information analysis and consultation. In terms of public 

participation it was underlined that though the level of participation was better in 

Ghana and Tanzania than Uganda, participation was limited within the structures of 

government and did not have great impact on the policy formulation. Thus, increased 

participation was believed to increase the quality of the formulation process in three 

countries.  

Looking at the cases in other countries, next part describes the research on 

policy making in education in Turkey.  

 

2.6.3. Research on Educational Policy Making in Turkey 

Borrowing from Robins (2009) “the study of public policy beyond the mature 

democracies ranges from poor to patchy. In spite of its proximity to Europe and its long-

held aspiration of membership of EU, the same applies to Turkey” (p. 289). Through the 
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literature review, it has been experienced that there is an absence of academic research 

in the field of public policy. There is no systematic study on public policy making in 

Turkey and education as a public policy area is no exception. Robins (2009) underlines 

that lack of empirical and theoretical research leaves “the important policy areas poorly 

understood” (p. 289).  

Results of a handful of research that was conducted on policy formation in 

other public policy areas are crucial to shed light on the public policy environment and 

practices in Turkey. Four studies that examined the policy formulation process of a 

specific policy have been figured out through the search in national and international 

data bases. These are Akder’s (2007) study on agricultural reform, Kayıkçı’s (2005) on 

tobacco cultivation, Robin’s (2009) case study on drugs policy, and Sarıca’s (2008) work 

on finance administration.  

Study of Robin (2009), analyzing the formulation process in drugs policy step by 

step, concluded that no pressure group existed in the policy formulation process, and 

on the contrary to this, bureaucracy was very visible and engaged in the development 

of drugs policies, thus the process failed to create sound and effective systems.  Kayıkçı 

(2005) described the policy making process on tobacco cultivation as “incremental” and 

contended that the international actors played a great role in the process, while local 

reaction was overlooked. 

 These findings also coincide with the analysis of Çevik (2004) in the context of 

public policy failure in Turkey. Çevik (2004) asserts that Turkey’s public policy is failing 

mainly due to three basic factors; political structure, administrative structure and 

economic development challenges. According to Çevik, strong and very centralized 

state, weak civil society, partisanship, existence of corporatist NGOs, top-down 

governance, conflict between the elected politicians and appointed bureaucrats, and 

patrimonial and legal-rational bureaucratic structure can be counted as negative 

influentials on policy making and implementation process.  

 

2.6.3.1. Civic Participation in Turkey  

Organic bond between democracy/democratization and civil society has been 

discussed and well established by various authors (Heper & Yıldırım, 2011; Keyman & 

Içduygu, 2003; Toros, 2007). Heper and Yıldırım (2011) conclude that “a vibrant civil 

society is a prerequisite for democracy … and without civil society, the development of 
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democracy is hardly possible” (p. 1). Civil society can hold the state accountable for the 

shortfalls and stipulate changes and set agendas (Toros, 2007). On this account it is 

crucial to understand the situation of civil society in Turkey as a sine qua non of 

portraying public policy design and governance. 

Civil society, though it is a vague concept, can be defined as “the arena, outside 

of the family, the state and the market, which is created by individual and collective 

actions, organisations and institutions to advance shared interests” (CIVICUS, 2012, p. 

8). Diamond (1999) defines civil society underlining more the characteristics as “the 

realm of organized social life that is open, voluntary, self-generating, largely self-

supporting, relatively autonomous from state and bound by a legal order or set of 

shared values” (p. 221, in Toros, 2007, p. 398). Heper and Yıldırım (2011) identify a 

conceptual analysis of civil society in terms of its characteristics, prerequisites and 

impediments. They discuss certain normative characteristics of civil society; pluralism-

no hegemonic domination of any part of the society; consensus-reaching a common 

point; altruism-concern for a common good;  toleration-considering ‘other’ at least 

equal; egalitarianism; and civility-debating without being offensive (pp. 4-6). In addition 

to these, they list six prerequisites for flourishing of civil society: (a) countervailing 

power to the central authority; (b) existence of a market economy free from monopoly 

of the state: (c) spread of literacy and mass print culture; (d) horizontal linkages among 

constituent spheres of civil society; (e) in-group–out-group orientation among the 

members of civil society; and (f) trust among people (pp. 3-4). Heper and Yıldırım (2011) 

also identify the impediments that may hinder emergence or development of civil 

society as “widespread populism, clientelism, opportunism, and personalism (as against 

individualism)”; “developments as state-led modernization, industrialization, and/or 

economic development as well nation-building”; and phenomena as “ethnic 

nationalism, religious fundamentalism, and closed ideologies of different hues and 

colours” (p. 3).  

Furthermore, civil society requires organizations- Civil Society Organizations 

(CSOs) and the actions of less formalized groups and individuals to occupy the space 

uncovered by the government (CIVICUS, 2012). Toros (2007) points out that a civil 

society is expected to have many strong and varied civil society organizations that 

command various resources in order to contribute to consolidation of democracy. CSOs 

are perceived as political actors with a specific area of interest and aim in issues such as 



87 
 

human rights, environment, peace, ethnicity, culture or sexuality (Keyman & Içduygu, 

2003). Keyman and Içduygu (2003) assert that “they promote a kind of national and 

transnational political activity which is democratic, non-hierarchical and participatory 

and is initiated from ‘bottom-up’” (p. 226) against the state.  

Regarding Turkish civil society, a brief historical review is necessary to delineate 

the current situation. Acquiring as a heritage from the Ottoman Empire, the state has 

been described as very strong and powerful in all of the political, economic, social, and 

cultural areas (Altan-Olcay & Içduygu, 2012; Toprak, 1996). Thus, this strong state and 

dominant and powerful center tradition has been juxtaposed with weak civil society 

and periphery of the country (Altan-Olcay & Içduygu, 2012; Çaylak, 2008; Çarkoğlu & 

Cenker, 2011; Hedges & Kılıçoglu, 2009; Keyman & Içduygu, 2003; Toprak, 1996). Heper 

and Yıldırım (2011) assert that strong state tradition in Turkey “has let little scope for 

the emergence of an efficacious civil society” (p. 1).  

One of the reasons for limited space for civil society was the state initiated and 

controlled modernization project which dates back to foundation of the Republic 

(Keyman & Içduygu, 2003; Toprak, 1996). State aimed at creating a modern and 

westernized Turkish nation state politically, economically, and culturally through the 

use of tools such as “state enterprises, centrist economic planning, a unified 

educational system, monopoly over electronic media, and control over civil associations 

and social movements” (Toprak, 1996, p. 117). Toprak (1996) argues that this massive 

government intervention in every social area resulted in a “mammoth bureaucracy” 

which overpowers the civil society (p. 92). She further asserts that state has been 

suppressing and coercive and has not let civil individuals to act autonomously and free 

from state interference. Çaylak (2008) describes the relationship between the state and 

the civil society as “one-dimensional and resulted in a clash rather than compromise (p. 

117).  

Though the nature of this relationship has been changing for the last three 

decades, 1982 Constitution formulated by post-military coup government in 1980 

brought strict constraints on civil society organizations and activities in Turkey (Altan-

Olcay & Içduygu, 2012; ICNL, 2012; Toprak, 1996). Despite these restrictions, following 

the military coup, mid 1980s onward, starting with the Özal Government, was 

characterized by political discourse focused on two issues; “the consolidation of 

democracy and the strengthening of civil society” (Toprak, 1996, p. 92). This created a 
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more liberal area in which civil society was flourished, especially in the 1990s (Altan-

Olcay & Içduygu, 2012). Keyman and Içduygu (2003) and Toros (2007) mark those years 

with quantitative and qualitative improvement in the civil society due to various civil 

society organizations and associations representing a wide range of interests and 

demands of different parts of the society in a more liberal and democratic arena. 

Keyman and Içduygu (2003) contend that “increasing number of CSOs begun to play an 

important role in transmitting the interests and demands of various sectors to policy 

actors for democratization and the need for effective governing” (p. 221). 

Current scene of civil society in Turkey is identified to be vibrant and rich with 

CSOs working in several different areas by ICNL (International Center for Not-for-Profit 

Law). Especially Turkey’s EU membership process begun in 2002 has contributed to 

promotion of democratization and empowerment of civil society with reforms to its 

basic framework laws affecting civil society (Altan-Olcay & Içduygu, 2012; ICNL, 2012) 

and CSOs have received support and financial and technical assistance from EU (Toros, 

2007). Among the reforms related to civil society Associations Law enacted in 2004 is 

considered to be a “milestone in the advancement of civil society in Turkey” (Hedges & 

Kılıçoglu, 2009, p. 5). With this Law limitations and restrictions on CSOs brought by 1982 

Constitution were liberated (Altan & Içduygu, 2012; ICNL, 2012). Amendments done in 

2008 further ameliorated the autonomy and enlarged their arena to move, however, 

CSOs are still prohibited from directly engaging in political activities, although the term 

‘political’ is nowhere defined in the law (ICNL, 2012). 

 A number of studies have been conducted to portray the civil society sphere 

and CSOs in Turkey. CIVICUS Civil Society Index (CSI) project, a participatory, self-

assessment exercise on the state of civil society, was carried out in 35 countries 

between 2008 and 2011. Data was collected through a mixture of quantitative and 

qualitative data collection methods from citizens, CSO leaders and external 

stakeholders with an interest in civil society, such as people from government, 

parliament, the judiciary, the media, academia and the private sector. It attempts to 

build up a comprehensive picture of the strengths, weaknesses, constraints and 

opportunities for civil society in a participating country. According to CIVICUS (2012) 

report, there exist 90,578 CSOs (4,547 foundations and 86,031 associations) in Turkey, 

and the number rises up to 150,000 when trade unions, professional chambers and 

cooperatives are included. Yet, compared the population, it is not a remarkable 



89 
 

number. CIVICUS (2012) also indicated that participation to CSO activities is very low; 

only around 5% of people report being an active member of a CSO, while volunteering 

is around 3-4% depending on organization type. Çarkoğlu and Cenker (2011) report 7% 

of formal membership to CSOs. 78% of their sample reported being uninvolved in any 

type of civic activity. Altan and Içduygu’s study (2012) revealed parallel findings that 

approximately 10% of the citizens actively join in CSOs. In terms of political 

participation, participating elections and electoral campaigns, citizens “individual or 

collective petitioning to political organizations in order to convey demands, complaints, 

or requests” are the main involvement types (Toksöz, 2004, p. 14). Nevertheless, only 

12% of  the population involved in political activism in the past five years as signing a 

petition or attending peaceful demonstrations (CIVICUS, 2012). These results indicated 

that, on the CSI, Turkey ranked 29 out of 33 in terms of the strength of civil society 

indicating a quite weak civil society. In the same vein, Altan and Içduygu (2012) also 

specified that Turkey has the weakest civil society in terms of holding the government 

and private sector accountable. Study of Özen and Özen (2010) investigated the role of 

social movements in the process of public policy formation through a case study of the 

anti-gold-mining protests in İzmir-Bergama, Uşak-Eşme, İzmir-Efemçukuru, and 

Çanakkale-Balıkesir. They found out that centralized policy-making tradition is very 

strong and it can influence at what stage of the policy-making process protest 

movements emerge, and what kinds of tactics are pursued. They also indicated that an 

advocacy coalition formed between governments and multinational companies to 

further enforce existing policy against the protests movements. Anbarlı (1999) also 

reported very similar results on the same policy issue that the civil society movement 

and pressure groups did not have any impact on the policy decisions of the 

government. 

This weakness is reflected in the formulation and design of public policies as 

well. European Commission’s (EC) 2008 and 2012 Turkey Progress Report, UN ICNL 2012 

Report, CIVICUS 2012, Toksöz’s (2004) assessment of Turkish public administration 

system, and Toros’s (2007) study indicate parallel findings regarding the role of CSOs 

and civil society in policy making. First finding is the lack of a coherent and 

comprehensive legal infrastructure defining the state’s consultation with CSOs and role 

and activity of CSOs in making of public policies. Toksöz (2004) elaborate on the lack of 

legal framework for CSOs as  
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A “mandatory legal procedure,” which facilitates the participation in the 
decision-making processes of those who “may be affected” by administrative 
decisions, and the sharing of information and documents continue to be a 
problem in Turkey. An explicit procedure requiring consultations with all the 
relevant and affected parties or for incorporating their comments and views 
into the regulations during the preparation of laws, statutes and by-laws does 
not yet exist in Turkey (p. 14). 

  
Second important finding is the weak relationship between the government 

and the CSOs. Government is criticized for being ignorant of the CSOs’ efforts to be part 

of agenda setting and policy making as well as reluctant to work with CSOs on the 

reform agenda (ICNL, 2012). Moreover, Turkey Progress Report underlines that 

“consultations are held on an ad hoc basis, with unclear selection criteria, and do not 

result in tangible policy outputs. Political pluralism would be enhanced if participation 

of civil society and other stakeholders in policy-making were increased” (EC, 2008, p. 

18). Thus this requires for a dynamic relationship and strong cooperation between the 

government and CSOs which was reported to be lacking in Turkey (EC, 2008, 2012; ICNL, 

2012). 2012 Progress Report cites similar concerns and specifies examples in which 

government did not consult with CSOs: “no regulatory impact assessment was 

conducted prior to the adoption of certain key legislation, including the education 

reform of March 2012. There was an increasing tendency to draft and adopt legislation 

without appropriate consultation of civil society and other stakeholders” (p. 73).  

Third common finding, which is closely related to second finding, is the low 

impact level of CSOs on public policy making. CIVICUS (2012) reports that impact of civil 

society is perceived to be limited both on social and political issues. Moreover, this 

study indicates that “73% of internal stakeholders and 68% of external stakeholders 

believe policy impact is limited or nil” (p. 274). Toros (2007) found out that CSOs 

themselves believe that they do not have enough impact on the state. Heper and 

Yıldırım (2011) delve into contributions of civil society to public policy making in 

consolidated democracies and conclude that “the interest group associations on the 

country nevertheless remained as ‘outsiders’ vis-à-vis the public policy making” (p. 10). 

Among the reasons created low impact of civil society on public policy, strong 

state that leaves no space for civil society to act on comes first (Heper & Yıldırım, 2011; 

Toprak, 1996; Toros, 2007). Moreover, political elites and bureaucracy that pursue to 

retain their elaborate power on governing are criticized as another obstacle for the 

development of civil society (Toprak, 1996; Türkmen, 2008). As another impediment, 
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Heper and Yıldırım (2011) mark populism, clientalism, and opportunitism to have 

prevented the development of idea of common good and a dynamic consensus (p. 12). 

Though, certain improvements have been achieved in creating a vibrant, active and 

strong civil society in Turkey, in terms of affecting the policy making process and 

contributing to a consolidate pluralistic democracy, there still seems a long way to go, 

especially when a strong single party government stands in front of civil society 

movements (Çevik, 2004; Karkın, 2012; Robins, 2009).  

 

2.6.3.2. Research on Educational Policy in Turkey 

As mentioned before, review of literature through many different national and 

international data bases from different universities has not yielded any single study that 

is focused on policy formation process in education in Turkey. Nonetheless, the search 

with the key word “educational policy” hit hundreds of titles. In order to provide a 

glimpse on the educational policy research in Turkey, the studies found in the national 

dissertation data base are analyzed in terms of their focal point.   

Out of 132 studies, majority of them (n=52) analyzes the educational policies, in 

general or in a specific area, in a time period. There is a high amount of work especially 

on late Ottoman period, Atatürk period, single party period, or other party periods. 

Other group of studies (n=48) deals with a specific education policy. These studies, 

mainly theoretical, also explore the effect of certain factors such as neoliberalization on 

policies. There exist a few comparative studies analyzing the differences in policies with 

respect to a given area. Next group of works (n=26) target the European Union 

educational policies, in general and in specific policy areas in education such as religious 

or sports education. The EU studies increased especially after 2001 when Turkey was 

accepted as a candidate member. Last group of studies (n=6) take the perspectives of a 

group such as teachers, administrators or experts on specified policies.  

This review outlines the nature of the educational policy research arena in 

Turkey that mainly utilizes a theoretical and historical analysis of specific policies. An 

absence of empirical studies is obvious and this study is an attempt to initiate a new 

line of research in Turkish educational policy making.  
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2.7. Summary of Literature Review 

This chapter tried to establish a comprehensive and holistic theoretical and 

empirical background to the study through the delineation of areas significant to study 

of policy making such as policy phenomena; major theoretical approaches to study of 

policy making; policy cycle / stages approach with a focus on agenda setting and policy 

formulation; policy actors- those who are involved in policy making; and policy context 

in which the policies are made.  

A closer look at the key concepts of public policy and policy making reveals 

abundance of definitions of terms which even can be described as terminological 

confusion. This confusion stems from the complex, value laden and  multi facet nature 

of these concepts; as well as from the various stand points related to broader 

conceptualization of society, state, government, politics, actors and contexts. The 

complex nature of policy process could be further explained through the complicating 

factors that can be listed as; involvement of a vast number of actors from governmental 

agencies, legislatures, academia, and other interest groups each with their own 

interests and values in the policy process; long lasting process of policy making due to 

emergence of problems and rendering during the policy cycles; existence of multiple 

levels of government that operate in each policy domain; and last involvement of 

deeply held values/interests, money and power relations and authoritative coercion in 

policy making process. What is agreed, on the other hand, is that policy making is a 

process and policy is inherently a government activity. Public policies, indeed, 

constitute the main area of work for governments. Education policy is one of these 

areas where state takes a leading role in terms of controlling and shaping the arena of 

education.   

In line with the multiple perspectives and confusion emerged in the definition 

of terms, frameworks and methods of studies examining the public policy and policy 

making also show a wide spectrum. Since the 1950s, when the policy studies was 

conceptualized as a scientific discipline, many approaches, frameworks, theories, 

schemes and models have been developed to analyze and study policy making process. 

Even, there exist disagreement among researchers on the differentiation of the 

conpcepts: framework, theory, and model. However, it is important to note that none 

of these approaches are competitive or alternate to each other. Each of them provides 

a different framework to study policy making with a different focal point. Moreover, 
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different approaches have been utilized to analyze different steps of the policy cycle. 

Among all these approaches and theories, policy cycle / stages approach which defines 

policy making as a dynamic, deliberative, staged and ongoing process is adopted for this 

study to analyze the first two stages of policy making process –agenda setting and 

policy formulation. Policy stages approach is one of the most frequently used heuristic 

lenses to study policy process due to its power in providing a series of fluid stages to 

represent the whole process in a dynamic way, and its simplification of the complex 

policy process into manageable and comprehendible and analyzable steps or stages 

each of which can be investigated alone or in relations to their interactions with the 

other stages. The utility and the flexibility of policy cycle approach as a framework, as a 

heuristic device to guide the analysis of policy making process is widely recognized 

already in the policy studies area. This study is also based on the same perception in 

terms of the use of the policy cycle approach. 

One of the most important constituents of the policy making process is the 

actors who play minor or major roles in the development of the policies. They occupy a 

significant place in the policy making process due to their strong impact on the design 

of the policy with their knowledge, values, beliefs, thoughts, perceptions and 

experience. An extensive literature exists on the role and the impact of policy actors in 

the policy making process, and most of these studies group the vast number of actors 

from varied organizations from state institutions to private enterprises and associations 

and civil society organizations under two main categories as governmental/official and 

nongovernmental/non-official actors. It was shown with the previous research that 

governmental actors such as legislators, Governors, ministers, CCSOs, or ministry 

bureaucrats or state board of education have a larger impact on the policy making 

process compared to nongovernmental actors such as interest groups and unions or 

business. This study also probe into type, role and impact policy actors on policies in 

both contexts. 

Another important aspect of policy making process is the context in which the 

policy is developed. It was clearly identified in the literature that policies do not exist in 

a vacuum; they emerge from their settings which are shaped by certain factors as 

norms, values, culture, history, traditions, politics, technology, law, and political and 

economic structure. These determinants impinge upon the policies and the policy 

making process through the pressures, constraints, norms and legal systems. Main 
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factors shaping the context of policy making are specified as cultural, economic, 

political and institutional. Political system and political culture stand out amongst other 

factors as they have a great deal of impact on the policy process due to their role in 

determining the institutional and legal framework as well as the pattern of political 

behaviors. Thus, this study aims at delineating the contexts in which the policies were 

created and to examine the impact of this context on the policy making process.  

Though research on education policy making has centered in the United States, 

it carries its charm as a research topic in the international arena as well. Examples of 

research from international context provide useful insights of worldwide practices, 

constraints and problems of policy formation process in education. Countries with 

strong centralized governments like Korea and African countries lack open and 

participative policy making. Centralized and top-down policy formulation practices with 

limited participation of stakeholders characterize the policy making process. On the 

other hand, the transition countries as Romania and Poland are challenged by different 

constraints and problems in terms of educational policy making such as the discrepancy 

between the policy discourse and real life practices in education due to their special 

policy environment. Nevertheless, there is the scarcity of studies applying a 

comparative perspective to study of policy making.  

In terms of Turkey, very few empirical studies have been conducted on the 

process of policy making and none has been conducted in education policy making. It is 

an untouched research area waiting to be uncovered. Moreover, in the light of the 

findings of the empirical studies and few other theoretical studies, it is possible to 

describe the policy making tradition and practices in Turkey as elitist (only political and 

executive elites in the high levels of hierarchy can join the club of key policy actors) 

centralized, top-down and low public participation and civil interference rate. 

To conclude, educational policy formulation is a multidimensional, 

multifaceted, complex and dynamic system including many formal and informal key 

actors and affected by certain social, political, economic and cultural factors. The areas 

of policy making process in Turkey and the application of comparative methodology to 

study policy process are missing the literature and require attention to fill in the blanks 

both at the national and international level. Drawing on this framework, this study 

investigates the educational policy formulation process in Turkey and the U.S. from a 

comparative perspective to close the gap in the education policy research literature.  
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CHAPTER 3 

 

 

METHOD 

 

 

Method chapter is identified to be the skeleton of any study. It provides the 

basic structure and the steps of the study to guide the reader in following the path 

walked by the researcher. Thus, this section presents, first the overall design of the 

study which is followed by the research questions that guided the study. Then, it 

describes the context and the cases focused as unit of analysis along with the data 

sources. Data sources and data collection techniques are described in detail. Next, data 

analysis procedures are depicted step by step. Validity and reliability issues are 

explained in relation to the qualitative nature of the study. Last, but not the least 

limitations of the study are discussed.  

 

3.1. Overall Design of the Study 

Use of qualitative research methods in policy research has become more 

popular during the last two decades due to an increasing interest in describing and 

understanding complex systems, cultures and political and social relationships (Heck, 

2008; Ritchie & Spencer, 1994; Ritchie & Lewis, 2003; Yanow, 2007). In addition to 

these, policy process studies are very often designed as qualitative case studies (Hill, 

2005). Patton (2002) indicated that qualitative inquiry is highly appropriate for studying 

process when the focus is on “looking at how something happens rather than or in 

addition to examining the outputs and outcomes” (p. 159). What is significant here is 

the journey not the destination. Similarly, Ritchie and Spencer (1994) assert that to 

explore and understand social and public policy issues qualitative research is highly 

utilized.  

Heck (2008) defines “qualitative” methods as “a term for a wide variety of 

approaches, methods, and presentations” that can be used to describe and explain 

processes occurring within natural and everyday settings” (p. 215). In order to clarify 

the concept of “qualitative methods,” Bogdan and Biklen (1998, pp. 4-7) describe five 
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features of qualitative research. First feature is the “naturalistic setting.” The direct 

source of data is the actual setting. Describing and understanding the “context” is 

important as the action or phenomenon can best be understood in the setting it occurs. 

Second feature is the “use of descriptive data” which is mainly in the form of words or 

pictures rather than numbers. Any kind of verbal and symbolic data (interviews 

transcripts, field notes, videos, memos, photographs, official documents) are analyzed 

with all of their richness.  “Concern with process” is the third feature of qualitative 

research. Qualitative research is concerned with process rather than outcomes and 

products. It aims to examine events and meanings as they unfold and it focuses more 

on “How.” Fourth feature of qualitative research is “inductive data analysis.” Through 

the inductive exploration of data, patterns begin to appear and theory emerges from 

bottom up from many pieces of data rather than hypothesis testing. The last feature is 

social construction of meaning by the participants. In other words, “sense-making” that 

is how people make sense of their experiences and construct their world. Heck (2008) 

indicates that “policy activity is a socially constructed endeavor. The focus of qualitative 

study on understanding the meaning of events from those individuals who engage in 

them is unsurpassed for purpose of doing quality research” (pp. 215-216).  

All main features of the qualitative research fit the aims of the current study 

which is to probe the complex nature and the dynamics of the policy formulation 

process of two educational policies in two countries. It calls for a qualitative research 

design as it examines phenomena that occurred in two different natural settings; it 

focuses on the process of how educational policies are formulated under what 

conditions- in which context, and by which agents (persons or groups); it places 

significant importance on the perspectives and the perceptions of people who took 

active part in the policy process in order to analyze how they make sense of the policy 

and the process; it aims at  collecting data through interviewing these people and texts 

produced throughout or after the process: and it applies inductive exploration of data 

gathered through interviews and documents. Thus, the current study employs a 

qualitative case study design which is based on comparative framework as there are 

two cases from two countries.  
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3.1.1. Case Study 

Case study is “a detailed examination of one setting, or a single subject, a single 

depository of documents or one particular event” (Bogdan & Biklen, 1998, p. 54). 

Patton (2002) describes that a case can be a person, an event, a program, an 

organization, a time period, a critical incident or a community. He adds that “a 

qualitative case study seeks to describe that unit in depth and detail, holistically and in 

context” (p. 55).  Ritchie and Lewis (2003) identify the distinctive feature of case studies 

as being multiplicity of perspectives which are rooted in a specific context, thus 

integration of different perspectives on the context builds up very detailed in-depth, 

holistic, comprehensive and contextualized understanding. Yin (2009), on the other 

hand, provides a twofold and more technical definition:  

(1) A case study is an empirical inquiry that 
a. investigates a contemporary phenomenon in depth and within its 

real-life context, especially when 
b. the boundaries between phenomenon and context are not clearly 

evident.   
(2) The case study inquiry  

a. copes with the technical distinctive situation in which there will be 
many more variables of interest than data points, as one result 

b. relies on multiple sources of evidence, with data needing to 
converge in a triangulation fashion, and as another result 

c. benefits from the prior development of theoretical propositions to 
guide data collection and analysis (p. 18). 
 

Merriam (1988) signifies four characteristics of case studies distilled from 

various authors. She identifies the essential properties of qualitative case study as; (a) 

particularistic meaning that case study focuses on a particular situation, event, 

program, or phenomenon; (b) descriptive meaning providing a rich thick description of 

the phenomenon under study; (c) heuristic meaning illuminating the reader’s 

understanding of the phenomenon; and (d) inductive meaning that generalizations, 

concepts, or hypotheses emerge from data grounded in the context (pp. 11-13). 

Heck (2008) pointed out that case study is being used extensively in policy 

research due to its strength in bringing “together a wealth of information from a variety 

of sources that can be used to examine a situation” and “describing the context and the 

behavior in which policy processes take place” (p. 208). Conceptualizing a case study 

requires “bounding” the case or determining how it is to be defined based on the 

setting, subjects or time (Heck, 2008, p. 208). Heck notes that in the policy research a 

case can be bounded by the policy actors, or a period of particular reform.  Current 
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study draws on the strengths of the case study method and it is bounded by (a) policy 

type (educational policy on career development of teachers); (b) geographical location 

(Turkey and Wisconsin, U.S.); (c) time (it covers only the period from the birth of the 

policies as an idea until the policies are promulgate); and (d) theoretical proposition (in 

terms of policy cycle, it focuses on agenda setting and formulation phases, not 

implementation and afterwards). Moreover, it relies on multiple and rich data sources, 

interviews with key policy actors and documents related to policies and it utilizes the 

previous research to guide the study.   

As this study is built on two cases in different sites, it is classified as multi-site 

case study (Heck, 2008; Merriam, 1988). It involves “selecting more than one case for 

cross-case comparisons (Heck, 2008, p. 220). Scope of comparison can be cross-national 

or within one geographical unit but in different times or with different policies 

(Theodoulou, 2002). Ragin (1987) points out that comparative method utilizes a case-

oriented research strategy. He (1987) further notes that in the qualitative research, 

cases are “viewed as configurations- as combination of characteristics,” (p. 3) and 

treated as wholes. Multiple case study is an attempt “to increase generalizability” and 

to see “processes and outcomes that occur across many cases or sites, to understand 

how they are qualified by local conditions and thus to develop more sophisticated and 

more powerful explanations” (Miles & Huberman, 1994, p. 172). Comparison of the 

cases is one of the purposes that shaped and guided the current study. It aims at 

comparison of actors, institutions and processes within the borders of the cases. Levels 

of comparison are state in the U.S. and national in Turkey. Units of comparison will be 

educational policies about teacher career development in both countries. Policy 

formulation process in terms of these policies is analyzed, described and interpreted 

using qualitative research methods. 

 

3.2. Research Questions 

The purpose of this study is to investigate the formulation process of 

educational policies in the U.S. and Turkey which have different political and legislature 

structures; at the state level in the U.S. and at the national level in Turkey focusing on 

the distinctive features of educational policy formulation within a multidimensional 

frame including political, socio-cultural, and economic issues and key decision makers 

and their influence along the possible problems and solutions. To serve this purpose 
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research questions were determined after intensive reading on policy making and 

educational policy making research. Due to messy and complex nature of policy making 

literature, research questions were carefully delineated to provide a clear theoretical 

and methodological framework. Throughout the study, they were modified by the 

researcher and the experts. Six attendant questions guided this study are: 

1) What were the existing problems in Turkey and Wisconsin, U.S. that led to 

formulation of CLT and PI34 as educational policy initiatives? 

2) In what kind of political, economic and social context did the emergence of 

these policies take place in Turkey and Wisconsin, U.S.?  

3) Who were the key actors or decision makers in the development of these 

policies and how did these people or groups influence the policy formulation in 

Turkey and Wisconsin, U.S.? 

4) How did policy formulation process take place in Turkey and Wisconsin, U.S. and 

what is the nature of this process in Turkey and Wisconsin, U.S.? 

5) How did the political and legislature structure affect the agenda-setting and 

policy formulation in Turkey and Wisconsin, the U.S.?  

6) What are the similarities and differences between the policy initiatives in Turkey 

and Wisconsin, U.S. in terms of educational policy formation?  

 

3.3. Research Context and Cases 

Two cases are selected from two different countries as Turkey and U.S. In the 

U.S., as it was mentioned above, level of comparison is state, namely the state of 

Wisconsin. The reasons to choose the state as the level of comparison constitute some 

practical and theoretical issues. First of all, as it is well-known, the U.S. lacks a 

centralized national education system, a national curriculum and a strong federal 

control or governance. Education was left to states as a policy area by the Constitution 

in 1787, and most of the states passed the control over education to local school 

districts (Dye, 1975; Fowler, 2009; Goertz, 1999). Thus, education system is highly 

decentralized and shows an incredible variation across the U.S (Cibulka, 2001). Though 

the federal government has been more active and initiated a more aggressive 

involvement in education policy since 1990s, compared to state governments it is still 

considered weak due to the low number of policies designed at the federal 

government. Moreover, expansion of state role in education policy in the last 50 years 
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has placed the states “in the center of the complex intergovernmental network that 

governs public education” (McDermott, 2009, p. 749).  

Based on the issues mentioned, state level is taken as a level of comparison 

against Turkey which has a highly centralized national education system with a very 

strong central authority. In Turkey, Ministry of National Education is the legal authority 

to govern all the formal and nonformal education activities. Education system shows a 

top-down administrative structure in which the policies are developed at the center and 

communicated down to the individual schools or teachers through a hierarchical 

communication process. Due to these differences between Turkey and U.S., 

concentrating at state level makes comparison more plausible.  

Practical reasons to focus on state level in U.S. include having a higher 

likelihood to reach the persons who took part in the policy making process of the 

selected policies, and the physical distance of researcher to state capitol which is 

central to the policy making process. Next part presents descriptive information to 

depict the current educational context of education in two cases along with the data 

from the various related domains.  

According to the results of 2011 Address Based Census, population of Turkey is 

74. 724.269. Proportion of urban population is 76.8%, and its share is increasing 

gradually (TSI, 2012). Moreover, age group between 0-14 constitutes 30% of the 

population. It has a growing economy and per capita personal income was indicated to 

be $10.410 for 2011 (World Bank, 2012). In terms of education, it has a centralized 

system governed by Ministry of National Education (MoNE).  According to the 

Unification of Education Law no 430 issued on 06.03.1924, the MoNE is commissioned 

with the duty of reaching the goals set for Turkish National Education on behalf of the 

state. The central organization of the Ministry comprises the Ministerial Office, the 

Board of Education and Discipline, main service units, advisory and supervisory units, 

auxiliary units and the Project Coordination Centre established at the approval of the 

Minister (OECD, 2005). MoNE is the central decision authority on almost every issue 

related to education from resource allocation to school renovation and in-service 

training (World Bank, 2005). The provincial organization comprises of directorate of 

national education established in 81 provinces and 892 districts appointed by the 

center. Curriculum is determined centrally by the Board of Education at the national 

level and course books written by the same board are distributed to every student in 
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the country free of charge. Teacher education is offered by four-year 65 public and 

seven private education faculties (YÖK, 2012). In terms of teacher recruitment, all 

recruitments (tenure or contractual) are conducted by MEB (centrally) in concern with 

the KPSS examination scores and province and school preferences of the candidates. In 

the process of teacher placement, local and school level administrators have no effect 

(Eurydice, 2012). With the latest policy reform adopted in early 2012, compulsory 

education was increased to 12 years from 8 years with a significant structural change 

which was based on 4 years primary + 4 years lower secondary + 4 years upper 

secondary education.  Statistics about certain education indicators can be seen in Table 

3.1.  

Wisconsin, which became the 30th state admitted to the United States, is 

geographically located in middle-west area of America and is one of the Great Lakes 

states. Population is about 5.69 million according to 2010 Census data (USA Census 

Bureau, 2012), 90% of which is identified to be white. 65% of Wisconsin’s population 

lives in the urban areas, concentrated in the Southeastern parts of the state, even 

though the agriculture is one of the main economic activities in the state (Kozleski, 

Sullivan, & Waitoller, 2008). Wisconsin’s per capita personal income was $38,432 in 

2010 (Wisconsin Blue Book, 2012).  

In terms of educational governance and system, there is no state board of 

education in Wisconsin unlike other 49 states, and the chief state school officer (state 

superintendent) is elected. At the regional level, there are 12 cooperative educational 

service agency boards responsible for the governance of their region. Members of 

cooperative educational service agency boards are appointed by participating local 

school boards. Administrators of these agencies are appointed by cooperative 

educational service agency boards. At the local level, there exist 443 local school 

districts governed by common school district school boards, elementary school district 

school boards, unified school district school boards and union high school district school 

boards. Local school board members are elected. 443 local superintendents are 

appointed by local school boards. Curriculum is determined locally though there is an 

increasing unification due to standardized tests imposed from federal level. In the same 

vein, in 2010, Wisconsin adopted the Common Core Standards for English Language 

Arts, Mathematics, and Literacy in all content areas. Education is compulsory for 12 
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years between 6 and 18 years. Educational statistics can be seen in Table 3.1 in 

comparative to Turkey. 

  

Table 3.1 

Basic Educational Statistics of Turkey and Wisconsin 
 

 Turkey1 Wisconsin2 

# of Public schools 39964 2.181 

# of Primary and secondary school enrollment  15.360.451 872.286 

# of Private school enrollment 425.136 125.372 

# of Teachers  729.900 58.722 

Annual salaries $27920* $52,031 

Educational expenditure per pupil 978TL** $10,791 

Graduation rate from high school  45%*** 85.7% 
Note: 1: 2010-2011 data compiled from MoNE National Education Statistics, 2012 
           2: 2010-2011 data compiled from Wisconsin Blue Book education statistics  
           *2009 data- Average of primary and secondary education teachers, compiled from OECD     
           Education at a Glance Report  
           **2002 data compiled from Educational expenditure survey results (TSI, 2012)  
           ***OECD 2009- This figure shows the percentage of young people graduating from upper-  

 secondary programs. It represents the relationship between all the graduates in a given 
year and a particular population.  

 

Before focusing on the selected policies, candidate policies were screened for 

comparability in terms of content and time line. Researcher collected data about 

candidate policies and after a preliminary consideration of the data collected, two 

policies “Teacher Education Program Approval and Licenses, PI 34” in Wisconsin,  U.S. 

and “Career Ladders for Teachers ” (CLT) [Öğretmenlik Kariyer Basamakları] in Turkey 

were selected as cases based on their similarity in the goals and structure, despite 5 

years of difference in promulgation. The cases selected are of a most similar nature in 

order to increase the comparability and they constitute the unit of analysis. Table 3.2 

shows the main features of the two policies. 

CLT was developed between the years 2002-2005 and covers only teachers, not 

other school personnel or administrators. The criteria for promotion were identified for 

those teachers who did not complete Masters or PhD in education out of 100 points 

based on years of experience, training, scientific and cultural activities, and the national 

exam. 100 points is distributed among evaluation criteria as 10% of the years of 

experience, 20% of the in-service training, 10% of the scientific and cultural activities, 



103 
 

10% of the professional register and 50% of the nation-wide test.  The test involved 

multiple choice questions in four main competency areas; a) Turkish, b) General 

knowledge and culture, c) Pedagogical knowledge and, d) National education system 

and legislation.  

 

Table 3.2 

General Features of CLT and PI34 Policies 
 

 Turkey Wisconsin 

Name of the Policy Career Ladders for Teachers Teacher Education Program 
Approval and Licenses 

Policy type Regulation Administrative rule 

Issued in 2005 2000 

Issued by  Ministry of National Education Wisconsin Department of Public 
Instruction 

Goal(s) -to increase the social and 
economic status of teachers 

-to regulate the professional 
development of teachers and to 
provide a career path 

- to restructure educator 
preparation and licensing 

- to develop teacher standards  

- to regulate performance 
based assessment of 
preparation and practice  

-to regulate the stages in career 
long professional development 

Teacher Career 
Stages 

1) Teacher 

2) Professional teacher  

3) Master teacher [Başöğretmen] 

1) Initial educator 

2) Professional educator 

3) Master educator 

Measures used for 
licensure and 
promotion 

A national exam for master and 
professional teacher stages.  

Or having an M.A. degree in 
educational sciences for 
Professional Teacher level and a 
PhD level for Master Teacher level.  

Professional development plan 
(PDP): a portfolio including 
samples of pupil work, student 
performance measures, 
curriculum adaptations, college, 
university course work, and 
action research projects and 
results 

Licensure period Teacher: Tenure 

Professional teacher: Tenure 

Master teacher: Tenure 

Initial educator: 3-5 years (non-
renewable) 

Professional educator: 5 years 
(renewable) 

Master educator: 10 years 
(optional) 
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The test was conducted for the first and last time in November 2005. Just after 

the test, in 2006 winter the regulation was invalidated by the Constitutional Court as 

the result of the lawsuit filed by the opposition party MPs. Yet, with this first test, more 

than 90.000 teachers received the title “professional teacher” and more than 2.000 

teachers received the title “master teacher.” During the following years, no other tests 

or initiations have made related to CLT until the beginning of 2012. With the public 

mandate dated 25.03.2012 issued by MoNE General Directorate of Teacher Education 

and Training, MoNE released its intent to redesign the CLT. However, no further 

information is held related to latest situation of CLT. 

PI34 that was developed in 6 years was built on 10 standards for teachers and 7 

standards for pupil services professionals and administrators. To receive a license to 

teach in Wisconsin, an applicant should complete an approved program and 

demonstrate proficient performance under all of the following standards: 

1. Teachers know the subjects they are teaching.  
The teacher understands the central concepts, tools of inquiry, and 
structures of the disciplines she or he teaches and can create learning 
experiences that make these aspects of subject matter meaningful for 
pupils. 

2. Teachers know how children grow.  
The teacher understands how children with broad ranges of ability learn 
and provides instruction that supports their intellectual, social, and 
personal development. 

3. Teachers understand that children learn differently.  
The teacher understands how pupils differ in their approaches to learning 
and the barriers that impede learning and can adapt instruction to meet 
the diverse needs of pupils, including those with disabilities and 
exceptionalities. 

4. Teachers know how to teach.  
The teacher understands and uses a variety of instructional strategies, 
including the use of technology, to encourage children's development of 
critical thinking, problem solving, and performance skills. 

5. Teachers know how to manage a classroom.  
The teacher uses an understanding of individual and group motivation and 
behavior to create a learning environment that encourages positive social 
interaction, active engagement in learning, and self-motivation. 

6. Teachers communicate well.  
The teacher uses effective verbal and nonverbal communication 
techniques as well as instructional media and technology to foster active 
inquiry, collaboration, and supportive interaction in the classroom. 

7. Teachers are able to plan different kinds of lessons.  
The teacher organizes and plans systematic instruction based upon 
knowledge of subject matter, pupils, the community, and curriculum goals. 
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8. Teachers know how to test for student progress.  
The teacher understands and uses formal and informal assessment 
strategies to evaluate and ensure the continuous intellectual, social, and 
physical development of the pupil. 

9. Teachers are able to evaluate themselves.  
The teacher is a reflective practitioner who continually evaluates the 
effects of his or her choices and actions on pupils, parents, professionals in 
the learning community and others and who actively seeks out 
opportunities to grow professionally. 

10. Teachers are connected with other teachers and the community.  
The teacher fosters relationships with school colleagues, parents, and 
agencies in the larger community to support pupil learning and well-being 
and acts with integrity, fairness and in an ethical manner (DPI Web Site, 
2012). 

 
PI34 brought new requirements for higher education institutions for teacher 

education as well as for school districts. Higher education institutions are required to 

update and align the curriculum of their programs according to standards specified to 

ensure a minimum standard level among the graduates of teacher training programs. 

Teacher licensing has been provided on three levels: initial, professional and master 

since 2004.  

An initial educator is an individual who has successfully completed an approved 
education preparation program after August 31, 2004, and who is issued a five-
year Initial Educator License by the department for the first time in a particular 
licensure category. After completion of a Professional Development Plan and 
three-five years of experience in the license category, an initial educator can 
advance to the Professional Educator Stage. An initial educator who successfully 
advances his or her license to a five-year Professional Educator license must 
renew this license throughout his or her career by successful completion of a 
Professional Development Plan (PDP) (DPI, 2011, p. 6).   
 
Statistics of DPI indicate that, in 2011, 11.518 initial teachers, 47.175 

professional teachers and 477 master teacher licenses were held by the Wisconsin 

teachers. In addition, administrators and school support personnel have gone through 

the same licensing procedure.  

 

3.4. Data Sources 

Case studies require a wide range of evidence “such as direct observation, 

interviews with participants, documentary records (e.g., documents detailing actions, 

legislative documents, election results, media reports), artifacts, and secondary 

analyses of others’ research” (Heck, 2008, p. 209) to be able to provide a holistic and 

detailed description of a phenomenon or to answer the questions why and how 
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something happened.  Based on this and the purpose of the study, two main sources of 

data were utilized in this study: interviews with key actors in policy making process and 

documents and text produced throughout or after the process.  

 

3.4.1. Interview Participants 

In-depth interviews were conducted with policy actors who actively took part in 

the formulation process of selected cases in Wisconsin and Turkey in order to 

understand “the lived experience of these people and the meaning they make of that 

experience” (Seidman, 2006, p. 9). Interviewees were selected through qualitative 

purposeful sampling which is based on the purpose of the study or criterion specified 

(non-probability) rather than random (probability) sampling. Purposeful sampling 

focuses on selecting information rich cases and key informants (Miles & Huberman, 

1994; Patton, 2002; Ritchie & Lewis, 2003). Patton (2002) defines information rich cases 

as “those from which one can learn a great deal about issues of central importance to 

the purpose of the inquiry” (p. 230). In this study, snowball/chain sampling method 

(Miles & Huberman, 1994; Patton, 2002) was applied in order to locate and select the 

information-rich key informants who have special detailed knowledge about the policy 

making process of selected policies. The process of snowball sampling starts with 

finding well-situated people and asking them “Who knows a lot about _____? Or Whom 

should I talk to?” (Patton, 2002, p. 237). Each new informant talked creates one or 

more new chains in the sample, and the information rich cases are accumulated.  

While determining the participants, four criteria were employed. The first 

criterion was the involvement in the policy making process of the policies identified. 

Informants who were central to the process were sought. Second criterion was diversity 

of participants. Participants from different institutions who could portray the different 

sides of the policy making process were tried to be reached in line with the proposition 

of Allison (1971) that interviews with actors occupying various positions across the 

policymaking system provide depth and perspective to a case study. The third and 

fourth criteria were accessibility and willingness to participate. In both research 

contexts, contacted informants agreed to take part in the study, though some were 

difficult to reach and some were reluctant about the interviews.  

The reason behind the use of snowball/chain sampling method in this study lies 

in the nature of the policies. When rules, laws, or regulations are promulgated, people 
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who shaped, designed and legislated that policy are not identified in the final policy 

text. Especially, when a more closed policy making process is followed, it becomes more 

difficult to reach the core group of people and the decision makers. The two policies 

PI34 and CLT had the same problem, the researcher had a reach to the original text of 

two policies promulgated yet there existed no publicly reachable information about the 

decision makers.  

Only piece of information the researcher had about PI34 was that it was 

developed by Department of Public Instruction (DPI) of State of Wisconsin. Thus, after 

she had had this information, the researcher first talked to her classmate who was 

working in DPI part time. This person arranged a contact person in DPI who might have 

been helpful. This contact person in DPI was an officer working there for 20 years, he 

was not involved in the policy making process of PI34, yet he knew almost everyone 

who was part of the process. He provided help in contacting the informants as well as 

giving their names and contact information. So the chain started with him; and 

continued with seven key informants. Two names were mentioned repeatedly during 

the interviews and were recommended as valuable by a number of different 

informants. Researcher contacted these two informants and could conduct interviews. 

All of the interviewees were key actors and represented the groups who were part of 

the policy making process. Informants’ status and roles when PI34 was developed is 

presented in Table 3.3.  

 

Table 3.3 

Interview Participants of PI34 and Their Positions 
 

Organization Position During the Development of PI34 

DPI --State Superintendent 

 --Director of Teacher Education and Licensing Bureau 

Legislature --Senator, Chairman of Senate Education Committee  

 --Legal advisor in Wisconsin Legislative Council 

Union --Manager of Professional Development and Education Policy 
Division of Wisconsin Education Association Council (WEAC) 

Higher Education --Dean of School of Education in Alverno College and Leader of 
Standard and Assessment Work Group 

Private Schools --Assistant Superintendent of Catholic Schools in Madison and 
Member of Group that developed implementation for PI34 
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In terms of CLT, the researcher started her journey with the Board of National 

Education as she knew that CLT was approved by the Board before it was promulgated. 

Hence, the researcher contacted the former head of Board of National Education. He 

was the first interviewee and he provided several names to contact, especially within 

the Ministry of National Education (MoNE) and Board of National Education. 

During the interviews of CLT, a name was also repeated as the key actor and 

recommended to include in the study. This name was also included in the study. The 

interviewees and their positions during the development of CLT were presented in 

Table 3.4.  

 

Table 3.4 

Interview Participants of CLT and Their Positions 
 

 

 Through snowball/chain method, following the criteria described above, 14 key 

informants from different institutional backgrounds who knew about the policies 

undertaken were reached and they provided rich insights and perceptions of the 

policies and policy making processes. Thus, at the end, maximum variation of sample 

was reached.    

 

3.4.2. Documents 

Second source of information for the study came from the documents. 

Documents refer to all kind of printed and written materials, videos, films, photos, 

diaries and other artifacts. They can reveal rich and valuable information about the 

context, setting, and the history of a case or the perceptions of the participants about 

Organization Position During the Development of CLT 

MoNE --Assistant General Director of Teacher Education and 
Training Directorate (GDTTE) 

 --General Director of Personnel Directorate  

 --Bureau director in GDTTE, Chair of Committee which 
developed the policy 

Board of National Education --Head of the Board of National Education 

 --Director of Legislation Bureau  

--Bureau Director  

Union --President of a well-known union 
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the case and can fill in the blanks left during the observation or interviews (Marshall & 

Rossman, 1999; Yin, 2011). Yin (2009) lists the strength of documents as: 

 Stable- can be reviewed repeatedly 

 Unobtrusive-not created as a result of the case study 

 Exact- contains exacts names, references, and details of an event 

 Broad coverage- long span of time, many events and many settings (p. 
102). 
 

 In terms of policy research, policy texts and documents issued by the agencies 

of the state and other institutions are interpreted as expressions of political intention 

and educational policy documents clearly reflect the values of dominant power/group 

(Berkhout and Wielemans, 1999). As Olssen et al. (2004) identified policy documents 

are interpreted as the expression of political purpose that is the statements of the 

courses of action that policy makers and administrators intend to follow. Thus, 

documents constitute an important foundation for this study. 

Bogdan and Biklen (1998) classified documents under three groups; personal 

documents, official documents and popular culture documents. In line with the aims of 

this study official documents that are “produced by organizational employees for 

record-keeping and dissemination purposes” (Bogdan & Biklen, 1998, p. 58) were 

collected. These primary documents are minutes from public hearings and executive 

sessions of the committees, newsletters, yearbooks, Congressional Records, legislative 

records, internal and external correspondences- e-mails and letters, work group 

reports, and marked-up drafts of the policies and the final version of the policies. In 

addition to these primary official documents, the researcher utilized secondary 

documents such as previous research on the policies, Constitutions, government plans, 

statistical yearbooks, newspaper articles and reports of international organizations on 

education to enrich the information about the cases.  

Documents related to PI34 mainly were copied from the archives of 

Department of Public Instruction with verbal permission. As there were boxes of 

disorganized and not properly filed documents, the researcher went through all the 

boxes and sorted out the types of the documents. Then she applied criterion based 

purposeful sampling method (Patton, 2002, p. 238) to select the information-rich key 

documents providing detailed and important information related to PI34. For example, 

there were almost one hundred written testimonies from public hearings held across 

the state, and among these written testimonies, the researcher selected the opposition 
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and support testimonies in equal numbers. She applied the same method to drafts of 

the policy as there existed several copies. Among the drafts she made a selection based 

on the date; one from the initial phases, one from the middle of the process and one 

through the end of the process. Other than these she copied all of the public hearing 

records and minutes, information bulletin published by DPI, and newspaper articles 

archived by DPI. In addition to DPI archives, some of the documents were handed by 

the interviewees and other documents such as legislative records and constitution were 

reached through the web site of Wisconsin government. A detailed list of the 

documents related to PI34 can be found in Table 3.5.   

Documents related to CLT were also taken from the agency that issued the 

policy that is MoNE and more specifically General Directorate of Teacher Training and 

Education (GDTTE). Researcher had to obtain an official written permission to be able to 

take the copies of the documents. Hence an official letter was written and signed by the 

dissertation advisor and it was sent to Undersecretary through official channels. Only 

after the approval of Undersecretary, documents were copied. The archive of GDTTE 

was in a similar condition to DPI, however the amount of documents filed was much 

less than PI34. The researcher followed the same procedure to select the documents. 

First she went through all of the files and then with the criterion based sampling 

method, she picked up the information rich documents among the internal and external 

communications. Official documents received from GDTTE are comprised mainly of 

written correspondences among the units of MoNE including the reviews and 

suggestions of those units as well as calls for meetings and commissioning orders. In 

addition to these, reports of the committee that developed the CLT including the 

modifications done along with the drafts were copied. Unfortunately, there was no 

single minute from the meetings held in MoNE.  Other documents utilized were 

legislative records received from Turkish Grand National Assembly (TGNA), and reports 

and yearbooks of MoNE reached through their website, party program of Justice and 

Development Party (JDP), census records taken from Higher Election Council (HEC). A 

detailed list of the documents that served as data source to CLT is presented in Table 

3.5.  
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Table 3.5  

Documents Used as Data Source for Each Case  
 

PI34- Wisconsin CLT- Turkey 

--Wisconsin Blue Book (Almanac of Wisconsin 
state government) 

--Wisconsin Legislative Council Administrative 
Rules Procedure Manual 

--Legislative Record of PI34 

--Rule: PI34 

--Marked drafts of PI34 

--Records and minutes of Legislative public 
hearings 

--Records of DPI public hearings 

--Information bulletins on PI34 released by 
DPI 

--Task Force Report on Restructuring Teacher 
Education and Licensure in Wisconsin 

--Report of the Work Groups of Teacher 
Assessment, License Stages and License 
Categories 

--Written testimonies for and against 

--Newspaper Articles 

--Written correspondences between DPI 
officers and education interest group 
leaders 

--Newsletters from Unions 

--Records of TGNA Education Committee 
Meeting  

--Law No:5204 

--Urgent Action Plan 

--Regulation of CLT 

--Drafts of CLT 

--Correspondences within MoNE units 

--Correspondences between MoNE and 
other governmental units 

--Report on work on the Regulation of CLT 

--MoNE report Organization of Turkish 
Education System 

--UN: Public Administration Country Profile- 
Turkey 

--OECD. (2005). Basic Education in Turkey: 
Background Report. 

--World Bank Education Sector Report 

--UNESCO report “Recommendation 
Concerning the Status of Teachers” 

--Newsletters from  Unions 

--National Education Council Reports 11, 12, 
15 

 

At the end, the researcher ended up with almost 500 pages of documents. All 

these documents revealed invaluable data about the context and the history of the 

policies as well as the key policy actors and their perceptions related to policies. They 

provided good cross-check for the interviews and filled the gaps left by the informants 

and helped a lot to recreate the trajectory and the story line of the policy making 

processes of PI34 and CLT.    

 

3.5. Data Collection 

 Data was collected in the U.S and in Turkey consecutively through in-depth 

interviews. Next part presents the development of interview schedule and data 

collection process.  
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3.5.1. Interview Schedule  

Interviews are among the main data sources of qualitative research (Bogdan & 

Biklen, 1998; Marshall & Rossman, 1999; Ricthie & Lewis, 2003). Interview is a useful 

way to get large amounts of data quickly, and to reflect the thoughts and feelings of the 

interviewee. Patton (2002) identifies three types of interview as informal 

conversational; the general interview guide approach; and the standardized open-

ended interview. Bogdan and Biklen (1998) also categorize three types of interviews: 

structured, semi-structured and open-ended. For the current study, semi-structured / 

general interview guide approach was used as an interview strategy in order to conduct 

interviews with the key policy makers identified above.  

As Patton identifies “an interview guide is prepared to ensure that the same 

basic lines of inquiry are pursued with each person interviewed and makes it more 

systematic and comprehensive” (p. 342). Yet, there is still room for interviewer to build 

conversation within a particular subject matter area. The important point is “to keep a 

balance between structured and controlled inquiry and dynamic interaction with the 

matter being researched” (Kagan, 1994, cited in Vidovich, 2003). Ritchie and Lewis 

(2003) refer to this as combining the structure with flexibility. The interview guideline 

assures that the interviewer has carefully planned and decided how to make best use of 

the time available. Moreover, it “provides a framework within which the interviewer 

would develop the questions, sequence those questions, and make decisions about 

which information to pursue in greater detail” (Patton, 2002, p. 344). Semi-

structured/interview guide interview allowed researcher to arrange the interview in a 

flexible way in order to adjust the interview according to the characteristics and 

demands of a wide range of interviewees from different groups- from ministry officers 

to union administrators while staying focused and following an order.  

The design of the interview schedule started with an extensive literature 

review, yet limited number of similar studies previously conducted and comparative 

nature of the study made it challenging to develop questions that could be asked about 

both policies in both contexts. Nevertheless, based on the conceptual framework taken 

from the literature review and the preliminary analysis of documents collected about 

the policies, interview schedule was developed in English and it was revised by an 

academician in educational policy area for the language, theoretical framework, scope 

and depth of the questions. When the final agreement was reached on the draft of the 
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interview schedule, it was revised further by two academicians from education policy 

and leadership areas. All in all, it was designed in four months through the use of 

theoretical and empirical studies, analysis of policies and expert view while the 

researcher was in Wisconsin-Madison, U.S. The Turkish translation was done by the 

researcher and was checked by two experts from educational sciences and qualitative 

research for its clarity, language and theoretical framework (see Appendix E for English 

and Appendix F for Turkish versions of the interview schedule). 

The final version of interview schedule was comprised of five main parts; 

descriptive information about the informants, questions related to agenda setting, 

questions related to key actors, questions about policy formulation, information about 

the wider context and conclusion. Under these five parts, three types of questions were 

used to retrieve information about the policies; background questions about the 

informants’ background and demographic characteristics such as “What is your current 

position and Which organization are you affiliated with?” Or “Could you describe to me 

how you were involved in the process which led to the enactment of the policy, PI 34? 

What was your role specifically? And for how long were you involved in this process?” 

Second group of questions were related to informants’ thoughts, perceptions, 

evaluations and roles and responsibilities related to the process of educational policy 

formulation in the specified context. Some example questions are “How can you 

describe the context in which PI 34 was created? What was the political terrain/context 

like? How can you describe the power distribution in the political arena?” The third 

group of questions were related to problems and solutions and informants’ suggestions 

concerning the process such as “What were the main problems (if any) which you faced 

with during the agenda setting and formulation phases? What were the strategies and 

ways used to overcome the difficulties and problems?”  Interview schedule included 20 

questions with the background questions and closing question.   

 

3.5.2. Data Collection Procedure   

After the development of interview schedule, the researcher prepared a 

proposal including rationale, research design and the data collection instrument for IRB 

approval from the University of Wisconsin-Madison Human Research Protection 

Program, and she completed an online training on working with human subjects. 

Following the completion of the training and passing the exam, the researcher applied 
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for the IRB review process in March 2009. Following a thorough review process IRB 

required modifications in May 2009 and the modifications were immediately done and 

the application was updated. One month later on June 08, 2009 IRB approval was 

received (See Appendix G for IRB Approval).  

While waiting for the approval, the researcher tried to create contacts in DPI to 

be able to locate the interviewees. Upon the IRB approval, she started to contact the 

possible candidates whom the contact in DPI provided. When the researcher received 

the names of possible interviewee candidates through snowball sampling, she also tried 

to obtain their contact information. After that she contacted four of the informants 

herself via phone and e-mails and other three were contacted by the DPI officer and 

meetings were arranged by him as well. The fact that policy was issued almost 10 years 

ago created a challenge in locating and reaching the people mentioned as many of 

them were retired, or had changed location. Yet, she could reach the key policy makers 

and all of the informants she contacted agreed to participate in the study. Seven 

interviews were conducted with the informants from different organizations.  Except 

one, all of the interviews were conducted face-to-face. Three interviews took place in 

the building of DPI, other interviews were conducted in the informants’ offices; two in 

Madison area and one in Milwaukee. State Superintendent accepted to be interviewed 

only by phone.  Thus, a phone interview that lasted for more than an hour was 

conducted with him. The interviews in Wisconsin were conducted between June 2009 

and August 2009 and on average took one hour. The shortest interview was 35 minutes 

and the longest was 1 hour 51 minutes.  

All of the informants except the State Superintendent were given a consent 

form, and one of the signed copies was left with the participants (See Appendix H for 

English version of Consent Form). All participants were also verbally reassured that they 

could withdraw at any time and that anonymity and confidentiality would be 

maintained at all stages of the study. Including the phone interview, all of the 

interviews were audio taped with the consent of the informants. During the interviews, 

the researcher followed the stages of an interview identified by Ritchie and Lewis, 

(2003) as arrival, introducing the research, beginning the interview, during the 

interview, ending the interview and after the interview (pp. 145-146). Informants were 

welcoming and helpful. All of the interviews took place in a positive atmosphere.  
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In terms of collecting the documents, following the IRB approval researcher 

contacted DPI about the archives and she received the approval through the contact 

person she had in DPI. This DPI officer gave the researcher a free working area and 

provided access to archives and the copy room. The researcher spent one week in DPI 

going over, sorting out, selecting and copying the documents. She received the approval 

of the officer for the documents she wanted to copy. 

Data collection part in Turkey started with the application for Human Subjects 

Ethics Committee Project approval in August 2009. Approval was received in September 

2009, and the researcher started to contact the possible informants. As it was stated 

before, first she contacted the former head of Board of National Education. She wrote 

him an e-mail first and called him from his office at the university several times to be 

able introduce herself and to make an appointment. It took almost two months to get 

an appointment from him, and it was possible due to his secretary. She arranged the 

meeting for the researcher in November 2009. Following this interview, the researcher 

contacted the names she received from him by phone and arranged two other 

interviews with the reference of the former head of the Board of National Education. In 

December 2009, three interviews were conducted with the bureaucrats in MoNE and 

Board of National Education. Meanwhile the name that reappeared in almost every 

interview was tried to be reached. It took 3 months to reach and arrange an 

appointment as he was retired from MoNE. He was interviewed in March 2010. On the 

other hand, union representative was in Istanbul, and it took some time to reach him as 

well. He was also contacted through the reference. In March 2010 union representative 

and the key member of the committee were interviewed. Another informant, a current 

Member of Parliament who was a high level bureaucrat at the time CLT was developed 

was also reached through an acquaintance working in the Parliament. The researcher 

tried to reach him herself for two months but it was possible only with the 

acquaintance. However, it was a meeting of 20 minutes and he was very busy with 

accepting some other visitors at the same time. Researcher could not follow the 

interview schedule and just could ask few questions. As voice recorder was not allowed 

and taken by the guards at the entrance of the Parliament, the researcher took notes 

but the data that came from him were not included in the analysis due to limited and 

fragmentary nature of the interview.  
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At the end of data collection process, seven face-to-face interviews were 

conducted with the key policy makers between November 2009 and March 2010. 

Except the union president, all of the interviews took place in Ankara, in the offices of 

the informants and lasted one hour on average. The shortest interview lasted 35 

minutes and the longest 1 hour 37 minutes. The researcher followed the same 

procedure as in America and gave all of the informants the consent form leaving one 

copy for them (See Appendix I for the Turkish version of the Consent Form). After 

reading the consent form, one bureaucrat in Board of National Education did not give 

approval for voice recorder, thus the researcher took verbatim notes.  

In relation to collecting documents, following the interview with the assistant 

general director of GDTTE, the official permission was obtained from the 

Undersecretary to take the copies of the documents. The researcher spent two half 

days in the archive room of GDTTE in December 2009. She followed the same selection 

process to form a sample of documents. Data collection process can be seen in Figure 

3.1. 

 

 

 

 

 

 

 

 

  

 

 

 

 
Figure 3.1. Data collection process in Wisconsin, U.S. and Turkey  

 

3.6. Data Analysis Procedures 

Data collected through qualitative research are generally unstructured and are 

voluminous. “A high proportion of it is text based, consisting of verbatim transcriptions 

of interviews or discussions, field notes, or other written documents” (Ritchie & 
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Spencer, 1994, p. 176) and it requires a clear organization. This study also had 

voluminous data as 15 hours of interviews and almost 500 pages of documents. First, all 

of the documents were read, indexed and organized in a clear way.  Then, interviews 

were transcribed verbatim by the researcher and after each transcription, interviews 

were listened to once more to check the transcriptions and to familiarize with the data. 

Patton (2002) notes that “transcribing offers another point of transition between data 

collection and analysis as part of data management and preparation.”  All of the 

transcriptions were uploaded into NVivo.8 qualitative data analysis software. NVivo is a 

computer software designed for Computer-Assisted Qualitative Data Management and 

Analysis (CAQDMA). The researcher preferred to use computer software instead of a 

word processor due to strengths of this software in organizing and analyzing the data, 

since it “facilitates storage, coding, retrieval, comparing, and linking” (Patton, 2002, p. 

442). Interview data were analyzed with NVvio.8, while documents were analyzed with 

pen and paper.  

Qualitative data analysis is guided by exploration, discovery and inductive logic 

(Patton, 2002). As a method of data analysis, inductive content analysis was applied to 

analyze the transcriptions of interviews and policy documents.  Patton (2002) defines 

content analysis as “analyzing text to identify core consistencies and meanings” (p. 

407). An inductive category development approach was followed without development 

of any preliminary codes, and analysis was conducted after the data collection in order 

to see the whole picture. In the inductive category development, categories emerge 

from the data rather than being imposed by the literature beforehand. The analysis is 

conducted to find out the natural variation and pattern in data. As this is a multiple case 

study, analysis was conducted in certain steps as coding data, generating themes and 

drawing conclusions for each case separately. Patton (2002) explains the data analysis 

for multiple case studies as:  

Where there are several cases to be compared and contrasted, an inductive 
approach begins by constructing individual cases, without pigeon holing or 
categorizing those cases. That is, the first task is to do a careful job 
independently writing up the separate cases. Once that is done, cross-case 
analysis can begin in search of patterns and themes that cut across individual 
experiences. The initial focus is on full understanding of individual cases before 
those unique cases are combined or aggregated thematically. This helps ensure 
that emergent categories and discovered patterns are grounded in specific 
cases and their contexts (p. 57). 
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 After taking long, undisturbed periods, texts were read twice and coded. A 

central element of data reduction is the coding. Saldana (2009) defines coding as “a 

method that enables you to organize and group similarly coded data into categories or 

‘families ’because they share some characteristic – the beginning of a pattern” (p. 8). In 

coding data, first of all, data were searched for regularities and patterns as well as for 

topics. Then, words or phrases that represent these topics and patterns were selected 

as coding categories. This process deals with attaching meaning labels to data chunks 

(Miles & Huberman, 1994). It is also named first-level/cycle coding. Saldana (2009) 

provides four methods to be used for first cycle coding;  

1. Attribute Coding (for all data as a management technique) 
2. Structural Coding or Holistic Coding (for all data as a “grand tour” overview) 
3. Descriptive Coding (for field notes, documents, and artifacts as a detailed 
inventory of their contents) 
4. InVivo Coding, Initial Coding, and/or Values Coding (for interview transcripts 
as a method of attuning yourself to participant language, perspectives, and 
worldviews) (p.48). 
 
InVivo coding was the basic coding method applied during the first cycle coding. 

An example of coding process in NVivo can be seen in Figure 3.2. In the figure, left side 

of the screen is the free node list. Free nodes (NVivo uses nodes instead of code) are 

later on all grouped into categories, into hierarchical tree nodes. On the right side, it 

shows the analyzed text and highlighted part for coding. After the generation of first-

level codes, free nodes, in order to understand the patterns, second level or pattern 

coding was done. First-level codes were pulled together to create more meaningful and 

more abstract units of analysis which will explain the patterns emerged in the data. 

These second-level codes are themes which groups certain codes under them. 

Generating themes and labeling them is very important for the results and writing up, 

as the findings of the study are based on these themes. Generated themes were 

checked again in order to control for internal homogeneity to see whether the data 

belonging to a theme held together in a meaningful way, and external plausibility to see 

the whole picture.  

Following the analysis of interviews, researcher analyzed the documents and 

incorporated the codes to NVivo as free codes and then moved them into related 

second level codes, categories, to strengthen the pattern. Documents provided 

insightful data, but did not change the code structure, instead they validated and 
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enriched the results. An example of coded documents from each case can be seen in 

Appendix J. 

  

 

 

 

 

 

 

 

 

Figure 3.2. Screenshot of coding with NVivo.8 

However, due to complex and multidimensional nature of the policy making 

process with intertwined and context depended factors interacting with each other, 

data analysis was very challenging. The researcher coded and recoded, categorized and 

re-categorized. Even during the writing of the results, rearrangement, re-categorization 

and modifications continued. Abbott (2004) describes this process with well defining 

metaphor; rearrangement and reclassification of coded data into different and even 

new categories is like “decorating a room; you try it, step back, move a few things, step 

back again, try a serious reorganization, and so on” (p. 215 in Saldana, 2009, p. 10). An 

example of the final tree nodes can be seen Figure 3.3.  
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Figure 3.3. Screenshot of hierarchical codes arranged in NVivo.8 

 

It is necessary to note that each case was treated separately following Yin’s 

(2009) suggestion. Thus, inductive analysis of interviews and documents described 

above was first completed for Wisconsin data and then Turkish data.  Then results were 

aggregated and the following list of codes, categories and general themes generated 

from each case was reached. (See Table 3.6) 

 

Table 3.6 

Themes, Categories and Codes Emerged from Data Analysis  
 

Theme 1: Setting the Stage – Policy Context 

PI34 - Wisconsin CLT- Turkey 

--Political context --Political context 

--Dynamics of the politics --Dynamics of the politics 

--Political culture --Political culture 

--Economic context --Economic context 

--Social context --Social context 

--National context --International context 

--International context  
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Table 3.6 (continued) 

Theme 2: Policy Issue – Emergence of Policy on Agendas 

              --Policy Problems in Wisconsin Policy Problems in Turkey 

                               --Concerns over Quality --low socio-economic and 
professional status of 
teachers 

--Dissatisfaction with the 
existing certification 
system 

--static and secure nature 
of teaching  

--Temporal Conditions- Window 
of Opportunity in Wisconsin 

--Temporal Conditions- Window 
of Opportunity in Turkey  

--national stream of 
restructuring teacher 
education and licensure   

--a powerful and single 
party government 

--pressure and readiness 
to change 

 

--Leadership  

Theme 3: Policy Actors - Dramatis Personae 

--Types and Roles of Policy Actors --Types and Roles of Policy Actors 

--Governmental policy 
actors 

--Governmental policy 
actors 

--Non-governmental 
policy actors 

--Non-governmental 
policy actors 

--Inclusiveness of the 
formation process 

--Inclusiveness of the 
formation process 

--Agendas and Networks --Agendas and Networks 

--Agendas of policy actors --Agendas of policy actors 

--Relationships among 
policy actors 

--Relationships among 
policy actors 

Theme 4: Structure and Nature of Policy Formulation Process 

--Phases of Policy Formulation --Phases of Policy Formulation 

--Appraisal phase --Formulation phase 

--Formulation phase --Dialogue phase 

--Dialogue phase  

--Consolidation and 
legislation phase 

--Consolidation and 
legislation phase 
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Table 3.6 (continued) 

--Constraints and challenges --Constraints and challenges 

--Nature of policy formulation 
process of PI34 

 --Nature of policy formulation 
process of CLT 

             --Collaboration  

              --Hammering out the     

                 differences 

 

Theme 5: Effect of Political and Legislature Structure on Policy Formulation 

--Effect of political and legislature 
structure on policy formulation in 
Wisconsin 

--Effect of political and legislature 
structure on policy formulation in 
Turkey 

--Bicameral legislature --Single party 
government 

--Decentralization --Bureaucratic structure  

--Legislators --Lack of participation 

--Inclusive system  

--Federal level 
involvement 

 

--Legislature System in 
General 

 

 

3.7. Trustworthiness 

 Next part presents the measures taken to guarantee validitiy reliability, 

researcher role and ethical considerations.  

 

3.7.1. Validity and Reliability  

LeCompte and Goetz (1982) contend that researchers should be able to 

demonstrate the credibility of their results and findings as “regardless of the discipline 

or the methods used for data collection and analysis, all scientific ways of knowing 

strive for authentic results” (p. 31). Patton (2002) specifies that “judging quality 

requires criteria” (p. 542). Lincoln and Guba (1985) propose four questions related to 

four construct criteria to judge the quality of the research: 

a) Truth value: How can one establish confidence in the “truth” of the findings 
of particular inquiry for the subjects (respondents) with which and the 
context in which the inquiry was carried out?  
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b) Applicability: how can one determine the extent to which the findings of a 
particular inquiry have applicability in other contexts or with other subjects 
(respondents)? 

c) Consistency: how can one determine whether the findings of an inquiry 
would be repeated if the inquiry were replicated with the same (or similar) 
subjects (respondents) in the same (or similar) context? 

d) Neutrality: How can one establish the degree to which the findings of an 
inquiry are determined by the subjects (respondents) and conditions of the 
inquiry and not by the biases, motivations, interests, or perspectives of the 
inquirer? (p. 290) 
 

Within the traditional (positivistic) quantitative research paradigm, responses 

to these questions evolved to be known as “internal validity,” “external validity,” 

“reliability” and “objectivity” respectively (Lincoln & Guba, 1985). These four criteria 

have been used dominantly in the positivist research tradition to judge the quality and 

the accuracy of the quantitative research findings. Nevertheless, due to 

multiperspective nature of the qualitative studies, judging the quality of the qualitative 

studies has been contentious for decades. Creswell (2007), Patton (2002) and Seale 

(2002) provide a comprehensive analysis of different perspectives dealing with the 

quality and trustworthiness of qualitative research. These perspectives range from 

applying quantitative criteria to judge qualitative research to considering validation as 

unimportant (Creswell, 2007). However, the most frequently applied perspectives were 

pioneered by LeCompte and Goetz (1982) and Lincoln and Guba (1985). LeCompte and 

Goetz (1982) adopted the positivist terminology and the criteria of quantitative 

research to qualitative research as qualitative inquiry failed to prove its quality and 

scientific value according to validity and reliability criteria of the quantitative tradition.  

Lincoln and Guba (1985, 2007), on the other hand, criticized the use of positivist 

terminology and criteria in qualitative inquiry and generated new language and 

terminology that are based on four construct criteria (truth value, applicability, 

consistency and neutrality) explained above. In addition to terminology, they developed 

unique techniques and strategies to establish the “trustworthiness” of the qualitative 

study (Creswell, 2007; Lincoln & Guba, 2007; Patton, 2002). The terms they generated 

are “credibility” to stand for “internal validity,” “transferability” instead of “external 

validity,” “dependability” for “reliability” and “confirmability” to stand for “objectivity” 

(Creswell, 2007; Krefting, 1991; Miles & Huberman, 1994; Patton, 2002). Later on 

Lincoln and Guba added a fifth criteria “authenticity” “which they believe is consistent 

with the relativist view that research accounts do no more than represent a 



124 
 

sophisticated but temporary consensus of views about what is to be considered true” 

(Seale, 2002, p. 105). Authenticity is based on showing that different range of realities is 

represented.   

Credibility (internal validity) deals with the accuracy of the results or the 

confidence in the truth of them (Creswell, 2007; Lincoln & Guba, 1985; Miles & 

Huberman, 1994). It includes assessing the credibility of informants and researcher 

interpretations. Literature on quality of qualitative research suggests a number of 

strategies to secure the credibility: triangulation, prolonged engagement and persistent 

observation, thick description, member checks, negative case analysis, and peer 

debriefing (Creswell, 2007; Guba & Lincoln, Merriam, 1988; Miles & Huberman, 1994; 

Patton, 2002; Shenton, 2004). Creswell (2007) proposes that minimum two procedures 

such as triangulation and thick description should be adopted by the researcher in any 

qualitative study. A comprehensive list of strategies compiled from different authors is 

presented in Table 3.7 along with terminology.   

Transferability (external validity) deals with the applicability of results to other 

contexts (Miles & Huberman, 1994) or whether findings fit into other settings. This can 

be achieved “by providing a detailed, rich description of the study setting, so that 

readers are given sufficient information to be able to judge the applicability of findings 

to other settings that they know” (Seale, 2002, p. 105). Dependability (reliability) is 

concerned with consistency and stability over time and across researchers and method 

(Miles & Huberman, 1994). Krefting (1990) indicates that “qualitative research 

emphasizes the uniqueness of the human situation, so that variation in experience 

rather than identical repetition is sought. Thus concept of dependability implies … 

variability that can be ascribed to identified sources” (p. 216). Confirmability 

(objectivity) refers to being neutral and free from acknowledged biases in the research 

procedures and results. However, Lincoln and Guba (1985) lay emphasis on the 

neutrality of the data rather than the neutrality of the researcher.  

Lincoln and Guba (2007) provide a list and brief explanation of techniques to 

meet the criteria described above and to establish the trustworthiness of the study. 

They include: 

For credibility: 
•Prolonged engagement—lengthy and intensive contact with the phenomena 
(or respondents) in the field to assess possible sources of distortion and 
especially to identify saliencies in the situation 
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• Persistent observation—in-depth pursuit of those elements found to be 
especially salient through prolonged engagement  
• Triangulation (cross-checking) of data—by use of different sources, methods, 
and at times, different investigators 
• Peer debriefing—exposing oneself to a disinterested professional peer to 
“keep the inquirer honest,” assist in developing working hypotheses, develop 
and test the emerging design, and obtain emotional catharsis  
• Negative case analysis—the active search for negative instances relating to 
developing insights and adjusting the latter continuously until no further 
negative instances are found; assumes an assiduous search  
• Member checks—the process of continuous, informal testing of information 
by soliciting reactions of respondents to the investigator’s reconstruction of 
what he or she has been told or otherwise found out and to the constructions 
offered by other respondents or sources, and a terminal, formal testing of the 
final case report with a representative sample of stakeholders. 
 
For transferability: 
• Thick descriptive data—narrative developed about the context so that 
judgments about the degree of fit or similarity may be made by others who may 
wish to apply all or part of the findings elsewhere (although it is by no means 
clear how “thick” a thick description needs to be, as Hamilton, personal 
communication, 1984, has pointed out). 
 
For dependability and confirmability: 
• An external audit requiring both the establishment of an audit trail and the 
carrying out of an audit by a competent external, disinterested auditor (the 
process is described in detail in Lincoln and Guba, 1985a). That part of the audit 
that examines the process results in a dependability judgment, while that part 
concerned with the product (data and reconstructions) results in a 
confirmability judgment (pp. 18-19). 

 
Table 3.7  

Summary of Criteria and Strategies to Establish Trustworthiness 
 

Construct 
Criterion  

Positivistic 
Research 
Perspective 

Qualitative 
Perspective 

Strategies or Techniques 

Truth value  Internal 
Validity  

Credibility 
Authenticity 

--Prolonged and varied 
engagement in the field 
--Persistent observation 
--Triangulation via use of 
different methods, data sources, 
informants and sites 
--Time sampling 
--Referential adequacy 
--Peer debriefing 
--Member checks 
--Reflexive (field) journal 
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Table 3.7 (continued) 

   --Structural coherence 

   --Referential adequacy 
--Adoption of appropriate well 
recognized research methods 
--Description of background, 
qualifications and experience of 
the researcher 

Applicability External 
Validity 

Transferability 
Generalizability  
Fittingness  

--Thick description 
--Purposive sampling 
--Reflexive journal 
--Comparison of sample to 
demographic data 
--Time sample 
--Dense description of context of 
study 

Consistency Reliability  Dependability 
Auditability  

--Dependability Audit 
--Reflexive Journal 
--In-depth description of 
research methods 
--Stepwise replication 
--Triangulation 
--Peer examination 
--Code-recode procedure 

Neutrality Objectivity  Confirmability --Confirmability Audit 
--Reflexive Journal 
--Triangulation to reduce to 
researcher bias 
--Admission of researcher’s 
beliefs and assumptions 
--In-depth description of 
research methods 

Note: Adopted from Krefting (1991); Lincoln and Guba (1985); Patton (2002); Shenton (2004) 
 

 Being aware of these propositions on the issue of quality and trustworthiness in 

qualitative research, following measures and precautions were taken to ensure the 

trustworthiness of the study: 

1.  In order to establish credibility, dependability and confirmability, triangulation by 

both data sources and data collection method was utilized (Miles & Huberman, 

1994).  In-depth interviews and comprehensive documentation were applied to get 

corroboration of the findings. Special care was taken to conduct interviews with a 

wide range of purposefully selected policy actors who took part in policy formulation 
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process to provide multiple perspectives on the policies. Furthermore, use of 

different documents as primary and secondary data sources facilitated the 

triangulation of interviews. Triangulation created a holistic framework both to 

analyze the data and to present the results. 

2.  In-depth interviews with open ended questions were conducted to achieve lengthy 

and intensive contact with the informants (Lincoln & Guba, 2007) and to receive 

detailed and rich descriptions and perceptions of the informants on the policy 

making process. Open ended questions that are free from bias and presumptions 

were developed with the expert opinion to elicit insightful, truthful and descriptive 

answers related to informants experience with the phenomenon. To ensure honesty 

in informants, only those who were willing to participate was interviewed and it was 

made clear that they could withdraw from the interview any time. The researcher 

tried to establish a rapport to be able to create an open and free atmosphere to talk. 

Moreover, interviews were audio recorded to prevent losing any information.  

3. Researcher tried to provide rich and thick description of the contexts, the cases and 

the informants as well development of the interview schedule and data collection 

procedures. It was taken care to provide a transparent data collection and analysis 

process.   

4. The researcher used all possible opportunities for scrutiny of the study by 

colleagues, peers, and academicians. During the time spent in America, the 

researcher had chances to present the research and the interview questions to 

several top notch academicians and PhD students in seminars and incorporated the 

feedback and reviews in the study and interview questions. Moreover, another 

Fulbright fellow from India who is experienced in interview research was consulted 

several times during the development of the interview schedule and data collection 

process. She also stated opinion on the data analysis and the results.  

5. A reflexive journal was kept by the researcher especially during the data collection 

process to record the impressions of each interview. This journal was used as a 

mirror for the researcher to evaluate the research and create an awareness of the 

bias, prejudices and assumptions.  

6. The researcher described her background, qualifications and experience as well as 

beliefs and assumptions in detail below in the researcher role and bias section.  
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3.7.2. Researcher Role and Bias 

The fact that data have to go through the mind of the researcher before it 

appears on the paper creates a threat against objectivity in qualitative research 

(Bogdan & Biklen, 1998). This is one of the highly discussed issues of the qualitative 

research. Yet, to achieve full objectivity is not possible and not required either. Instead, 

qualitative researcher has to be aware of his/her bias, prejudices, feelings and opinions 

about his/her research and reflect on them with the help of certain techniques such as 

reflective journals  and receiving critiques from colleagues. What is important here is 

“limiting the researcher’s biases, not eliminating them” (Bogdan & Biklen, p. 34). 

Researcher has to describe his/her bias “clearly enough to allow the reader to judge if 

bias has inappropriately influenced the research (Sampson, 2012, p. 8). Sampson (2012) 

states that researcher bias can stem from sources as experience, population, theory, 

intervention, funding and policy and can be brought into research by: 

 selecting a research question to satisfy an ulterior motive. 

 selectively including or excluding portions of the professional literature. 

 wording operational definitions of terms to reflect a particular point of 
view. 

 selecting specific variables, measures, treatments, participants, and data 
analyses that increase the chances of obtaining specific predetermined 
findings. 

 selectively emphasizing specific sources from the literature review in the 
discussion of the findings. 

 selectively including certain participants in the study 

 selectively emphasizing specific discussion points in the implications 
section. 

 
 In this study, researcher took care to minimize the effects of her own ideas, 

values, bias and her background and role on every phase of the study. She kept a 

journal about the data collection process and reflected on the interviews, the 

informants and her feelings and thoughts and shared her concerns with the colleagues.  

In terms of researcher characteristics and background, during the data 

collection, the researcher was a PhD student with 6 years of research assistantship 

experience in the academia. She had completed her Master thesis and worked on 

several research projects. She was involved in a comprehensive and international 

qualitative research and was experienced with the data collection and analysis 

methods. As she had been studying in English for the last 10 years, her language skills 

were enough to conduct interviews in English. The researcher collected her data in 
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Wisconsin, U.S. as a Fulbright fellow supported financially by Turkish Fulbright 

Commission.  The researcher realized that being a Fulbright fellow was prestigious and 

a big plus especially for reaching the participants and receiving approvals for taking part 

in the research and in building rapport during the interviews, as she received many 

comments and congratulation on the fellowship.  In many interviews, after the tape 

recorder stopped, the conversation continued informally.  

On the other hand, being a Fulbright fellow had no impact on the data 

collection process in Turkey. Moreover, there are few points important to note about 

the interviews in Turkey. First of all, reaching bureaucrats was difficult and required a 

reference to be able to get an appointment for the interviews. They needed the 

approval or permission of a higher level bureaucrat or executive or a reference name. 

This situation extended the data collection process in Turkey. Second, even though the 

researcher really tried hard to explain the confidentiality and anonymous use of the 

quotations, bureaucrats had trouble with signing the consent form and the voice 

recorder. Some of the informants were irritated by the consent form and asked many 

questions about the purpose of it. Only after the researcher had explained the purpose 

and use of it clearly and openly, they agreed to sign. Third, the interview process was 

interrupted several times by the visitors or phones, as interviews took place in the 

informants’ offices during the office hours. As an example, during the interview with 

assistant general director of GDTTE, the researcher had to pause the voice recorder 11 

times. She assured the informants that voice recorder was stopped when they talked to 

other people; she even explained to them the function of the red light on the recorder 

that was blinking during the recording to make them feel more comfortable. Moreover, 

the researcher stayed calm, patient, understanding and neutral to be able to keep the 

rapport and to complete the interview. But after leaving the interview room, she let 

herself be upset and frustrated. Yet, she always tried to start each interview in Turkey 

as nothing negative happened before. All these difficulties were also reflected in the 

journal the researcher kept throughout the process. 

Foreign language was not a challenge or did not have a big impact on the data 

collection or analysis process except one case which was the interview with the state 

superintendent. The interview was conducted on the phone and he was an elderly man. 

Thus, the researcher had to repeat some questions many times. Other than that only a 
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few words were re-asked by other informants during the interviews. But the researcher 

never felt she was lost or not understood.  

The main goal of the researcher was to conduct a descriptive study in order to 

picture the policy making process in both countries as objective as possible even though 

the context and the topic is highly political. Thus, she did not formulate the research 

questions to favor any group or institution or any theory and she did not have a stand 

point in relation to research questions. An inductive data analysis was utilized to avoid 

any limitations on data. Moreover, she tried to include as much literature as possible to 

reflect different perspectives on policy making, she did not exclude any literature 

intentionally. The participants were involved in the study based on the criteria 

discussed above and no participant was excluded on purpose. She also took care to 

include all of the data she collected, all of the interviews and documents were included 

and no data was intentionally left unanalyzed. The researcher always tried to keep the 

same distance among the cases and reflected what came out of data objectively to limit 

the impact of potential biases.   

 

3.7.3. Ethical Considerations 

 Special care and sensitivity was shown to follow the ethical principles while 

doing the research. Some of the precautions were mentioned above in the data 

collection part, yet the centrality of ethics in the research process requires reiterating 

them. First, the approval from IRB and Ethics Committee was an important assurance 

for protection of human subjects and following ethical code. Within the framework of 

human subject protection plan, informed consent was gained from all study 

participants. Deception was not utilized and informants were openly and clearly 

informed about the study. Informants were also provided with the right to decline 

participation at any time during the research process and the right to decline audio 

recording. Furthermore, the researcher honored assurances of privacy and 

confidentiality at all times. Permissions were taken from informants to use direct 

quotes.   
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3.8. Delimitations and Limitations 

3.8.1. Delimitations  

This study has exclusionary and inclusionary delimitations. First, it is delimited 

to policy formation process of two policy initiatives in Turkey and Wisconsin, U.S., 

namely CLT and PI34. Another delimitation is that this study focuses only on the agenda 

setting and policy formulation phases of policy making process, not on implementation 

or evaluation phases.  Third, it is delimited to policy actors who took active part in the 

design of the policies selected.  Last delimitation is related to the data collection 

methods used by the researcher. This study is delimited to semi-structured interviews 

and documents analysis.  

 

3.8.2. Limitations  

This study is subjected to certain limitations. Main limitation of this study is the 

length of time that elapsed between the enactment of the policies, CLT and PI34, and 

the data collection period. In the case of PI34 it was 10-15 years whereas it was 5 -7 

years in CLT.  Such large time lapse may cause cloudiness and distortions in the memory 

of informants, hence may affect trustworthiness of the data. However, various steps 

were taken to alleviate this limitation. First, the researcher conducted a review of 

primary and secondary source documents relating to the cases prior to conducting 

semi-structured interviews to be able to have a basic historical account of the policies. 

Second, informants represented a wide variety of positions and institutions within the 

policy making were selected to corroborate data.  

Second, the results of this study are limited by the honesty of the participants, 

or their nonbiased participation. Bearing in mind the political nature of the study, those 

who hold positions based on power relations in political and bureaucratic institutions, 

might be biased and might have reflected the perspective of the institution or the 

position, not their own perceptions.  Thus, to minimize this limitation, participants from 

different institutions with different stand points and positions were tried to be included 

in the study. Furthermore, the primary and secondary documents were used to clarify, 

validate, and support the interview data.  
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CHAPTER 4 

 

 

RESULTS 

 

 

The purpose of this study is to investigate the dynamics of educational policy 

formulation process in the U.S. and Turkey as it has unfolded in different political and 

legislature structures. It probes the distinctive features of the educational policy 

formulation within a multidimensional frame incorporating political, socio-cultural, and 

economic factors and key decision makers and their perceptions of the policy and the 

process. For this purpose, the specific policy context of teacher career development has 

been used. A comparative case study approach guided the study. Qualitative data 

collected through semi-structured interviews with key policy makers and document 

analysis techniques were analyzed with inductive content analysis method. Finally, the 

themes which emerged from the data analysis were juxtaposed with the research 

questions to arrive at conclusions.  

This chapter tells the story of the formulation of an educational policy in two 

different contexts as it was told by the key actors, first, by setting the stage in terms of 

political, economic and social terrains, second, by describing the emergence of the 

policy as an issue on agendas; next by picturing the actors who had a role in the 

development of policy; followed by description of the structure and nature of policy 

formulation process; then by looking at the impact of legislative and political structure 

on the process, and last but not least, by analyzing the perceptions about both the 

policy and the process.   

 

4.1. Setting the Stage – Policy Context 

Policies are not constructed in a vacuum (Peters, 1999); they emerge, develop 

and are implemented in political and socioeconomic contexts with certain determinants 

and pressures that highly affect and shape the policy (Adolino & Blake, 2001; Fowler, 

2009; Heck, 2008). As a result of the analysis of interviews and documents, 

environmental factors manifested as political, social, economic and international 
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contexts. These sub-policy contexts were identified to able to provide the background 

and descriptive information about the environments in which policies were developed.  

First Turkish context is presented, followed by the case of Wisconsin. 

 

4.1.1. Policy Context in Turkey 

Political, economic, social and international contexts for the time period when 

the policy of Career Ladders for Teachers (CLT) [Öğretmenlik Kariyer Basamakları] was 

designed (2002-2005) are discussed. 

 

4.1.1.1. Political Context 

In this part, political structure and dynamics of politics in relation to education 

are presented along with a trial to elucidate the political culture in Turkey from the 

perspectives of the key actors.  

 

4.1.1.1.1. Dynamics of the Politics 

Turkey is defined as a democratic, secular and social state governed by the rule 

of law in the 1982 Turkish Constitution. The principle of separation of power is adopted 

in the government through separation of legislative, executive and judicial power. 

Legislative power is vested in the Turkish Grand National Assembly (TGNA) which is a 

unicameral assembly with 550 seats. Executive power and function is exercised and 

carried out by the President of the Republic and the Council of Ministers (Turkish 

National Constitution, 1982).  

Turkish political arena is very vibrant in terms of political parties. 2002 elections 

can be presented as a case to exemplify: 19 political parties representing different 

ideological and political views from radical left wing to radical right wing on the 

continuum of political ideology participated in the elections. In contrast to this variety, 

only two political parties, Justice and Development Party (JDP), a conservative party, 

and Republican People's Party (RPP) described as social democrat entered in TGNA with 

the seat distribution of 363 to 178 respectively (Higher Election Council, 2012). 

Therefore, during the formulation process of CLT Justice and Development 

Party (JDP) was in the government as the single party and Republican People's Party 

(RPP) was sitting in the opposition holding 178 chairs. JDP, a new party, participated in 

2002 elections for the first time and emerged from the elections “capturing the largest 
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share of voter support (34.3 percent) that any party or coalition has won in years” 

(Tepe, 2005, p. 71). Their party program was packed with radical reforms in almost 

every policy area including education (JDP Party Program, 2002). After the elections, 

JDP started the development process of the reforms planned. Union president 

exemplified this active process of policy development with an anecdote:  

We were having jokes at those times about the policy making process going on 
in the JDP: Congressmen from JDP wake up in the morning, write their dreams 
on a piece of paper and run directly to TGNA or to Cabinet to enact the policies 
they have had in their dreams.   
 
In consideration to political ideology on education, informants depicted a 

system historically structured through the official ideology and assimilative paradigm of 

the state, yet lacking well planned macro level comprehensive policies. Moreover, with 

JDP being the government, it was suspected that a more conservative education 

ideology based on would dominate the system. Union president stated that even the 

dramatic change in the national curriculum for primary schools, re-design of curriculum 

in line with the constructivism, was doubted that it would be based on existentialism 

and creationism. Additionally, underlying macro level ideology of the reforms was 

identified as privatization and marketization. These attempts of JDP based on being the 

single and strongest party in the government, holding both the legislative and executive 

power in their hands which enabled them to initiate and shape the policies in the 

direction of their own ideologies.  

 

4.1.1.1.2. Political Culture 

Data analysis revealed interesting findings about the collective way of thinking 

about the politics and political process during the enactment of CLT. Bureaucracy 

culture, absence of democratic governing, lack of participation and inclusiveness, 

opposition and skeptic and distrustful atmosphere emerged as the issues defining the 

political culture at that time. 

Bureaucracy and bureaucrats came up as an important part of the politics, yet, 

with negative associations. It is necessary to open a parenthesis here and underline that 

only the informants who were former bureaucrats (retired) or other key policy actors 

who were independent from the bureaucratic structure of Ministry of National  
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Education (MoNE) commented on this issue, while bureaucrats in the system during the  

time of the interview did not utter any negative word in relation to bureaucratic 

structure. 

Main issue criticized in the bureaucracy of the MoNE was partisanship, 

henchmenship and sycophancy among the bureaucrats. It was mentioned that there 

existed a clear discrimination towards the bureaucrats who were not sharing the same 

ideology in comparison to others who had. In consideration to promotion, former 

director of teacher education bureau, labeled this issue as “the elevator of 

henchmenship,” he explained it:  

If you are the henchmen of someone, you get in that elevator, and find yourself 
sitting in the chair of general director or undersecretary without being the 
director of any lower level bureaus. You skip all the other hierarchical levels in 
between. Even if you become the director of a lower level bureau, due to the 
fact that you have been placed there by ‘someone’, it doesn’t help you learn 
the work process. 
 
Additionally, the hierarchical structure in the bureaucracy and the submissive 

culture that was created and fed by this hierarchical structure were two other issues 

commented on. The submissive relationship between the superordinates and 

subordinates required respect from the side of the subordinates and disrespectful 

behaviors or attitudes or criticizing the deeds of the superiors could result in 

professional interrogation. Former director of teacher education bureau shared his own 

memory on this:  

It was the beginning of their reforms, they annulled some regulations and I 
prepared a report to show their mistakes and wrong steps they took and I 
signed it with my name and my title openly, then what happened? They started 
an official interrogation for me. Later on, our general director tried to stop the 
interrogation using his own personal connections.   
  
Another issue emerged from data analysis is the absence of democratic 

governance. JDP’s control and use of legislative and executive power, being the 

absolute decision maker in the public policy making resulted in lack of representative 

and participative governance. An important aspect of this is the lack of public 

participation in decision making process. Informants mentioned the discourse of 

participative policy making process which was facile and just for gloze. Former director 

of teacher education bureau indicated that participation of stakeholders in the public 

policy making or collaboration between NGOs, business and government together, was 

just an empty slogan. Additionally official correspondences related to CLT did not yield 
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any other participant except from the governmental units. Thus, it can be concluded 

that the real act of policy making was far from being participative, representative, or 

inclusive of stakeholders or public in general.    

Regarding political culture a concept called “opposition culture” in different 

conceptualizations originated from the interview data. First conceptualization was 

described as “opposing just to oppose.” General Director of personnel used this concept 

to criticize the opposition party as they just opposed every policy alternative from JDP 

without investigating and understanding the goals and the process. He stated that  

No one is interested in the real aim of the law. That is really not 
understandable. They do not examine the law, aims and background of it. They 
just oppose without knowing what they oppose to. And it is not the case only 
for today, that is the common perception in Turkey. 
 
In contrast to this, second conceptualization of opposition is about the lack of 

opposition tools, and ignorance of oppositions. One informant argued that “there is a 

common feeling of helplessness among the teachers stemming from the belief that 

whatever they say would not make a difference, it would be ignored totally. Thus there 

is no need to say anything.” Supporting this, a bureaucrat from Board of National 

Education stated that “Some can oppose some do not. Just because some people 

oppose, we do not stop enacting a law or regulation. Because what matters in the end 

is the majority. That is the case.”  So, opposition in the process of policy making may 

not create any impact or difference. Accordingly, opposition within the bureaucracy 

was described to be almost impossible as opposing superiors and their views were not 

welcomed. This can be placed and examined in the same line of understanding, strict 

follow of hierarchy, respect and commitment expected from subordinates, mentioned 

above in the bureaucracy.  

More specific to JDP period, a skeptic and distrustful atmosphere was described 

by the informants. General Director of Personnel complained about the general distrust 

in the politics as well as public administration. He stated that “no one trust no one 

anymore.” There existed high level of concerns and skepticism of opposition party as 

well as the left wing unions about the hidden agendas of JDP underlying their reform 

policies. Union president explained the reason behind this as: 

JDP government’s planned reforms, laws, regulations and other legislative 
alterations actually aim at narrowing down the public area and opening public 
areas to private capital and market. We perceive them as opening up new 
investment areas for the crisis created by capital accumulation. Furthermore, 
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both the opposition party and some of us are concerned about and suspicious 
of the conservative policies of JDP and their reflections on education, as JDP 
comes from conservative Islamic tradition and has close and dynamic relations 
with Islamic communities and sects. These were among the reasons for our 
main critiques and doubts. We were very concerned about these hidden 
agendas. And we saw it like if JDP is bringing in this, there must be second aim 
underlying and we viewed those reforms with a jaundiced eye [öküz altinda 
buzagi aramak]. 
 
The last conceptualization of political culture was apolitical attitude existing in 

the majority of the society which was created after 1980 military coup. Through the 

destruction of democratic tools such as freedom of expression, society was oppressed 

and political voice was silenced. An informant described this process as: 

After the bulldozing this society with the 1980 military coup, democratic tools 
such as freedom of expression, development of self-respect and respect for 
others, freedom of choice, being a decision maker were all filed down. 
Following this slowly came the new dominant culture in which supporting the 
concept of free individual through democratic mechanism was seriously 
interrupted along with the creation and improvement of democratic tools. 
What took their place was the culture of submissiveness, being the object of 
someone or following someone.  
 

4.1.1.2. Economic Context 

Following the 2001 financial crisis, Turkish economy was showing an incline for 

growth at the beginning of 2003; it grew 7.4% in average annually (MoNE, 2011). Yet it 

was fragile and under strict control (Bağımsız Sosyal Bilimciler, 2003). Informants’ 

comments overlap with this frame of economic context. Head of Board of National 

Education evaluated the economic policies as the continuation of previous government. 

He added that the JDP government implemented even stricter monetary policies 

through decreasing the costs and trying to find new sources of funds for the budget. 

Regarding macro-level financial policies, JDP also adopted and continued the neoliberal 

economic policies based in marketization and privatization. Especially in education, one 

informant underlined that during JDP period, private schools, after school centers 

(dershanes) and private universities mushroomed and reached the highest number in 

the educational history of Turkey.  

Another category came up as an issue in terms economics was teachers’ 

salaries and their economic conditions. Salaries were considered to be relatively low for 

teaching profession and five informants underlined that an increase and amelioration in 

teacher salaries was planned as a secondary drive for the regulation. Thus, different 
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salary rates were identified for teachers in different stages of their career ladder. Three 

bureaucrats of MoNE emphasized this increase in the salary under the economic aspect 

of the policy.  

Under these economic circumstances, CLT’s economic dimension which aimed 

at a remarkable increase in the teacher salaries based on their rank in the career ladder 

initiated serious discussions due to financial burden that the regulation would add to 

the budget. Interview data suggested that finance ministry calculated the burden of 

planned vacant positions for career ladders and bargained with MoNE heavily as even a 

small increase in the teacher salaries creates an enormous amount due to the high 

number of teachers (around 700.000) in the public sector. Union president mentioned 

more than 1 billion Turkish liras of burden each year. Bargaining and negotiations with 

the Finance Ministry yielded neither the expected number of vacant positions for each 

career step nor the expected increase in the salaries. Former General Director of 

Personnel explained: 

We tried to support our teachers economically within the norms of the budget 
and the country’s wealth at that time. Now we have more than 90 thousand 
professional teachers and around four thousand master teachers. Salaries of 
these teachers are different than normal teachers. So, at least there was little 
bit of increase. 
  

4.1.1.3. Social Context 

Regarding social context, socio-economic conditions of teachers were described 

by the informants. As mentioned above, the salaries of teachers were evaluated to be 

low compared to nature and value of teaching profession as well as compared to other 

occupational groups. Teachers’ salaries report of Fredriksson (2008) presents similar 

findings. It was underlined by the informants that low salaries forced many teachers to 

do second, part time or marginal jobs such as selling goods in the bazaars, driving taxis, 

working in after school centers.  

In line with this, social status of teaching profession was also decreasing. 

According to informants, teaching was not considered a high quality job and lost its 

attractiveness as an occupation. For the last three decades high school students 

perceived teaching as their last option, a safe port they would take on the condition 

that they could not enter any other departments at the university. This attitude 

towards teaching is called “If you cannot have any other job, at least become a teacher” 
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(Union president). End of 1990s and beginning of new millennium was marked with this 

attitude toward the teaching profession.  

 

4.1.1.4. International Context 

Analysis of interview data revealed that during the years CLT was developed, 

the relations with EU marked the international arena, along with the international 

organizations’ reports and results of first international tests, TIMMS in 1999 and PISA in 

2003. Though three informants stated that there was no direct international influence 

on CLT, some issues emerged as result of data analysis are discussed below to provide a 

glimpse of the international context during that time period. 

1999 Helsinki summit was a turning point in the long and strained history of EU-

Turkey relations that was initiated in 1959. In Helsinki, Turkish candidacy for full 

membership was officially approved, and Turkey’s progress was taken under inspection. 

Year 2002 was regarded as a critical year in Turkey with EU relationship history (Ahiska, 

2003). In December 2002, after JDP won the elections in November, Copenhagen 

Summit of European Council resulted in the promise that the negotiations would be 

opened on the condition that the reforms meeting Copenhagen criteria were fulfilled. 

The new government accelerated the intense structural reform process in many areas 

from fiscal policies to human rights. Two amendments to constitution were enacted 

during this process (Ministry of European Union, 2012).  

Nevertheless, data analysis showed that the policy formulation of CLT was not 

highly affected by this immense reform process, except for the pressure to accelerate 

the design process. Former head of the Board of National Education commented that 

EU progress report accelerated the development process of the policy as politicians put 

pressure on the placement of this policy in the yearly progress report.  Regarding EU 

impact on legislation in MoNE, the bureaucrat from Board of National Education 

commented that “when a new law or regulation is being planned, it is always checked 

with the EU Acquis, moreover we review their similar policies or regulations to see how 

they are doing it. But this is a recent practice,” he added.   

International exams came up as another issue even though they did not have 

direct impact on the policy formulation decisions of CLT. First exam Turkey participated 

in was the TIMMS 1999 exam and this provided one of the first international 

comparative data where Turkey ranked 31st in Math and 33rd in Science among 38 
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countries. Later on in 2003 Turkey took part in PISA and ranked 28th in reading 

comprehension and math among 29 nations. Moreover, the variation in performance 

between schools was particularly large and more than twice the OECD average (OECD, 

PISA 2003 Executive Report, 2005; World Bank Education sector Study, 2005). These 

results created a challenge and questions about the quality of the whole system. 

Informants agreed that Turkey’s place in international tests triggered certain 

regulations such as curriculum reform. Former General Director of Personnel stated: 

Now we are failing at PISA, but why? No one is taking the blame. Is it the books, 
the curriculum, the teacher or the parents to blame? How will you determine 
the guilty? Actually we are not looking for the guilty, we want to succeed. But 
there is the fact of failure. So we need to solve this. Now, we are changing the 
curriculum, in line with the modern knowledge era, rewriting the books to be 
used in the schools, renewing the physical infrastructure of education system, 
and teaching materials. Then, only one component is left, teachers.  
 

However, it is important to note that PISA does not fit in the timeline of development 

process of CLT as PISA 2003 initial results were delivered in 2004.    

Next issue that emerged in terms of international context is the transnational 

organizations and their reports. First report mentioned frequently is “Recommendation 

concerning the Status of Teachers” including 146 recommendations on teacher 

preparation, working life and career development, rights and responsibilities of 

teachers, conditions for effective teaching and learning, salaries, social security and 

teacher shortage, released by ILO and UNESCO in 1966. As the former director of 

teacher education bureau mentioned several times, this report was used as the basis 

for an earlier policy trial on professionalization of teaching during 1994-95. Other 

reports mentioned by the informants are World Bank “Education Sector Report” and 

OECD “Basic Education in Turkey Background Report.” Although, these reports were 

released in 2005, after CLT was enacted, review of the teachers’ statuses and 

suggestions about teacher education and professionalization of teachers they had some 

impact on policies such as “Teacher Competency Areas.” 

Last piece of the international context is policy borrowing. Three informants 

commented on the tradition of policy borrowing in Turkey. They stated that Turkey had 

been looking at West for sample policies or practices since the Ottoman period. Thus, 

many policies, reforms and practices from Western education systems were copied and 

pasted as bad versions of these policies without research and cultural and systemic 

adaptation studies (Union president). For the development of CLT, former director of 
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teacher education bureau and the assistant general director of teacher education and 

training directorate asserted that teacher professionalization and career development 

in other countries was investigated and reported.  

 

4.1.2. Policy Context in Wisconsin 

In what follows, political, economic, social and international contexts in which 

PI34 was enacted (1994-2000) are described based on the interviews and documents.  

  

4.1.2.1. Political Context 

Political environment consists of the governmental and legislative structure as 

well as the political traditions and cultures. First, dynamics of political atmosphere in 

legislature and executive branches of the state of Wisconsin are reflected through the 

eyes of the key actors and then the political culture is depicted. 

  

4.1.2.1.1. Dynamics of the Politics 

Wisconsin State Government is described in the Wisconsin Blue Book (2012) as 

being comprised of three branches: legislative, executive, and judicial.  

The legislative branch includes the Wisconsin Legislature, that is composed of 

the senate and the assembly, and the service agencies and staff that assist the 

legislators. The legislative branch consists of the bicameral Wisconsin Legislature, made 

up of the senate with 33 members and the assembly with 99 members. The executive 

branch, headed by the Governor, includes five other elected constitutional officers, as 

well as 17 departments and 11 independent agencies created by statute. The judicial 

branch consists of the Wisconsin Supreme Court, the Court of Appeals, circuit courts, 

and municipal courts, as well as the staff and advisory groups that assist the courts 

(Wisconsin Blue Book 2012, p. 228).  

Power distribution in the state legislature between the two political parties, 

Democrats and Republicans, is important to depict the political terrain. Data from 

interviews and documents revealed that, in terms of the power distribution between 

the political parties, “it wasn’t a time where there was a lot of focused power. It was 

more shared power” (Legislative council member) due to the chair distribution of the 

Senate and Assembly: majority of the Assembly was Republican (55 Republican / 44 

Democrats) and the majority of the Senate was Democrat (16 Republicans / 17 
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Democrats) (Wisconsin Blue Book, 2000, p. 224).  However, even though legislature was 

more mixed and balanced on the paper, four of the informants described the legislature 

as being under strong Republican control.  

In the executive part of the government, it is also possible to talk about a 

balanced power distribution as the Department of Education which was governed by 

John Benson was identified to be liberal by the key actors, whereas the Governor, 

Tommy Thompson, was identified to be Republican. Former Senator reported that 

during his 14 years as Governor (1986-2001), which includes the period of the policy of 

concern, Tommy Thompson was noted for using the powers of his office very skillfully 

by exerting authority on the legislative system. His strength can be exemplified through 

the use of his veto power. “Tommy Thompson vetoed literally hundreds of pieces of 

legislation and he was never overridden, never” (Former Senator), though the 

legislature had legal power to override them. In addition to legislative and executive 

arenas, Legislative council member asserted that among the interest groups, a very 

strong teachers union that supported Democrat party was politically active and was 

influencing the political terrain. 

Analysis of interviews revealed that the dichotomy between the Republicans 

and Democrats and the values they represent that existed in legislative and executive 

structure mirrored in the area education as well. Republicans and Democrats lined up 

with different allies from education interest groups and supported conflicting values 

and issues in education. Republicans lined up with school boards and administrations, 

whereas Democrats lined up with teachers and teacher unions. The Union 

representative reported that republicans supported the deregulation of the system and 

increased authority and power to local level. She explained this as “the Republican 

Party reflected the national policy of deregulation and at the same time administrative 

control of everything that went on in schools and of testing.” Moreover, the political 

ideology of Republicans manifested pro-voucher and anti-union perspectives. The union 

representative used the word “enemy” to describe the Republicans’ perspective of 

union: “The Republican Party nationally and at the State level has always viewed the 

Union as their enemy.” She added that a discussion on merit pay for teachers was being 

heated up in the legislature by the Republicans. On the other side of the dichotomy, 

Democrats were allies with the teachers and teacher unions, and they argued against 

voucher and the merit pay system.  
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These conflicts were identified to be classic Democrats vs. Republicans, 

conservative vs. liberal approach to education by the director of teacher education and 

licensing bureau. What is important to note in relation to educational ideology is that in 

Wisconsin, up to the enactment of PI34, the issue of teacher education and teacher 

professional development had never been a hot topic for the political discourse as 

school choice, standardization, testing or school governance had been.  

 

4.1.2.1.2. Political Culture 

Key actors described Wisconsin as a mature democracy, and they emphasized 

the importance of local school governance in public education. Thus, strong local 

control in the government was one of most prominent categories related to political 

culture. Three informants underlined the importance of local control in Wisconsin and 

Legislative council member stated that “Local control is a shared value in Wisconsin, not 

really democrat or republican,” while the former Senator described it as “all politics is 

local.” Another characteristic of the political culture emerged was the tradition of 

participation in policy making process. Legislative council member emphasized that “in 

Wisconsin at least there's a tradition of enormous amount of participation in some 

policy development, almost to the extent sometimes where it gets in the way of 

forming a consensus.”  

Bottom-up approach to educational policy making came up as another issue in 

terms of political culture. Especially the union representative highlighted that “this state 

is not a top down education implementing kind of State.” In comparison to the study of 

Wirt et al. (1988), Wisconsin still keeps its ‘moralistic’ culture in politics which 

emphasizes public good and wide public participation.  

 

4.1.2.2. Economic Context 

Economic conditions during the time period when PI34 was designed were 

characterized by increasing strict control over money that went to education and 

republican pressure on budget cuts by the informants. The member of Legislative 

council summarized the situation well: “Generally education was being squeezed for 

money and they didn’t have as much as they wanted. And they were being criticized for 

not doing well with what they had. So the context was a little stressful.” Union 

representative noted that republicans were also pressuring for merit pay system as they 
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perceived it as a way to reduce the costs in teacher salaries.  

However, data from the interviews indicated that the main concern in terms of 

PI34 was the burden that PI34 loaded on the higher education institutions and school 

districts, due to increased role of higher education institutions in the licensing process, 

the human and financial resources, became a crucial issue.  

The director of teacher education and licensing bureau explained this new role 

of higher education institutions in relation to financial concern:  

Economic conditions were important at the school level for mentoring. We 
required mentoring a new piece in the involvement of higher education in 
those teams, thus a new piece of resource was necessary, economic conditions 
was clearly a factor there. 
 

 In addition to higher education institutions, school districts were concerned 

over the costs of the new regulation to them. Bureau director’s comment illustrates the 

attitude of the school districts well: “the attitude toward the state from the school 

district was ‘if you are going to require us to do more, you should also tell how we are 

going to pay for it.’” Furthermore, the Republicans were supporting school districts with 

the motto “no mandates without money” (Legislative council member).  

Despite these concerns asserted by higher education institutions and school 

districts, in terms of the economics of PI34, four informants indicated that budget and 

money wound up being a minor issue as the DPI received almost 3 million dollars 

funding from the federal government which made the development of PI34 possible. 

Member of policy implementation team commented that: 

PI 34 probably would not have been able to be implemented if it hadn’t been a 
multimillion dollar grant that the department received and that it was 
fashioned and written so that the different groups would be involved in 
creating how the rule would translate into practice. 

 
  In addition to this fund, DPI was careful and wise in terms of budget. As former 

Senator stated “they didn’t sell it as being an enormous cost to the state. It was more a 

shifting of the money they already had.” Thus, even though the budget for education 

was shrinking in general, the money was not the main concern.  

 

4.1.2.3. Social Context 

Apart from the political and economic context, social context of the policy 

emerged from the analysis of interviews and documents. Social context was described 

in terms of three main factors; strong education system, increasing public concern for 
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educational outcomes and demographic changes in teaching profession.  

It was emphasized by three informants that Wisconsin had a strong tradition 

both in general education and teacher education. They were proud of their education 

system and the ranking of Wisconsin on national tests such as ACT college entrance 

examination, SAT or National Assessment of Educational Progress in which Wisconsin 

high school students scored above the national average (WEAC, 2007; Wisconsin Blue 

Book, 2000). Legislative council member stated that “one of the things we’ve always 

had is a very strong public education system,” along with the teacher education system. 

Strong teacher education was underlined by the State Superintendent “in our state we 

have a history of strengthening the practice of those who serve as educators being sure 

that our preparation programs are equally strong so that when educators begin their 

practice they are prepared to excel.” 

However, during the mid-1990s an increasing concern of the public about the 

educational outcomes was witnessed. The Governor Tommy Thompson himself was 

criticizing the education system and arguing for reform (Harp, 1997). Public education 

was held accountable as Legislative Council member noted that there emerged “the 

need to have government be accountable to the people and be responsive to what they 

need and not provide any additional resources for certain activities. Unless they can 

show that those activities are being carried out effectively.” In line with this demand, 

increasing accountability in public education was already on the reform agenda of the 

governors (Brown, 2008, p. 250).  

In relation to accountability, quality of the high school graduates was being 

questioned in terms of the requirements of business life. Union representative 

explained that: 

One issue that I mentioned earlier was the increasing identification and 
discussion about children that were not achieving and because that—because 
the work environment was changing, our society was no longer satisfied with 
workers who came out of high school with basic skills that they could put into 
manual labor jobs and succeed. 
 
This increasing concern and discussion on public education drew attention to 

teachers and teaching profession, which was going through demographic changes at 

that time. Director of teacher education bureau explained that there was expectation 

for high number of new  teachers: 
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There were fewer people going into education because there were fewer jobs. 

There were more people coming to the end of their careers in education 

particularly as teachers during this time. So our social factor was a concern 

about new regulation and a high demand career…..There would be a stronger 

influx as retirements went along. So, yes, there was that condition and I think it 

was an important condition for implementing versus standing back and saying 

wow why don’t we just allow anyone to go in and teach if they make it’s fine if 

they don’t we’ll fire them. 

 

So, social context was woven with increasing public concern on the quality of 

education and the quality of teachers in relation to it, along with the demographic 

changes in the teaching profession during mid-1990s.  

 

4.1.2.4. National Context 

At the federal level, Bill Clinton, a democrat president (1993-2001), unveiled an 

act in 1994 titled “Goals 2000” including large scale reform for promoting state and 

local education to improve American education and to increase the level of education 

to reach the level of other industrialized countries (Peters, 1999). This act established 

the National Education Standards and Improvement Council and National Skill 

Standards Board to determine the standards of teaching and occupational skills.  

Obviously, concern over educational outcomes and teacher quality was not only 

a state level issue. Interview data and document analysis revealed the national 

dynamics on the teacher qualifications and teacher professionalization. According to 

Legislative council member “at the federal level there was lots of talk about the need to 

change, and lots of talk about accountability but not much detail. And there was talk 

about having teachers that were well prepared and had master’s degrees.” These 

concerns led to national movements and work groups on teacher qualifications and 

licensure.  

First national movement was initiated by the National Board for Professional 

Teaching Standards in 1986. They released a report titled “A Nation Prepared: Teachers 

for the 21st Century (National Board for Teaching Standards , 2012). The university 

professor commented on that “there were things happening nationally that was helping 

to push that. One part of it was the whole Teacher Professionalization Movement, the 

National Board for Professional Teaching Standards was really taking that kind of focus 

on what does highly accomplish teaching look like.”  
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In 1992 The Council of Chief State School Officers (CCSSO) formed a consortium 

called Interstate Teacher Assessment and Support Consortium (InTASC) to develop 

“model core teaching standards that outline what teachers should know and be able to 

do to ensure every K-12 student reaches the goal of being ready to enter college or the 

Work force in today’s world” (CCSSO InTASC Report, 2011, p. 3). INTASC’s Model 

Standards for Beginning Teacher Licensing and Development was the initiating step 

towards standardization of teacher qualifications as well as certification. Along with the 

teaching standards, CCSSO structured another consortium to develop standards for 

administrators. Educational Leadership Policy Standards was developed by the 

Interstate School Leaders Licensure Consortium (ISLLC) in 1996. Interview data yielded 

that Wisconsin State Superintendent John Benson and Director of teacher education 

and licensing bureau Peter Burke were among the members of both consortiums, and 

former Senator participated in many of the meetings of these consortiums.    

What emerged at the national level was an explicit push for change and 

standardization in terms of educator (teachers and administrators) qualifications 

through some national interest groups and associations. This change was described by 

key actors as a shift from input based assessment to outcome based/performance 

based assessment. The university professor, who was also a member in the InTASC, 

commented on this national movement as: 

The InTASC standards were really about going from the National Board 
description to--well if that’s the case then what does initial teacher licensure 
look like? Then NCATE, the National Council for the Accreditation of Teacher 
Education also decided to revise their standards to be more focused on 
outcomes than inputs. 
 

4.1.2.5. International Context 

Data analysis yielded two main themes related to international context: results 

of international tests and lack of international influences. First group of informants 

underlined the impact of international exams on the education area which stemmed 

from the low ranking of the US in the worldwide comparison. They postulated that 

dramatic failure at the international tests became a political problem and created 

political pressure especially at the national level. Former Senator indicated that “clearly, 

it had an impact, when you hear the president or the secretary of education persistently 

saying we have terrible test scores, Swaziland has better test scores than the United 

States.” The union representative also highlighted the effect of international exams 
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“there were always studies being shown to us that our kids weren’t achieving. It was a 

political process.  There is political pressure that we had to deal with.” 

 Regarding this, there were also counter arguments among the key actors about 

the results of the exams specifically questioning the methods and the credibility of the 

exams. Legislative council member illustrated the arguments against the international 

exams: 

Amazing criticisms ever leveled anywhere. Because it has no scientific basis at 
all, and because of the tests that they used. In the United States everybody has 
to be there as a senior. And they test everybody. And in most other countries 
that’s not the case. People that are at those levels have already been 
competitively selected to be there. Even people with disabilities were to be 
tested in the States, and they have those scores run in the same amount, it’s 
just comparing apples to oranges. 
 
It is clear that international ranking of the US students created a certain level of 

discomfort at the national level and became one of the drives of the change. However, 

informants also pointed out that the impact of international testing was not influential 

on the development of PI34 as it was a local case. In a similar vein, the introverted, 

closed, self-focused but self-confident attitude of the U.S. in relation to global context 

was criticized by the Legislative council member: 

We’re a very strange country in that we profess to be globally interested but in 
fact most of the time we basically take care of what we want to do, and let 
other people adjust to what we’ve done. It comes with power it comes with 
influence, and sometimes it works, sometimes it doesn’t. We don’t generally 
look to other countries or other places to find out what’s better, in a sense of 
how they run their institutions or how they do things. … we don’t learn from 
other places. 
 

This part tried to picture the policy context including political, economic, social, 

national and international environments in the state of Wisconsin and the U.S as it was 

perceived by the key policy actors. Next part attempts to reflect the policy issues and 

problems described by the key actors.  

 

4.2. Policy Issue – Emergence of Policy on Agendas 

Numerous social problems exist in every society at any time, however only a 

few receive attention and are defined as policy problems (Fowler, 2009). Hence, 

“before a policy choice can be made by government, a problem in the society must 

have been accepted as a part of the agenda for policy making system” (Peters, 1999, p. 
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45). A policy problem, then, can be defined as “a condition or situation that produces 

needs or dissatisfaction among people and for which relief or redress by governmental 

action is sought” (Anderson, 2006, s. 82). This section is an attempt to identify the 

problems that led to emergence of each policy in government agendas as a policy issue 

in two contexts as well as the temporal conditions that opened the windows of 

opportunity for the problem/s to appear on the government agenda, that is to say why 

they emerged at that time not earlier or later. First policy problems and then the 

temporal conditions/windows of opportunity for each context are discussed as they 

were defined by the key policy actors.  

 

4.2.1. Policy Problems in Turkey 

 Interviews with the key policy actors and analysis of documents revealed 

interesting results concerning the case of Turkey. The policy CLT was enacted to address 

two main problems which were agreed on by almost all of the informants; low socio-

economic and professional status of teachers, and the static and secure nature of 

teaching lacking professional development opportunities.  

 First policy problem, low socio-economic and professional status of teachers 

was addressed in the 2002 election program of JDP under the title of “Quality 

Education” which included goals and promises targeting a reform of restructuring the 

national education system and amelioration of the weak areas and solutions to 

problems. As a problematic area the status of the teachers was identified and 

improvements in work conditions and employee rights were planned as below: 

In order for the teaching profession to get the reputation it deserves again, 
teachers’ qualifications will be improved and parallel to this, their personnel 
rights and work conditions will be ameliorated.  
 
2002 election resulted in JDPs victory that enabled JDP to form the 58th 

government as the single party as noted earlier. In January 2003, the JDP declared an 

“Urgent Action Plan” (UAP), which aimed at providing solutions to basic economic, 

administrative and social problems of Turkey. It was derived from the election program 

as a guide and reform plan to follow in four policy areas; public administration reform, 

economic transformation program, democratization and law and social policies (UAP, 

2003). Under the social policies “Quality Education” part was enlarged and each item in 

the election program was transformed into action plans with detailed information 

including code numbers, proposed change, responsible institution, institutions to 
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collaborate, type of legislation required for that reform, justifications for the change 

and expectation from the responsible institutions and time span. Education part 

included 21 articles in the areas described in the election program. SP28 coded article in 

the UAP addressed the problem of low status of the teachers, along with contract-

based employment in public schools. Table 4.1 presents the information related to 

SP28: 

 

Table 4.1 

Summary of SP28 Item in UAP 
  

Goal 
To make teaching profession attractive and to enact the 
regulations to hire teachers on a contract base 

Responsible 
Institution 

Ministry of National Education 

Institutions to 
collaborate with 

Higher Education Council; Ministry of Finance; State 
Planning Agency  

Time span Long term 

Justification Teaching profession has lost its attraction especially after 
the recent economic crises. To provide quality education to 
students, educators should not work in any other jobs 
outside their profession. Thus increasing the financial and 
social rights of teachers will make teaching attractive again. 

 

In line with these documents, interviews yielded detailed information on the 

status of teachers and three sub-problems emerged; economic, social and professional 

statuses of teachers. Teacher’s income and other fringe benefits were defined to be 

insufficient by the informants. According to Education at a Glance 2002 report, in 

Turkey, the primary education level initial teachers’ annual statutory salaries in public 

institutions was 12.410 dollars which was far below the OECD average -21.469 dollars. 

Low income level forced teachers to work in part-time jobs such as teaching at the 

private centers or doing marginalized jobs like driving taxi or selling goods. These 

secondary jobs were reported by informants to decrease the performance of teachers 

at schools, as teachers focused more on these jobs to earn more money rather than 

teaching. Assistant General Director of GDTTE underlined that “these teachers spend 

70% of their energy in the private work areas like accounting, grocery, or  
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working in the bazaar due to financial problems and unfortunately use only 30% of their 

energy in the class to teach.”  

Decrease in the quality of teachers, partly fed from the problem stated above, 

emerged as the second sub-problem. It was agreed by the informants that there was a 

general consensus in the society on the low quality of teachers, teacher training system 

and teacher training faculties. Teachers’ capabilities were being questioned. The 

assistant general director of teacher education and training directorate pointed at the 

differences between the qualified teachers and non-qualified teachers. According to 

him qualified teachers were attending in-service trainings, conferences and 

symposiums, completing post graduate education and spending all of their energy for 

their students and the other type of teachers did not really care about teaching, they 

were not reading, not showing any effort to develop themselves professionally and just 

spending time in coffee shops and playing backgammon with others. According to him, 

there existed a significant gap between these two types of teachers in terms of their 

teaching quality. He said that this was an important issue to solve. Parallel to this, it was 

argued by the union president that teachers were also chosen as scape goats for the 

deficiencies in student learning and low quality educational outcomes and MoNE 

attempted to improve the quality of education by improving the quality of teaching.  

These financial and professional problems reflected on the social status of 

teaching and resulted in the loss of reputation of teaching which once used to be 

considered as “sacred.”  As mentioned in the social context, being a teacher became 

one of the last and the least wanted career options among youth due to loss of 

reputation and financial attraction. It was preferred only by those who wanted a secure 

job in the government.  

Second problem emerged in data analysis was the nature of teaching 

profession. It was defined as a secure and static profession by all of the informants. The 

current conditions of teaching profession can briefly be described as upon graduation 

from an education faculty or finishing a teaching certificate program, candidates are 

eligible to enter the profession after passing the civil service exam (KPSS) and their 

score on the KPSS determines whether or not they are assigned to their preferred 

vacant places.  (World Bank, 2005). Once they were hired, they went through an 

internship program that lasted one year. After the completion of the program, teachers 

were able to perform their profession until they were retired as they were in the system 
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of civil servants. Only other career options available, though very limited in terms of 

numbers, were the administrator or inspector track which teachers can transfer into 

after taking the area specific exams. There was no requirement for in-service training or 

any other professional training. For those premises, as asserted by the informants, a 

teacher was working for 30 years with the title of “teacher” without any professional 

development.  

This static and secure nature of the teaching profession in Turkey was argued 

by the informants to have a negative impact on teachers due to several system 

deficiencies which were indeed interwoven; lack of professionalization, perception of 

teaching as a non-career profession, lack of career development steps; lack of 

incentives for professional development; and lack of professional development 

opportunities.  

Teachers were criticized especially by the governmental key actors mainly on 

lacking professional attitude and not improving, updating themselves. They were 

described as passive and stagnant in terms of improving themselves professionally. But 

the reason for this was attributed mainly to legal regulations of MoNE by the Assistant 

General Director of GDTTE: 

Teachers do not invest in themselves professionally, do not follow the current 
agenda in terms of teaching and education and do not try to improve their 
skills. But no one questions them as why they did not participate in this-that 
conference, in-service training, or what have you done up to now to improve 
your skills. There is not any requirement or enforcement regarding these in 
MoNE. 
 
Other two issues, lack of incentives for professional development and lack of 

professional development opportunities were discussed as originating from the legal 

definition of the profession. It was agreed by the majority of the informants that the 

system lacked an incentive structure to motivate teachers to improve their knowledge 

and skills. Former Director of Personnel noted: 

People start to work in the public schools as teachers and die as teachers. This 
is not the right attitude towards this profession. To motivate teachers, to 
engage them in professional development, you need to provide targets, goals 
and excitements so that teachers can reach these goals and benefit the gaining 
and reward of that target. 
  

Assistant General Director of GDTTE also emphasized the lack of incentive systems “our 

teacher recruitment system was structured without any kind of drive or motivation 

source and this causes lots of problems.”   
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 Another problem that came up as an issue was teaching profession’s being a 

non-career job which indicated a lack of career progression. In The Basic Law of 

National Education numbered 1739 issued on 24 June 1973, teaching was defined as an 

expertise profession [ihtisas meslegi] but not as a career. Thus, informants made a clear 

distinction between the career jobs such as academia, medicine, law or military and 

jobs lacking career progression and complained about the lack of a similar vision for 

teachers. Lack of career ladders and career progression were identified to shape the 

nature of teaching profession causing a static work life without opportunities for 

promotion.  

Education Sector Report of World Bank (2005) drew attention to MoNE’s 

responsibility “to provide incentives to recruit, retain, and motivate teaching staff (e.g., 

salary, benefits, and promotion opportunities); in-service training and continuous 

professional support; and sufficient facilities and equipment to facilitate teacher 

performance” (p. 26). Report concluded that historically MoNE has failed at these tasks. 

Hence, it can be concluded that the structure of the recruitment system embedded 

many problems waiting to be addressed at that time.  

One bureaucrat indicated that there was no problem; the policy was just 

developed to improve the system. However, the union president did not formulate 

similar problems. He provided a wider perspective and addressed the general issues 

and problems of the education system such as the insufficient number of teachers, 

schools and funding and the curriculum and criticized MoNE and the government for 

putting the blame on teachers and trying to solve the quality of education problem just 

with the career ladders.  

As an auxiliary finding to underline is the repetition and similarity among the 

government bureaucrats regarding the language they used in formulation and 

explanation of the problems. The discourse, words, phrases and examples, they used to 

explain the problems were very similar and all overlap with the discourse in the two 

documents. Hence, a serious hole of doubt opened in the mind of the researcher about 

the statements of these bureaucrats; was it genuinely their ideas reflecting the 

problems as they perceived it, or they just memorized the official discourse and 

repeated it? I am aware that, unfortunately, it is not possible to answer this question, 

but it just occurred as an intriguing question mark.  
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4.2.2. Temporal Conditions- Window of Opportunity in Turkey 

 Answer to question ‘why did this policy issue emerge at that specific time, why 

not earlier or later?’ requires a retrospective analysis first. Though it appeared on the 

election program of JDP in 2002 and in UAP in 2003, the origins of CLT dates back to 

early 1990s. Data analysis revealed a significant historical record of the same policy 

issue within a decade.  

 The former director of teacher education bureau knew a lot about the historical 

part as he took part in some of the attempts. An attempt to identify the status of 

teachers and teaching profession was made in December 1991 with the formation of 

Commission to Investigate the Status of Teachers in TGNA. One a half years later, in 

1993 commission presented a report to the TGNA including suggestions on the 

following issues; improvement of the social statuses of teachers, amelioration in the 

personnel rights; amelioration in the working conditions and in-service training.  

 Following the report of research commission, MoNE initiated two macro level 

policy reforms on the MoNE personnel law and re-structuring the central organization 

of MoNE. Two separate commissions worked on these policies during 1993-1994. 

Former director of teacher education bureau was a member in both commissions. He 

stated that the reform in the personnel law aimed at improvement of status of teachers 

and work conditions and rights and suggested the re-arrangement of the profession in 

terms of career ladders with incentive system. Commission utilized the UNESCO report 

titled “Recommendation Concerning the Status of Teachers” as the basis of the changes 

in the draft law. Many of the justifications about the items in the draft law were quoted 

from the report. Gülmez’s (1995) study confirmed the impact of this report and other 

international organizations such as ILO on the development and content of the draft of 

personnel law. He indicated that this draft law aimed to bring a special personnel law 

for teachers like academicians or law personnel that was based on democratic and 

participatory management in MoNE where teachers would take part through unions 

and participatory boards. However, he criticized the draft for being very shy, shallow 

and not bringing radical changes, acting within the borders of traditional government-

civil servant framework.  

 Former director of teacher education bureau explained that when the draft was 

presented to TGNA Education Commission by the government at the end of 1994, it 

caused serious discussions in the commission, but was not enacted and remained as 
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draft. In 1999, it reappeared in the election program of Democratic Left Party, however 

could not be enacted.  

 In short, the problem of low socio-economic status of teachers and the nature 

of the profession was addressed various times in the preceding decade; yet, policy 

problem could not enter in the next stage in the policy development cycle and was not 

enacted in the end.  

 Then, what happened in 2002 that enabled the legislation of the policy 

problem? What determinant(s) opened the window of opportunity for CLT?  The 

answer is simple as there is only one single factor identified by the majority of the 

informants that opened the window of opportunity; JDP’s having a landslide victory in 

2002 election, winning over two-thirds of parliamentary seats and forming the 

government as a single party and having a strong control over both legislative and 

executive institutions.  

 Five informants identified that it was the right time to enact the policy as there 

existed a powerful and single party government. The bureau director in Board of 

National Education stated that “there was the single party government and the political 

power was behind this policy so political environment was very suitable.” Former Head 

of the Board of National Education, in addition to this, asserted another view. He 

emphasized the novelty of JPD both as a political party and as government. He 

proposed that this novelty came along with “hunger of projects” to prove themselves 

and UAP was the product of this hunger. In the framework of UAP tens of public policy 

proposals, one of which was CLT, were initiated within the first 6 months. The former 

director of personnel’s quote summarizes the concept of novelty that brought new 

projects “We had a brand new government, a new minister in MoNE and new projects 

to develop.”  

 In terms of Kingdon’s (2002) three streams; problem, policy and political that 

come together, converge and open the window of opportunity, only the political 

stream, a political turnover, triggered the policy window in the case of Turkey. 

 

4.2.3. Policy Problems in Wisconsin 

Analysis of interviews and documents resulted in two main problems that led to 

enactment of PI34; public concern over quality in education and quality of teaching 

profession and dissatisfaction with preparation of educators and the licensure renewal 
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requirements. The increasing concern of the public about the educational outcomes 

and the critical attitude toward schools were identified by three informants as the 

general problem that induced the emergence of PI34. Being described above in the 

social context, Wisconsin was also going through a period when public held government 

accountable about the quality of educational outcomes. The university professor 

summarized this well: 

Another piece of the climate was that, even then I think it’s more so now, but it 
was the beginning of the public saying, ‘How do we know you’re doing a good 
job?’ That’s another argument for outcomes because if you just have inputs you 
say ‘well we did all of this’ and they say ‘yes but the kids aren’t learning.’ 
 

 Teachers can be accounted as the most important part of the educational 

system, as showed by Linda Darling Hammond’s (2000) study. She indicated that 

“measures of teacher preparation and certification are by far the strongest correlates of 

student achievement in reading and mathematics, both before and after controlling for 

student poverty and language status” (p. 1). Thus, the concerns over quality of 

educational outcomes brought about the concerns on the quality of teachers. 

Legislative council member commented on this as “I think the primary concern here 

was education in general and the quality of education, and the recognition that the 

primary providers of education are the teachers.” Union representative, furthermore, 

argued that this concern over the skills and capabilities of teachers turned into a 

political pressure, “Again one was the political pressure that was coming out about the 

quality of the profession.” The director of teacher education bureau also stated: 

The times were recycling the need for that proof I just talked about because 
there was a criticism of the ability of teachers to be able to help students learn 
and there was a concern over the results of students’ test scores that were part 
of, you know, what was going on with the public schools. So Wisconsin, like 
other states, needed to respond to this concern about teacher ability. 
 
These concerns over the quality turned attention to teachers’ certification and 

licensure and their assessment. Informants described this change in the perceptions of 

teacher success as “shift from input to output based teacher certification.” The Former 

Senator explained this perception in a nutshell as  

How can one become a more successful teacher? Or what is it that I want to 
know more about that would lead to greater student achievement. And that’s 
naturally the key of PI34. It’s more your own personal professional 
development as is how I can improve myself to help students improve. 
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This change connected two problems to each other; concern about the quality 

of education system including the teaching work force and dissatisfaction with the 

status of teaching profession, preparation of educators and the licensure renewal 

requirements emerged as the other policy problem that PI34 was designed to address. 

Four informants indicated their dissatisfaction about the weaknesses and problems of 

the previous system. Informants explained that previous regulations did not require 

exam or any type of performance assessment to start teaching. Initial education license 

was based on the number of courses and types of courses taken at the university. 

Licensure renewal, similarly, was based on the number of graduate credits in a field 

related to their field of licensure every five years. As a result, teachers were being 

quantitatively evaluated with the credits and courses they took without focusing on the 

quality of teaching. Member of policy implementation team explained the old system in 

detail: 

With the first rule, with the educator preparation programs, the State was in-
charge of educator preparation programs and what the reviews consisted of 
prior to PI 34 was looking at the courses, they were looking at syllabi of courses 
to make sure that certain content was included and certain requirements met 
for student teaching.  
It was primarily identification of course content, not really looking at what the 
outcomes were as far as the development of teachers.  It was very much not in 
input rather than an output with the educator preparation programs.  Not all of 
them but some of them.  That was one aspect of the dissatisfaction.  
The other dissatisfaction was the relicensing of teachers based on a 
requirement that every five years, they take six graduate credits in a field 
related to their field of licensure.  It could be any credits.  Some credits were 
much more worthwhile than others.  Some related directly.  Some very 
indirectly, it wasn’t tied to student learning.  It was just mishmash of courses.  
They could also take something called equivalency clock hours where you get 
any number of clock hours in any professional development provider could 
offer those as long as they had been preapproved by the state. 
 

Another aspect of dissatisfaction mentioned along with the licensure was the 

lack of continuing professional development path in teaching profession. Renewal of 

the licensure every five years did not provide a path for professional career 

development. Former Senator commented on the need of professional development: 

It was a time when people were looking at teaching as a professional career. 
Anytime someone is involved in a professional or technical career there is 
always a need for ongoing development. A teacher, a pharmacist, an engineer, 
a doctor, a nurse, there is always a need for continuing professional 
development. So I think it was at a time period when people said well this is a 
professional career, not just you have a degree and you can teach. … Moreover 
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there was a recognition by a number of educational organizations that the need 
for this professional status of teaching.  
 
The last aspect of dissatisfaction with the previous regulations was the lack of 

well-designed conceptual mentoring and support system for beginning teachers. It was 

agreed by two informants that first years of teaching was very hard to handle, and 

mentoring system was required to help beginning teachers acquire experience in the 

right way. Former Senator exemplified this with his own experiences:  

I knew from experience that the first couple of years there should be some, 
hand holding of a new teacher to help them and mentor them, to work with 
them on classroom management skills, implementing your curriculum, just 
working on your professional development. What skills you need to improve 
on. And that’s probably the area of PI thirty four that I think people looked at 
and said yea, this makes sense. This makes sense to have someone being 
mentored during this time period. … Those first few years of a person starting 
to teach were really the critical years. We know that teachers often times in the 
first several years leave teaching. And in some cases it’s because they haven’t 
received the adequate support during those first three years. 
 

Consequently, these two main policy problems; questioning the quality of 

education and teachers and the dissatisfaction with the existing system of teacher 

licensure and professional development were, indeed, very complex, fused in to each 

other and feeding each other. Next part discusses the temporal conditions of the policy 

issue and how the window of opportunity was opened so that it could appear on the 

agenda.  

 

4.2.4. Temporal Conditions- Window of Opportunity in Wisconsin 

The question ‘why did this policy issue emerge at that specific time, why not 

earlier or later?’ is not easy to answer as there are many determinants and factors that 

interact and lead a policy problem to government agenda. Kingdon (2002) describes this 

situation as the opening of a window of opportunity. This part tries to describe how the 

window of opportunity was opened for PI34. Interview and document analysis yielded 

three main determinants which converged together and opened the window of 

opportunity: national stream of restructuring teacher education and licensure; pressure 

and readiness to change and leadership.  

Obviously, a serious concern at the national level existed, especially after the 

results of international exams and facing with the low ranking of the U.S. Union 

representative explained that  
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A lot of it had—well some of it had, to do with what was going on nationally.  
All of the talk about the failure of our education system, how children were 
failing and the system was failing children and what we were doing about it. 
 
State Superintendent also commented on this emphasis on the international 

test results: “there was a concern that there was a national finding that the U.S. was 

falling behind in our educational process.” In the same vein, director of the teacher 

education and licensing bureau stated that “nationally there was this issue about 

teacher proficiency and teacher excellence.” 

 These concerns over quality of teaching and teachers triggered a national 

movement to restructure the teaching profession including teacher education, initial 

certification, and renewal of licensure. Informants agreed that this movement created a 

paradigmatic shift, a transformation from input based teacher training and certification 

to outcome based teacher training and professional development. This shift was 

initiated by two national associations; National Board for Professional Teaching 

Standards and The Council of Chief State School Officers. Both associations, as 

mentioned above in the national context, founded consortiums and task forces to 

develop core teaching standards, and released reports on the model standards of 

teaching. Even after the releases of the reports, task forces and consortiums kept on 

working on the teaching standards and professional development of teachers. While 

these were taking place at the national level, Wisconsin was closely following the 

national discussions and developments. Four informants stated that Director of the 

teacher education and licensing bureau participated in many of the meetings at the 

national level with the State Superintendent and other colleagues from DPI. Quote from 

State Superintendent is illustrative:  

We were involved in national initiatives that had to do with strengthening the 
practice of teachers and educators. So we were obviously involved in that both 
at the state level as well as the national level. We were aware that there was a 
national movement regarding this subject, and we were concerned about of 
how we prepare our educators and how we renew them throughout their 
practice and make their practice better, strengthen their practice. 
  
Director of the teacher education and licensing bureau also explained how 

deeply Wisconsin was involved in the national movement:  

National standards set performance based teacher education as the model. 
That was the issue that was around the nation that was the issue in which 
Wisconsin participated, I was the participant for the teacher part, other people 
from Wisconsin were involved in the in administratorial part. Because I wanted 
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to be close to the teacher agenda, when CCSO started the next group I said to 
one of my staff members, you are going to be a representative. …. So, we were 
very much involved in the national scene for recreation of standards for 
teachers and administrators, and from there we brought it home. 
 
All these concerns, task groups, reports and initiatives on the teacher quality at 

the national level and their mirroring at the state level brought about an urge to 

change, change in the educational system as well as teaching profession. Three 

informants described this climate as “readiness to change.” It derived from the 

circumstance that public, educators, academia and government, both at the federal and 

state level, were aware of the problems in the education system and were motivated to 

provide solutions to these problems and to change the system. The university 

professor, who was also a member in the InTASC, described “So it was kind of in the air. 

It was something people were interested in.” But federal government and federal level 

interest groups were more engaged in the change than other stakeholders, though they 

did not have a comprehensive change plan. Legislative council member explained this 

emphasis on the need to change which was pressured at the federal level:  

There was the interest at the federal level but they wanted to change education 
without really knowing how to change it. And there was also an insistence that 
it needed to be change…. So, the context was a little interesting because there 
was a federal and public sense that there needed to be change. But there 
wasn’t any agreement on what that was going to be. There was a vacuum. 
 
This vacuum in the case of PI34 was filled by the state which was aware of the 

problem, and ready and willing to change as well, especially DPI; the State 

Superintendent and his team. So, Wisconsin, as a close follower of the national level, 

was one of the first states that took the initiative and developed their own standards 

and licensure system. They wanted to have their own set of rules and regulation that fit 

their circumstances, they did not want to have someone else do it. Following quote of 

the director of teacher education and licensing bureau illustrates the attitude of 

Wisconsin toward this need of change: 

It was not just a Wisconsin problem, it was a national problem but we actually 
were at the front of happening to answer that problem, so we were one of the 
first states to implement this performance based assessment driven system. So 
it was a national problem that we were a part of the response and we were at 
the forefront of doing that. 
  

 In addition to DPI, it was asserted by the informants that two stakeholder 

groups were also willing to take part in the change process to raise their voice and 
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pursue their interests; higher education teacher training institutions were willing to 

change their teacher training and preparation program, and teachers themselves 

wanted to change and were willing to work for the change. The Legislative council 

member described teachers’ willingness and readiness to change as “surprising.” This 

quote from union representative is significant in indicating their willingness and reason 

behind the change:  

Our involvement as a Union became even more necessary than in the past 
because our Union as a professional—it is a professional organization and we 
truly do care about kids and wanted to do the best. … So we went ahead with 
what we believed would be the most significant change for children and their 
learning and that is the improvement of the skills of their teachers. 
 
It is important to underline that this forefront role of Wisconsin at the national 

level is attributed to the leadership at DPI, which is the third determinant of window of 

opportunity. The State Superintendent, John Benson was elected as a non-partisan 

independent State Superintendent in the spring of 1993 and re-elected in 1997 and 

served until 2001. Interview with key policy makers and document analysis remarked 

John Benson as the initiator of the change. Although a similar policy proposal was put 

on the table by the previous state Superintendent, Herbert Grover (1981-1993). The 

director of teacher education and licensing bureau explained that Grover appointed a 

task force comprised of teachers, academicians and school administrators in 1983 to 

determine how the field of teaching could be made sufficiently attractive to retain 

competent individuals in the profession. The report of this task force was the first in 

describing a career ladder for teachers consisting of four stages; associate teacher, 

professional teacher, teacher specialist and career teacher. Nevertheless, his attempt 

did not result in policy change. Unfortunately, data analysis did not yield sufficient 

information about the reasons of the disappearance of this policy initiation at that time, 

but the Director of teacher education and licensing bureau commented on Herbert 

Grover that “he was very directive and not interested in sharing that opportunity with 

stakeholders.” 

 John Benson, on the other hand, immediately acted on the policy initiative. He 

explained his role in this: 

While I was participating in CSSO national meetings, I became acutely aware 
that some of the initiatives that were going on around the country and I gave 
the green light to appropriate staff in our state agency to become involved in 
some of the work that was going on around the country. Dr. Peter Burke was a 
very significant player in this whole process from very beginning. 
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 John Benson organized a core group including his second deputy as the leader.  

Director of teacher education and licensing bureau’s comment illustrates John Benson’s 

attitude toward this policy initiative:   

So, from the very top to begin with, the priority that John Benson gave it was to 
direct his deputy, the number two at the department, Steve Dolts, to work 
through this policy. He didn’t leave it to a division administrator, to a bureau 
director or to the most important, the policy analysts. I mean he didn’t do 
that… And then he dragged along a bureau director named Peter Burke to those 
meetings as well. 
 
Even though Steve Dolts, the deputy in DPI, was appointed officially as the 

leader, his name did not emerge as the key actor or the leader of the policy process 

during the interviews.  On the other hand, Peter Burke was mentioned by all the other 

informants as the most influential policy actor in the process. Member of policy 

implementation team depicted the role of Peter Burke in the initiation and 

development of the policy very well:   

I think the critical thing was the former director of this team, Peter Burke.  I 
think that he had a vision.  He participated in national committees.  He was very 
astute about how change occurs and what is needed to move change along.  He 
also worked closely with the State Superintendent at that time so that 
Superintendent had a lot of faith in him and listen to him.  I think that he was 
the key reason it happened. 
 
Obviously, his leadership skills, his experience and his encouraging and 

supportive attitude towards the team and stakeholders helped the policy initiative 

appear on the government agenda and be developed interacting with the leadership of 

state Superintendent, John Benson.  

As an answer to how the window of opportunity opened for PI34, data analysis 

revealed that three determinants; national stream of restructuring teacher education 

and licensure; pressure and readiness to change and the leadership at the state level 

interacted, converged and opened the window of opportunity for PI34, so that, as a 

policy initiative, PI34, appeared on government agenda first and then the decision 

agenda (Kingdon, 2002) which led to the legislature.  

 

4.3. Policy Actors - Dramatis Personae 

The drama of policy formation is performed on a stage that is shaped and 

formed by the interactions of numerous determinants discussed above. Actors, on the 
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other hand, are not very easy to identify, especially in some cases, as there are few 

rules on how to act and any number of and any type of actor can join the performance 

at any time with minor or major roles (Fowler, 2009; Peters, 1999). Especially in the 

pluralist societies where there exists a wide variety and large numbers of interest 

groups and mechanisms enabling them to join the process, numbers and types of policy 

actors involved in the policy formation can be very high. Each policy actor enters the 

policy stage with packages filled with their personal/institutional culture, ideology, 

goals and interests and tries to exercise some influence on the policy process.  

With that said, this part of the results attempts to delineate the policy actors 

who took part in the policy formation drama of CLT in Turkey and PI34 in Wisconsin 

identifying their types, roles, relationships and agendas. First dramatis personae of CLT 

is discussed followed by PI34.  

 

4.3.1. Dramatis Personae of CLT in Turkey 

 Interviews with key policy actors and official documents such as 

correspondences between directorates in MoNE, between different ministries and 

other governmental actors on CLT, reports on CLT prepared by key divisions, and 

different versions of the policy drafts provided rich information about the policy actors. 

Results are discussed under three main categories; types and roles of policy actors and 

agendas and relationships among the policy actors and the inclusiveness of the process. 

 

 4.3.1.1. Types and Roles of Policy Actors 

 Data analysis revealed that several governmental actors and two non-

governmental policy actors took part in the formation process of CLT. First 

governmental policy actors and then non-governmental actors are presented with the 

role they played in the process. 

  

 4.3.1.1.1. Governmental Policy Actors 

 Due to the fact that all of the governmental policy actors that emerged from 

data, except National Education, Culture, Youth and Sport Committee of Turkish Grand 

National Assembly (TGNA) are from executive branch, a distinctive categorization of 

legislative and executive branches is not utilized. Ministry of Education (MoNE) and 

divisions in MoNE, Board of Education, Ministry of Finance, State Personnel Presidency, 
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Student Selection and Placement Center (SSPC), and National Education, Culture, Youth 

and Sport Committee emerged as the policy actors that participated in policy 

development process of CLT. This part attempts to describe the involvement and role of 

these governmental actors. 

 

Ministry of National Education  

 Data from interviews and documents revealed that CLT was developed by the 

units at the central organization, specifically by the main service units, and subsidiary 

units. These actors are presented in detail below but before dealing with each one of 

them, it is important to delve into how they were involved in the policy process.  

 As it was discussed in the emergence of policy problem part that this policy 

issue was on the agenda of the government in the framework of Urgent Action Plan 

(UAP) along with many other policy changes and the stakeholders of each policy issue 

was determined in the UAP. For this policy issue MoNE was commissioned with the task 

to develop and institutions to collaborate with were identified as Higher Education 

Council; Ministry of Finance; and State Planning Agency. MoNE’s Strategy Development 

Presidency worked further on the responsible unit and units/ institutions to work with. 

With the Implementation Program of UAP prepared by Strategy Development 

Presidency, responsibility to develop the policy was commissioned to General 

Directorate of Teacher Training and Education (GDTTE) and other actors to cooperate 

were listed as Board of Education, Strategy Development Presidency, Legal Counselor’s 

Office General Directorate of Higher Education, General Directorate of Personnel, State 

Planning Agency, Higher Education Council and Ministry of Finance. This responsibility 

was reported to General Directorate of Teacher Training and Education (GDTTE) with an 

official letter sent by Strategy Development Presidency on February 04, 2003, one 

month after the release of UAP in January.  

 Therefore, it is possible to conclude that the responsible unit to develop the 

policy and all the other units and institutions to involve in the process were designated 

by the MoNE through the Strategy Development Presidency within a chain of order.  

 

 General Directorate of Teacher Training and Education 

 Data from official documents and interviews with key actors identified General 

Directorate of Teacher Training and Education (GDTTE) as the main actor. Being 
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officially responsible for teacher training and professional development, all of the 

informants stated that GDTTE was the leading unit and also the coordinator of the 

process. The General Director of GDTTE was Kerem Altun, who was a Member of 

Parliament at the time of data collection, and he was identified as one of the actors by 

three bureaucrats. Assistant General Director of teacher education and training 

directorate expressed the support of general director as: 

We got a big deal of contribution from Mr. Altun. He has a successful 
background as an educator. Moreover, he served as manager in the Ministry of 
Culture for a long time period. He accelerated the process after it reached 
GDTTE and helped to form the committee to work on CLT.  
  

 After being commissioned with the task to develop the policy issue defined in 

the UAP, Kerem Altun formed a committee from the units mentioned in the 

implementation program of UAP sent by Strategy Development Presidency and 

presented it for approval on December 05, 2003 with an official letter. The committee 

formed by the general director was approved by Deputy Undersecretary and 

Undersecretary. The quote of Assistant General Director of GDTTE illustrates the 

bureaucratic approval process: 

Committees can only be formed with the approval of Undersecretary’s office. 
General directorates or other units have to take the approval of higher levels in 
the bureaucracy to assign personnel to a task or to set up a committee, only 
with that approval personnel or committee can work. 
 

 In terms of CLT, same procedure was followed in the formation of the 

committee. A member of the committee underlined that everyone was appointed by 

top-down decision making,  

All of the members, including me, were appointed. They said, ‘here are the 
members of the committee.’ The method they used was not a democratic 
process letting stakeholders like teachers or administrators choose their 
representatives. If you respect those people you tell them ‘Decide yourself for 
the representative’. But it was not like this in this case. If you adopt one sided 
decision making process holding the authority to make decisions, then you 
appoint people like this, this person from this unit, that person from that unit.  
 

 As identified in the letter that was sent to Undersecretary, appointed 

committee members are as follows with their titles and units; 

Bureau director in General Directorate of Teacher Training and Education 
(chair) 

 Expert in Board of National Education 
 Bureau director in Strategy Development Presidency 
 Legal counselor in Legal Counselors’ Office 
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 Bureau director in General Directorate of Higher Education 
 Department chief in General Directorate of Personnel 

Department chief in General Directorate of Teacher Training and Education 
 

 Informants reported that these people were chosen based on their position in 

the bureaucracy not because of their individual characteristics, except Ali Cakiroglu. 

Assistant General Director of teacher education and training directorate stated that 

Of course they were appointed due to their positions. So, if the General 
Director of Primary Education Directorate was chosen, he was chosen due to his 
position, not because of his name, it is because he is the general director of 
primary education directorate. 
 

Hence, committee members’ knowledge, expertise or other professional competencies 

related to the issue were not taken into account on the point of assigning them to the 

committee.  

 This committee was defined as the core group that developed the first draft for 

the law and the regulation as well. It was mentioned that some members were replaced 

throughout the process and some members joined later on. The chair of the committee, 

Ali Cakiroglu, appeared one of the key actors through the interviews as well as the 

documents. He was described to be committed and knowledgeable on the policy issue 

as he worked on the reform of teaching profession during the late 1990s as well, and 

supporting an open process for the policy formation. One of the informants who was 

also a member in the committee defined the committee as trying to do best for the 

students and being “politically neutral”: 

In the committee, we developed an understanding that was in equal distance to 
every political ideology, that was trying to meet the requirements based in the 
data we had. I mean, we were really over the thoughts like this item will benefit 
this group, or if this happens like this, this group will say this, etc. Our only 
concern was how to increase the student quality and fulfill their right to get the 
best education and what we aim with this policy for the teachers. We really 
tried to achieve this by staying neutral as much as possible.  
 

 Committee meetings took place in the building of GDTTE and, according to 

informants, they met almost every week for more than one year. GDTTE as the 

responsible unit coordinated the meetings and provided logistic support. Data from 

interviews and documents suggested that this core group, Ali Cakiroglu and members 

representing the MoNE units, worked on the policy for almost 2 years and gave the 

basic shape of the policy; in this sense, they had the biggest impact on the policy 

outcome. Moreover, they formed the draft for the law as well as the regulation. Draft 
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to Law was sent to TGNA National Education, Culture, Youth and Sport Committee in 

May 2004.  

 

 National Education, Culture, Youth and Sport Committee 

 Records from the committee meetings indicated that Committee was 

comprised of 24 members and the majority of the committee was JDP, while RPP had 

seven members of parliament (MPs). Committee met two times in June 2004 to discuss 

the proposed law amendments. Minister of Education, Huseyin Celik, and 

Undersecretary and General Director of GDTTE and other representatives from MoNE, 

Finance Ministry and State Personnel Presidency participated in the first meeting to 

discuss the draft. Some of the committee members of MoNE joined in the second 

meeting also.   

 What is important to note in this committee is the opposition of MPs from RPP. 

According the records of the meetings, seven MPs voted against the law and released a 

letter explaining their justifications for oppositions. In this letter, they argued that 

government rushed this proposal to the committee deciding on their own without the 

policy being discussed in public with the unions and other stakeholders. The proposal 

was not comprehensive and degraded the professional development into an exam. 

They also asserted that it would create inequalities and discrimination within the 

schools and among the teachers due to the fact that teachers’ work load would stay the 

same even if they got the title of master teacher, thus career ladders in other 

occupations could not be set as an example for teaching.  

 Despite the RPP’s against vote, committee voted for it and it was accepted. 

Then it went for the normal legislative process through approval of Cabinet and 

Assembly and then the President respectively and published in the official newspaper 

on July 08, 2004. As I do not have the records of the sessions in the assembly, I could 

not derive any information on the discussion within the assembly. Yet, as JDP had the 

majority there, it passed quickly. These two meetings of the TGNA committee and the 

session it was voted in the assembly were the only times legislators were discussing and 

reviewing the policy officially. The limits of the regulation were drawn with this law, 

thus regulation was shaped according to the law. 
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 General Directorates and Units in MoNE  

 Just after the law, committee in GDTTE accelerated its work and prepared the 

first draft of the regulation in July 2004. Analysis of intra-organization correspondences 

of MoNE indicated that this proposal was delivered to 22 units within MoNE via 

officially written letters. These units are 

 Board of Education 

 Board of Inspectors 

 Strategy Development Presidency 

 Board of Research, Planning and Co-ordination; 

 Legal Counselors’ Office; 

 General Directorate of Personnel;  

 Department of In-service training; 

 General Directorate of Pre-primary Education; 

 General Directorate of Primary Education; 

 General Directorate of Secondary Education; 

 General Directorate of Technical Education for Boys; 

 General Directorate of Technical Education for Girls; 

 General Directorate of Trade and Tourism Education; 

 General Directorate of Religious Education; 

 General Directorate of Apprenticeship and Non-formal Education; 

 General Directorate of Higher Education; 

 General Directorate of Foreign Relations; 

 General Directorate of Education and Training Abroad; 

 General Directorate of Private Education Institutions; 

 General Directorate of Special Education Guidance and Counseling 
Services; 

 General Directorate of Educational Technologies; 

 Department of In-school Physical Education, Sports and Scouting. 
 

There did not exist any evidence showing meeting with any of these units. 

However, data showed that many of these units provided written feedback on the draft 

of the regulation and GDTTE Committee on the policy altered the draft in line with the 

modifications suggested. They prepared a table showing the suggestions from each unit 

and action taken on each suggestion. Among these units, few of them came up as key 

actors through interviews; Board of National Education, General Directorate of 

Personnel; Strategy Development Presidency; and Legal Counselors’ Office. Next part 

discusses how each of these units participated in the development process of CLT. 

Board of National Education 

 Organizational structure of MoNE shows the Board of National Education being 

directly affiliated to the Minister as a scientific consultation and decision-making body. 
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It develops visions, undertakes research, develops the education system, educational 

plans and programs and educational materials. It prepares and submits the decisions of 

implementation for the approval of the Minister (OECD, 2005). In addition to these 

tasks, every law, regulation or statute prepared by the units of MoNE has to be 

reviewed and approved. They can make changes if it is necessary. After the revision of 

the Board of National Education, they can proceed to the legislative procedure.  

 Data revealed that in the formation of CLT, it was involved due to this legal 

responsibility defined in the law. Bureau director in Board of National Education 

clarified that “it is the decision-making organ of our Ministry. CLT draft reached the 

Board as a requirement of Law No 3797. All of the drafts prepared by units of MoNE 

come to us as the last place to get the approval.”  

 Informants from the Board of National Education stated that policy draft stayed 

within the board almost a week. Thus, they identified that Board of National Education 

was not a major actor. Former Head of the Board of National Education’s described 

their role as “being outsider.” He underlined many times that they were not really 

involved in any other phase of the policy and his quote is significant in picturing their 

perspective in relation to their role; “We did not see this policy something to increase 

the efficiency of the system. We saw it as a task to complete which was required in 

Urgent Action Plan (UAP).” Moreover, he said that policy draft was not sent to board for 

further review, it only came for final approval. On the contrary to this, it was 

highlighted in the Report on work on the Regulation of Teachers’ Career Ladder that 

though three different drafts of the policy were sent Board of National Education, they 

did not respond until the date the report was prepared in March 2005. They were 

involved after this time for the final review, and there they were involved.  

 Although the Board of National Education was described as the decision making 

body that provides scientific consultation to the MoNE, in this process it did not emerge 

as one of the key policy actors. No representative was included in the core committee 

and the Board evaluated the policy in one meeting and then they were not involved in 

any other way.  

  

 Strategy Development Presidency 

 With its previous name, the Board of Research, Planning and Co-ordination, is 

one of the advisory units of MoNE and it is directly affiliated to  undersecretary. Its 
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main tasks are identified on the webpage of Strategy Development Presidency as to 

determine the middle and long range strategies and policies of the MoNE in line with 

the national development strategies and policies, annual programs and government 

programs; to develop the goals for these policies. Hence, they were responsible for the 

development of the policy reforms stated in the UAP of the government. Written 

correspondences within MoNE indicate that the responsibility to develop the regulation 

was assigned to GDTTE by the Strategy Development Presidency by the approval of 

Undersecretary. Regarding its involvement in the policy process, it was represented in 

the core committee that formed the regulation with a bureau director. Data from 

documents revealed that drafts of the policy were also sent to presidency and written 

feedback was provided to the committee. So, they followed the process closely.  

However, there do not exist any data about the internal process of the 

presidency related to CLT. There is not any information about who reviewed the drafts, 

or when and how. Therefore it is not possible make any further conclusions about their 

involvement   

 

 Legal Counselors’ Office 

 Legal Counselors’ Office is another advisory unit that is also directly affiliated to 

Undersecretary. Its main task was described on the web site of MoNE as to pursue all 

sort of legal issues related to Ministry and to review and examine the drafts of laws, 

regulations and statutes from juridical perspective. Analysis of documents and 

interviews revealed that Legal Counselors’ Office participated in development of CLT in 

two ways. A legal counselor was selected as a member of the core committee and office 

reviewed the drafts of the policy three times. Document analysis showed that they 

focused on the language of the regulation and the legal basis of each item and the 

consequences. The written reviews were signed by 1st Legal Counselor but he signed it 

in the name of the office. Unfortunately, due to lack of data on the internal discussion 

of CLT, no further result emerged from data regarding their participation.    

  

 General Directorate of Personnel 

 General Directorate of Personnel is one of the subsidiary units of MoNE that is 

responsible for human resources management of the ministry; operating the 

recruitment, employee registers, and retirement of the personnel as well as working on 
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the human resource system and policies and improving it. All of the informants 

identified General Directorate of Personnel as one of the main actors. It was also 

represented in the core committee with a department chief, but main role did not 

originate from there.  

 Data revealed that GDTTE was the responsible unit from October 2003 until 

March 2005. They coordinated the process, the committee and developed four drafts of 

the policy. However, around March, towards the end of the process, after a meeting, 

the responsibility of CLT was assigned to General Directorate of Personnel with the 

directive of the Minister. The reason for this sudden change was explained by the 

former director of personnel directorate:  

We were outside the process before, except the representative in the 
committee but it was more like formality. In one of the more comprehensive 
meetings, it was seen that existing draft was not sufficient. It was then 
understood that as General Directorate of Personnel would implement it, they 
should develop and enact the policy. Then the honorable Minister decided to 
assign it to us. It was totally his decision, he told us ‘you develop this regulation’ 
and we carried out his instruction and enacted the regulation.  
 

 But why suddenly the Minister ordered a reassignment remained unanswered 

as there was not any other reason brought forward through documents or interviews. It 

is only the claims of the former director of personnel directorate. He underlined that 

the draft of the regulation prepared by GDTTE was impossible to implement. He 

asserted: 

During the meeting I told that this version of regulation was not able to be 
implemented, there would be many problems. As the general director of 
human resources I stated that it was impossible to implement. Because the 
responsible unit, GDTTE, was an instruction unit, which means they were not 
familiar with human resources and personnel management. Furthermore, we 
also indicated that the exam was not possible to conduct in the version they 
shaped. 
    

 On the other hand, assistant general director of teacher education and training 

directorate indicated that they also did not understand the reason and reacted on this 

decision. He explained the process as: 

We don’t know where it originated but higher level bureaucrats told us that it 
should be reassigned to personnel directorate. It was first told orally. But we 
reacted and questioned this decision as ‘it was assigned to our directorate, why 
it is being given to personnel now?’ Following this, with an official letter our 
files and everything about the regulation was ordered to send to Strategy 
Development Presidency. Regulation stayed untouched in the Strategy 
Development Presidency for 10-15 days. Later on, it was sent to personnel 
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directorate -actually personnel directorate volunteered to do it at the 
beginning, but it was given to us. Personnel directorate did not make many 
changes on the last version we developed and then it was enacted.  
 

 Furthermore, among all of the documents there exists only one letter sent by 

General Directorate of Personnel to other units of MoNE after the enactment of the 

regulation for the purpose of forming an exam committee to be able to conduct the 

exam. So it confirms that CLT was reassigned the General Directorate of Personnel and 

enacted by them. 

  In relation to this, the former Head of the Board of National Education 

criticized that general directorate of personnel enacted this regulation. He stated that:  

Actually this regulation is indirectly related to personnel. Of course the results 
of the regulation are in their area but the process should be in the hands of 
either GDTTE, or directly undersecretary or Board of National Education, as it 
directly refers to their area of responsibility.  

 
 Main key actors within the process believed that it was developed by the wrong 

unit. Based on the picture drawn above, it is obvious that there was a conflict on the 

locus of control of the policy process for CLT.  

 What happened after its reassignment to General Directorate of Personnel? 

The former director of personnel stated that their legislation bureau worked on it, from 

March till June. In June it was approved by the Board of National Education and it was 

promulgated in the official newspaper on August 13, 2005. So, in three months, they 

did the fine tuning on the regulation on which had been worked for the last 2 years.  

 

 Other Ministries and Institutions 

 While the policy was under the responsibility of GDTTE, upon the revisions from 

the internal units of MoNE, the new draft was delivered to other ministries and 

institutions for opinion; Ministry of Finance, Ministry of State, Ministry of National 

Defense, Ministry of Internal Affairs, Ministry of Environment and Forestry, State 

Personnel Presidency, and Student Selection and Placement Center (SSPC). Among 

these, Ministry of Finance and SSPC emerged as key actors.  

 Research data showed that Ministry of Finance joined in the process on the 

points related to number of new positions for teachers from different career steps and 

the increase in the salaries of these positions. Informants stated that there happened a 

tough bargaining between the MoNE and Ministry of Finance, yet MoNE could not 
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receive the planned increase. Following quote from assistant general director of 

teacher education and training directorate illustrates their disappointment after 

bargaining with Ministry of Finance: 

Back then, we really wanted and tried to provide a higher financial increase and 
support to teachers. But, according to budget limitations of the Ministry of 
Finance, only a very certain amount could be given to professional teachers and 
master teachers. It is between 80-150 Turkish liras. 
 

 In addition to these, written correspondences indicate that ministry of Finance 

also reviewed the process and sent written feedback. These reviews were considered in 

the modification of the draft. Yet, the participation of Ministry of Finance was limited to 

financial issues. 

 Another governmental actor that emerged from data was Student Selection and 

Placement Center (SSPC). SSPC is a financially and administratively independent 

institution affiliated to Higher Education Council. National exams in numerous areas 

such as secondary school entrance, admission to colleges and universities, recruitment 

of public officers, general aptitude tests for graduate education are developed and 

administrated by SSPC. Their involvement with the CLT was rooted in the national exam 

that was planned for the recruitment of professional and master teachers; in other 

words, the promotion of the teachers were based on the score they would get out of 

this national exam.  

 Informants’ comments and documents indicated that SSPC was involved in the 

process almost at the end. The last draft developed by GDTTE was sent to SSPC in 

January 2005. Upon this, four meetings were conducted with SSPC representatives and 

the structure of the exam was discussed. It came up through interviews that the GDDTE 

and the core committee were against a single exam just measuring the basic knowledge 

and pedagogical competencies of teachers from very different areas, instead of 

separate tests measuring the competencies in subject matter areas. However, the SSPC 

rejected this proposal as it was not feasible to objectively test the subject areas such as 

arts, physical education, and technical and vocational areas. Moreover, informants from 

GDTTE also underlined that it was not possible due to high number of different subject 

matter areas. Assistant General Director of teacher education and training directorate 

stated that they had a meeting that lasted till 3 am in the morning due to this conflict, 

yet SSPC did not accept their proposal. With the intervention of the SSPC, single exam 

including areas as Turkish, legislation, pedagogy and history and citizenship was 
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designed as the measurement of promotion to one of the career steps. 

 To sum up, governmental policy actors comprises the majority of the actors 

participated in the policy process of CLT. Both the General Directorate of Teacher 

Education and Training and the General Directorate of Personnel appeared as the key 

actors due to a change in the locus of control for the policy.  A core committee that was 

formed with the representatives from related units of MoNE developed the policy 

drafts and coordinated the reviews from other units and ministries under the authority 

of GDTTE until CLT was reassigned to the General Directorate of Personnel. The 

participation of other MoNE units and ministries were limited with written reviews of 

the CLT except The Board of National Education, Ministry of Finance, and Student 

Selection and Placement Center. These actors, however, were involved for a short 

period of time only for the related issues, but did not exist in every step of the process.   

 

 4.3.1.1.2. Non-governmental Policy Actors 

 On the contrary to large number of governmental policy actors, only two main 

groups of non-governmental actors emerged from data, higher education institutions 

and unions. Indeed, they were described as excluded stakeholders rather than key 

policy actors. 

 

 Unions 

 Unions appeared in the data analysis as excluded stakeholders and opponents. 

Out of more than 20 unions in education sector, only five of them came up during the 

document analysis, while only three of them were mentioned during the interviews.  In 

terms of document analysis, among all the correspondences with governmental units 

and institutions, no single correspondence with unions was identified. They were 

mentioned in a report about the development process of CLT. It was stated in the 

report that in October 2004 three meetings were held with five unions, Türk Eğitim-Sen, 

Eğitim-Sen, Eğitim Bir Sen, Tem-Sen and Independent Education Union. It was noted 

that unions first expressed their oppositions to law in general and then specified their 

opinions on certain items. It was indicated in the report that unions’ opinions were 

expressed verbally, not written. And only three requested modifications were listed in 

the report which were all on the technical details such as teachers’ being granted leave  

 



175 
 

of absence during the exam day. This is interesting as union representative identified 

many larger issues as of concern to them. These issues are discussed below.  

 In addition to these five unions reported, the largest three unions Eğitim-Bir-

Sen (Union of Educators Association) Türk Eğitim-Sen (Turkish Education Union), and 

Eğitim-Sen emerged from the interviews with key policy actors. The political ideology of 

the unions juxtaposed with Sarpkaya’s (2006) classification; Eğitim-Bir-Sen was defined 

as conservative right; Türk Eğitim-Sen was defined as Nationalist right, and Eğitim-Sen 

was identified to be left by the informants. 

 Eğitim-Bir-Sen, the largest union of the education sector was identified to be 

the henchman of the government. Two informants stated that it was the only union 

that supported the policy and the exam and even they started up special courses for its 

members to prepare for the exam.  

 Türk Eğitim Sen, the second largest and the nationalist right union, was 

reported to have stayed as abstainer especially in the beginning, neither opposed not 

supported, but at the end of the process they supported the policy.  

 The last union, Eğitim-Sen was identified to be the opposition throughout the 

whole process by the informants both bureaucrats and non-bureaucrats. Eğitim-Sen 

also came up as the most active union in terms of opposition. Interviews revealed that 

they tried lobbying against CLT and collaborated with opposition party especially during 

the legislation of the Law 5204. They utilized media; appeared on TV or talked to the 

newspapers, to deliver the facts about the policy and their arguments against it. 

Furthermore, they held street protest and one protest they held in front of the MoNE 

building. They also tried to get organized in schools to inform the members about the 

policy. Union president explained this process as: 

We organized various and serious actions at that time. First we tried to inform 
our members about the damage it would give to education, about the 
destructive effect for the teachers’ relationships. In addition in terms of street 
level reactions, we organized very serious protests.    
 

 Regarding Eğitim-Sen’s arguments against the policy, four main themes 

emerged from data. First of all, it was reported by four informants that hierarchical 

order brought by the career ladders was the biggest concern. Eğitim-Sen defined this 

categorization as giving ranks to teachers and referred to it as “epaulette system” 

utilizing the analogy from military. Second argument was that the policy was against 

equality principle. They emphasized that teachers would still have the same job and 
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same amount of work, but just because of the exam scores, some of them would get 

higher salaries. They argued that there had to be equal payment for equal work, and 

economic conditions of all teachers had to be improved.  

 The third concern expressed by Eğitim-Sen was related to teachers’ professional 

relations. They asserted that categorization and ranking would destruct the relationship 

among the teachers. There could emerge factions among teachers or higher ranking 

teacher could look down on the lower ranking teacher. Moreover, they were concerned 

about the parents’ approach as they might have forced schools to place their kids into 

the class of a higher ranking teacher.  

 The last argument was the on scope of the policy. They underlined that CLT was 

facile, and designed only for ad hoc solutions. It did not bring about any improvement 

to teachers neither in the professional nor financial aspects. The Union president stated 

that while there existed many other problems in the education system such as 

geographical and gender inequalities, limited physical structures and financial issues, 

that policy was just to show off, and did not bring any positive contribution to 

education; in short they argued that it was proposed just for political gain.  

 From the other side, the perspective of bureaucrats, they perceived the 

attitude of Eğitim-Sen as “ignorant” and “destructive.” One of the core committee 

members identified that unions were not seriously aware about what MoNE wanted to 

do. The former general director of personnel directorate’s comments illustrates the 

view toward Eğitim-Sen: 

I really could not understand up to now whether this union is for the teachers 
or against the teachers…. They were far from being constructive but more 
destructive. Unfortunately, they wanted to bring down a working system. 
Maybe they looked at this politically and ideologically but in the end, they just 
damaged the teaching profession.  
 

 Another interesting finding related to bureaucrats’ perspective related to 

unions that none of them gave a specific union name. They used phrases as “one 

union,” “one of the unions” or “that union.” I had to ask several times which union they 

meant and I could get a name from only one informant.  

 The last example related to how bureaucrats perceived unions came from the 

committee member. He explained that aforementioned meetings with the unions were 

not welcomed in the GDTTE and he expressed the reactions he got from his 

superordinates:  
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In 2003, when we organized the meetings with unions, at the day of the 
meeting, my superordinates called me and asked what they were doing there. 
He said ‘let them go and do not work with them’. But I said, they are the 
representatives of unions, they represent teachers, instead of getting their 
opposition later on, let’s hear them now so that we can have less obstacles in 
the future’. I insisted so much but he talked to me three times about not to 
work with them. However, later on the same superordinate could say ‘we 
worked with unions three days and received their 
opinions’ holding on the slogan that stakeholders should be part of the decision 
making process.  
 
In the same vein, assistant general director of teacher training and education 

directorate emphasized three times that they worked with the unions as social 

stakeholders and they found a middle way. Moreover, three informants from MoNE 

had the perception that there was no opposition from unions as they understood and 

agreed on the policy. However, research data did not yield any evidence related to 

collaboration or working together to reach consensus on CLT.  

Results related to unions suggested that they were not actively participating in 

the development process except three meetings held by the core committee. 

Document analysis and the informants’ expressions showed that unions were excluded 

stakeholders and mainly outsiders to development of CLT. In terms of their approach to 

CLT, one union that was close to government supported it from the beginning and one 

was totally against and reacted on it through media or street protests. Yet, MoNE 

bureaucrats did not take Eğitim-Sen’s opposition serious and even argued that they also 

supported later on the contrary to the comments of president of Eğitim-Sen which 

indicated their opposition and stand point very clearly.  Their protests, meetings and 

public releases on CLT did not have any effect neither on the process nor on the policy 

outcome.  

 Higher Education Institutions 

 According to statistics of Higher Education Council there existed 51 Education 

Faculties in 1999 (YÖK, 1999). Yet, none of these faculties emerged as actor in the 

development of CLT. Furthermore, five informants described them as excluded 

stakeholders. One of the core committee members disclosed that, “We did not write to 

any of the Education Faculties and ask them ‘what do you think about, what are your 

opinions on this? Or send your reviews until this date.’ It did not happen. Would it be 

allowed to do so? That’s another question.”  
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 From another perspective, former general director of personnel directorate 

underlined that it was an administrative issue and opinions of the academia was not 

necessary. He stated that “This was an administrative regulation; it was more related to 

administrative operation within MoNE. We did not get support or opinion from 

academia because it did not require the opinions of the academia.   

 Clearly, higher education institutions were not involved in the process by the 

MoNE, however, higher education institutions did not show any reaction to this policy. 

The Former Head of the Board of National Education indicated that there was not any 

kind of action from the universities; “Nothing, nothing” he highlighted.  

 
 4.3.1.1.3. Inclusiveness of the Formation Process 

 Data analysis revealed that, on the contrary to PI34, number and the variety of 

policy actors involved in the design process were limited. The whole process was 

controlled by only the governmental actors; MoNE units and Ministry of Finance. 

Especially after its transference to general directorate of personnel, the committee was 

dismissed and the bureaucrats within the directorate completed the enactment. 

Furthermore almost none of the stakeholders, teachers, administrators, NGOs, were 

included. Nothing was asked to them, nor were they informed about the policy. Only 

attempt to include unions was taken when five of the unions were invited for meetings, 

nevertheless, their concerns, oppositions and argument were not taken into account, 

and not even written in the report listing all of the changes done according to 

suggestions of other units.  Moreover, Faculties of Education were held totally out of 

the process or from another perspective they stayed outside by not reacting on the 

policy.   

 Having said these, it is not possible to talk about an inclusive formation process 

in the development of CLT in Turkish case where most of the stakeholders participated 

and created an impact.   

 
 4.3.1.2. Agendas and Networks 

 In the following part, first the agendas of the actors will be discussed followed 

by the structure of the relationships among the actors.    

 

 4.3.1.2.1. Agendas of Policy Actors 

 In the case of CLT, government and its institutions were the key policy actors 
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and decision makers, thus, in this part only the agenda of the government is depicted. 

Data that came from interviews and documents revealed a dual structure in terms of 

the drives behind the enactment of this policy; official discourse about the goals of the 

policy and the latent goals. As it was mentioned before, the process started with the 

Urgent Action Plan (UAP) in which the goal of the policy was stated as “To make 

teaching profession attractive and to enact the regulations to hire teachers on a 

contract base” and the justification was described in UAP: 

Teaching profession has lost its attraction especially after the recent economic 
crises. To provide quality education to students, educators should not work in 
any other jobs outside their profession. Thus increasing the financial and social 
rights of teachers will make teaching attractive again. 
 

 It was discussed before as an auxiliary finding that during the interviews all of 

the bureaucrats repeated this official discourse stated in the documents. It reemerged 

again in the agendas of the policy actors. The main motivation and the drive behind this 

policy was described by the bureaucrats of MoNE exactly as it was stated in the UAP, to 

improve the teachers’ social and financial status. In addition, all of the official 

documents reflected the same discourse. This discourse was defined as the official 

agenda identified by the government and MoNE as the drive behind the development 

of CLT.   

 In contrast, the informants who were not members of the MoNE pointed out 

latent drives behind the policy such as political gains like increasing the votes, and 

privatization and marketization of education system. Member of the core committee 

argued that this policy was designed with the goal to increase the votes, as an 

investment for the elections. The following quote from him is significant in picturing the 

latent drive behind the policy as perceived by him,  

MoNE was not at the consciousness level to see the need for redefinition of 
teaching profession with the career ladders to increase the quality. This policy 
was used as a tool to give certain messages to public and to increase the vote 
rates. I am saying these very openly and clearly. Because, the support that our 
committee took from higher bureaucratic levels was very limited. The content 
of the discussion done at the higher levels about the policy and the attitudes of 
the superordinates was far from ‘yes, this is an important issue to increase the 
quality education provided in the schools and in line with this a new structure is 
required foster teachers’ professional and personal development, resources of 
MoNE should be used to support this policy.’ Nothing like this was observed 
throughout the process.  
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 He complained about lack of a serious comprehensive approach adopted by the 

MoNE to develop this policy. It was more like a political investment rather than a real 

attempt to increase the quality of teachers and teaching.  

 Second latent drive was specified by the Union president. He described the 

drive behind CLT from a different perspective, and argued that this policy was just part 

of the macro level policies adopted by the government. He stated that: 

We saw this policy as an arrangement included in the program package brought 
by JDP along with the placement of their own men to key cadre at the 
management levels. I believe this originates from JDP’s approach that views 
education not as public service but rather as a private good like others in the 
market and to goal to achieve the marketization of education. This is a part and 
the reflection of the macro level neo-liberal policies that has dominated the 
economy of the country and that have been applied in the other public areas.        
 
The policy aim stated in UAP “To make teaching profession attractive and to 

enact the regulations to hire teachers on a contract base” supports the concerns of the 

Union president. The second part of the sentence requires hiring teachers on a contract 

based for limited time periods like private schools’ recruitment system so that not 

qualified teachers can be laid off. The assistant general director of Teacher Training and 

Education Directorate’s comment supports this agenda: 

The goal was, as it is the case in the developed countries, to hire teachers and 
academicians on contract basis, not tenure, and to cease the contracts of the 
ones who are not efficient and instead of them to hire the better and more 
successful ones.  
 
Regarding the same policy issue, Sayılan (2006) also evaluated recruiting 

teachers in the state schools on contract-based as a part of the privatization movement. 

Furthermore, analysis of UAP showed that goals and policy reforms in other areas such 

as health or economy verified the concerns about the privatization, as an example, in 

economy part EDP 32-38 items were policies on privatization or selling out of the 

governmental institutions and in social policies SP 28-29 were about privatization of 

education. SP29 indicated that private sector will be supported to invest in educational 

area. In the justification part it was noted that the share of private sector in education is 

around 3%. Thus, private sector will be encouraged to invest in education in order to 

increase this share 10%. This policy goal validates the conclusion of Sayılan (2006) that 

passive privatization policies in education focus mainly on decreasing the share of the 

government in funding public education while supporting the private schools.  
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To sum up, the government’s main motivation behind the enactment of this 

policy may not be only the desire to increase the professional and personal life qualities 

of teachers. That would be very naive to believe that this was the only drive that 

pushed the policy while there exist evidence supporting the latent or a second macro 

level derive that is based on to sustain market hegemony.  

 

4.3.1.2.2. Relationships among Policy Actors 

Due to the low number and variety of policy actors, relationship patterns 

among the policy actors unfolded through data analysis was not complicated. Almost all 

of the policy actors were government institutions and the policy did not receive much 

opposition. Yet, based on the collaborations and disagreements emerged from data, 

relationships were categorized as friends and foes.  The most prominent and obvious 

relationships are presented below.  

 

Friends 

Board of National Education and MoNE: According to data from interviews and 

documents, the scientific consultation board and the decision body of MoNE did not 

oppose or provide negative feedback on the policy and approved it after certain 

changes. It was also stated by the former general director of personnel directorate that 

they worked in cohesion.  

Eğitim-Sen and Republican People’s Party (RPP): It was indicated by the Union 

president that Eğitim-Sen and RPP formed an alliance against this policy. The Union 

president identified this alliance as not voluntary but obligatory due to ideological 

differences between. Following quote from him can illustrate their points of view of this 

alliance,  

Yes, we collaborated with RPP. Especially when the law was being discussed in 
the TGNA Education Committee, they were really active and tried hard to 
prevent the enactment of this policy. At that point we were working closely 
with opposition party. We provided information about CLT and its 
consequences to RPP MPs, they had no idea before. We initiated lobbying 
through RPP in the TGNA. … Our concerns about this policy pushed us to 
collaborate with the opposition party even though we did not approve their 
policies.  Our concerns brought us to the same line with this party. 
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Furthermore, Eğitim-Sen was also behind the lawsuit filed in the Supreme Court 

to prevent CLT being implemented with the claim that it was against the constitution. 

This coalition between RPP and Eğitim-Sen could bring a stay of order for the CLT exam.  

 

General Directorate of Teacher Training and Education (GDTTE) - Other MoNE 

Units: GDTTE, being the coordinator of the policy process from the beginning, worked 

with other units within the MoNE closely. Four informants underlined that there was no 

opposition within the MoNE, they supported the policy and completed what they had 

to. Majority of units provided feedback on the policy draft and however, whole work 

was carried out on paper. 

 

Foes 

Regarding the dominance of MoNE and low level of opposition in the process, it 

is possible to note that there were not many battles on the CLT. The most prominent 

battle was between MoNE and Eğitim-Sen and a tension rather than a battle between 

GDTTE and General Directorate of Personnel emerged from research data.  

 

MoNE vs. Eğitim-Sen: Data analysis marked Eğitim-Sen as the most important 

opponent of the policy. Informants stated that Eğitim-Sen was actively working to 

prevent the enactment of it through media releases, protests and rallies, lobbying in the 

TGNA through opposition party and filing a lawsuit. Being mentioned before, the former 

general director of personnel directorate described Eğitim-Sen’s approach as 

destructive and being against the teachers. Eğitim-Sen were skeptic about the policies 

of MoNE and the government in general and also opposed many other policies initiated 

by the government.  

 

GDTTE vs. General Directorate of Personnel: With the UAP, the task to develop 

CLT was assigned to GDTTE. GDTTE, with a core committee, developed the draft of the 

Law no 5204 and the draft of CLT. However, through the end of the process, the task 

was reassigned to General Directorate of Personnel by the order of the Minister. This 

change in the locus of control created a tension between the units. Informants from 

both sides claimed that the place to develop was their directorate. The director of 

personnel directorate underlined that the version prepared by GDTTE was impossible to 
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implement and he convinced the Minister, whereas the assistant general manager of 

GDTTE stated that they reacted on the decision and questioned the reason. Former 

Head of the Board of National Education also noted the discomfort stated by the other 

units. Even though there was no battle over the control of CLT, a tension was created by 

relocating the locus of control.  

 

Summary of the Dramatis Personae of CLT in Turkey 

This section tried to introduce the dramatis personae of CLT through the eyes 

of the informants and the guidance of the documents by answering the questions as 

such, who was involved in the process and how, what roles and influences they had on 

the policy, what was their agenda related to CLT and how was the pattern of 

interactions among policy actors. Data analysis yielded a limited number of policy actors 

all from governmental entities. Figure 4.1 shows the key policy actors and the 

interactions between them. General Directorate of Teacher Training and Education 

initiated and developed the initial drafts, while General Directorate of Personnel 

completed the last phase. Units within MoNE participated in the process through 

providing written feedback to drafts sent to them. In addition to MoNE, The Board of 

National Education, Ministry of Finance and Student Selection and Placement Center 

are other institutions emerged as policy actors through limited participation in the 

areas related to them.  

Outside the government, unions were tried to be included through meetings 

but data yielded that they remained as outsiders and opponents. On the side of the 

academia, Faculties of Education were identified to be excluded from the process 

totally.  

It can be concluded that dramatis personae of CLT included the roles that were 

played mainly by the government institutions and units and unions showed up on the 

stage one minute and was pushed back before they finished their lines.  
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Figure 4.1. Policy actors in the formation process of CLT in Turkey 

Note: Abbreviations TGNA: Turkish Grand National Assembly 

           MoNE: Ministry of National Education 

           GDTTE: General Directorate of Teacher Training and Education 

           JDP: Justice and Development Party  

           RPP: Republican People’s Party  

 

4.3.2. Dramatis Personae of PI34 in Wisconsin 

 Data that came from interviews with key policy actors and a wide range of 

documents such as memos of education committee meetings, reports published by DPI 

and CCSSO, public hearing records held by both DPI and education committees, e-mails 

and letters sent to DPI regarding PI34 drafts revealed very rich information about the 

policy actors. Results are presented under two main categories; types and roles of 

policy actors and agendas and relationships among the policy actors. 
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 4.3.2.1. Types and Roles of Policy Actors 

 Data analysis revealed that a wide variety of policy actors participated in the 

formation process of PI34 via different means. They all performed different roles and 

influenced the process with varying degrees. For the classification of these actors 

Fowler’s (2009) categorization; governmental/non-governmental was utilized.  First 

governmental policy actors and then non-governmental actors are presented with the 

role they played in the process. 

  

 4.3.2.1.1. Governmental Policy Actors 

 Governmental policy actors appeared in documents and mentioned in 

interviews emerged in two main sub-groups; policy actors in legislative branch, and 

policy actors in executive branch.  

  

Legislative Branch 

 From legislative branch, education committees of Assembly and Senate, chairs 

of these committees and individual legislators were identified as policy actors. 

Legislators, education committees and legislative staff were directly involved when PI34 

was brought to the state capitol for review, though the Legislative council member 

underlined that they were aware of PI34’s development since the beginning. He 

explained this involvement: 

The legislature was involved and that was both through the senate and the 
assembly. And that meant that the leaders of the two education committees 
were both actively involved when the rule came to them for review. 
 

 Assembly Committee on Education was consisting of 15 senators and majority 

was Republican (Wisconsin Blue Book, 2000). The Chair of the Committee was 

Republican Representative Luther Olsen. Legislative records of PI34 showed that upon 

receiving the draft, Committee held two executive sessions where committee members 

reviewed and discussed the draft of PI34 and four public hearings, one at the end of 

November 1999, two times in December 1999 and one on January 20001.  

 

 
                                                           
1
 When the hearing is held, anyone may speak to the committee to support or oppose a measure 

or merely to present information to the committee without taking a position. Persons may also 
register for or against a proposal or submit written comments or petitions without making an 
oral presentation (Wisconsin Blue Book, 2012, p. 248). 



186 
 

 Public hearings and executive sessions of the committee resulted in a general 

agreement on the modifications to be done by DPI. These modifications were requested 

from DPI with several letters sent on different dates. State Superintendent John 

Benson, in a return letter to Senate Education Committee chair with the revised draft 

attached expressed their responses to modifications required by the Assembly 

Education Committee as: 

What you see in these rules, and in our response to the requested 
modifications, is our best effort to strike and maintain the delicate balance 
among local flexibility, cost considerations and the consistent application of rule 
provisions across the state.    
I believe we have been responsive to the request for modifications. In a 
majority of the cases, we have made the requested change. In other cases, we 
have been at least partially responsive, either in the rule or by pledging to 
address the concern as part of the implementation process. In a few cases, we 
have respectfully declined to make the modification with what I hope is a 
satisfactory explanation.  
 

 An interesting finding related to Assembly Education Committee is the role of 

the chair, Luther Olsen. It was stated by three key informants that Olsen was supporting 

the PI34 proposal even though individual Republican legislators opposed it and were 

difficult to convince. The director of teacher education and licensing bureau considered 

Olsen’s support as very fortunate for the process. The quotation from Union 

representative illustrates the role of Olsen: 

Actually Luther Olsen who was the chair of education committee for this time 
was a Republican and we spent a lot of time with Luther, and Luther was pretty 
good but he had real difficulties with his party making sure this went forward. 
    

The director of teacher education and licensing bureau also underlined that Olsen was a 

“friend” that helped a lot when they had to convince the committee members:  

The assembly had majority Republicans Luther Olson as a representative was 
chair of the assembly of education committee, I also count Luther as a friend of 
the rules he wanted to help us, he was one of the good Republicans but we had 
to convince the majority in the assembly that the rules were good.  

 
 As data analysis revealed Assembly Education Committee committed quite a lot 

of time to review and discuss the policy proposal especially with DPI and main 

stakeholders such as union, and it took quite a long time to convince them. Yet, at the 

end of the process, they also agreed on the last version with the leadership of Chair of 

the Committee. 
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 On the other line of the legislation, Senate Education Committee comprised of 

11 members whose majority were Democrat (Wisconsin Blue Book, 2000). The Chair of 

the committee was Democratic Senator Rick Grobschmidt. According the legislative 

record of PI34, Senate Education held two public hearings in two different locations in 

November 1999.  

 Following the public hearings, Senate Education Committee required 

modifications in line with the issues discussed in the public hearings as well. DPI agreed 

to review the proposal and resend it to both committees for approval. Here it is 

important to note that the Chair of Senate Education Committee Senator Grobschmidt 

was involved in the process from very beginning, he expressed his involvement as “I 

was involved in the process in the conceptual stage of the process.” He said that he 

even joined the national meeting of InTASC with State Superintendent. Thus, he was 

aware of every step taken in the process and he supported the policy during the public 

hearings and eased the legislative review of PI34. The director of the teacher education 

and licensing bureau called him as “the friend of the department,” he added that 

senate did not cause any obstruction or difficulty for the process. Thus, it is possible to 

conclude that chair of the Senate Education Committee had a facilitator role, especially 

in the legislative process of PI34.   

 In consideration to legislative policy actors, interviews and public hearing 

records and the legislative records of PI34 suggested that, two education committees 

from Senate and Assembly, members of each committee, but more significantly the 

chairs of the committees were very active when PI34 was under legislative review. 

What affected this legislative review process was the general agreement of both 

committees on the necessity of the policy, though many details were controversial. This 

agreement brought along the consent and support from a large part of the stakeholders 

and the approval of PI34 in the end. Comments of Legislative council member and the 

Senator summarized the climate in the legislative branch described above; 

Both the two education committees were in agreement that they wanted to 
have something that looked like PI34. Everybody thought it would be better to 
let DPI work it out than to go to the next level where it wouldn’t have that 
expertise. They wanted to work through and make sure it worked. That’s why I 
said that time was a mixed shared power in the state, so everybody wanted to 
keep it where there was an agreement basically so they could work out the 
details (Legislative council member). 
We held public hearings on it and met with the department of public 
instruction. In fact, both Luther Olsen, the assembly chair, and myself as the 
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senate chair, we met with representatives in the department of public 
instruction and we checked questions and everything worked out the way the 
department wanted it to work out (Former Senator). 
 

Executive Branch 

 Within the category of executive branch, data analysis yielded five policy actors; 

the Governor, state Superintendent, the state department of public instruction, director 

of teacher education and licensing bureau and Cooperative Education Service Agencies 

(CESA). 

 

The Governor 

 Republican Governor Tommy Thompson (tenure 1986-2001), like many of his 

concurrent colleagues, was described to have a deep interest in education by Brown 

(2008). In line with this interest he proposed several reforms and policy proposal that 

changed the structure of the education system in Wisconsin. He argued that education 

in Wisconsin lost its value, thus new higher standards had to be put in place (Brown, 

2008). Brown (2008) conducted a very detailed study of Governor’s reform on 

standards-based accountability (SBA). He argued that Governor wanted to gain 

attention as reformer both at the state and national level by “using numerous rational, 

symbolic, and political tools to alter the trajectory of the state’s education system” (p. 

251).  Brown’s study is important in the sense to juxtapose Governor’s role in PI34 with 

his role in standards-based accountability reform.  

 Brown describes Governor as the “change agent” in the era of SBA reform. 

However, in the formulation process of PI34, he did not come up as an active policy 

actor. Only four informants mentioned the Governor and indeed, he was identified to 

be absent from the policy process. Legislative council member repeated three times 

that there was no active participation in the state by the chief executive. He said that 

“the Governor was not involved, and I think the people, we, were missing in that was 

that there was really no one from the governor’s office. … So, really there was no 

political involvement directly by the Governor.”  

 Considering the Governor’s position in relation to PI34, union representative 

underlined his neutrality in this process, “the Governor really never said a lot about it.  

He wasn’t a strong opponent but he wasn’t a big supporter either.  He stayed on the 

sidelines as I recall.”   
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 According the director of teacher education and licensing bureau, the only issue 

Governor was involved directly was the test that teachers had to pass to get their 

licenses. He asserted that testing became a major issue between State Superintendent 

and the Governor. He expressed the decisiveness of the Governor as,  

That (testing) was probably the major compromise in terms of building this and 
John Benson, the State Superintendent said to Tommy Thomson, the Governor, 
okay we’ll do it and then he turned to us and said now put it in and we did and 
we had to, you know. It was softened for WEAC because it was an entry 
requirement. 
 

He also pointed at that testing teachers was seen as a political symbol and part of 

another reform initiated by the Governor: 

The testing issue particularly turned out to be a political symbol, I guess. There 
was another piece to it that was going on simultaneously. There were policy 
decisions being made about school curriculum. And they created what they 
called model academic standards for the schools. The Governor’s name is on 
several of those documents. 
 

These reforms were the same SBA reforms described by Brown (2008).  

 The point is, even though Governor Thompson was so much involved in the 

educational reforms in Wisconsin and was a change agent and reformer in educational 

arena; he did not show interest in the formulation of PI34. Though Governor and state 

Superintendent had had a tense relationship based on ideological conflicts (Brown, 

2008), state Superintendent expressed in the public hearing held by Senate Education 

Committee that Governor sent a letter supporting the policy. However, this was during 

the last phases of the process. Furthermore, during the interview, he also commented 

that there existed no battles between them while implying they had fights before: 

I don't recall any major fight code on code between the state Superintendent 
and the Governor on this particular issue, as there were some on other topics. 
But not so much on this one. I think it was good. I guess that …. I think it went 
quite well. 

 
 The battle between them was actually known in the political arena and showed 

up on the state-wide newspapers. Representing a conservative view, following excerpt 

from the local journal illustrates the critiques directed to Benson for opposing 

Governor’s reform.  

The battle lines are clearly drawn in the state of Wisconsin, State 
Superintendent John T. Benson, a bureaucrat of bureaucrats, is the 
embodiment of everything wrong with public school education in our state. A  
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tool of the teachers’ union, he has resolutely opposed meaningful education 
reform (Karraker, 1996 in Racine Journal Times as cited in Brown, 2008, p. 273).  
 

 To sum up, it is obvious that Governor and State Superintendent had very 

salient conflicts on educational politics preceding the formulation of PI34, yet, during 

the process of PI34, no significant support or opposition revealed. Governor emerged as 

a policy actor but not active as he was in the SBA reform identified by Brown (2008).  

 

The State Superintendent 

 John Benson was elected as State Superintendent of Public Instruction in 1993 

and served until 2001. As described above in the window of opportunity part, his being 

elected as the state Superintendent was one of the corner stones in the trajectory of 

PI34.  

 Data from interviews and documents yielded that, as the State Superintendent, 

he was identified to be the initiator of the process. He was involved in the national 

movement regarding teaching standards and teacher professionalization, and he 

became more aware and conscious about the reflection of these national movements 

on Wisconsin. Thus, in August 1994, he appointed a task force “to review, discuss and 

debate current issues in preparation and licensing education professionals” (Final Task 

Force Report, 1995, p. 1). Following the report of Task Force in 1995, he formed three 

work groups to make recommendations and to move forward the work of the Task 

Force. After the report of the work groups in 1997, he appointed Steve Dolt and Peter 

Burke with other staff from DPI to work on the development of PI34.  

 As a leader, he organized and directed the teams, and guided them. University 

professor who was also a member in the InTASC and first Task Group in Wisconsin 

explained the influence of Benson on the process as “he gave us a charge and gave us 

the vision and principle which had come from the Teach Ed group and then we sort of 

went forward.” Though he himself defined his role as “My job was not to write the 

standards, my job was not to craft the administrative rules; my job was to encourage 

and to lead and to know when to say yes and when to say no,” Analysis of documents 

such as public hearing records and letters written to him and letters he wrote revealed 

more than encouragement. He was personally involved in several stages and occasions, 

such as public hearings, and one to one discussions to convince them and to negotiate 

on the draft with the Governor, the legislators and representatives of education interest 
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groups. Former Senator underlined his role in convincing politicians especially, “he had 

to come to the legislature and convince the legislature that all these groups were on 

board, this was a good thing to do and this is why we should do it.”   

  

 His leadership was defined as being very supportive and encouraging and his 

personal qualifications influenced the process as asserted by the university professor: 

The State Superintendent at that time, John Benson, was not the kind of guy 
that when he walked into the room everybody noticed. He was more--they 
didn’t notice him. He was a public servant but he didn’t have a big ego and he 
didn’t have a commanding presence which probably made him the perfect guy 
to move this forward because he really got a lot of people engaged and they did 
the work.  
 

 John Benson, State Superintendent of Wisconsin initiated the process that led 

to enactment of PI34 and exerted obviously the right type of leadership throughout the 

process and became the catalyzer and the change agent of the policy.    

 

The State Department of Public Instruction 

 The State Department of Education is one of the most influential policy actors 

in education policy as their power comes from their legally defined role (Fowler, 2009; 

Marshall, Mitchell, & Wirt, 1985a). Interview results and document analysis showed 

that this was also the case in terms of PI34 in Wisconsin. In what follows, first a 

description of the State Department of Public Instruction (DPI) as it was perceived by 

the key policy actors and the role it played in the process of PI34 are presented.  

 DPI was described as an independently run state agency governed by an elected 

head, the Superintendent by Legislative Council Member. It has the authority to 

develop an administrative rule. Former Senator, considered this authority to develop 

administrative rule important for PI34, “it was an opportunity for the department of 

public instruction through the administrative rules process to promote and initiate the 

policy, and it would really take extraordinary means to prevent those rules from going 

into place.” Yet, cooperation from all educational interest groups was needed in order 

to enact PI34, and Senator’s comment illustrates that DPI was very much aware of it,  

I would have to give the department of public instruction a lot of credit because 
they did a lot of ground work. They knew that you don’t bring something 
legislature that already has disagreements in it. Because some of the legislators 
look at it and say go back and work out your differences then come back later.  
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 Senator and the university professor described DPI in this sense “politically 

savvy” enough to know to work out the differences and conflicts among stakeholders 

before policy proposal reaches the legislature, otherwise it’s not going to happen. 

Documents taken from DPI indicated that to promote the proposal, they developed 

detailed strategies including items such as meetings and communication with targeted 

legislators (education committee chairs), meetings with interest group contacts to 

encourage legislative contacts among their members, public releases to newspapers 

and radios, Q&A sessions online, making use of the associations’ annual meetings and 

use of acquaintances. Therefore, it can be noted that DPI had the authority, and 

political experience and wisdom necessary to enact PI34.  

 These institutional and political aspects of DPI enabled the development of 

PI34. All of the informants identified DPI as the initiator; because state Superintendent 

and DPI officially started the policy development process. It was also identified to be 

the main policy actor as real ground work was conducted in DPI through its personnel 

and sources and as it was the main proponent of the policy. The director of teacher 

education and licensing bureau described the role of DPI in the process as. 

So our role was providing the opportunity, providing the resources, setting up 
the meetings, paying travel expenses for people to be there, preparing with the 
chair the agenda but then sitting against the wall rather than at the table while 
the meeting is going on responding to questions about current policy. 
 

 However, informants were clear about the amount of work done by DPI. State 

Superintendent stated that what was done was much more than consultation and 

providing logistics and support. It was agreed that DPI personnel did most of the work, 

they were committed, willing to work with others and taking care that every 

stakeholder was satisfied. The documents taken from DPI archives also shed a light on 

the amount of work completed in the department. Numerous versions of PI34 draft, 

hundreds of written and electronic correspondences and the amount of paper work 

archived indicate the work load.     

 The words and metaphors used to describe the role of DPI in the development 

process of PI34; initiator, driver, convener, leader, engine of the process, shepherd of 

the process, a sieve that get everything through, illustrate the focal and very significant 

the role of the DPI well.  
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Director of Teacher Education and Licensing Bureau 

 Peter Burke, who had been working in DPI since 1986, was promoted to bureau 

director job in 1992 by the previous state Superintendent, Herbert Grover, and kept the 

same position after the election of John Benson. He was responsible for teacher 

education program approval and licensing and professional development. As being 

responsible for teachers’ licensure and professional development, at the national level, 

he was involved in the meetings of InTASC as one of the members of the standards 

Drafting Committee and other national teacher associations with John Benson, and at 

the state level, he was guiding the work of Task Force and following three work groups 

from 1993 to 1997. Then, in 1997 he was officially assigned to DPI committee by John 

Benson to work on the development of PI34. Thus he was engaged in the policy 

formation process of PI34 for almost ten years, from the very beginning until it was 

implemented. Former Senator called him “expert” due to his experience and education, 

“Peter Burke was expertise. A long time employee in the department of public 

instruction and had a PhD in teacher education and that was his area of expertise.”  

 He was identified to be the primary key policy actor by five informants. Because 

they believed that he was the key actor, every one of these informants suggested the 

researcher to talk to him for the richest information. One of the informants stated that 

his personal characteristics, his experience and wisdom influenced the process very 

positively and she identified him as “astute in politics” and “leader of the process.” In 

the report of the Task Force, he was also acknowledged for his capable and proactive 

leadership, support and assistance throughout the process. In the same vein, State 

Superintendent described his role as “I mentioned the name of Peter Burke several 

times already, he was the focal point in our agency along with some other people who 

were knowledgeable and worked with Peter in teacher education.” He, himself, on the 

other hand, described his role “as coordinator consultant and overseer of all of groups 

participated in the process.”  

 In addition to his coordinator role, document analysis suggested that, he 

actively took part in the process. He appeared in public hearings and meetings with the 

stakeholders and spoke for the policy. Union representative underlined that she worked 

a lot directly with him and she added that he was very helpful and supportive 

throughout the whole process.  
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  Peter Burke, in this context, as described by the informants was one of the stars 

of the PI34 drama both as a leader and coordinator of the groups involved in and 

indeed one of the building blocks of the policy since the very beginning of the process.  

 

Cooperative Education State Agency 

 CESA that came up as another policy actor in the formation process of PI34, is 

not a state agency, but is a governmental subdivision that was designed to serve 

educational needs in all areas of Wisconsin by serving as a link both between school 

districts and between school districts and the state (CESA Website, 2012). There exist 

12 agencies in Wisconsin and each agency is governed by a board of control composed 

of members of school boards of school districts within the agency. In the Wisconsin 

Statute numbered 116, the functions of CESAs are defined as: 

Cooperative educational service agencies may provide leadership, coordination, 
and education services to school districts, University of Wisconsin System 
institutions, and technical colleges. Cooperative educational service agencies 
may facilitate communication and cooperation among all public, private, and 
tribal schools, and all public and private agencies and organizations that provide 
services to pupils. (Wisconsin Statute Database, Chapter 116) 

 
 Results of data analysis indicated that CESA came up as an opponent that was 

very reluctant to support and participate, especially in the beginning of the process. 

Union representative’s quote describes the structure and attitude of CESAs: 

Each one was composed of board directors made up of school districts in that 
region headed by an administrator that they hired usually a former 
Superintendent and they worked with the department, they weren’t controlled 
by the department but the department delivered a lot of its programming 
through those CESAs. They tend to be very traditional patriarchal types who 
don’t like being told anything.  They were invited to participate in this policy 
designing group. They had a very difficult time with this.  They run their 
organizations based on the money that is available to them and they didn’t see 
much potential here for them. They were a tough obstacle because they really 
don’t have any political power at all but they influenced the Superintendent a 
lot.  So that was another interesting group.   

The university professor’s comment also illustrates their reluctance, 

CESA which is our Cooperative Education Service Agency, they call all of CESAs 
together to talk about this and their attitude was `what is the least we can do´ 
and I said guys this is a chance for you to really make a difference in the things I 
heard you talk about for years that you want teachers to take professional 
responsibility. So I said this is your chance. So they were a little chagrined and 
changed their topic a little. But yes there were some economic concerns on 
their side.  



195 
 

 
 The concerns of CESAs turned out to be mainly on financial issues and 

alternative licensure. In terms of financial concerns, Union representative commented, 

as it is also argued by the university professor, that: 

The CESA directors were opponents right through the end really.  They were 
opponents until the State Superintendent put some money out there for them 
to help implement this.  Then all of a sudden they came around.  
 

The director of teacher education and licensing bureau stated that CESA tried to put 

pressure on alternative licensing programs and they got what they wanted: 

When I pointed out the alternative approach to licensing, those groups that 
thought they could create their own path to a license were satisfied with that 
language. CESA was one of them and they now have alternative training 
programs.  

 
 Hence, even though they were reluctant about PI34 throughout the process, 

they had specific concerns and tried to push the policy on the direction of these 

concerns and when a compromise was made on their concerns, CESA boards agreed 

with the policy. 

 

 4.3.2.1.2. Non-Governmental Policy Actors 

 Data from documents and interviews revealed that governmental policy actors 

were not alone on the stage while performing the drama of PI34 in Wisconsin. Interest 

groups and other policy actors accompanied governmental policy actors and tried to 

influence the performance according to their interest. Nongovernmental actors were 

mainly- but not limited to- education interest groups. Interview data identified the 

major and most influential nongovernmental policy actors as perceived by the 

informants while document analysis resulted in a higher number of major and minor 

actors who joined the process. According to results of data analysis, nongovernmental 

policy actors were identified under five main groups; Institutes of Higher Education, 

unions, educational interest groups, business groups, and public. Firstly, the role of 

higher education institutions is discussed followed by unions, other educational 

interests groups, business groups and public.  
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Institutes of Higher Education 

 Wisconsin has a well-developed and famous higher education system dating 

back to 1850s. University of Wisconsin (UW), as a public university, with its 26 

campuses scattered around the state, serves more than 181.000 students (UW Website, 

2012). Schools of education exist in 13 campuses and offer both undergraduate and 

graduate programs in teaching and educational sciences. In addition to UW System, 25 

private colleges offer undergraduate, graduate or certification programs in teaching 

(Wisconsin Government Website). Thus there existed a vibrant atmosphere in higher 

education at the time of the policy development.  

 Results of interviews with key policy actors and document analysis indicated 

that higher education institutions took active role in the development of PI34, 

significantly at the conceptual phase that dates back to early 1990s. Legislative council 

member underlined their active role in the process, “another policy actor was the 

university. And their role as training the teachers was very important. The deans of the 

school of education were all quite actively involved in the changes that were effected in 

the university and also the changes in training.” From a historical perspective, it is 

possible to note that involvement of higher education institutions to policy process 

started with the InTASC that initiated restructuring the standards for teacher licensing, 

assessment and development at the national level through the leadership of CCSSO 

between 1989 and 1992. InTASC was chaired and guided by Linda Darling-Hammond 

who was a professor in Teachers College, Columbia University. Mary Diez who was from 

Alverno College was the other academician in the consortium. Darling-Hammond and 

Diez were identified to be key actors in that process basing the standards on scientific 

foundations.  

 Following this national consortium, as it was described before, Wisconsin 

started acting on this movement at the state level. Teacher Education Unit in DPI 

started to work with colleges and universities to design preservice programs based on 

the performance model ,as they were not contend with the old input driven licensure 

requirements. Director of teacher education and licensing bureau described teacher 

education institutions’ dissatisfaction with the old rules: 

 The higher education group was not happy with the PI4 program approval 
requirements because they were input driven. You will have 12 credits of 
reading; you will have 12 credits of integrated math, science and social studies. 
So the number of credits demanded by administrative policy. 
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 Wisconsin Association of Colleges of Teacher Education focused on this 

program change and worked with DPI as well. University professor explained how this 

collaboration started with DPI, and she underlined that they triggered the process, 

“what happened was when the teacher educators said we don’t want to be reactive 

anymore, we want to be proactive and then we started having this conversation with 

the DPI and we brought some other people in as well.”   

 Simultaneously to this collaboration with higher education institutions, State 

Superintendent commissioned the Task Force aforementioned. This task force was 

chaired by Mary Diez who was working in InTASC. Report of Task Force listed four other 

academicians and deans from schools of education from UW System who were 

members of the Task Force as well. Three work groups following the Task Force also 

included academicians from UW system and from private colleges. With these two 

working groups, teacher education and licensure in Wisconsin took its theoretical and 

conceptual form, and the higher education institutions were very active in defining the 

programs and standards. Moreover, they started to renew their teacher education 

programs in line with the Wisconsin teaching Standards.  

 It was agreed by the informants that these institutions were willing and 

motivated to change and cooperate. Quotes from the director of teacher education and 

licensing bureau and the Legislative council member illustrate the position of teacher 

colleges and schools of education on the change process, “the higher education 

institutions represented were very much in favor of taking that old set of rules that 

were credit driven and creating these new rules that were standards based and 

assessment driven.” “Universities didn’t dislike that. They were willing to change that 

very important tenant of teacher training and teacher preparation.” 

 However, their support and engagement in the process was reported to decline 

throughout the process. The director of teacher education and licensing bureau 

explained this decline as:  

There was a feeling of distance from the higher education group after the initial 
pieces. They did the theory and the philosophy piece and washed their hands of 
it and were not so much involved later on. So included in the beginning but 
when it came to shove in the final analysis of writing the actual words there was 
teachers, school board members, legislators, but not the higher education 
group. 
 

 However, data from documents such as public hearing records showed that 

they kept supporting, not passionately and actively though, as identified by union 
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representative. Individual academicians from teachers colleges and UW schools of 

education and UW system representatives participated in public hearings held by the 

DPI and hearings held by legislative committees almost at the end of the process and 

testified for the policy with some exceptions.  

 

 Informants stated that main concerns of the higher education institutes were 

their role in mentoring and funding for the mentoring. PI34 was bringing extra burden 

on teacher colleges’ shoulder in terms of providing counseling and mentoring for the 

beginner teachers as well. Former Senator’s comment illustrates this concern: 

There was more of an involvement after the student graduated, where the 
university was responsible for continuing in providing mentoring service and 
there were some people in higher education that felt their responsibility ended 
when a person received their diploma. And then people were always 
considering the finances of it. How much would this cost?  
 

 According to public hearing records, this became a significant discussion and 

came up as an issue again in the public hearing held by Senate Education Committee on 

November 18, 1999. Deans of Schools of Education from UW Madison, Stevens Point, 

and Oshkosh testified in support but also raised their concern: 

We support most of the provisions (graduated licenses, performance-based 
approach and accountability). Yet, we have concerns about 1) costly, one-size-
fits-all process regarding the mentoring process, and 2) expanding alternative 
certification. We think competition is a healthy thing but there is no 
accountability for these alternative programs.   
 

 One critique about higher education institutions came from the university 

professor who was the chair of Task Force. She complained about the lack of 

organization among higher education institutions as a pressure group, “higher 

education is not as well organized as the Teachers Union. Teachers Union is used to 

organizing and really having a political influence on elections for instance, however 

higher education is not.” 

 Another critique was done by a DPI staff, member of PI34 implementation team 

related to the practice of the preservice teacher education programs in the institutions 

due to cumbrous structure of some colleges, especially when students take courses 

from other faculties. She said that it was very difficult to apply on college campuses 

because many of the other departments in a college campus may be very traditional 

and not performance based.  The deans of colleges and universities with Teacher Ed 
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programs have to ask those professors to do things that they don’t have to do for other 

classes but they have to do for classes that have educators or something.  It is not easy. 

 

 To summarize, it is important to mark the role of higher education institutions 

in the development of PI34. However, data analysis showed that they especially acted 

in the initial phases of conceptualization and creation of the alternative licensing model 

and stepped back in the formation and legislative process. They did not cease to 

support, but they did not took active place in the process of writing and drafting the 

rules.  

 

 Teacher Unions 

 Teachers’ unions are considered among the educational interest groups, but in 

line with the significant role they played during the development process of PI34, they 

are discussed separate from the other educational interest groups. In America, unions 

are organized at federal, state and local level. At the federal level, two teachers‘ unions 

function: the National Education Association (NEA) with 3.2 million members and the 

American Federation of Teachers (AFT) with 1.2 million members (Fowler, 2009; Şimşek 

& Seashore, 2008; DeBray-Pelot & McGuinn, 2009). At the state level of Wisconsin, 

there exist two main unions Wisconsin Education Association Council (WEAC), an NEA 

affiliate and AFT-Wisconsin affiliated to AFT.  

 Distribution of national membership rates mirrored at the state level as well; 

WEAC is the big player with 98.000 members (WEAC website, 2012), whereas AFT-

Wisconsin has 17.000 members (AFT-Wisconsin Website, 2012). Each union is organized 

into local level organizations representing workers from diverse professional areas in 

the education sector such as teachers, counselors and library media specialists in public 

K-12 schools; education support professionals—secretaries, teacher aides, bus drivers, 

custodians, cooks—employed in public K-12 schools; faculty and support staff in the 

university system; university students who are studying to be educators and education 

and information professionals who are employed by the state and work in the 

Department of Public Instruction, in state libraries, and in state prisons and other 

institutions (AFT-Wisconsin Website, 2012; WEAC Website, 2012). 

 Within the context provided, teachers’ unions were identified to be one of the 

most influential policy actors of the PI34 by all of the informants. They had been 
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involved in the process since the first task force commissioned in 1994. As the report 

suggested, in the three work groups, one third of the members were comprised of 

Union presidents and representatives from both WEAC and AFT-Wisconsin. This 

indicates that at the state level, unions had a vested interest in the policy and they were 

in favor and supported it.  

 Yet, data from both the interviews and documents revealed that WEAC took a 

major role and became the most dominant group among all other non-governmental 

policy actors. Union representative described their role as the key player and she stated 

that “union was the most dominant group in pushing it.  We were the strongest in 

pushing it with the department at times.” In addition to being the most dominant group 

WEAC emerged as the primary advocate of the policy. Union representative underlined 

that WAEC was one of the biggest advocates and State Superintendent confirmed that 

“WEAC, teachers, was a primary and substantial advocate.” Data yielded that WEAC 

spent a lot of effort politically to enable the passage of the PI34. Quote from union 

representative illustrates the hard times and lobbying they went through: 

It was pretty hot and heavy at times.  I think it was pretty aggressive on the part 
of the Republicans and we fought back very aggressively.  We did a lot of 
organizing, spent a lot of political capital on this. Moreover, there were also 
times that I went head to head with some of his advisers and he stayed the 
course.   

 
 As it is obvious from her comment, WEAC had serious trouble with Republican 

legislators, even the choice of verb “fight” describes how the relation between WEAC 

and Republicans was. In addition the Republicans, they also had conflicts with DPI staff 

from time to time. Yet, the biggest problem and the obstacle on the way of WEAC was 

within the union, local union of Madison, Madison Teachers Incorporated (MTI) that is 

affiliated with WEAC. In other words, even though the state level organization of union 

agreed and supported the policy, local level union organization and individual teachers 

were against it. Director of teacher education and training stated that “So, for teachers 

there was a state wide policy acceptance but a local concern over implementation.”  

 MTI emerged as the biggest opponent of PI34 as a result of data analysis. It is 

also clear from the public hearing records that MTI members testified in opposition in 

every hearing, without exception. They took a firm and unanimous position in 

opposition to three tier licensing and peer review since the beginning of the process. 

MTI President Paula Ferrara-Parrish called the proposed licensing system "complicated, 
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unfounded, unnecessary and untested in fact or research, as well as being excessively 

costly ($3.4 million/year statewide) to districts, when revenues are very tight" in the 

legislative public hearing on November 17th (MTI Website, 2000). In the same public 

meeting she expressed their main concerns as  

We see the 3 tiered licenses as management woes. This will provide for unequal 
treatment of teachers statewide by local school districts…… More pay would 
keep higher quality teachers. The need for certification changes is a political 
myth. Making licensing changes rather than funding increases will not solve our 
education problems. Three levels of licenses will create competition rather than 
cooperation. Teaching is not a business; it is a public service.  
 

 The tension between WAEC and MTI draw attention in the media as well. The 

Journal Sentinel reported this tension with the title “Unions at odds over plan for 

licensing teachers.” It was written that “Although thee WEAC, state’s largest union, has 

endorsed the rules, the local union that represents Madison teachers opposes them.” 

Article placed a large part on the peer review that was one of the biggest concerns of 

the MTI. MTI had the argument that it “could pit teachers against one another and has 

the potential to create awkward situations” (Chaptman, 1999). On the other hand, 

director of teacher education and licensing bureau argued that they saw this tension as 

pretty burdensome.  

 Union representative, who was the responsible person and the WEAC liaison to 

DPI and legislature, described the process of negotiating and persuading the local union 

members as “very painful.” She asserted that they had legitimate concerns and also a 

tremendous amount of fear of change, such as being reviewed by some higher level 

ranking teachers. It made teachers uncomfortable and hesitant about change. However, 

she stated that she went through very tough times during meetings with union 

members. Her quote below illustrates the difficulties she faced and the attitude of the 

local unions very well: 

I literally spend two years on the road meeting with teachers and staff.  We also 
have a regional organization or a regional setup where each little town or 
school district has a local union and those are gathered together in what’s 
called a UNISERV. These professional UNISERV directors and negotiators are 
really traditional guys, mostly guys. They were very difficult.  I met—they met 
usually every other month as a group hosted by WEAC and I presented to them 
probably a half a dozen times as a group over the two years and then I would go 
out to all of their units.  Some of those group meetings were almost hostile.  
There were people that really yelled at me about this.  So it was very difficult.    
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Furthermore, she also commented on the teachers, who opposed or hesitated,  

The older teachers were much more hesitant than the younger teachers who in 
some cases were already doing portfolios in their preparation programs and a 
lot of these were a lot more familiar to them so that took a long time.  
 

 So, she made it clear that she had though times among the teachers and union 

workers and she even was treated hostile. These sentences of her summarize the 

“fight” within the union, 

My toughest fights were internal within the Union and a number of them never 
came around.  I probably have good support from two of my peers out of six or 
seven.  My political activity within the Union had to be primarily with elected 
leaders and I worked on that a lot. 
 

 At the end of the process, it was stated by the informants that many of the 

opposing local union organizations supported the policy after the changes and 

compromises done throughout the development of PI34, except the MTI that never 

came around. Their manifesto on PI34 reform is still on their websites.   

 In addition to WEAC, other union, the American Federation of Teachers, 

supported the policy change. Their testimony in public hearings confirms this 

conclusion, “the performance-based measures and mentor provisions allow teachers to 

ensure the quality of their profession.” Yet, there is not rich data on their stand and 

internal dynamics related to PI34.  

 To describe the role of unions in policy process of PI34, it can be concluded that 

it was very difficult for teachers to adopt PI34 as it brought in very radical changes both 

in preservice teacher education and initial teaching licensure and in their life time 

professional development. However in term of unions’ involvement with the process, 

there existed a biangular stand; one side, state level organization, being part of the 

process from very beginning and advocating the policy strongly and the other side, local 

level, opposing aggressively during the whole time. Both sides of the medallion 

influenced the process heavily and this tension between the local and state level cost 

both unions and DPI, due to the fact that they had to spend extra effort to make the 

local chapters of the unions come around.   

 

Educational Interest Groups 

 Thomas and Hrebenar (2004) define interest group as “an association of 

individuals or organizations … that, on the basis of one or more shared concerns, 
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attempts to public policy in favor” (p. 102, cited in Fowler, 2009, p. 154). America is very 

rich in terms of variety and number of interest groups. This mirrored in the current 

policy development as well. Results from interviews and documents analyzed brought 

about various educational associations and interest groups at the state level. All in all, in 

terms of the documents and the interviews, 37 interest groups emerged including two 

unions. Each of these groups participated in the process via different means, expressed 

their concerns, oppositions or suggestions and tried to influence the policy outcome. 

Table 4.2 summarizes the findings of educational interest groups, showing which 

interest group took place in what part of the process. Researcher  

compiled the table herself using two reports from the Task Force and three Work 

Groups, public hearing records and the letters and e-mails received by DPI  

 

Table 4.2  

Interest Groups and Their Participation in the Process 
  

Educational Interest Groups  Task 
Force 

Work 
Groups 

Public 
Hearings 

Letter-  
E-mail 

American Federation of Teachers-Wisconsin (AFT-
Wisc) 

 X X  

Association of Wisconsin School Administrators 
(AWSA) 

 X X  

Center for Academically talented students   X  

Family and Child Adolescent Counseling-Education 
Resources 

  X  

Greenfield Education Association    X 

Iola-Scandinavia Education Association   X  

Metropolitan Milwaukee Alliance of Black School 
Educators 

 X   

Milwaukee Teacher Education Association   X X 

Professional Development Academy X    

Pulaski Education Association   X  

School Administrator’s Alliance (SSA)   X X 

School Business Administrators   X  

The Arts alliance   X  

Total Catholic Education    X 

Wasau Education Association    X  

Wisconsin Association for Middle Level Educators X X   
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Table 4.2 (continued) 

Wisconsin Association of Non-public Schools X    

Wisconsin Association of Private Colleges and 
Universities 

  X  

Wisconsin Association of School Boards (WASB) X X X X 

Wisconsin Association of School District 
Administrators (WASDA) 

 X X  

Wisconsin Association of School Librarians   X  

Wisconsin Association of School Personnel 
Administrators (WASPA) 

 X   

Wisconsin Coalition for Advocacy   X  

Wisconsin Council of School Administrators   X  

Wisconsin Council of Teachers of English Language 
Arts 

  X  

Wisconsin Education Association Council (WEAC) X X X  

Wisconsin Educational Approval Board   X  

Wisconsin Educational Media Association (WEMA)   X  

Wisconsin Independent Colleges of Teacher 
Education 

 X   

Wisconsin Music Educators Association   X  

Wisconsin Library Association   X  

Wisconsin Reading Association   X  

Wisconsin School Psychologists Association   X  

Wisconsin School Social Workers Association   X  

Wisconsin Society of Science Teachers   X  

Wisconsin State Reading Association    X  

Wisconsin Parent Teacher Association (PTA)   X  

 

 These actors can be grouped under four broad categories; administrators’ 

associations; teaching area associations; school personnel associations; and other 

associations. Among these four groups, administrators’ associations namely Wisconsin 

Association of School Boards (WASB), Association of Wisconsin School Administrators 

(AWSA), School Administrator’s Alliance (SSA) and Wisconsin Association of School 

District Administrators (WASDA) emerged as the most prominent ones. Reports of Task 

Force and Wok Groups showed that these associations were indicated to be in the 

process since the beginning, they were members of Task Force and Work Groups that 

shaped the general concept and the principles of the policy basing on the fact that PI34 
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was not only on the teachers’ licensure; it aimed at changing the licensure of the 

administrators as well. Data showed also that they were as active as the teachers’ 

unions. Legislative council member underlined the activity of administrators during the 

process and explained the licensure system for the administrators: 

The school boards association was very active, the school administrators, 
principals, superintendents, assistant superintendents, very, very active. And 
it’s because they, along with teachers, were also regulated. And administrators 
in Wisconsin as a tradition have all been required to be initially licensed as 
teachers. And so our administrators don’t come from necessarily a financial 
background, or a military background. They don’t come into the schools as 
managers. They come in trained as teachers initially, so they had to hold that 
teaching license. The administrators are interested they also have to have their 
own licenses. So there's an administrative licensing process.  
 

 Nevertheless, among the associations of administrators aforementioned, 

School Board Association (WASB) emerged as the strongest one. All of the informants 

identified WASB as one of the most active policy actors. The comment of the director of 

teacher education and licensing bureau revealed that WASB lined up with Republicans 

and it enabled them to put pressure on DPI. He stated that “School Board Association 

was a very strong actor in this because they have the ear of the republican side which 

had the majority in the assembly; otherwise they probably wouldn’t have cared what 

they thought.” It is obvious that they had a strong political alliance throughout the 

process. 

 In terms of their participation in the process, public hearing records and letters 

sent by WASB indicated that they did not support the version of the rules that was 

presented to public, even though they had been in the process from very beginning. On 

every platform that PI34 was discussed they expressed their oppositions, especially in 

the earlier times of the process. In the media, the opposition of WASB appeared with 

the title “Districts don’t like proposed license revisions” in Wisconsin State Journal on 

April 1, 1999. According the Erickson’s article, WASB representing 443 school districts, 

called the proposal “grounded in outmoded and bureaucratic structures.” He also 

reported that Peter Burke, director teacher education and licensing, commented on 

WASB’s opposition as “a real disappointment.” Article stated that the major objection 

of WASB was to university based teacher training process as they wanted each school 

district to be able to devise and carry their own training programs.   

 In a letter sent to State Superintendent and DPI directors, the executive 

director of WASB defined the proposal as “deficient and not moving the state more  
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completely and clearly to a performance based system of teacher education and 

licensure.” Their criticism especially focused on five issues:   

1. System is not really performance based. How can we tell that teachers have 
really improved? 

2. Cost to districts in teacher time and money is too high due to mentoring, 
orientation, seminars on the teacher standards. 

3. University teachers are not available in our area to serve on evaluation 
team for initial teachers. Also the cost to districts and colleges is too high. 

4. The DPI is trying to rush this proposal through without considering all the 
problems. 

5. The rule is not flexible enough. It does not permit local school districts, for 
example, to certify teachers. It is still the same old, higher education led 
system (Taken from the letter of Executive Director of WASB to the DPI, 
dated March 25, 1999) 
  

 As a reply to this letter, State Superintendent John Benson released a public 

news bulletin (on August 26, 1999) and a letter to be sent to school board presidents 

(on September 17, 1999) and answered the claims and concerns of WASB. The former 

Senator agreed that they, people who represented school boards, were probably the 

group that the least consensus was reached with. His argument that “main discussion 

was centered around the issue of money” was parallel to WASB’s concerns listed above 

in which the costs were expressed two times.  

 What is important to note in terms of WASB’s involvement is that they changed 

their approach along the way. Public hearing records reflected this change. While they 

testified against the policy proposal in the first public hearings held in March 1999, 

WASB testified for support in one of the last legislative hearings held in November 

1999. This difference in their attitude was due to working out the concerns and issues 

that created the problems and reaching a consensus through compromises, especially 

between the union and the school boards. The comment of Chair of Assembly 

Education Committee to Peter Burke after a public hearing in a Republican county 

illustrates how serious the situation was, “in the end, Luther Olson said you know that 

we needed to nail that compromise between school boards and the teacher union 

before we brought the final draft to the committee and we did so." The director of 

teacher education and licensing bureau pointed out that it was possible because “in the 

end it was WASB and WEAC that were head to head on how to put together the final 

agreement before going to the legislative hearings. And it was Katie and Annette that  
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met with some of us involved occasionally to hammer out those pieces that were of 

concern.” So, at the end, WASB supported the proposal when it was presented to the 

legislature.  

 Besides WASB, Association of Wisconsin School Administrators (AWSA) came up 

as one of the policy actors. They were also included in the policy process with the Work 

Groups with six representatives (two representatives in each work group). But after this 

phase they did not actively engage in the policy and stayed idle. Indeed, data from 

interviews revealed that they felt excluded and distanced. But this was attributed to 

their not assertive approach. Union representative criticized their stand on the stage of 

PI34 drama:  

Mostly the administrators claimed to be excluded, because there were times 
when I would bargain directly with DPI to get some changes.  They didn’t do 
that very much.  They didn’t participate in a lot of the early discussions. They 
just sat back and complained.  They tend to not be terribly proactive 
organizations and I say this, the leader of every one of them was a friend of 
mine and I leaned on them all the time and they respected me I believe.  But 
they just weren’t in to it and they didn’t have big staff either. Most of them 
have one or two hired staff for their organizations and that was their excuse for 
not getting involved.  So they claim to be excluded from things. They should 
have been directing the whole though.  We moved on and made quite a few 
concessions for them but they did feel left out.  I think that would be the 
primary group that felt left out. 
 
According to director of teacher education and licensing bureau this feeling of 

AWSA stemmed from the imbalance of power between the associations as WEAC-

WASB tension dominated the process. WEAC and WASB worked together closely to 

figure out the conflicts, thus other administrator groups as AWSA felt to an extent 

disenfranchised.  

 The last administrator group that emerged as policy actor was Wisconsin 

Association of School District Administrators (WASDA), the association of 

superintendents. All of the informants’ statements and documents analyzed showed 

that WASDA also became part of the process with the work groups where they joined 

with four higher level managers.  

 Their concerns were also centered around more responsibility and higher costs 

for the districts. In a public hearing they testified in support of the policy yet with 

questions on the costs. Union representative pointed at these concerns:  

The superintendents had difficulty with these at times because they felt that 
this document places a lot more responsibility on the school districts to provide 
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mentoring, support seminars all those sort of things they weren’t sure that 
school districts were going to be able to do that or how  they would do that.   
 

 However, director of teacher education and training asserted that they also felt 

distanced to process like AWSA and he explained it based on the fact that State 

Superintendent came from the same organization, 

Superintendent Association also felt disfranchised. Now how is that unique? 
The State Superintendent came from that association. John Benson had been a 
superintendent before being elected State Superintendent. So he felt strongly 
that he would be able to represent the attitude of superintendents as a former 
superintendent. He also, I think, had a feeling that including the executive 
director of the association wasn’t going to produce any real benefit. We 
recognized the need for the balance between teachers and school boards as the 
critical role so holding the Administrator Associations a little bit off at bay.  
 

 To conclude, among the three policy actors from school administration arena, 

only WASB was able to really have an impact on the process and pursue their interests. 

Others, though being mentioned among the policy actors, stayed more at the side of 

the stage and watched the role distribution and dialogue between WEAC and WASB.  

 In relation to rest of the interest groups, due to lack of data on them, 

unfortunately findings are limited. Almost all educational interest groups listed in table 

4.2 emerged in the document analysis mainly from the public hearing records, and from 

the letters or e-mails they sent to DPI, except the subject area groups. They were 

mentioned by the union representative and especially Association of Social Studies was 

identified to be very supportive of PI34.  

 Last but not least, Parent-Teacher Associations (PTA) was touched upon by only 

two informants; State Superintendent and Union Representative. While State 

Superintendent did not provide any further information about them, Union 

Representative described them as being passionate and very supportive of the policy. 

She further commented that 

Well, maybe not the most powerful but another one that is the most passionate 
was the Parent Organization. They don’t have much political power but they 
have emotional power as parents and they were very helpful.  I would say they 
were among major movers. 
 

  In terms of the public hearings, there observed only one member of PTA who 

registered for support in the legislative hearing that was at the end of the process. 

Furthermore, they were among the groups to be contacted that DPI listed in the 

strategic plan to promote the proposal. Based on the context drawn, it is possible to 
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conclude that PTAs participated in the development process of PI34, though not 

actively and assertively, and supported the policy.  

 

Business Groups 

 Only one informant, union representative, identified business groups as one of 

the actors. She underlined that they worked with them and they had an interest in the 

policy. But what kind of role and stand they took during the development of PI34 is not 

clear. She explained that  “we had some representatives of the business 

community as well. Not as  

many but we worked with manufacturers and commerce organization as much as we 

could.  They didn’t get in to the nitty-gritty of it but they certainly had an interest in 

them.” 

 Though Thomas and Hrebenar (2004) argued that business lobby is among the 

one of the most influential policy actors in every state (in Fowler, 2009, p. 154) and 

Mazzoni (1995) found that business organizations increasingly got involved in 

educational politics, in the current study, they were mainly invisible, and did not appear 

as influential policy actors at all.  

 

Public 

  When policy actors are discussed for a policy process, mainly legislators, 

interest groups, or other players are focused on, however, individual citizens and public 

in general are not acknowledged at all (Anderson, 2006). Anderson (2006) calls this as 

an “unfortunate bias” due to the fact that individual citizens can have an effect on the 

policy outcomes. Burstein (2006), on the other hand, is more skeptic about the impact 

of public on policy process and questions the common idea that “democracy is often 

evaluated by how much influence the public has on the policy process, and a key 

measure of influence is the impact of public opinion on public policy” (p. 2273).  

Moreover, he examined the results of the statistical studies that show public opinion 

strongly affecting public policy and concluded that the effect of public participation may 

be overestimated. He further argued that two groups of research exist on the impact of 

public opinion on policy making; one group asserts for a strong impact while other 

group find the impact minimal.  
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 In relation to his classification, this study detected some impact of public and 

individual citizens on the policy outcomes. It is not possible to provide a degree of 

impact but according the result of data analysis, individual citizens or public appeared 

to be one of the policy actors and to have changed the policy outcome. Though public 

was identified only by legislative council member as policy actor, records of the public 

hearings held by DPI between March 8-23, 1999 revealed that individual citizens 

comprised the majority of the participants who were registered. Out of 373 registered 

participants 237 of them were registered as self, not representing any educational 

interest group or school district. In the legislative hearings held by Assembly Education 

Committee, almost half of the participants were again individual citizens. There exist 

also letters from individuals sent to DPI expressing their positions, concerns and 

suggestions. These just shows their participation, but what indicates their influence are 

the legislature’s written requirement for re-consideration of the issues raised during the 

public hearings and the report published by DPI explaining which modifications were 

made based on the public written and oral testimony and based on the testimony of 

other interest groups. This report lists 15 modifications that were made on PI34 

suggested by public on issues like discipline specific licenses, special education licenses, 

initial educator stage, institution faculty qualifications, and license renewal criteria. 

Therefore, it is possible to conclude that public showed a great interest in this policy 

and participated through means of public hearing and individual correspondences and 

had an impact on the policy.  

 An important finding related to participation of public is the functions of public 

hearings. Public hearings are seen as one of the ways that enables the participation of 

public in policy making. Public participation in policy process is considered to be one of 

the measures of the democracy (Burstein, 2006). They provide an open stage where 

different voices are heard from local citizens on an issue concerning them, though their 

functionality has been questioned heavily (Buttny, 2010). Buttny (2010) argues that 

literature on public hearings is more centered around the difficulties ordinary citizens 

face in participating in public hearings. He adopts a skeptic view and asserts that 

Public hearings are commonly held late in the decision-making process, so 
public impact will likely be minimal. … There is a sense that the decision has 
already been made by the municipal body and that the public hearing is a mere 
formality, a way to satisfy minimum legal requirements or let the opposition let 
off steam. So, citizens approach such gatherings with apathy or frustration and 
the process becomes adversarial rather than deliberative (p. 637). 
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 However, in the current study, public hearings are considered as an important 

element of the process. To provide a general overview of public hearings in Wisconsin 

legislature, two types of hearings are held; public hearings organized by the agencies 

that propose the administrative rule for review and the legislative hearings held by the 

committees of Assembly and Senate.  Senator gave a brief overview about the tradition 

of public hearings in Wisconsin,  

DPI develops the administrative rule internally and then they will put it out for 
review. And as part of that review process, they hold a public hearing. Anyone 
who is interested in making comments can participate; it’s kind of like a 
legislative public hearing but on a smaller scale. It’s an open meeting, they’re 
required to take minutes and actually the legislature ends up looking at these 
minutes in the end.  
When I was on the administrative rules committee, when those rules came to 
my attention, I would always look at the state agency, the rule and I would look 
at their public hearing; who came to the public hearing, what were their 
comments, etc. And the department, then, is to take into consideration the 
views of the people who appeared at the public hearing. If somebody said I 
didn’t like this or I thought this should be changed, they usually comment on it. 
As a legislator you always look at the comments and concerns. So after the 
department holds the public hearing and changes are made, rules are 
submitted to the legislature. 

 
 In terms of the formation of PI34, records of public hearings showed that nine 

public hearings were held by DPI from March 8, to March 23, 1999 all around Wisconsin 

(A summary of public hearings can be found in Appendix K); four were held by Assembly 

Education Committee between November 1999 and January 2000, and two were held 

by Senate Education Committee in November 1999 in Madison. Public hearing 

transcription of Assembly Education Committee show that in total 71 individual citizens 

and the representatives a wide variety of stakeholders, such as DPI, Wisconsin 

Education Association Council (WEAC), different public school districts, Wisconsin 

Associations of School Boards (WASB), School Administrators Alliance, different 

campuses of University of Wisconsin, Wisconsin Alliance for Arts Education, Madison 

Teachers Inc. (MTI), and independent teacher education colleges, participated in the 

public hearings. Unfortunately, I could not reach the verbatim transcriptions of all the 

hearings, but I could reach the records listing persons who testified or registered at the 

hearing. Records yielded that majority of the participants were supporting PI34. Both 

appearances for (n=36) and registrations for (n=16) were far more than appearances 

against (n=8) and registrations against (n=3).  
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 The transcription of the first public hearing held by the Senate Education 

Committee on November 17th indicated that under the leadership of Senator 

Grobschmidt, eight senators and 25 citizens and people representing various 

stakeholders joined the hearing. Representative from Madison Teachers, Inc. (MTI), and 

a counselor and school librarian testified in opposition. Representatives from other 

stakeholders, Wisconsin Council of School Administrators, Wisconsin Parent-Teacher 

Association (PTA), WASB, Wisconsin Federation of Teachers (AFT-Wisconsin), Center for 

Academically Talented Students, School Administrator’s Alliance, Wisconsin Association 

of School District Administrators (WASDA), Wisconsin Reading Association, University of 

Wisconsin Systems, Milwaukee Teachers' Education Association (MTEA) testified in 

support.  

 The director of teacher training and licensure bureau specified that public 

hearings had an impact on the policy, “some of the changes came by the way of 

testimonies at the public hearings held either by DPI or assembly education committee. 

Those represented groups who were there with a common voice and I think they 

pushed some of the change.”   

 It is obvious from the dates that public hearings were organized early enough to 

allow deliberation and participation of all the stakeholders before it reached the 

legislature. Due to lack of public hearing minutes, no conclusion can be made about the 

discussion that went on, yet the report of DPI indicating the modifications done upon 

the suggestions and critiques of people support the idea that those public hearings 

were not mere formality but public could shape the policy outcome up to certain 

degree.  

 

 4.3.2.1.3. Inclusiveness of the Formation Process 

 Inclusiveness of the policy process emerged as one of the themes under the 

policy actors. Informants pointed at three issues in terms of inclusiveness; wide range 

of representation, good contribution from all policy actors and the influence actors had.  

 State Superintendent and university professor who was also the chair of Task 

Force stressed that every stakeholder was represented. They asserted that no one was 

excluded from the process. State Superintendent commented that, “throughout the 

process, I was of the opinion that we excluded no one and that everyone was invited in 

the table to participate in this process, everyone was represented.” University 
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professor’s quote also illustrates the inclusiveness of the process: 

There were leaders from all the groups along the education continuum in the 
Task Force and then we got even broader when we got into the work groups 
because they were looking at a range of things. But there were lots more 
people involved in the second phase. 
 

  Legislative Council member also underlined the high rate of participation to 

process, “everybody wanted to be a part of it. But it meant there was still a lot of 

participation, and there was a lot at all levels.” State Superintendent further noted that 

policy making process was very inclusive, he stated that what they had there “was the 

inclusiveness of affected people, interested people in the process and it was part of the 

process going out to the communities and conducting hearings and taking testimony 

and giving explanations and talking with people.”  

 It was also agreed by four informants that every policy actor were committed, 

brought their inputs, worked together with many other actors and contributed to the 

process. University professor’s comment is significant in picturing the participation of 

policy actors:  

 
I think anybody who was there had impact or had the potential for impact and 

they really weren’t any people there who didn’t talk. … Everybody who is 
participating really contributed fully and there were very good debates and 
exchange of what was happening.  

 
 Legislation council member underlined the participation of teachers and 

practitioners, “when you look at the people that participated, there were people that 

were on the academic side but there were a lot of practitioners as well. There were 

people that did the job that were being asked to rewrite the legislations for.” The State 

Superintendent’s statement indicates the impact of the policy actors on the policy, “I 

know for positive that practically every one of them had a significant influence on the 

outcome of these rules.” 

 To take a look at the inclusiveness from the side of excluded stakeholders, three 

informants stated that no stakeholder or interest group was excluded. Yet, other 

informants stated that there were some excluded groups such as private schools (this 

regulation did not cover private schools), K-12 and teacher education students and 

school service people, guidance and counselors (PI34 is not related to them as well), 

and as it was mentioned above administrators’ associations that were described to be  
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distanced but not excluded from the process. In addition to these, any participation or 

effect from federal level or regional level government was not detected.   

 Hence, under the light of the findings about the number and the variety of 

policy actors emerged through document analysis and perceptions of informants, it is 

possible to conclude that development process of PI34 was pretty inclusive with the 

participation of a very wide range of stakeholders which all left a mark on the policy.  

 

 4.3.2.2. Agendas and Networks  

 Findings indicated that policy actors were active and committed, however 

informants reported that all policy actors participated to pursue their own interest and 

acted with their own agendas. Moreover, data analysis suggested that a dynamic and 

complex relationship network underlay the policy formation process. First the agendas 

of the actors will be discussed below and it is followed by the structure of the 

relationships among the actors.    

  

 3.3.2.2.1. Agendas of Policy Actors 

 Two levels of motives were identified through the data analysis; macro and 

micro level motives. Macro level motives came out to be the common motivation for 

almost all of the actors. To improve the education in general and to improve the 

teacher education and licensure system were two main motives at the macro level 

stated by the informants. Director of teacher licensing bureau described the drive for 

the policy actors as, “in common they have the motivation to really help the students in 

the classroom and that was our motivation going in, to make things better for that 

student.” University professor also touched upon the same motive, but she called it the 

secondary motive, “a close second and important close second motive was looking 

across all the needs to make education in Wisconsin better.”   

 Other macro level motive, to improve the teacher education and licensure 

system, was indicated by three informants. Director of teacher licensing bureau who 

was responsible for the licensure and education of teacher in the State, defined the 

drive as the need to change the system: 

I told John Benson, we need to change our policy from an input driven credit 
system to a performance based system so that we have some good feeling 
about what people know and are able to do and John Benson said okay. 
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 Similarly, member of legislative council underlined that the general motive was 

“to improve the process of how teachers are trained and how they’re licensed.” He 

added that “everybody agreed not initially that it had to be changed but they all 

ultimately agreed that it could be improved” In the same vein, quotation from union 

representative is illustrative of the union’s main motivation: 

 The old teacher licensure really needed to be redone.  Just professionally they 
needed to be redone.  … We really wanted to create a law that reflected what 
good research said about good teacher practice. We wanted to create 
something that will ensure that their practice was demonstrated during the 
teacher preparation process.   
 

 Regarding the micro level motives, the answer to the question “how this will 

affect me and the people I represent?” came up as the main motive for policy actors. 

This was the main aspect of their participation in which policy actors reflected their own 

perspective and perceptions about the policy. Informants asserted that every 

stakeholder looked at the policy through their own lenses, their own needs and 

conceptualizations. The comment of the director of teacher education and licensing 

bureau summarizes the perceptions of policy actors: 

In the end they had to represent their constituency. So what did it mean for 
superintendents? What did it mean for principals? What did it mean for 
teachers? What was their secondary agenda? And I think in the end that 
motivation carried through in some of the changes made in the several drafts 
that went forward.  
 

 This was very natural due to the fact that interest groups’ entity depends on the 

basis of one or more shared concerns and they gather around the common motivations. 

Motivations of policy actors were identified by another informant as not being 

altruistic, in other words, not mainly for the benefit of the public. She said that there 

were some self-protectionism and thinking about what it meant for their group and 

interest. So, they tried to influence the policy outcome in line with their interests and 

motivations which triggered the conflicts among the policy actors. Interviews and 

documents revealed that the methods they utilized to influence the policy outcomes 

included bargaining, providing information, negotiating, collaborating or opposing in 

every environment. Nevertheless, informants reported that at the end of the process 

each policy actor could succeed to influence particular aspects of the PI34. This was also 

supported by the documents such as several versions of the policy proposal, DPI report 

on the modifications done and public hearing minutes.  



216 
 

 4.3.2.2.2. Relationships among Policy Actors 

 Relationship patterns among these numerous policy actors, in this context, as 

described by informants was multi layered and intertwined, yet for the simplicity of the 

results, they were categorized as friends and foes based on the interviews and 

documents. The most prominent and obvious relationships are discussed below.  

 

 Friends 

 WEAC and DPI. DPI emerged as the leader of the policy making process 

including the State Superintendent, teacher education and licensing bureau director 

and other key staff that took place in the committees. Besides DPI, teacher union at the 

state level, WEAC, was committed to the policy and worked very closely with DPI. None 

of the informants made a negative comment on their relationship. Informants’ 

statements showed that DPI and WEAC had a very cooperative relationship and created 

one of the alliances in the he process. Union representative underlines the close 

relationship with DPI staff, “I worked very closely with DPI.  I met with personnel from 

the Superintendent’s Office weekly to coordinate education policy.  I was also a 

registered lobbyist for WEAC and testified on all education issues especially PI 34.”  

 

 DPI and Higher Education Institutions. It was mentioned before that the idea of 

reform in teacher education originated from and developed and took shape through 

the dialogue between DPI and Higher education institutions. Data also indicated that 

DPI and representatives of higher education institutions had a cooperative exchange 

especially during the conceptualization of the policy as in that part higher education 

institutions were more in the role of leadership. Data showed that even though some 

individual academicians opposed, for example, in the public hearings, at the 

institutional level there was a close relationship and among all the other stakeholders, 

higher education institutions’ direct communication was limited to DPI. University 

professor’s quotation illustrates the relationship with DPI, “when the teacher educators 

said we want to be proactive and we started having this conversation with the DPI and 

we brought some other people in as well.” 

 

 DPI and Senate Education Committee Chair: It was also discussed that chair of 

Senate Education committee was described as a friend and thus Senate education 



217 
 

committee was supporting, also due to fact that majority was comprised of Democrats. 

Director of teacher education and licensing bureau indicated that “the chair of the 

senate education committee, he was a friend of the department in the rules and the 

senate was not a difficulty.” 

 

 WEAC and Democrats. It was indicated by the informants that Democrats lined 

up with union and supported them throughout the process. One informant indicated 

that it is an old alliance, “in Wisconsin the democrats generally took towards the 

teachers.” And the union representative asserted that Democrats understood the policy 

and supported it: 

Many of the Democrats in our legislature at the time were former teachers, 
they understood the importance of professional practice, professional 
judgment, that many of the qualities that make you a great teacher have 
nothing to do with passing a test, though knowing the basics of your subject 
area and being competent with the language and that sort of thing are 
important.  They were much more hesitant about having single measures as an 
entry to the profession and of course we agreed with that. 
 

 Foes 

 This category was called ‘foes’ based on the informants’ use of the words 

`battle´ `fight´ and tensions identified between the actors.  

 

 Union vs. Republicans. WEAC representative underlined that there existed a 

war between the union and Republicans. Republicans were the majority in the 

Assembly and they lined up with administrators associations as mentioned before and 

put pressure on unions especially regarding different issues such as mentor pay. But the 

union representative said that they fought aggressively back as they believed that 

professional practice demands professional preparation.  

 

 WEAC vs. MTI. The conflict between the state level and the local level 

organizations of the union were discussed in detail. MTI opposed the policy since the 

beginning and never came around. Union representative expressed how hard she tried 

to convince them and she said she had the toughest fights within the union. Actually, 

MTI emerged as a foe of PI34 in general.   
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 WEAC vs. WASB. Union, other than its local units, had a lot trouble with the 

school boards associations. They had conflicts on numerous issues related to policy. The 

tension and conflict between them was known to all policy actors. It was commented 

by the director of teacher education and licensing bureau that “it was the tension of the 

time and the need to get school board association and WEAC together on these issues.” 

DPI and legislators believed that the conflicts were needed to be solved out before 

policy proposal reached the capitol. And it took for a while for two parts to work out 

the problems and disagreements.   

 

 CESA vs. DPI. As described above CESAs were among the opponents of the 

policy and data showed that they did not support the process until they got what they 

wanted in terms of alternative licensing. The relationship between the two was not an 

aggressive fight, yet tension and the opposition was strong enough to complicate 

things.   

 To conclude, the complicated structure and networks of relationships among 

the policy actors were tried to be depicted in a simpler way as friends and foes as they 

appeared in the data analysis. Strong alliances were observed rather than strong fights 

in terms of the relationships. Informants emphasized that at the end of the process 

almost every policy actor was supporting the policy and oppositions almost disappeared 

due to the modifications and alterations done in line of the concerns of the policy 

makers. Thus each relationship had a significant impact on the policy outcome. 

 

Summary of Dramatis Personae of PI34 in Wisconsin 

 This section was an attempt to identify the dramatis personae of PI34, to 

picture their roles and influences on the policy, their agendas and structure of the 

relationships through the eyes of the informants and the guidance of the documents. 

Data analysis yielded a large spectrum of policy actors from almost every part of the 

community with varying roles and impact. Development of PI34 is nested on complex 

interactions among policy actors from varying institutions and levels. A simplified 

version of pattern of interactions can be seen in Figure 4.2. A long list of participants 

consisting governmental and non-governmental policy actors was reached. 

Governmental actors-legislators, education committee chairs, DPI, State 

Superintendent, and the director of teacher education and training- were among the 
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key actors, whereas higher education institutions, teacher unions and administrators’ 

associations including school boards and superintendents were identified as the key 

policy actors among non-governmental ones.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.2. Policy actors in the formation process of PI34 

Note: Abbreviations DPI: Department of Public Instruction 
  WAEC: Wisconsin Education Association Council 
  MTI: Madison Teacher Inc. 
  CESA: Cooperative Educational Service Agency 
  WASDA: Wisconsin Association of School District Administrators 
  WASB: Wisconsin Association of School Boards 
  AWSA: Association of Wisconsin School Administrators 
  AFT: American Federation of Teachers 
  PTI: Parent-Teacher Association 
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 Opposition came from the local union in Madison city, Cooperative Education 

State Agencies and school boards, though the latter two agreed at the end, local union 

did not come around. Each policy actor joined in the process with two major motives, to 

improve the teacher education and licensure and to protect their own interests. Based 

on these motives, alliances and battles were constructed between main policy actors 

and they shaped the underlying relationship net.  It was concluded that every group 

who participated in the process made an impact. 

 

4.4. Structure and Nature of Policy Formulation Process 

 Upon setting the stage, introducing the actors and the main issue of the policy 

drama, this part attempts to explicate how issues that emerged on the decision agenda 

were formulated into policies. With the help of the data generated from interviews and 

documents, the design of policy proposal and legislation are presented with a focus on 

the phases and the nature of the process in two country contexts; first CLT in Turkey 

and then PI34 in Wisconsin  

 

4.4.1. Structure of Policy Making Process of CLT 

 This part presents the phases CLT underwent during the formulation process 

and the story line of each phase.  

 

 4.4.1.1. Phases of Policy Formulation  

 The results of analysis of documents and interviews yielded that the CLT was 

formulated through three phases; formulation of policy, dialogue and consolidation 

following the stages proposed by Thomas (2001), except that the appraisal phase was 

not observed in the trajectory of CLT.  

 

 4.4.1.1.1. Formulation Phase  

 As it was stated before, formulation phase can be described as developing the 

policy options, drafting the policy proposal, and the writing the regulations (Peters, 

1999).   

 Analysis of interviews with the key policy actors and the documents on CLT 

provided by the MoNE suggested as one of the most significant findings of this part that 

CLT was designed without appraisal phase. In another word, no specific time was 
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assigned for the consideration of data and evidence for policy problems and solutions, 

and the policy formation process directly started with the formulation and design 

phase.  

 Formulation and design phase started with the release of aforementioned 

“Urgent Action Plan” (UAP) by the new JDP government in January 2003. UAP was 

based on their party program and aimed at providing a reform plan and solutions to 

basic economic, administrative and social problems of Turkey in four policy areas; 

public administration reform, economic transformation program, democratization and 

law and social policies. UAP’s education part was comprised of 21 articles in the areas 

described in the election program. SP28 coded article in the UAP addressed the 

problem of low status of the teachers, along with contract-based employment in public 

schools. UAP is significant for the whole policy making process as it the goal of the 

reform, responsible institution to develop the policy, and institutions to collaborate 

with, justification for the reform and the proposed time span was all determined and 

identified clearly. It can be noted that this article SP28 in UAP drew the general 

framework and the structure of the policy, due to the fact that the whole process was 

followed as it was defined in the UAP. In accordance with the instructions in UAP, MoNE 

was assigned as the responsible unit to develop the reform defined in article SP28. With 

the words of the assistant general director of teacher education and training 

directorate, it became an official obligation for MoNE to develop this policy.   

 The official letter sent by Strategy Development Presidency of MoNE on 

February 04, 2003, one month after the release of UAP, showed that the task to design 

the SP28 reform was commissioned to General Directorate of Teacher Training and 

Education (GDTTE). GDDTE did not act on this assignment for the following nine 

months. In November 21, 2003 GDTTE formed up a committee including seven 

members from different MoNE units as General Directorate of Teacher Training and 

Education, Board of National Education, Strategy Development Presidency, Legal 

Counselors’ Office, General Directorate of Higher Education, General Directorate of 

Personnel, and General Directorate of Teacher Training and Education. The committee 

was approved by the Deputy Undersecretary and Undersecretary on December 05, 

2003 according to official letter. Then, the committee members were called for the first 

kick-off meeting on December 10, 2003. The member of the committee explained 

assignment of task to the GDTTE and forming the committee:  
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If you wonder about this, the following things did not happen at all; we did not 
get any kind of document or information from the upper levels who assigned 
this to us saying “when we include this reform plan into UAP, and while 
determining the working area, we used these data, our aim was this, we set 
these goals to reach that aim, these were our measures related to goals, this 
was how we were going to measure the outcome.” This kind of commissioning 
did not happen. We just got a letter saying “As it was indicated in the related 
action plan, article SP28 is about improving the conditions of teachers. In order 
to meet the case, a committee was formed by this and this and this from these 
units.” That’s all.  
 

 His comment is very significant in exposing one way chain of command in the 

bureaucracy and the lack of theoretical and scientific background of the policy. None of 

the informants interviewed explained why this item SP28 was included in the UAP, or 

where it came from.   

 The impact of this lack of background was observed in the lack of evidence to 

support the policy as well. Interview results suggested that in the beginning of the 

formulation phase no academic research or model was utilized to develop the policy. 

The member of the core committee and assistant general director of GDTTE underlined 

that teachers’ career development systems in other countries, such as the United States 

and England, were examined and then the career ladders in CLT were defined.  In 

addition to their explanation, the documents titled “Report on work on the Regulation 

of Teachers’ Career Ladder” and “Reconstruction of Teaching Profession” showed that 

“Recommendation concerning the Status of Teachers” including 146 recommendations 

on teaching profession released by ILO and UNESCO in 1966 was taken as the basis in 

addition to examples from western countries. In the document “Reconstruction of 

Teaching Profession” a summary of the teachers’ career development was presented 

from England, France and the United States. In terms of the U.S., State of Georgia 

example was explained with the defined career ladders in addition to description of the 

system in general in the U.S.   

 Nevertheless, other than these, no other support was utilized during the 

formulation of CLT. Following quote from the Former head of the Board of National 

Education exposed the situation well: 

No academic research was conducted on this. There was no model related to 
this. First, they defined the classification of the ladders, and then the regulation 
was prepared according to this classification. The discussions over who can take 
the exam, who cannot, who is covered who is not was done within MoNE, 
whereas financial aspect was discussed within the Ministry of Finance. But 
there was no model or academic support.  
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 The core committee with seven members from different units of MoNE started 

to work on drafting the policy proposal. It is necessary to open up a parenthesis here 

and to note that the law numbered 5204 was also drafted by this team and submitted 

to TGNA National Education, Culture, Youth and Sport Committee in May 2004. TGNA 

Education Committee met two times in June 2004 to discuss the proposed law 

amendments. As it was stated in “Report on work on the Regulation of Teachers’ Career 

Ladder,” while the committee in MoNE was shaping the regulation in accordance with 

the draft of law submitted to TGNA, TGNA approved the law with modifications on June 

23, 2004. Then it went for the normal legislative process through approval of Cabinet 

and Assembly and then the President respectively and published in the official 

newspaper on July 08, 2004. Thus the committee adapted the draft of the regulation in 

line with the law and prepared the first draft. First draft of the regulation was shared 

with all of the master units and some of the subsidiary units of MoNE along with an 

official letter asking for the opinions on the draft on July 19, 2004. This initiated the 

next phase in the formulation process, the dialogue phase.  

 

 4.4.1.1.2. Dialogue Phase  

 Thomas, (2001) and Howlett, et al., (2009) specified that the dialogue phase 

includes getting the different perspectives on the policy problem and sharing views and 

possible solutions of the policy problem from different actors related to policy. Dialogue 

with the policy actors can take the form of open meetings, more structured formal 

meetings or public hearings. In the case of CLT, analysis of interviews and official 

documents yielded that the nature of the dialogue was significantly different than PI34 

in two ways. First of all, almost all of the dialogue process was based on written 

communication through official letters and secondly, dialogue was established mainly 

with governmental institutions and units, significantly with the MoNE units and their 

ideas and opinions on the policy draft was asked. Data analysis unfolded that written 

dialogue was established with three groups of institutions or units in addition to few 

meetings stated in the report; MoNE units, other governmental institutions and units 

and unions. These actors were discussed in the policy actors part in detail. Here, the 

nature and the content of the dialogue between these actors are explored. Analysis of 

official letters and reports revealed that four drafts were developed and shared with 

the three groups of policy actors mentioned.  
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 First draft of CLT was sent to units as Board of National Education, Strategy 

Development Presidency, Legal Counselors’ Office, General Directorate of Higher 

Education, General Directorate of Personnel, and General Directorate of Teacher 

Training and Education and all the other general directorates on July 19, 2004. A 

rigorous work was conducted on the feedbacks and reviews from the units and a chart 

was formulated to present the reviews from each unit and actions taken on them (cited 

also in Report on work on the Regulation of Teachers’ Career Ladder). First draft, then, 

was modified by the core committee in line with the reviews received from these units. 

Following this modification second draft was developed.  

 Just before sharing the second draft with the MoNE units, according to Report 

on work on the Regulation of Teachers’ Career Ladder, five unions, namely, Türk Eğitim-

Sen, Eğitim-Sen, Eğitim Bir Sen, Tem-Sen and Independent Education Union, were 

invited for meetings. It was stated in the report that in October 2004 three meetings 

were held with these unions, though there does not exist sufficient information about 

the content of these meetings. Data analysis revealed that the views of the unions, 

feedbacks or suggestions or evaluations were not cited in any of the charts showing the 

reviews from units and other governmental institutions. In the same report, it was 

noted that union representatives provided oral feedback and that their three 

suggestions were not taken into considerations were explained with the justifications. 

These meetings are important as they were the only dialogue established with the 

unions and outside government groups on the policy, yet it is not possible to indicate 

any impact of this dialogue on the policy process.  

 Second draft was shared again only with MoNE units, that were Board of 

National Education, Board of Inspectors, Strategy Development Presidency, Legal 

Counselors’ Office, Education Research and Development Department, Department of 

In-service Training, and all of the master units on October 1, 2004. Same procedure was 

followed in reviewing the opinions and evaluations, and a second chart showing the 

feedback from each unit with the actions taken on each feedback was prepared. These 

modifications resulted in the third draft of the policy which was sent to same MoNE 

units mentioned in the second draft on November 15, 2004. After the modifications in 

line with the feedback, a fourth draft was written.  

 Fourth draft of the policy was shared with Student Selection and Placement 

Center on January 14, 2005 to discuss the conditions of the exam that was used as the 



225 
 

criteria to assign teacher into career ladders. It was stated in the same report that four 

meetings were held (without mentioning the dates of meetings) with Student Selection 

Center, nevertheless an agreement could not be reached on the issue of inclusion of 

subject matter areas into the exam. Hence, exam was designed in the way Student 

Selection and Placement Center suggested.  

 The final draft of the regulation then was sent to Ministry of Finance and State 

Personnel Presidency on February 01, 2005. Feedback from these two institutions was 

received in March, and necessary modifications were done. Dialogue phase ended with 

these correspondences between the Ministry of Finance and the State Personnel 

Presidency and GDTTE, MoNE. However, at this point exactly the task to develop CLT 

was assigned to General Directorate of Personnel with the directive of the Minister with 

a sudden change. It was discussed before that the reason was unclear.  

 

 4.4.1.1.3. Consolidation and Legislation Phase  

 In this phase more feedback was provided on the policy draft by the legal 

authorities (Howlett et al., 2009). Unfortunately, documents I got from MoNE do not 

include any single documents related or dated to this phase of the process. Data in this 

part mainly came from interviews.  

 Analysis of interviews indicated that Directorate of Personnel received the task 

at the end of March 2005 and worked on the policy for a few months until it went 

through the legislative process for the regulation. After the draft was finalized, it was 

sent to Board of National Education. The trajectory of CLT showed that after it reached 

the Board of National Education, it was sent to bureau of legislation, there it was 

reviewed and some suggestions were made. Then, it was presented to general board 

meeting with suggestions made by the legislation bureau and was discussed by the 

board members and modifications were suggested as well. With the modifications 

made the regulation was published in the official newspaper on August 13, 2005. The 

former general director of personnel directorate explained the process: 

We got the regulation and we had the law. Of course it was not possible to get 
out of the law. We started to prepare the regulation within the framework of 
the law. When our legislation office was done with writing, we got the opinions 
and reviews from MoNE units such as main Legal Office, Inspectors’ Board, and 
general directorates. Then we presented it to Board of National Education. 
After it was approved there, it was sent to official newspaper for publication.  
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 To summarize, the formulation process was initiated with a political decision 

making when the issue was placed on the UAP. It started directly with the formulation 

phases lacking the appraisal. A Committee from different internal units of MoNE under 

the leadership of GDTTE designed four drafts shared with internal units of MoNE as well 

as other related ministries. Dialogue phase was characterized mainly with the written 

correspondences with the units identified. Figure 4.3 presents the chronological 

trajectory of the CLT along with the phases.  

 

 

 
 
Figure 4.3. Timeline of CLT 
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the lack of financial support for the work of the personnel who took part in the design 

of CLT. The member of the core committee pointed out that there was no resources 

available for the design of CLT. Assistant General Director of teacher education and 

training directorate also complained about the lack of budget for this kind of work; he 

stated that:  

At that time, neither MoNE nor our general directorate, GDTTE, did have 
budget for this kind of work. So, there was scarcity of financial resources. We 
were not able pay to people who took part in this process. It was not like many 
other projects that we got financial support from World Bank, or EU 
Commission. In those projects, we were able to pay people for their work. But 
we used our own resources for CLT. That’s why we could not pay anything extra 
for the work.  
 
Second main constraint specified by two informants was the lack of support 

system to develop and design the policy. Lack of support included higher level 

bureaucrats’ failure to provide an efficient working environment physically and 

psychologically for the core committee. The member of core committee indicated that 

they did not experience a process that supported their work. In terms of physical 

conditions, they were just given a small meeting room in the GDTTE building and told to 

meet there. He underlined that that was all what they got. He also stated that during 

the committee meetings, he paid for the teas and coffees of other committee members 

himself. Similarly, Assistant General Director of GDTTE complained about the physical 

working conditions. He added: 

We had problems with the physical infrastructure. Our committee was working 
in a limited area. We had a small meeting room, but we faced problems even 
with that room and we had to work and conduct meetings in different places.  

 
In addition to this, the lack of emotional support for this policy among the 

higher level bureaucrats was identified as another constraint by the committee 

member. He stated that it was not taken serious in the MoNE except the core 

committee and GDTTE.   

The next main constraint, lack of a comprehensive framework for the 

development of the policy, was related to the previous constraint. The core committee 

was not presented with a theoretical or scientific framework related to the policy by the 

higher level bureaucrats who assigned the item in UAP to them. They were just told to 

design and enact this policy. The point here is that this policy was not perceived as a  
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major reform by the higher level bureaucrats. Following quote from the committee 

member illustrates the approach of the higher level bureaucrats to CLT: 

When you looked at the higher level bureaucracy, to general directors, deputy 
undersecretary and undersecretary, and their discussions and talks about the 
law, or the regulation of CLT, you would see that their approach was far from a 
comprehensive framework that recognized students’ right to get the best and 
quality education, and that was aware of the requirement of a structure that 
would provide professional and personal development for teachers. The whole 
process should have been structured to realize these goals and all of the 
resources of MoNE should have been coordinated with great care and 
seriousness. Because, this is a very serious issue. … Decisions taken were not 
the results of a holistic strategy. And, how do I get to this conclusion? I know it 
very well from the support we received as a committee throughout the whole 
development process.  
 
Due to the fact that the Law preceded the enactment of CLT regulation, it drew 

the general lines of the regulation. This emerged as another constraint which was 

identified as the restriction originated in the law by the former General Director of 

Personnel Directorate. He stated that law was too detailed that there was not space of 

improvement or flexibility in the regulation. His comment on the rigid and detailed 

nature of the law depicts the difficulty in designing the regulation: 

The law specified the conditions on who could take the exam, years of 
experience, and measures in addition to exam. This type of detailed 
information should not be included in the laws, but this one had all these 
details. I am telling very openly that this law was prepared almost like a 
regulation. A law that was prepared so detailed does not give the chance to 
develop a healthy regulation. … Only if the items in the Law were shorter, less 
detailed and more general, that would allow us to design a better regulation. 
But unfortunately, in writing the regulations, you cannot cross the lines of the 
law.   
 
Time or tight schedule for the enactment of regulation emerged as another 

constraint which was pointed out by the former General Director of Personnel 

Directorate. Following excerpt from him shows the concern over time: 

Lack of time really put so much pressure on us. The normal way is like this; you 
have to enact the regulation in the following six months of the promulgation of 
the law. Here, we had an important law, public had expectations. The exam to 
select the teacher for each career ladder was being counted on. Moreover, we 
had the vacant positions for each career ladders and if we were not able to use 
them, they will be cancelled. … Furthermore, we received the task to develop 
the regulation seven or eight months after the promulgation of the Law; it was 
already late. So we were in a real hurry. We had to enact it as quick as possible.  
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These multiple problems and difficulties described by the informants were 

interwoven and interacting with each other had a negative impact on the policy making 

process of CLT as well the content of the regulation.  

 

4.4.2. Nature of Policy Formulation Process of CLT 

Analysis of interviews and documents yielded that the policy process of CLT was 

characterized by bureaucracy of rulemaking, statuary obligation and a general 

consensus except the conflicts on the technical details.   

 Three informants made it clear that a normal administrative rulemaking process 

was followed and there was nothing special to mention. The former head of the Board 

of National Education underlined the approach of MoNE to formulation process of CLT: 

Rather than a process that was based on discussing “let’s do this in a different 
way, let’s open the process to public, receive opinions and reviews from 
different stakeholders, visit the unions and discuss with them, organize 
symposiums,” it was like a normal rule making process.  
 

The general director of personnel directorate also identified the same bureaucratic 

description for the process: 

It [the process] was only about deciding how the operation would be? It was an 
administrative regulation. The road map was drawn by the law, and this 
regulation was about how to follow this road map drawn by the law. That’s the 
gist of the process.  
 
This brings us to obligatory nature of the process. It was explained several times 

above that this policy emerged from UAP formulated by JDP government and MoNE 

was officially assigned for this specific policy reform as the main responsible unit. Then 

MoNE commissioned GDTTE to develop and design the policy. Hence, it came from 

upper level bureaucracy through a chain of command as an order. This obligation 

infiltrated to every phase of the formulation process. This is also related to constraint, 

lack of comprehensive framework, mentioned above. The quote from core committee 

member reflects this situation:  

Rather than looking for scientific solutions, or looking at other systems in the 
world, doing the analysis of those systems and developing a peculiar model for 
Turkey, the approach was “administratively we have to design and enact this 
item of UAP until next year.” 
  

 This obligation was not unique to MoNE. The former head of Board of National 

Education stated that “other governmental units and ministries were obliged to support 
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and cooperate on the items specified in UAP.” Thus, even the cooperation was defined 

as a statutory obligation.   

 This obligation brought along the general consensus on the policy. It was stated 

by two informants that both in MoNE and other ministries there was general consensus 

on the necessity of the policy. Yet, with the words of the former head of Board of 

National Education, “there existed disagreements and conflicts in technical details 

about the policy.” These conflicts were classified under three titles, the criteria for 

promotion, exam and financial issues.  

 Two informants identified that to develop an objective system to assign 

teachers to defined career ladders was one of the major conflicts within MoNE. The 

former head of Board of National Education stated that one of the biggest discussions 

were about according to what kind of criteria people would be assigned to limited 

positions in different career ladders. The member of the core committee also criticized 

the criteria determined for promotion. He stated: 

Among the criteria that we could utilize, the most important one was the exam. 
However, I do not approve the use of exam to measure the performance of 
teachers. I did not approve at that time and I do not approve today as well. 
Because, performance management is a totally separate area. Yet, we did not 
have any other data and criteria to judge the performance of the teachers. 
What do you do then? Ok, I criticize this, but what can I do about it? Back then, 
we did not have the standardized teaching competencies in each subject area.  

 

 At the end, the criteria for promotion were defined as a collection of years of 

experience, education and training, scientific activities, registry of teachers and the 

national exam. Evaluation was decided to be done using a total score out of 100 of 

which 10% years of experience, 20% education (graduate) or training (in-service), 10% 

activities (related to teaching, publications or presentations), 10% professional register 

of teachers [sicil] and 50% national exam score.  

 Exam was another issue that caused conflict between MoNE and Student 

Selection and Placement Center (SSPC).  Two issues came up in terms of the discussions 

of the exam; first issue was the schedule of the exam-to be conducted every year or 

every other year. According to the former head of Board of National Education the 

reason for such a conflict underlay the limited vacant position for each career ladder. 

Conducting the exam on a regular schedule would cause people get hopeful about 

promotion, yet due to very limited numbers of positions it would not be possible. 
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 Second issue and more significant conflict related to exam was on the content 

of the exam. Two informants and the reports written about the formulation process of 

CLT emphasized that an agreement could not be reached on inclusion of subject area 

questions in the exam. Both the reports and informants identify that MoNE 

representatives insisted heavily for the inclusion of subject area questions, yet SSPC 

rejected this suggestion with the argument that “especially in vocational and technical 

subject areas and applied teaching areas it is very difficult to prepare multiple choice 

items and to measure the validity of these items” (Report on work on the Regulation of 

Teachers’ Career Ladders). The assistant general director of GDTTE emphasized the 

importance of testing teachers in their own subject areas and regretted about not 

having questions from all of the subject areas: 

I, being an educator and an education administrator, believe that first a teacher 
should be strong in his/her own subject area. When you give the professional 
teachers or master teacher title to teachers, you expect them to be very 
competent in their own subject areas. If you cannot determine their 
competencies in their own areas, then these titles of professional or master 
teacher is not very definitive. But unfortunately we had to agree it like this due 
to the attitude of SSPC. One of the meetings we had with SSPC representatives 
lasted until 3 am in the morning, I never forget that night. We insisted a lot, but 
the result did not end up as we wanted. 

 

 These long meetings resulted in the following distribution for the content of the 

exam; Turkish, pedagogical knowledge (educational psychology, philosophy, sociology, 

learning, development, instructional methodologies, classroom management, 

curriculum development, measurement and evaluation, psychological guidance and 

counseling, educational technologies), general knowledge on Turkish history, citizenship 

and constitution, geography, peace and human rights and arts (literature, music and 

theatre), and knowledge about MoNE legislation (taken from the CLT Regulation).  

 Last conflict originated from the number of vacant positions for professional 

and master teachers. Former head of Board of National Education pointed out that 

number of position and increase in the salary of promoted teachers was the most 

difficult issue to be agreed. His comment indicates the conflict over the discussions on 

financial burden of the policy: 

The toughest part of this process was the financial burden that it would bring 
along. In this framework, different regression analyses were conducted on 
alternative numbers of positions and their potential burden until those teachers 
were retired. Holding these positions until the retirement and the increase of 
these positions regularly were considered very difficult to fulfill. Because once a 
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group of teachers got the promotion to one of the positions, those positions 
would be hold by those teachers until they retired, and this would cause lack of 
new positions that can be used regularly, every year or every second year. … An 
agreement was reached with the Ministry of Finance on the number of 
positions for professional and master teachers. We know that financial issues 
were discussed for a very long time instead of the issues related to 
fundamentals of the regulation.  

 

The comment of former director of personnel directorate on financial burden of the 

policy supports the explanation of the former head of Board of National Education, 

MoNE is a very large organization, in terms of the numbers of teachers. More 

than one third of public employees work in MoNE. Hence, from the perspective 

of Ministry of Finance, even a tiny increase in teacher salaries brings a huge 

burden to the budget. Our budget sources are limited but we tried to support 

the teachers in accordance with the allowance of the budget. Currently we have 

90 thousand professional teachers and around four thousand master teachers. 

… We could get these positions by dividing the number of positions to be 

distributed according to a time plan.  

 

 The distribution of positions according to a time plan was offered by the 

Ministry of Finance. In the letter sent on May 23, 2005 to MoNE, they listed the 

modifications and suggested that “the total number of teaching positions should be 

distributed gradually (for example for the first year 20% of the total number, and the 

second year 40%, etc.).” It is obvious that MoNE had to agree with the suggestion of the 

Finance Ministry to be able to get the positions planned and to be able to keep the 

system working for a longer time period.  

 

4.4.3. Structure of Policy Formulation Process of PI34  

 This part explores how PI34 was designed and enacted through identification of 

the phases followed and what was experienced during the process 

 

 4.4.3.1. Phases of Policy Formulation  

 Data analysis suggested that the formulation process of PI34 unfolded as four 

phases; appraisal, formulation of policy, dialogue and consolidation following the stages 

proposed by Thomas (2001), except that the dialogue phase was observed after the 

formulation step.  
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 4.4.3.1.1. Appraisal Phase 

 Appraisal phase includes consideration of data and evidence for policy 

problems and solutions. Information about the policy problem is provided using 

research reports, expert testimony, stakeholder input, or public consultation (Thomas, 

2001). In the case of PI34, informants and the documents revealed that, this phase 

includes two significant actions; commissioning of Task Force on Restructuring Teacher 

Education and Licensure in Wisconsin and Work Groups on Teacher Assessment, License 

Stages and License Categories.  

 Just to provide a brief reminder on the agenda setting, during the early 1990s 

teacher qualifications and standards were being discussed in the DPI and in the teacher 

education institutions as well. With the push of national developments and John 

Benson’s being State Superintendent in 1993 the policy issue appeared on the decision 

agenda and the first step was taken with the appointment of the Task Force in August 

1994 to discuss and debate issues in the preparation and licensing of teachers and 

administrators. Director of teacher education and licensure bureau described the 

forming of the Task Force as, “so, we asked Rosette Smith who at that time was the 

Superintendent of the school district of Beloit to chair this task force, we asked all of 

the actors, all of the partners to identify people as representative.” Report of Task Force 

showed that Task Force was assembled under the leadership of a school district 

Superintendent with other 20 members, academicians, teachers, administrators, 

Superintendents and union and interest group representatives from various 

stakeholders: University of Wisconsin-Madison, Eau Claire, Green Bay, and Kenosha; 

Alverno College, Beloit College; Wisconsin Association of Non-Public Schools; 

Cooperative Educational Service Agency; Professional Development Academy; 

Wisconsin Association of Middle Level Educators; WEAC; WASB and eight school 

districts from all around the state. 

 The Task Force was assigned to determine the skills and abilities necessary for 

education professionals to be successful in the schools of 21st century and to make 

recommendations aimed at improving the quality of work force. Specifically, they 

focused on four major areas; reviewing the Wisconsin Administrative Code governing 

teacher education and licensure; creating a framework for career-long preparation 

including ongoing professional development; conceptualizing knowledge, skills and 

dispositions of professional educators; and reviewing the categories and levels of 
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licenses with respect to the current and future needs of school districts. Following nine 

months of work, Task Force published a report in April 1995 with recommendations on 

four broad categories: “standards for initial teacher preparation in a performance-

based structure; career-long professional development; licensing categories and levels; 

and clarification of the roles of the DPI, institutes of higher education, and local school 

districts in the preparation and ongoing professional development of education 

professionals” (Task Force Report, 1995).  

 These recommendations and the principles related to teacher education and 

licensure in Wisconsin were used to guide the development of PI34 and their 

framework constituted the back bone of the policy. Issues that the Task Force could not 

resolve were specified as new license categories, alternative education, charter schools 

and license reciprocity with other states. They also suggested further work on their 

recommendations that were to be covered by statewide committees prior to rule 

development.  

 According to the letter from the State Superintendent to all interested parties 

in 1999, and the report on planned changes in Wisconsin Teacher Licensing prepared by 

DPI and the chronology of the policy process kept by DPI, recommendations made by 

the Task Force were “taken to the field in 1995-1996 through a series of discussion 

meetings across the state. There was very positive to the broad recommendations, and 

while few people attended the meetings those who did were excited about the plan to 

upgrade the licensing structure.” (Excerpt taken from Planned Changes in Wisconsin 

Teacher Licensing document, 1998).  

 With this positive response as a foundation, Task Force’s suggestion of 

comprehensive committees were followed and in October 1996, John Benson, 

appointed three work groups to respond to the recommendations and carry the work 

forward to the next stage at a combined meeting of the work group members and the 

Wisconsin Association of Colleges of Teacher Education (WACTE). In the report of Work 

Groups, the focus areas of these three groups were listed as Standards and Assessment, 

Career Stages of Licenses, and License Categories. Each group was provided with a 

specific charge to guide their work.  In the WACTE meeting work group members 

divided in to these groups and were joined by members of WACTE for round table 

discussions. The report indicated that this first meeting was used as an opportunity to 

present a brief overview of the preceding discussions on the issue and planning the 
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logistics for the future meetings. Meetings were scheduled to have at least one meeting 

each month for each group. Each group included 16-18 members from various 

stakeholders including DPI, UW-System, Private Teacher Colleges, WEAC, WASB, 

WASDA, and AFT-Wisc. Analysis of the report identified that most the stakeholders had 

minimum one representative in each sub-group and DPI had three to five members in 

each group. Members of the work groups were selected and appointed by State 

Superintendent John Benson, in line with the recommendations of the directors of 

professional associations. The quote from union representative illustrated the 

formation and the task of work groups, 

John Benson was Superintendent then, he pulled together representatives to 
take that original taskforce report and develop it into a plan for the department 
and then ultimately into the legislation.  
 

 Data analysis showed that work groups were more comprehensive and inclusive 

than the Task Force with representatives from nine different professional associations 

and academicians from UW System and private teachers’ colleges.  

 As it was stated in the same report, work groups were divided into subgroups to 

focus on separate issues and these smaller groups met independent from the work 

groups, discussed their issues and brought their deliberations back to the larger group 

for discussion, debate and final consensus. These meetings of work groups continued 

from October till April when the last meeting was conducted. The Final Report agreed 

by all the members was published in May 1997.  With this report, recommendations of 

Task Force started to take a more concrete shape.      

 Data and evidence used to support the recommendations of Task Force and 

Work Groups unfolded into three groups; research, good practice and consensus. 

Research was emphasized by almost all of the informants as the underlying basis for the 

policy draft. They asserted that quality research on teacher education and teacher skills 

was utilized to provide a scientific background to the policy. The union representative 

stated that they wanted to create a law that reflected what good research said about 

good teacher practice. She explained the salient role of research in the policy 

development process as,  

Task Force group got together, took the recent research in professional 
practice, and reviewed all of that because most of our old law was based on 
course completion. … The body of research had expanded.  I mean Linda 
Darling-Hammond really did a wonderful job of leading the nation and looking 
at professional practice in much more constructive way.  It just didn’t make 
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sense to us that just knowing your stuff would make you a good teacher.  I 
mean we as teachers know better than that but the research being done by 
Linda and others really helped to codify what those skills are that a good 
teacher needs in addition to their subject area knowledge.  I think the 
burgeoning of that research really had a lot to do with us being able to make 
the argument about what a good teacher can do and must know. 

 Following quote from the union representative illustrates how research was 

utilized during the initial phases of the policy process: 

Not a lot of statistical influence although at the early levels that Task Force 
group that put together the Yellow Report really viewed a lot of juried research 
that had been done and more of that was contained on that original Yellow 
Report than others but along the way people would asked for what is the 
research base of this and we did share—we’d share research reports at that 
time.  
 

 She further commented that they moved from the research and they always 

referred back to the research based in negotiating it. State Superintendent also pointed 

out the significant use of research, “Certainly, very very heavily and very significantly 

based on research that was done across the country that I think to some large measure 

mandated that this kind of rulemaking and process to be put in place.” The research 

utilized in the state level originated in the national level. The director of teacher 

education and licensure bureau emphasized that the national level discussion on the 

teacher standards were based on research as well,   

That’s the research that went behind the work that was done for INTASC, ISLLC. 
National Board for Professional Teaching Standards was working at that time as 
well, developing a research base for the master level which was accepted by 
the group and put into the rules. So a good research base to some of the policy 
initiatives was in there. 
 

 The second evidence used to support the backbone of the policy draft emerged 

as good practice. Two sources of good practice was mentioned during the interviews; 

nationally and internationally recognized programs, and teachers’ testimonies and 

stories of failure and success of teacher training and practice. The director of teacher 

education and licensure bureau explicated the evidence used during the process,  

Nationally, internationally recognized programs that existed for the teacher 
education part, movements afoot on the stages of careers and the 
empowerment of teachers on the licensing part. So I think—I’ve always tried to 
say that good policy follows successful practice. So good things were happening 
in the categories we talked about therefore policy needed to be written to 
make sure that there were good things happening to everyone. 
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 Similarly, the university professor reflected on the good practice in her college, 

Alverno College, and she stated that she certainly brought this experiential base to the 

policy process.  

 In addition to these, teachers and parents’ testimony about good practice was 

employed during the formulations of recommendations for the policy draft. Union 

representative shared their experiences with the testimonies: 

Probably the testimony of teachers themselves about their practice was the 
other evidence. Some stories about failures of teacher preparation the way it 
had been done.  People that had been trained as teachers I mentioned that 
earlier.  People that went through full training process without having 
demonstrated their competencies and learning at the end that they didn’t want 
to teach so those kinds of sad stories influence some people. … And parent 
testimony about what they looked for in good teachers, what characteristics 
they look for and how would they describe good teachers.  It had a lot to do 
with moving it along. 
 

  The last piece of evidence emerged from consensus among the stakeholders. 

Two informants stated that main support for the policy was based on consensus. The 

member of policy implementation team underlined that there were a lot of consensus 

discussions and a lot of give and take. Furthermore, the university professor pointed 

out the scarcity of research to support the policy and argued consensus was required,  

It was more consensus because moving to outcomes rather than inputs was a 
rational move but there was not a lot of research to support it because it hadn’t 
happened except in some—like our institution has been an outcome based 
institution since the early seventies.   
 

 In conclusion, in the first phase of the policy formulation, certain stakeholders -

DPI, universities, unions, school districts and educational associations- came together 

and gathered information about the policy problem, discussed and deliberated 

alternative policy solutions and provided certain recommendations based on research 

reports, expert testimony by teachers, stakeholder input and consensus. As a result of 

this process, skeleton of the policy was built on the foundations prepared by the work 

of Task Force and three Work Groups.  

 

 4.4.3.1.2. Formulation Phase 

  In the formulation phase various policy options are evaluated and some form 

of policy proposal is drafted to identify which of the policy options will be enacted with 

the feedbacks provided by different policy actors. It can also be described as the 
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process of writing regulations (Peters, 1999). Reports and other documents of DPI and 

the interviews revealed that this phase included the translation of all the 

recommendations into administrative rules, and working a lot on the language of the 

rules. This process of translation was also characterized by high level of participation 

and feedback from educational interest groups.  

 Upon the report of three work groups in 1997 summer, DPI Teacher Education 

and Licensure Bureau with their director started to work on writing the draft of the 

rules to capture all or part of the recommendations made by the work groups. The 

director of teacher education and licensure bureau explained this process as, 

Once they (work groups) reported, we shook hands and said thank you very 
much and I sat down with staff as a director and started to create, recreate PI3 
and PI4 and PI34. Therefore we went internal, returned to our office to make 
the drafts. 
  

 However, DPI did not draft the rules alone behind the closed doors. DPI 

document titled Status of License Rules Revision indicated that they conducted several 

meetings with special interest groups during 1997 and 1998. This document listed more 

than 15 separate meetings with interest groups on rules drafts. Furthermore, the active 

writing process was described to be collaborative by the informants. Along with the 

special interest groups, legislators were also involved in the process. The union 

representative stated that “those recommendations kind of collaboratively were 

drafted into legislation by the department and Rick Grobschmidt and some of the other 

interested legislatures.” 

 In terms of the language of the draft, special attention was paid to create an 

acceptable form for the stakeholders and the old rules were also utilized to form the 

language of the PI34. The director of teacher education and licensure bureau explained 

the writing process of PI34 as  

What we did was taking that which was good in the old policy and making it 
match what was recommended for the new policy, creating a new language 
where it was necessary in common language before getting into Lori Lawson 
who were doing the rule language which probably could be studied as foreign 
language. And those rules were tried to be written in an acceptable form for 
the DPI hearings. 
 

 In the same vein, the university professor underlined the importance of the 

fairness and availability of PI34 for everyone. She stated that “so the policy is going to 

be laid out and, also for fairness, because it’s a license that you’re getting, there have to 
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be rules that would be available to everybody and clear and applied fairly.” Thus, 

creating the language and the choice of words were crucial in terms deliberation with 

stakeholders and receiving their support. Moreover, there existed certain format 

standards suggested by the Legislative Council Staff and the Legislative Reference 

Bureau (Wisconsin Legislative Council, 2008).  

 Chronological analysis of all documents suggested that the process of writing 

and re-writing the policy draft with the inputs of stakeholders continued for one and a 

half years. Upon the embodiment of the draft, the department took the first official 

step in the process of rulemaking (Peters, 1999; Wisconsin Legislative Council, 2008) 

and published a notice of intent to issue PI34 in the Wisconsin Administrative Register 

on December 31st, 1998.  This scope statement indicated DPI’s decision to promulgate 

rules. It described the rule’s objective, of the policy issue with the rationale for 

proposed rule development, objective of the proposed rule, policy content, policy 

alternatives, and estimate time/staff resources to develop rule.  

 Following this scope statement, the policy draft was sent to Legislative Council 

for review in February 1999 and a report on the evaluation of the draft was sent back to 

DPI by the Legislative Council. DPI revised the rules and finalized the policy draft to 

open it up for discussion, which can be described as the dialogue phase. 

 

4.4.3.1.3. Dialogue Phase 

 The dialogue phase includes policy actors from different key groups with 

different perspectives on the policy problem and sharing their views and possible 

solutions of the policy problem. Dialogue with the policy actors may take different 

forms such as open meetings with government officials and experts and interest 

groups, or a more structured formal meeting or public hearings.  

 In terms of PI34, documents analysis revealed that the dialogue phase started 

with the publication of notice of public hearings in the Wisconsin Administrative 

Register on February 28, 1999 to provide space for discussion and deliberation on the 

policy draft. This notice included that date, time and locations of the public hearings 

held by DPI, information on how to get a copy of the proposed rule, and how to provide 

written comments, basic information about the policy, fiscal estimates and funds 

available for implementation.  
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 First public hearing was held in Green Bay on March 8, 1999 and it was followed 

by eight hearings in different cities of Wisconsin during March 1999. As it was described 

above in the policy actors parts, the details of the public hearings are not delved into 

here, yet it is important to note that they created a great platform for dialogue over the 

policy proposal where hundreds of stakeholders and those who believed to be affected 

by the rule gave feedback and stated their opinions related to policy. The goal was to 

reach to a consensus on the policy. The importance of public hearing for the policy 

process was explained by the director teacher education and licensure bureau as “After 

the public hearings, the formulation process could have stopped at that point. You 

know, the feedback from public hearings could have been like ‘we don’t like this much 

at all.’ But it didn’t okay? So, after the State Superintendent hearings, we rewrote 

drafts.”   

 Through the public hearings policy draft was shaped and reshaped. The union 

representative’ quote illustrates the salient role of public hearing and the dialogue 

established in the public hearings in the design of policy draft,  

Following the drafting of the policy, the hearings were done statewide and they 
were pretty extensive when you see the transcripts of those you will see they 
were pretty extensive.  They were great listening sessions and people brought 
out some really good issues which were then taken back again and applied to 
the piece of legislation and alterations are negotiated.   
 

 Though the dialogue with public and stakeholders were intensified with the 

public hearings held by DPI, and emerged as a separate phase, data revealed that 

dialogue pervaded almost all phases of the process. Document analysis validated that 

since the very beginning of the policy process DPI engaged in dialogue with 

stakeholders and public through different means such as public forums, annual 

conventions, assemblies or board meetings of education interest groups, or private 

meetings with them. Thus, they used every opportunity to communicate about the PI34 

though it was not as formal and as organized as the public hearings. Analysis of the 

interviews also yielded that the discussion and dialogue on the drafts was carried on 

following the public hearings.   

 

 4.4.3.1.4. Consolidation and Legislation Phase  

 According to Howlett et al. (2009) consolidation phase requires a more formal 

feedback on the recommended policy draft. In the formulation process of PI34, formal 
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feedback came along with the legislation. The process after the public hearings is 

described in the Administrative Rules Procedures Manual as  

Rules in final draft form submitted to the chief clerk in each house of the 
Legislature along with report containing justification for rules, agency reaction 
to Legislative Council Staff report, agency reaction to any public testimony, and 
statement of public appearances and registrations for or against the rules at 
any public hearing. Within 10 working days, each presiding officer directs the 
chief clerk to refer the rules and report to one committee.    
 
In terms of the trajectory of PI34, Wisconsin legislature records indicate that 

Assembly and Senate received the draft from DPI on November 1st, 1999. Assembly 

referred the draft of PI34 to Education Committee on November 10th, 1999 while 

Senate referred the draft to Education Committee on November 2nd, 1999. 

According to legislative records, first the Senate Education Committee acted on 

the policy draft and held two public hearings on November 17 and 29, 1999. Public 

hearings were crowded and serious discussions took place. Record of the first hearing 

showed that senators were especially concerned about the financial aspect of the policy 

and the extra burden it would bring on the school districts and the definition of 

standards. State Superintendent pointed out that the budget was not different than the 

last year’s budget on professional development. He suggested a relocation of the 

money available. Following the second public hearing, Senate Education Committee 

sent a letter to DPI and requested modifications in accordance with the concerns and 

issues raised during the public hearings. Modified final draft was received by the 

committee in February 2000. No further meeting or discussion was conducted on PI34, 

and it followed normal legislative process.   

Upon receiving the policy draft the Assembly Education Committee, on the 

other hand, held four public hearings in November and December 1999 and January 

2000. Following the first three public hearings, the chairperson of the committee 

decided to take action on the draft of PI34 and he called an “executive session” of the 

committee. Record of public hearings and executives sessions indicated that first 

executive session resulted in a general agreement on the modifications that were 

limited to the issues raised at the three public hearings, including the role of the 

professional standards council, and technical changes to improve the implementation 

and the operation of the role. Upon receiving the modified draft by DPI, second 

executive session was held in January 2000 where some other modifications and 

another public hearing were requested. The areas of adequate budget and funding for 
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the initial applicability, expectations for alternative license holders and out of state 

license holders were highly discussed with DPI representatives. Upon the fourth public 

hearing, DPI reviewed the required modifications and tried to reach a compromise. The 

modified draft was received in February 2000 as the final draft by the Assembly 

Education Committee and it was directed to legislative process.  

The Legislative Council member summarized the legislative process in general 

and the case of PI34: 

We have a review process. The rules come from the agency and they are then 
assigned to a standing committee, that standing committee is given thirty days 
to decide whether or not to even worry about them. If they don’t do anything 
in those first thirty days the rules go ahead without any change. With rules if 
nothing happens, it can continue on. So it’s passive in that sense. And both the 
assembly and the senate could determine whether to do anything. In this case 
of PI34, both committees said they wanted to work on the rule and both 
committees did. The process was then what changes were going to be needed 
to get approval for both the committees.  
 
It is remarkable that the Assembly Education Committee which was comprised 

of mainly Republican senators worked more on the policy draft and requested more 

changes and had more conflicts with the DPI. The comment of the director of teacher 

education and licensure bureau also indicated the importance of convincing the 

legislative committees and the effect of Republicans in the process: 

After the public hearings, we started working with legislative committees to 
convince legislative committees because of the difference of the two parties. All 
of that worked for a year with the professional associations to come together. 
In the case of things controlled both by democrats probably we could have 
gone forward without that step.  
 

 Nevertheless, the legislative process was described to be smooth one by three 

informants compared to many conflicting policy proposals. In the case of PI34, it was 

quick and battle-free process in which everything really worked out at the end and 

legislature approved it without serious problems. 

  To sum up, as the Legislative Council member stated, the legislative process 

“went on for a couple months of changes back and forth and meetings with the 

department and with the other participants and then in legislative public hearings.”  

Following public hearings, draft underwent several changes and the final form was sent 

to committees on February 17, 2000 and in the May of 2000 it was published. Figure 4.4 

lays out the chronological trajectory of the PI34 along with the phases.  
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Figure 4.4. Timeline of PI34 
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PI34, data analysis showed that it was not free from constraints and it encountered 
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that were faced during the formation of PI34. The most frequently mentioned 

constraints came up as time and resources. Time was described as an important 

constraint by four informants. Though the initial phases of the process were completed 

in larger time frames, the last phases, the legislative phase specifically, had a tight 

schedule to follow. The Former Senator explained the constraint related to time in this 

phase: 

If I recall there were some kind of timing issues. The legislature is in session for 
two years. But it really is only in session for a year and a half. Anything that you 
have to do has to be done in that time period. If it didn’t pass in this legislative 
session, it would start again next legislative session.  
 

 Next constraint was identified as the resources by four informants. Human 

resources and work load rather than the financial resources were emphasized as the  
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main constraint by the legislative council member and the State Superintendent. State 

Superintendent described the heavy work load in the DPI: 

As the state agency was responsible for leading and initiating to completion, it 
put a large additional responsibility on a number of people at our state agency 
who already had their hands full with their regular work though some of that 
regular work, especially in our teacher certification and education unit of the 
agency, so that would be part of it. We never were over supplied with money to 
pay for the cost that occurred when you do something like this. This is nothing 
more than reimbursing people for hotel rooms and meals and stuff like that. 
 

 Similarly, following quote from the member of legislative council illustrates the 

work load as the main constraint: 

 I would say resources in the sense that this had to be workload on top of other 
workload or it had to be in lieu of other things. Any elected official like the state 
Superintendent has to pick their battles and their issues and so by picking this 
they basically unchose something else they might have chosen to work on. 

 
 Lack of expertise of the higher education institution personnel on the new 

assessment model was another constraint classified under the human resources by the 

university professor, she stated that: 

Performance assessment makes lots of sense but it’s also not something that all 
Higher Ed people have had training and understanding. Despite the fact that we 
got together and had conversation and shared, not a lot has happened in a lot 
of institutions and that’s still I think as a big constraint for this.  

 
 The next constraint pointed out by two informants was the inclusiveness of the 

process. Including a larger spectrum of the stakeholders in the development of PI34 was 

described to lengthen the process of the formation and increase the work load. The 

state Superintendent’s comments is significant to show the challenges brought by the 

highly inclusive nature of the process,  

To some extent the constraint could be the extent to which we did engage the 
greater community, that could be one of the constraints. Because, as I said 
earlier, that takes more doing when you involve a lot of people in a broad 
section of the public. By public I mean the interested part of the community. 
When you do all of that it requires some extra time, some careful planning and 
some clever persuasions along the line.  

 
 Political conflict was raised by the director of teacher education and licensing 

bureau. He underlined the difference between the view of the political parties at the 

policy and the challenge brought by this difference.  

I think the main focus was the political issue about recreating policy and 
requiring more things of college, universities and public schools in the eyes of 
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one political party—that would be the republican, versus the acceptance of  
these things as good support for the students in the classroom on the part of 
the democrats.  

 
Reluctance to change was another significant constraint reported by the union 

representative; she noted that the reluctance of teachers and administrators to change 

was the major constraint they faced along the process,  

It (PI34) was proposing dramatic change in a profession and a system that were 
traditionally pretty resistant to change.  The education environment is pretty 
resistant to change. The profession of teaching and administration are resistant 
to change.  So I would say it was the personal reluctance and personal 
attachment to the way the things had been. Emotional attachments to the way 
things had been were the major, major, major restraint. 

 
 Lack of cooperation of the higher education institutions was identified by the 

university professor as another constraint. She mentioned the fact that they did not 

educate themselves about the new system, she stated that 

I would say where things fell down a little bit and we’re still feeling it is in this 
connection between what the standards are and the evidence you have for the 
standards. We depended upon the Higher Education institutions to sort of 
educate themselves and a lot of them didn’t do it or they thought they already 
knew everything.  
 
Despite the constraints such as time, human resources, inclusion of a very wide 

range of stakeholders, political conflicts and reluctance to change, PI34 was designed 

and issued successfully. Next part deals with the nature of this design process.  

 

4.4.4. Nature of Policy Formulation Process of PI34 

 This part describes the nature of the policy making process of PI34. Analysis of 

interviews and documents yielded that the policy process of PI34 was characterized by 

collaboration, negotiation over the conflicts, compromising, and building consensus 

among the stakeholders.   

 

 4.4.4.1. Collaboration 

 Informants and documents such as Task Force and Three Work Groups Reports, 

public hearing records, and DPI Information Bulletins pictured that PI34 was the result 

of a collaborative policy making process, especially through the close working 

connections between DPI and teachers’ union (WEAC), higher education institutions 

and administrators (WASB and WASDA). Their close relationship during the design 
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process was described in detail above in the policy actors part. In addition to these 

close work with them, it was also highlighted by the informants that there DPI 

cooperated with all the stakeholders and worked with them diligently and included 

everyone in the process. The Former Senator’s comments illustrate this close work: 

I know they (DPI) worked closely with various educational groups in Wisconsin 
such as the teachers union, the administrators associations. … The DPI had their 
act together, and worked with people and got them onboard. … There was a lot 
of work up to that point. They did have to work with a number of different 
educational entities in order to satisfy their concerns.  
 

 The State Superintendent pointed at the collaboration between DPI and the 

stakeholders and he called it “partnership,”  

It was done in expense of partnership with classroom teachers, school district 
administrators, universities and colleges both public and private especially 
obviously the teacher education departments of those universities and colleges. 
… Of course we were working very diligently with the heads of all of the 
educational agencies of the state.  

The university professor, in addition to working together, indicated the desire to work 

together as part of the work climate. She stated that: 

So part of the climate was a desire of all the stakeholders on the education 
scene to want to work together.  … I think that was a major piece of the political 
context that we saw that we needed to work together differently and we 
started working together differently. 
 
Moreover, the Task Force and Three Work Groups were significant examples of 

collaboration among the stakeholders in shaping the policy from initial phases. Reports 

prepared by these two work groups comprised a variety of interest groups and their 

work completed after almost two years of collaborative work. All these data confirm 

that the PI34 was made through the collaboration of different stakeholders, though 

there were some concerns, conflicts and disagreements. Next part presents the working 

out the differences  

 

4.4.4.2. Hammering out the Differences 

 Conflicts and disagreements are accepted as natural and inherent in the 

structure of policy making (Rosenthal, 2004). Results from analysis of interviews and the 

documents yielded that there were significant conflict on certain issues especially in the 

beginning of the policy process. As the former Senator stated, “there was a little bit of 

grumbling here and there, this should be this way and should be that way.” Analysis of 
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interviews and Task Force and Three Work Groups Reports and public hearing records 

showed that though all of the interest groups were supporting a change in the licensing, 

there existed conflicts and disagreements on the nature of the change. The Legislative 

council member’s comment is significant in illustrating this disagreement: 

 So everybody had a perspective and they had a reason to be there. But the 
battles really were not as spirited as you might think. There was more 
agreement that they were making changes for the good. There was 
disagreement on how effective those were going to be. 
 

However, these conflicts were worked out at the end of the process through 

negotiation and deliberation.  

 Main groups which raised their concerns were the local union in Madison (MTI) 

and school boards association (WASB), as it was described earlier. Analysis of public 

hearing records and the bulletin of MTI on PI34 indicated that their main concern was 

on the peer review and the cost of the reform (as discussed above in the policy actors 

part). On the other hand, WASB was more concerned on the money, and the structure 

of the new licensing system. Analysis of interviews with the policy actor also pointed 

out the same concerns; money, and alternative licensing and the flexibility of the 

licensing. In addition to these, many other concerns were stated at the public hearings 

by individuals or other educational groups, especially on the issues related to them.  

 All of these conflicts and concerns were attended and worked out to reach an 

agreement through negotiation, compromise and consensus. Interview results indicated 

that there existed an intense negotiation process on the way to agreement. With the 

words of the State Superintendent “these rules grew and developed over a long period 

of time taking into consideration of all of the concerns raised by individual associations 

and institutions.”  

The director of teacher education and licensing bureau described a rigorous negotiation 

process that was lived through working on the policy text and definitions word by word 

as to solve out the conflicts: 

So the union was saying “I’m your mentor, but I do not report to your principal 
how you’re doing.” So those associations getting together on that because the 
school board association was “tell us all you can about that teacher.” And 
teachers were saying “no we’re not going to do that.” Just another example of 
the answer to the question about conflict and cooperation in the end, coming 
together over specific items that needed to be there. … Another piece that 
Annette and Katie worked very hard on was the definition of portfolio and the 
definition of mentoring. So in the definitions portfolio has a rather long 
definition.  



248 
 

 The next excerpt from union representative is also significant in picturing the 

heavy negotiation process: 

So I spent many, many hours and negotiated with them (union members).  We 
put together our objections, we brought them to the larger group and the 
superintendents and the school boards and universities brought theirs and we 
went through them item by item, to the point that we had a piece of legislation 
to go to the capital. Once it went to the capital, legislators held their hearings 
and there were more negotiations.  It’s been highly altered but in my opinion it 
still honors the research and the ten standards and good professional practice 
and it had to go through all of that in order to survive and promise better 
practice.  But heavily negotiated I mean something that I’ve never seen. 
 

 Negotiations brought along the compromises on certain issues. Interview data 

yielded that there existed major compromises between the union and the school 

boards. The director of teacher education and licensure bureau underlined that this 

compromise was crucial for the legislation of the policy. He stated that “and in the end, 

Luther Olson said ‘you know that we needed to nail that compromise between school 

boards and the teacher union before we brought the final draft to the committee’ and 

we did so.” Rosenthal (2004) asserted that “compromise does not work if the issue is 

one where strong interest groups do not seek compromise” (p. 158). In this case, strong 

interest groups sought and reached compromise. One of the specific issues that 

required compromise was the certification of middle school teachers. University 

professor explained the compromise reached on: 

One big issue was the middle school teachers. Should they be 1-8 Certified 
which means they could teach everything or should they be more like high 
school teachers and have a really focused content area? We actually came to 
kind of compromise on that. They could be 1-8 Certified but they had to have a 
specialization. 

 
 In this context, results suggested that whole policy making process was 

characterized by compromises. These negotiated compromises moved things forward 

while they left the policy actors somehow unsatisfied. The comments of the director of 

teacher education and licensing bureau and the member of policy implementation 

team indicate this view: 

And in the end we got the rules. Now, did we compromise? Absolutely yes. Do I 
like them? Not a lot of them, but they are there serving as an example.  
PI 34 was a compromise. There are some things in it that are very good. There 
are other things that could be improved.  There are some inconsistencies as 
well.   
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 Former Senator added that the time constraint, in terms of legislative schedule, 

compelled the policy actors to compromise, “there was some interest in not having to 

do this process twice. It also requires a little more compromise too. If you don’t want to 

do it twice, you have to do a little compromising.” 

 Analysis of interviews and documents revealed that through negotiation and 

compromises, a general consensus was built on PI34. The legislative council member 

underlined that “there were various things that were agreed to by consensus. And 

other things that everybody agreed to from the beginning.” The senator also stated that 

at the end “there was a consensus among interest groups.” In the Information Bulletin 

of DPI released in November 1999 after the last version of the policy that was agreed by 

the major interest groups was submitted to legislature, it was reported that “after years 

of development and months of fine tuning, education groups representing teachers, 

administrators, and school board members are supporting the DPI’s administrative 

rules [PI34].” Bulletin also reported the views of the State Superintendent, and the 

leaders of the union and school boards. Executive director of WASB stated that  

The rules submitted to the Legislature are an improvement over the current 
rules and much better than earlier drafts of the proposal. We appreciate the 
state Superintendent’s responsiveness to our concerns that the rules place 
greater emphasis on student learning and that districts have greater flexibility 
in meeting the rule’s requirements. For these reasons, WASB supports these 
rules.   
 

 In the same information bulletin, president of WEAC, the state’s largest 

teachers’ union also reported that they support the policy. This bulletin is to announce 

to the public that PI34 gleaned education community support before it was submitted 

to the Legislature. It is important to note that building consensus on the policy proposal 

is important before it reaches the Legislature to increase the chance of smooth 

legislation of the policy (Rosenthal, 2004). Interview results pointed out that regarding 

PI34 DPI, acting “politically savvy” and acting according to this fact, hammered out the 

differences and conflicts among stakeholders before policy proposal was submitted to 

the legislature. This quotation from former senator is significant in picturing the work 

on working out the differences among the interest groups,   

 
School boards in Wisconsin, the teacher associations, the university education 
professors, as well as school administrators, they did a lot of work making sure 
that before those rules came to the legislature that all of those groups had been 
satisfied.  
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Following the exploration of formulation process in two contexts, next part 

presents the effect of political and legislatives structures on policy making process.  

 

4.5. Effect of Political and Legislature Structure on Policy Formulation 

 Political systems and institutional arrangements determine the official rules of 

policy making game (Fowler, 2009; Heck, 2008; Howlett et al., 2009). Structure of the 

political system, whether it is federal or unitary system, is one of the most important 

aspects in terms of policy making process. In this research, the cases were selected 

from two distinct political systems, one from federal and from unitary system. This part 

tries to explicate the impact of these two distinct political systems on the formulation 

processes of CLT and PI34 through the eyes of the key policy actors.  

 

4.5.1. Effect of Political and Legislature Structure on Policy Formulation in Turkey 

  On the contrary to the U.S., Turkey has unitary governing system in which one 

central government has the sovereignty. During the formulation process of CLT, Justice 

and Development Party (JDP) was in the government as the single party and was 

holding the power of decision making. Analysis of interview data revealed that single 

party government was perceived as the most prominent feature of Turkish legislative 

structure that had an impact on CLT. It was followed by the bureaucratic structure and 

lack of participation.  

 Five informants agreed that JDP’s being single government had a facilitating 

effect for the enactment of CLT; it made the work of the core committee and Education 

Committee in TGNA much easier.  Being single party government was explained by two 

informants as holding the power and necessary tools to control both the legislative and 

executive branches. According to informants, this power created the approaches “This 

is what we want, and we will enact this” and “We know the best.” Here “We” was 

defined by two informants as the political elites, party leaders and ministers who are at 

the top of the decision making pyramid. These political elites placed the policy of CLT on 

to decision agenda, to UAP and through a clear and written chain of command, it was 

commissioned to GDTTE in MONE and they re-commissioned it to a core committee. 

Following this, both the law and the regulation were enacted despite the objections and 

oppositions from the unions and the opposition party. To exemplify the easiness of the  
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process, the time span that the law was enacted could be shown.  It took only three 

months to enact the law numbered 5402 including the revisions and the promulgation.  

 Regarding the second issue, bureaucratic structure, it is noteworthy that only 

the informants outside the bureaucracy commented on the bureaucratic structure 

having an impact on the policy making process. Decision making structure in MoNE was 

described as highly central and hierarchical by the Union president.  In addition, the 

core committee member defined the bureaucracy in MoNE as one way and 

peremptory. He gave several anecdotes where the hierarchical and the peremptory 

nature of the bureaucracy were exemplified. In one of the TGNA Education Committee 

meetings in which CLT law was being discussed, he was hushed up by the deputy 

undersecretary upon a question asked by the committee chair, he was not allowed to 

talk share tell his opinions.  

 Another issue related to bureaucratic structure was the impact of written 

communication. Being a requirement of the bureaucracy, written communication with 

other units and governmental institutions slowed down the whole process. The 

assistant general director of GDTTE complained on that “in the case that written 

response to your official letter is late, your work slows down.” 

 The third and the last feature of the legislative process influenced the policy 

process of CLT emerged as lack of participation. Two informants, the committee 

member and the Union president, described the legislative process non-participatory, 

and based on single voice rather pluralism. The core committee member emphasized 

that the legislature system was not legally open to implement such a participative 

approach in policy making. Furthermore, the possible ways to allow participation was 

not opted by the ones who held the power. In the case of CLT, as it was mentioned 

before, policy decisions were taken by MoNE and some other related governmental 

institutions casting out other stakeholders of the policy. The director of personnel 

directorate also claimed that the process of CLT should have been more participatory:  

All sections of the society should be included in this process. Because it is 
related to everyone’s kid. There should be people from all sides of the society. I 
would like to see village and neighborhood headmen, people from NGOs, and 
maybe you will find it odd but I would like to see even students in this process.  
 

 This non-inclusive legislature structure negatively influenced the development 

of policy as CLT, with the words of former head of Board of National Education, was  
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bounded by the bureaucratic experience. Ideas, revisions, feedback and alternatives 

were all limited to knowledge and experience of the bureaucrats who were assigned to 

this task.  

  

4.5.2. Effect of Political and Legislature Structure on Policy Formulation in Wisconsin 

 To jog the reader’s memory, the U.S. is a federal country in which “the structure 

through which public policy is formulated, legitimated and implemented is extremely 

complex” (Peters, 1999, p. 21) and multi-tiered (Fowler, 2009). Moreover, in terms of 

public policy making, state governments are considered stronger than the federal 

government. Especially education as a social policy area was granted to control and the 

responsibility of the states by the U.S. Constitution (Fowler, 2009; Wong, 2008). This 

dual structure was further complicated by fragmentation of local governance where 

school districts are autonomous. Separation of powers among the executive, legislative 

and judicial functions of government is another important feature (Fowler, 2009). 

 In terms of Wisconsin, the legislative branch of the state includes bicameral 

Wisconsin Legislature, made up of the senate with 33 members and the assembly with 

99 members. At the time of legislature of the PI34, majority of the Assembly was 

Republican (55 Republican / 44 Democrats), and the majority of the Senate was 

Democrat (16 Republicans / 17 Democrats).  

 Within the framework described above, data analysis revealed six features of 

political and legislative structure that had an impact on PI34; these issues are bicameral 

legislature, decentralization, legislators, inclusive system, federal level and general 

legislative structure.  

 

 4.5.2.1. Bicameral Legislature 

 Bicameral legislature structure and the balanced control of the cameras, one by 

Republicans and one by the Democrats, in other words, two parties in control were 

perceived to have a positive effect on the development process of PI34; “because of the 

division between the two houses—between the assembly and the senate in terms of 

their leadership I think it was a positive effect” (Director of teacher education and 

licensing bureau).  

 The phrase ‘having a positive effect’ should not picture a problem and conflict-

free atmosphere in which both parties were working in peace to design the policy. 
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There existed tension, disagreements and conflicts in the legislative process as 

mentioned earlier.  Director of teacher education and licensing bureau viewed this 

tension natural as “there was that tension between two political parties in Wisconsin 

regarding these rules like there was tension across a lot of different categories of their 

work.” In the case of PI34, Democrats were supportive of the policy in the way it was 

accepted by WEAC, yet analysis of the interviews indicated that Republicans were more 

aggressive and pressuring especially for alternative licensing and  more local control 

over licensing. Legislative records of PI34 supports the finding that the Republicans was 

more proactive about the policy, Assembly Education Committee being Republican held 

more public hearings and meetings to discuss and negotiate the policy and demanded 

more modifications compared to Senate Education Committee. 

 Nevertheless, this tension did not turn out to be a battle. With the words of the 

State Superintendent, “there wasn’t any huge battle between Republicans and 

Democrats.” University professor also underlined the difference and tension between 

the Democrats and Republicans but she said that at that time “there wasn’t a big 

question about the policy.” So, due to the general agreement on the necessity of the 

policy, the development of PI34 turned out to be supported by both parties and was 

legislated with bipartisan support as stated by three informants. Member of legislative 

council stated that “it was a shared partisan process. The people that were the primary 

actors were both democratic and republican and they shared the power,” and in the 

end, according to former Senator, “it did not become a partisan issue” despite the 

differences between two parties. 

 Within this framework, the major contribution of two party control system to 

PI34 was recognized as the push toward fine tuning and a better calibration of the 

policy that emerged from the differences and considering all sides. Director of teacher 

education and licensing bureau who was also the key policy actor in the process 

explained the effect of two party control: 

Because of the difference of the two parties, a year was spent with the 
professional associations to come together and work. In the case of things were 
controlled only by democrats, probably we could have gone forward without 
that step and say okay WEAC likes this the democrats would have liked it as 
well. But we did have that difference. And that’s a good balance it really is 
because it pushes you into really fine tuning the considerations that are there. 
… So it was an opportunity to have a better look at things rather than to push 
them through as emergency rules something of that nature. 
 



254 
 

 4.5.2.2. Decentralization  

 Another governmental issue that had an impact on policy process of PI34 was 

decentralization and fragmentation of governance though it was discussed only by the 

former senator. His main point, “all politics is local,” is significant as it summarizes the 

gist of the decentralization. He elaborated on the decentralized education system in the 

U.S.:  

…in the United States we pretend we have an education system but it’s really 
only coordinated at the highest level on really high level policies. That the real 
actual policies are set at the state level and in actuality that masks how 
complicated the policy setting is. 
 

He, then, explained the system in Wisconsin as:  

You have to realize that every state is different too. So in Wisconsin, there is 
probably more local control on things that happen more at the district level. We 
also have four hundred and twenty six school districts of all sizes. Some are very 
small; one school district is an island that’s isolated sometimes during the 
winter time. It’s in Lake Superior, Washington Island. So they’re up there and 
it’s a very small school district, and then we have very large districts and very 
diversified districts, Madison, Green bay.… For example in some school districts 
in Wisconsin every ninth grader reads the same book for ninth grade English. 
But in some districts, like in Madison every class reads a different book and the 
book is chosen not by the federal government or by the state or even by the 
school board in the local area or even by the principal in the school. It’s chosen 
by the teachers.  
 

 He asserted that this diversity among the local school districts extended the 

duration of policy making process due to the fact that it was very difficult to find a 

solution like “one size fits all.” In relation to this, school boards (WASB) opposed the 

policy for a long time based on the claim “The rule is not flexible enough. It does not 

permit local school districts, for example, to certify teachers. It is still the same old, 

higher education led system (Taken from the letter of Executive Director of WASB to 

the DPI, dated March 25, 1999). This claim was also the basis of the alliance between 

WASB and the Republican Legislators.  

 

 4.5.2.3. Legislators   

 Legislators’ impact on PI34 was another issue emerged from interviews. 

Legislative process is conducted by legislators and as Marshall et al. (1989) found that 

individual legislators were the most influential actors in the policy process, though it 

was not the case in Wisconsin. Moreover, education committee members were 
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considered to have a significant place (Fowler, 2009). In the case of PI34, the legislators’ 

background, geographical area they represent and their personal relations were 

perceived to have an effect on the policy process. Following quote from former Senator 

is illustrative of the effect of legislators’ background on their perceptions of the same 

policy:   

Whenever a legislator comes to the legislature, s/he comes with his/her own 
individual background. … So, I was the chairman of the senate education 
committee, and a former teacher and he [Luther Olsen] was the chairman of 
the assembly education committee and was a former school board member. So 
we kind of looked at it from our own perspective He looked from his 
background. I looked at it from my background. And in the end we both felt 
that the rules were positive. He probably had more concern about this was 
going to cost any more money. I had more of the perspective of this was a 
positive move in the professional development of the teaching profession. 

 

 Secondly, geographical areas that legislators represent create difference in their 

perspectives as well. Former senator highlighted the importance of relying on the 

people they represent and listening to their concerns and advises as they were the ones 

who would vote for the legislators in the end. This takes us back to “all politics is local.” 

At the capitol “you have legislators from all different parts of the state and they go back 

to that, all politics is local. This may work for you in Milwaukee, that’s the district I 

represented, the Milwaukee area. And it may look different there,” but not somewhere 

else.  

 The main concern of the legislators was perceived as the effect of the policy on 

the people they felt committed to or responsible for. The reaction of the grassroots 

level was what mattered most for the legislators: 

So that’s the interesting part of the legislative process, is working with people 
who are your own constituents, but then also looking at the broader policy and 
kind of balance that. It does force you to look at a public policy issue and kind of 
put it into the context of how is this really going to work for those at the grass 
roots level. So that helps to formulate your position on things. 
  

 In relation to PI34, it is important to note that he did not hear real objections 

from the public. He, as a legislator, listened to his people and acted accordingly. 

Following quotation is meaningful to show the strong effect of public reaction on the 

decisions of the legislators, and to depict their impact on the development of a policy:  

Obviously if I would have heard from teachers that I taught school with, from 
the principal at the local high school I taught school with, from school boards 
members that I went to church with, from university professors that I had as 
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professors of mine that this was a bad idea, even though the department of 
public instruction said it was a good idea, I’d have to think twice. But I didn’t 
hear that, it was just little things here and there about, how is this going to 
work? Mostly the details of how it was going to work. Everyone looked at it and 
said the concept was good, that this is what we should be doing. We should 
have professional development plans; we should do what we can to help the 
beginning teacher.  
 

 Lastly, personal relations and connections of the legislators were perceived to 

influence the legislative process. It was explained earlier that chairmen of both 

education committees were identified to be the friends of DPI and this friendship was 

described as a facilitator for the policy making process. This friendship eased the work 

of DPI in explaining the policy and negotiating and convincing legislators to enact the 

PI34.  

 

 4.5.2.4. Inclusive System  

 Wisconsin legislature was constituently based on an open system that allows 

citizens to impact the legislature at different points of the process, for example 

introducing an idea for legislation through the legislators, influencing the process 

through lobbying, or directly submitting ideas and critiques in the public hearings 

(Wisconsin Blue Book, 2012). It was already discussed that policy making process of 

PI34 unfolded as inclusive. This part presents the impact of inclusiveness on PI34 policy 

making process. Informants perceived this inclusive system having both negative and 

positive effects. Main negative effects identified by two informants were the extended 

duration of the process, and increased work load. On the other hand, it was claimed to 

produce a better policy outcome that was agreed and owned by the stakeholders. State 

Superintendent’s comment illustrates the pros and cons of the inclusiveness:  

Significant inclusion which, I think, in most instances makes accomplishing the 

objective more difficult but on the other hand, hopefully results in a better 

product. Because as I said earlier that takes more doing when you involve a lot 

of people in a broad section of the public, by public I mean the interested part 

of the community. When you did all of that, it required some extra time, some 

careful planning and some clever persuasions along the line.  

 Union representative underlined that inclusive legislation is necessary, though it 

takes a lot of time and energy to buy all the stake holders and to make them part of the 

process and to share the responsibility. She stated that: 
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I think that in that respect the legislative process though it takes a lot longer 
just to having an agency put something in place is necessary to get the buy in of 
all the stake holders and to share the responsibility of making it work at the 
end.  We are all part of this now.  We all had a say.  We got some changes.  
There are some things we don’t like but we’ve all participated in the process 
now, we all have to try to make it work.  I think in that respect the time and the 
energy that it took to go through that legislative process was absolutely 
essential.  … This was very much a collaborative effort and one that involved 
everybody and the idea was that if everybody is involved when it got to be 
ultimately the policy, They wouldn’t be resisting it they would be embracing it.  
 

 Public hearing records, written testimonies of the individual citizens, reports of 

DPI on the process, and several versions of PI34 modified based on key actors’ and 

public’s comments and evaluations also support the idea that it took much longer to 

formulate the policy. The result, policy outcome, did not please everyone, as there had 

to be compromises to reach a common point, yet it was accepted and embraced by all 

the actors.  

 

 4.5.2.5. Federal Level Involvement 

 Although aforementioned national movement toward performance based 

teacher certification and licensing triggered the introduction of PI34 onto government 

agenda, no other national actor such as a national level organization, think-thank or 

interest group did not emerge from the data. Moreover, analysis of interviews and 

documents showed that federal government had no part to play in the story of PI34, 

except the multi-million dollar grant. Legislative member was the only informant who 

mentioned federal government and he described federal government as non-

participant:  

I think the interesting part for public policy is that both the federal government 
and the state government spend a lot of rhetoric on the need for change. But 
with regard to PI thirty four, and changing teacher quality, they were practically 
non participants. There was no participation at all out of any federal 
government entity. There was no involvement in the department of education 
from the federal level.  
 

4.5.2.6. Legislature System in General  

When informants were asked to consider the effect of legislative structure on 

policy making process of PI34, five of them agreed that it was facilitating and helpful for 

the process, one claimed that legislature did not create any obstruction and did not get  
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in the way and one indicated that the way it was done was necessary. Following 

quotations exemplify the perceptions of the informants:  

It was facilitating, because it involved both democrats and republicans, it 
involved legislators from all over the state and it was open to them to 
participate, and understand and to see what was going on so they could see the 
reasons for the change and accept and reject them. So from the legislators 
stand point was excellent (Member of Legislative Council). 
 
It is not obstructive. It is fine, it is part of how we do our business in Wisconsin 
and I think that it is fine. I think that it was helpful (State Superintendent). 
 
I would say that it was positive.  I don’t know how it could have happened 
without the way it was and without the compromises that were reached 
(Member of Policy Implementation Team). 
 
I think it was a necessary process as opposed to an agency just being able to 
implement something.  I think it was necessary because it created a State wide 
discussion that raised all kinds of difficult issues. It called people to the line in 
both political parties.  It said, Republicans, Democrats, step-up and debate this 
important issue and once it is done, and once it is in regulation then it is all our 
responsibility to make it work (Union Representative). 
 
Last but not least it is also important to note the change that policy text 

underwent throughout the legislative process. Legislative council member who 

reviewed the text several times underlined that basics of the policy stayed intact, 

although technical details were modified: 

And what seemed to be a fairly narrow level of concern at the beginning didn’t 
really get any wider but it got deeper, and so the changes that were made by 
the legislature were actually quite extensive but more on the details than on 
the policy. The basic policy stated that the whole time. The whole idea of better 
preparation, more focus on skill based, mentoring and in class observation and 
keeping your license, all those stayed intact but the details around them all 
changed. Not to change them but to modify them so that the legislature would 
be more comfortable how they would work.   

 

Similarly union representative claimed that it went through extensive work and 

changed a lot but the last version kept the gist of the first:  

This piece of legislation was more thoroughly digested by the organizations 
involved than any other piece of legislation that I ever remember in my career 
including state budgets and labor issues I mean it was just very thoroughly 
vetted by the organizations. … It’s been highly altered but in my opinion it still 
honors the research and the ten standards and good professional practice and 
it had to go through all of that in order to survive and promise better practice.   
 
 



259 
 

 To put in a nutshell, legislative structure of Wisconsin was perceived to be 

enriching and ameliorating the policy making process of PI34, even though it brought 

along difficulties such as extensive reviews, conflicting ideas and requirement to reach a 

consensus required a lot of effort and energy on the side of DPI and other policy actors 

and extended the time needed for the development.  
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CHAPTER 5 

 

 

CONCLUSIONS and IMPLICATIONS 

 

 

 In this chapter, first conclusions based on the policy problem, policy context, 

policy actors and policy formulation process in Turkey and the U.S are discussed with 

regard to each research question in the light of previous theoretical and empirical 

studies. Then implications for practice and recommendations for further research are 

presented.  

 

5.1. Conclusions 

 This study investigated the design process of two similar policies in two 

different countries through interviews with key actors and formal and informal 

documents to be able to tell the story of educational policy making in a contextualized 

and comparative way. Conclusions drawn from the findings of the study are aligned 

with the research questions. First the existing problems in Turkey and Wisconsin, U.S. 

that led to formulation of CLT and PI34 as educational policy initiatives; second the 

context in which both policies emerged in Turkey and the U.S; third  the key actors or 

decision makers participated in the development of these policies and their influence 

on the policy formulation in Turkey and Wisconsin, U.S.; fourth the policy formulation 

process that took place in Turkey and Wisconsin, U.S. with its structure and nature; fifth 

influence of the political and legislature structure on the agenda-setting and policy 

formulation in Turkey and Wisconsin, U.S. are discussed. Last a general comparative 

picture of the policy making process in Turkey and Wisconsin, US is drawn.  

 

5.1.1. Policy Problems 

Each policy initiative analyzed in this study was designed to address problem(s) 

in education. These problems produced dissatisfaction among the parts of the 

education system and required government action (Fowler, 2009). In the case of 

Turkey, educational system can be described as a giant machine trying to function 
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despite the several serious problems that are structural, quantitative and qualitative in 

nature.  Several reports and studies (ERG, 2007, 2009; OECD, 2005; Taşkaya, 2007; 

World Bank, 2005) point at the features of the system that needs to be ameliorated as 

schooling rate, academic achievement, equity, student-teacher ratio, organization of 

administration, accountability, low budget, and teacher education and development. 

Concerning the teaching profession in Turkey, Taşkaya (2007) lists several problems: 

economic problems caused by low salaries, low social status, inefficient teacher training 

and in-service training, difficult working conditions, and lack of promotion in the career. 

 Among all these problems, CLT was designed to address two main problems 

related to the teachers and teaching profession: low socio-economic and professional 

status of teachers, and the static and secure nature of teaching lacking professional 

development opportunities. Both problems are ever-lasting issues of Turkish public 

agenda as it is the case in other countries as well (See Hargreaves et al., 2006), because 

they have been the subject of widespread awareness from public, they require action, 

at least in the view of teachers. These problems are in the area of responsibility of the 

MoNE in the perceptions community members (Cobb et al., 1976, 127). However, even 

though, these issues appeared in the institutional agendas of the governments several 

times (See 11. 12. and 15. National Educational Council, [Eğitim Suralari]), they could 

raise to the decision agenda of the governments only two times; in 1993 and ten years 

later in 2003. Due to the fact that the appearance of problems even on decision agenda 

does not guarantee their enactment (Fowler, 2009), the 1993 initiative did not result in 

a policy, whereas CLT was enacted to address the same issues in 2003.  

Regarding CLT, the definition of these issues into policy problems requires two 

questions to answer; who defined these issues into policy problems and how they 

appeared in the decision agenda of the government. Policy issues targeted by CLT was 

redefined and constructed by the JDP politicians through the application of positivist 

stream depending on the socio-economic situations (Howlett et al., 2009; Parson, 

2005). Rather than the socially constructed definitions of the problems with various 

educational interest groups involved in, some political elites formulated the problems. 

Perceptions of the informants also reflect this reductionist and shallow definition. 

 As a matter of fact, these problems were defined officially in two documents; 

in the election program of JDP in 2002 and in the Urgent Action Plan (UAP) in 2003, in a 

more detailed way. This means that these problems already appeared and were defined 
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in the government agenda, JDP’s Urgent Action Plan could be considered as decision 

agenda as it consisted of the policy problems that were selected to be acted upon by 

the government along with the outline of the reform plan. Thus, these problems did not 

compete with other social and educational problems waiting to be attended to. First, as 

a political party, JDP defined these problems, placed them in their agenda and upon the 

elections they placed it in the decision agenda through UAP. Then they initiated the 

policy formulation process and completed the legislature and announced it to public as 

the government. This process of policy problem definition and agenda setting fits very 

well in the inside access model of Cobb et al. (1976, p. 135) in which a governmental 

agency initiates and defines the policy issue and the issue reaches the decision agenda 

relatively easily. Cobb et al. (1976) identify this model as the easiest to be successful in 

achieving the decision agenda status and implementation of the policy with the fewest 

changes (p. 135). Moreover, the expansion of the issue to the public is limited and 

participation of the public is excluded.  In the case of CLT, JDP government did not show 

any effort to carry the policy issues to the public agenda; on the contrary, the policy 

problem constructed by the party elites was initiated and formulated by the MoNE 

upon the directions given by the government and only the MPs’ support was sought 

during the legislation. So it was defined and initiated within the government.   

 Another critical question to raise about the policy issues is why and how they 

could appear on decision agenda of the government at that time. There is no simple 

and direct answer to these questions as there exist several determinants and factors 

that interact and affect the policy problem. However, the model drawn by Kingdon 

(2002) can provide a framework to understand this process. In this model, defined 

problems can appear in the decision agenda only when the window of opportunity is 

opened due to convergence of three streams; problem, policy and political. In terms of 

CLT, only the political stream, a political turnover triggered the policy window. JDP won 

the 2002 elections with a landslide victory and formed the government as the single 

party and gained control over both legislative and executive agencies. Hence, although 

CLT had been on the agenda of previous governments for a long time, policy problem 

was defined by the governments and solutions to that problem were identified again by 

the governments, it could gain decision agenda status with the victory of a political 

party which transferred the policy issue in to decision agenda directly as ready to be 

enacted. Kingdon (2002) asserts that chief executive officers “may be able to dominate 
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and even determine the policy agenda” (p.23). Moreover, he (2002) contents that 

political stream can act independently from the problem and policy streams and highly 

affect the agenda setting which is the case in the agenda setting process of CLT. JDP’s 

being a single and strong government was enough to open the window of opportunity 

in Turkey. A summary of policy problem of CLT can be seen in Table 5.1 comparatively 

to PI34.  

 In terms of Wisconsin case, two issues were perceived to require action by the 

informants: public concern over decreasing quality in education and quality of teaching 

profession and dissatisfaction with preparation of educators and the licensure renewal 

requirements. The increasing concern of the public about the educational outcomes 

and the critical attitude toward schools was part of the general climate of education in 

the U.S. during the late 1980s and 1990s which was kicked by the Nation at Risk Report, 

and which led the emergence of standardization and accountability movement with 

Elementary and Secondary Education Act (ESEA) 1994 and Goals America (Bales, 2004; 

Michaels & Ferrara, 1999). In Wisconsin, standard based accountability movement was 

also grounded in the same problem identified for PI34 concurrently (Brown, 2008). PI34 

was built on 10 standards developed for teachers and student learning within the 

framework of performance-based standards for teacher evaluation and licensure and 

the salient impact of teacher on education outcomes (Darling-Hammond, 2000; 

Hargreaves, 1994). Consequently, these two main policy problems; questioning the 

quality of education and teachers and the dissatisfaction with the existing system of 

teacher licensure and professional development were, indeed, very complex, fused in 

to each other and feeding each other. 

 Having noted that, in the case of PI34, problems were defined by public and 

media as well as educational stakeholders such as teacher training higher education 

institutions and teacher unions. They were constructed socially by the interaction of 

individuals, educational interest groups and public’s ideas, ideologies and values and 

resulted in the policy issue (Howlett et al., 2009; Parson, 2005). In other words, these 

problems were already in the public/systemic agenda, and moved into government and 

decision agenda that achieved a place for serious recognition and act from public and 

government. Grounding on these policy problems, policy reform was initiated by DPI 

which is a government agency and it was served to public to participate. With this form 

of agenda setting, case of PI34 can be shown as an example to May’s (1991) in addition 
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to Cobb et al.’s (1976) three models, consolidation in which government does not need 

to seek support for keeping the issue in the institutional agenda as it already appears in 

the systemic/public agenda and  has the public interest. In this model, government is 

the initiator and public support for the government action is quite high (Adolino & 

Blake, 2001).  This was exactly the case in Wisconsin; DPI, specifically State 

Superintendent, moved the policy issue into decision agenda from the public agenda 

and started the policy making process to act on the problems raised by the public and 

educational interest groups.  

 Regarding the question of why and how they could appear on decision agenda 

of the government at that time, Kingdon’s (2002) model provides a great deal of help to 

identify the complicated and fuzzy process. In terms of problem stream, people’s 

concern over quality of education and teachers was already in the air and pressuring 

DPI and government. Policy stream was identified by the national movement of 

restructuring teacher education and licensure. National associations such as National 

Board for Professional Teaching Standards and The Council of Chief State School 

Officers took a leading role in identifying the standards for teachers, and Wisconsin, 

both at the government and higher education institutions level was part of this 

movement.  Being one of the first states, they developed their own teacher and 

educator system. In terms of political stream, John Benson’s being State Superintendent 

in 1993 changed the dynamics in the political level. His leadership was one of the key 

factors opening the window of opportunity compared to Herbert Grover, previous State 

Superintendent, who also tried to act on the same policy issue yet failed. In addition to 

Benson’s leadership, two strong interest groups, higher education institutions and 

teacher unions, readiness to change shaped the political climate for reform positively. 

Informants described the atmosphere as ready to initiate change. These three 

factors/streams came together on the right time and then enabled the window of 

opportunity to open for PI34, so that policy issues were placed in the decision agenda of 

the DPI.  Table 5.1 presents a summary of policy problem of PI34 in comparison to CLT.  
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Table 5.1 

Summary of Policy Problems in Turkey and Wisconsin 
 

 Policies 

Dimensions CLT PI34 

Scope of problems: Narrow Broad 

Problem definition by: Few governmental and 
political elites 

Several and wide range of 
actors 

Agendas activated: Government and decision Public, government and 
decision 

Issue visibility: Low, within the 
government, limited 
appearance in media 

High, public concern and 
media attention 

Window of opportunity: Political stream: JDP’S 
being single party 
government 

Political: takeover in State 
Superintendents’ Office  

Policy: national movement 
regarding teacher 
standards 

Problem: decreasing 
quality in education and 
teachers 

 

5.1.2 Policy Context 

 Research results showed that contextual forces and features influenced and 

determined the formulation of CLT and PI34. Political, economic, social and 

international factors played “energizing and enabling” (Mazzoni, 1995) as well as 

restricting and inhibiting roles. It is shown with the study that both favorable and 

unfavorable settings can make a significant difference on policy decisions aligned with 

the research findings of Kingdom (2002) and Mazzoni (1995).  

 In Turkey, between the years 2002-2005, policy context in which CLT was 

developed was woven by the political dynamics, political culture, and economic, social 

and international factors. Politics and the political dynamics are the most important 

shaper and determiner of the process. Being a unitary state, the central government 

enjoys a “legally unchallenged” (Howlett et al., 2009) power of decision making. 

Howlett et al. (2009) classifies this kind of states as “strong states” with political 

institutions that promote capacity and autonomy (p. 60). 2002 elections brought a 

climate of stability to country after many years of coalition governments which was 
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characterized by economic instability; social instability, involving increased poverty; 

violent terrorism; ethnic and religious polarizations; and rising nationalism as well 

intensified commonsense about the corruption of the state and the governments; the 

doubtful independence of the judiciary; a statized civil society that lacks an autonomous 

power; and  the civilian powerlessness in sustaining control upon the military (Sayın, 

2006, p. 82). Under these circumstances, JDP gained strong power over the legislative-

TGNA, and executive agencies-Cabinet, which enabled them to carry out their reform 

plans.  Thus, political dynamics in those years when CLT was enacted can be 

characterized by climate of stability and a powerful government holding “electoral 

hegemony” (Müftüler-Baç & Keyman, 2012) and their fresh reform agenda. Their 

reform agenda is important, as a very new party they were eager and ready to make the 

radical reforms stated in UAP. Therefore, this single party government equipped with 

reform agendas played an enabling and energizing role in the formulation of CLT.  

 On the other hand, political culture was defined by the informants mainly from 

the perspective of bureaucracy: bureaucratic culture, opposition and skeptic and 

distrustful atmosphere in addition to general political atmosphere: absence of 

democratic governing, and lack of participation and inclusiveness. A very clear chain of 

command between the superordinates and subordinates was identified in the 

formation of CLT especially within the MoNE. Every order, even setting up a committee 

for the formulation of CLT was carried out through a directive originated from the Prime 

Ministry, and every command and information was distributed through official written 

communication chain.  As an example, bureaucratic elites determined the members of 

the committee, and after the approval was taken from the higher levels, these officers 

were informed and ordered to join in the first meeting. Moreover, especially the 

bureaucracy in the MoNE was identified to be strictly hierarchical, partisan, submissive 

and distrustful. The situation described here can also be explained by the study of Özen 

(1996) which yielded similar results in categorizing the key attitudes in Turkish 

bureaucracy as having centrist tendency, perceiving themselves as elites, not sharing 

power with the subordinates, obstructing subordinates’ participation in public policy 

making, or excluding the subordinates. They did not encourage subordinates to perform 

better in their work. Subordinates were expected to be loyal, respectful and subjective. 

He, furthermore, contended that the commitment to certain groups and their ideology 

was more prominent than pursuing individual interests. From a larger perspective it is 
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possible to conclude that the bureaucratic culture in MoNE is a reflection of the Turkish 

bureaucratic culture which was defined to be over centralized, closed, politicized, 

corrupted, rigid and favorist (Şahin, 1998). This culture had an inhibiting effect on the 

formation process of CLT as bureaucratic elites limited the scope and content of the 

policy ignoring the work and suggestions of experts submissively.  

 Regarding the general political culture, absence of democratic governing and 

lack of civil society participation in policy making mark the political context. Absolute 

power of the state vs. weak civil society, lack of opposition, lack of space for the civil 

society activity and lack of collaboration between CSOs and the government have also 

been identified by several studies and reports as features of recent political culture of 

Turkey (Çarkoğlu & Cenker, 2011; CIVICUS, 2012; Emre, 2002; EC, 2008, 2012; ICNL, 

2012; Toksöz, 2004; Toros, 2007). Moreover, Tessler and Altınoğlu’s (2004) study drew 

very salient findings on the political culture in the civil society based on the World 

Values Survey 1997. According to their study, importance given to political freedom was 

very low, and attitudes conducive to democracy were held by a limited number of 

Turkish people. They concluded that Turkey did not present a democratic political 

culture. So picture drawn in the case of Turkey is a powerful state dominating the policy 

making area leaving no or limited space for the civil participation and involvement. 

Moreover, the process within the bureaucracy is also questionable from the democracy 

perspective. The general political sphere shows similarity with the comparative study of 

Corkery et al. (1995) in three African countries which  lacks an enabling institutional 

environment for policy formulation, identified by centralized and bureaucratic decision 

making based on one-party system governance and very limited ‘political space’ for the 

inputs and contributions in policy formulation outside the state.  Ünalan (2009) also 

reached similar conclusions related to culture of the formal institutions in her study 

analyzing the policy borrowing process from EU. She asserted that in Turkey “both 

formal institutions and institutional culture had rules and meanings that favored 

traditional centralized and non-transparent policy making and, thus, constrained the 

adoption process of the policy” (p. 447).  

 From socio-economic perspective, no specific social factor such as social 

upheaval, or demographic changes was detected. Findings indicated the teachers’ 

economic situation and their salary became the main issue in two different phases of 

the policy formation. First, it was stated as one of the goals of the policy to increase the 
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salaries which were pretty low compared to OECD and EU countries (Fredriksson, 2008). 

This goal created a conflict with the Finance Ministry as the financial burden of the 

policy was extensive. Yet, this issue did not have an impact in determining the scope of 

the policy but it had an effect on the outcomes of the policy as Finance Ministry limited 

the number of positions open for promotion based on the test scores. On the broader 

level, macro-economic policies of the Turkish government rooted in neoliberalism, 

marketization and privatization (Ercan, 1999; Gök, 2004) had an indirect impact on the 

CLT. Even though none of the bureaucrats mentioned, it was stated in the UAP openly 

as the second goal of the reform: “to enact the regulations to hire teachers on a 

contract base.” This also opens up the way for the performance based evaluation of 

teachers which was initiated already through Teacher Competency Project (MoNE, 

2008).  

 International context was characterized by the relations with EU and 

international exams. However, even though EU had an immense impact on many other 

policies (EC, 2008; Ministry of EU, 2012; OECD, 2005), it did not create any pressure or 

impact for the formation of CLT. In terms of international tests, PISA and TIMMS’s 

results created awareness, yet after the policy formulation process of CLT. Thus, it is not 

possible to conclude that they had any effect. Regarding the role of the international 

and supra-national organizations, even though Turkey is subjected to many agreements 

and requirements with international organizations on certain projects with World Bank, 

OECD, UNESCO, and IMF (Eğinli, 2010; Schwarz, 2011), no significant and direct impact 

of any of these organizations on the CLT was detected on the contrary to findings of 

Kayıkçı (2005) in terms of tobacco policies. The only case affected the formation of CLT 

is the report of “Recommendation Concerning the Status of Teachers” by UNESCO 

(1966) which drew the basic lines of the policy in terms of its goals. Last but not least, 

Turkey was described as a constant policy borrower from the Western world, and it was 

stated that during the formulation process of CLT, teacher career development systems 

of different countries were examined. However, specific details were not given on how 

these analyses shaped the CLT. Hence, it is possible to talk about cross-national 

attraction which was triggered by the need to bring an innovation and by aim to 

consider what is going on outside (Ochs & Phillips, 2004), yet to what extent this 

attraction was reflected on the decision making cannot be answered with the existing 

data.  
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 In Wisconsin, political structure along with political culture, social, economic 

and national context created an enabling and energizing as well inhibiting policy 

environment for PI34 during the years 1993-2000. The State Capitol was marked with a 

balanced power distribution both in legislation (Republican Assembly vs. Democrats 

Senate) and executive branch (Republican Governor vs. Democrat State 

Superintendent), on the contrary to ten years earlier. Marshall et al. (1985) describe the 

political structure dominated by Democratic values as state elected officials in addition 

to the Governor’s office were held by the Democrats.  But with the election of 

Republican Tommy Thompson as the Governor, the domination of Democrats ended. 

Tommy Thompson was very powerful and disturbing the balance to the advantage of 

Republicans especially regarding educational policies (Brown, 2008).  Though, Brown 

(2008) reports a conflict between Benson, the State Superintendent and the Governor 

and Governor’s trial to shut down the DPI and weakened position of Benson (Brown, 

2008), it did not emerge as an issue in this study. In conclusion, the political arena was 

marked by the classic conflict between the Democratic values held by Teachers’ union, 

DPI and Senate and republican values held by Administrators, Governor and Assembly; 

liberalism vs. conservatism. 

 Political culture, on the other hand, was defined by mature democracy, 

importance of local control and governance and civil participation in policy making 

process. Political culture has been shown to be one of the strong determining factors 

and predictors in explaining the difference among state policy making in America 

(Anderson, 2006; Febey & Seashore Louis, 2008; Marshall, Mitchell, & Wirst, 1989). 

Elazar’s study (1984) classified Wisconsin as having a moralistic political culture which 

was evidenced later on by the studies of Marshall et al. (1989) and Wirt et al. (1988). 

This study is no exception in terms of picturing the political culture of Wisconsin. Based 

on the perceptions of the informants, Wisconsin politics was identified to be open, 

participative, democratic, based on public good and positive image of bureaucrats and 

governments. It can be concluded 23 years after the study of Marshall et al. (1989) that 

“in Wisconsin a passion for quality and equity or for honesty and openness pervades all 

school policy formulation” (Marshall et el., 1989, p. 10). This study also showed that 

local control was emphasized as a central issue surrounding education policies and 

reforms (Bales, 2004).  
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 In terms of the economic context, two main determinants were signified for the 

formulation of PI34; stricter control over education budget along with the Republican 

pressure for cuts and financial burden of PI34 for the higher education institutions and 

school districts. This burden mainly stemmed from the increased role of teacher 

training institutions and school districts in licensing process which would require more 

human resources and time. Nevertheless, DPI handled these concerns in two ways; by 

receiving funding from federal government for the implementation of PI34 and with the 

strategy of selling PI34 not as an extra cost but as redistribution of the state budget.    

 Social context reflects a strong education legacy which was also identified by 

importance given to the education (Cibulka, 1991). Marshall et al. (1989) stated that 

policy makers in Wisconsin view education as “including the higher kind, expected for 

citizens and expected to be funded by the state. In their moralistic culture education is 

the key road to self enhancement” (p. 48). This view held valid for the time of the 

formulation of PI34. In addition, the description of the same period by Bales (2004) 

underlines the “legacy of preparing teachers who help graduating high school seniors 

achieve some of the nations’ highest ACT scores” (p. 18). The report of Cibulka (1991) 

on Wisconsin education system also concluded that performance of education system 

needed improvement. This corroborates the description made by the informants for 

PI34. However, this strong legacy was started to be questioned and attacked for the 

educational outcomes especially after the mid-1990s. State and the public both 

believed that “Wisconsin schools needed to change,” (Brown, 2008, p. 274) on the 

contrary to Brown’s conclusion that leaders, specifically the Governor, had to convince 

the public that education system required dramatic change. This change was triggered 

with systemic reforms resulting from standardization and accountability streams (Bales, 

2004). Bales (2004) places PI34 in the systemic reform movement of standardization, 

which was also confirmed with the current study. The informants highlighted the 

paradigmatic shift from input based to output based evaluation and the importance of 

10 teacher standards which were aligned with the Wisconsin Model Academic 

Standards for students’ learning in the formulation of PI34 (Bales, 2004).  

 Wisconsin was not the only state which was changing the education system 

within the framework of standardization and accountability. Indeed, the 10 teachers 

and seven administrator standards were drawn as a reflection of the national 

movement pioneered by the National Board for Professional Teaching Standards in 
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1986. This report created a great deal of impact and was followed by the intervention 

of the Council of Chief State School Officers (CCSSO) in 1992 through Interstate Teacher 

Assessment and Support Consortium (InTASC). Wisconsin was part of these movements 

and organizations from the very beginning, thus it was one of the first states that 

developed its own teacher standards in line with the national standards defined by 

InTASC between 1994-1997.  Furthermore, reauthorization of ESEA in 1994 

strengthened the standardization movement and mandated states to implement 

policies on outcome based assessment (Bales, 2004; Brown, 2008). Findings of this 

study are highly parallel to Bales’ (2004) and Brown’s (2008) in terms of the role of 

national context on the educational policy arena in Wisconsin. It can be concluded that 

national policy making inducements and streams was shaping the educational policies 

of Wisconsin governing teacher education and assessment and student learning (Bales, 

2004). It played an energizing and enabling role by pressuring the educational policy 

arena. Last but not least, despite the crucial role of the national context on the policy 

context of PI34, no significant international impact was observed. Lack of international 

factors can be attributed to closed national policy context of America and strong focus 

on local rather than national or international.   

 

5.1.3. Policy Actors 

Policy actors, those who shaped and designed the policies had a great deal of 

impact on the policies both in Turkey and Wisconsin. Based on the findings of this study 

two general conclusions can be drawn on the dramatis persona of CLT in Turkey; first, 

policy stage was filled with mainly governmental institutions and political and 

bureaucratic elites emerged as the only group of policy actors taking part in the active 

formation process, and second, no non-governmental organizations, educational 

interest group or civil society organization participated in the formulation process of 

CLT.  

 At the institutional level, CLT was designed within the setting of bureaucratic 

institutions of the state led by MoNE. This is not surprising as MoNE and its bureaucracy 

is the apparatus of the state to develop and implement educational policies. Being a 

strong state country, Turkey, has a “bureaucracy that enjoys an exalted status in 

government and society” (Howlett & Ramesh, 1995, p. 64). Despite the fact that “the 

norms of democracy grant policy-making legitimacy to electoral institutions, not to 
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bureaucracy” (Meier, 1997, p. 195), Turkey is an example of delegation of policy making 

power to administrators and bureaucrats even though agendas are defined and 

constructed by the political elite on the contrary to general claim that political elites 

and leaders make policy and bureaucrats implement it (Lindblom & Woodhouse, 1993).  

Thus, bureaucracy, in Turkey, is at the very heart of educational policy making process 

and decision making power is concentrated in the hands of small number of people 

which constituted a homogenous elite group.  Bureaucratic elite can be defined as 

“those individuals who occupy formal positions of authority in the major civilian and 

military bureaucracies of the national government” (Dye & Pickering, 1974, p. 902).  

 At the individual level, in the case of CLT, bureaucratic elites are individuals who 

occupied high level positions such as general director, bureau director, department 

chief and expert in the central units of MoNE, namely, GDTTE, General Directorate of 

Personnel, Strategy Development Presidency, General Directorate of Higher Education 

and Board of National Education and other ministries and institutions involved in the 

process. These bureaucrats were involved in the process due to their positions and not 

their expertise, and their participation depended on not voluntary but obligatory basis 

as they were chosen and assigned by higher level bureaucrats through top-down 

decision making.  Hierarchy was of central importance (Anderson, 2006) and even 

though the lower level bureaucrats worked on the text and the scope of the policy, 

higher level bureaucrats like, according to ranking, general directors, vice deputy, 

deputy and the minister had the final decisions on CLT. The Committee had to get 

approval for everything they did from those higher level bureaucratic elites, even 

though committee members had extensive experience and qualification on the issue at 

hand. Other than the core committee, there did not exist any individual participation 

from other units of MoNE and governmental institutions. Their inclusion was provided 

through written communication. The relationship network was not complicated and 

followed bureaucratic internal and external communication procedures with other 

institutions and units involved, except a few meetings held.  

 Regarding the roles and influence of these elites both at the institutional and 

individual level, should we apply the model of Marshall et al. (1989) to CLT policy actors, 

perceived impact of each actor can be seen Table 5.2. The ranking within each cluster is 

not strict as this study did not apply the same method by Marshall et al. (1989), yet 

adopted their classification system to explain the impact of policy actors as perceived 
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by the informants and as revealed by the documents. It can be seen that at the 

institutional level, two central MoNE units, GDTTE and General Directorate of Personnel 

had the greatest impact on the design of CLT, while other units had a slight influence. 

Especially the outsider role of Board of Education is significant as it was defined as the 

consultation and decision making body. This was attributed to scope and the nature of 

the CLT because it targeted teachers and it was formulated as an obligation for all units. 

Another significant issue evident from the table is the forgotten player which takes us 

to the second conclusion that non-governmental organizations, educational interest 

groups or civil society organizations were not involved with the policy formulation 

process of CLT.  

 

Table 5.2 

Policy Actor Influence Clusters of CLT in Turkey 
 

Cluster Policy Actors 

Insiders 
MoNE  
GDDTE 
General Directorate of Personnel  
Core Committee (Individual level) 

Near Circle 
Strategy Development Presidency 
Legal Counsel Office 

Far Circle 
Board of National Education 
Other MoNE Units 
Ministry of Finance 
State Personnel Presidency 

Sometime Players 
Student Selection and Placement Center  
Other Ministries 

Forgotten Players 
Unions 
Educational Associations 
Higher Education Institutions 
Civil Society Organizations 

 

 One of the most striking findings of this study is the lack of participation and 

involvement from educational interests groups such as unions, associations and higher 

education institutions; borrowing form Marshall et al. (1989), they are the forgotten 

players, specifically the higher education institutions. Even though unions became part 

of the process at one point, higher education institutions that train teachers were 

excluded from the formation process of a policy related to professional development of 

teachers. The missing link between MoNE and higher education institutions is not a 
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recent issue (World Bank, 2005), thus, it is not surprising that higher education 

institutions were outside the process.  

 Regarding unions, findings indicated that they were told to be included once 

through a meeting by the bureaucrats but none of their opinions were taken into 

consideration. Unions in education sector are characterized by fragmentation and low 

rate of membership. Despite the high number of unions representing different 

ideologies, they are far from protecting the interest of teachers in Turkey. In this case, 

five different unions reacted differently to the policy process and Heper and Yıldırım’s 

(2011) argument considering the general civil society in Turkey applies to unions in 

education: “rather than forming horizontal relations with others and trying to oblige the 

state to act in a responsive manner to their group interests, they have attempted to 

oblige the state pay attention to their specific interests” (p. 35). In the case of CLT, one 

of the unions, Eğitim-Sen [Education Union] wanted to play the role of a pressure 

group. It was actively engaged in trials to influence the process.  They conducted 

protests against the policy proposal and tried to increase the visibility of the policy and 

raise awareness through the use of media and other public sources, and they even tried 

to form an advocacy coalition with RPP to oppose and change the policy, their efforts 

went down the drain at least on the policy formulation phase. As a pressure group, they 

did not create any impact on the bureaucrats and politicians. It derives from this 

context clearly that teachers those who would be directly affected by the policy did not 

have any opportunity to become part of the formulation process and remained as 

“outsiders” even though they were the target group of the policy. This is rooted in two 

issues: first there is no legal regulation that would allow teachers to become part of the 

policy process and second, the voices raised by the unions were either ignored or tried 

to be silenced. Policy making institutions are not responsive to demands of the interest 

groups and stakeholders (Howlett & Ramesh, 1995), even though the concept of 

“stakeholder” became part of the official discourse of education policy makers.  

 Another important finding to discuss, in addition to weakness of education 

unions, is the absence of educational associations in Turkey. Non-governmental 

organizations functioning within the education sector mainly aim at covering the areas 

left open by the government such as Mother-Child Foundation (ACEV), Association for 

the Support of Contemporary Living (CYDD), Educational Volunteers (TEGEV), and 

Turkish Education Foundation (TEV). However, compared to America, professional 
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organizations for certain groups in the education sector, subject area teachers, school 

principals, or guidance and counselors, and Parent-Teacher Associations are missing in 

the civil society which was described as “vibrant.” Associations such as Association of 

Educational Administrators and Inspectors (EYEDDER), Turkish Psychological Guidance 

and Counseling Association (PDR) and English Language Education Association (INGED) 

can be given as example to few professional associations which focus mainly on the 

promotion of academic work in their area rather than representing the interests of their 

members and becoming a pressure group. Regarding the Think-Tanks which became 

very popular in the policy arena of the western world, only one major organization 

function in the education sector; Education Reform Initiative (ERG) formed by a private 

university focuses on executing sector analysis and publishing reports based on these 

analyses and try to influence the policy making in education. Even though ERG’s reports 

created credible impression in the area, their role in influencing policy is still limited.   

 Based on this social framework, it is possible to conclude that civil society in the 

education arena is just a reflection of the picture of civil society at the national level in 

which  “interest group associations remained as ‘outsiders’ and could not become 

‘insiders’” (Heper & Yıldırım, 2007, p. 23); no pressure group exists; and strong state 

dominates the weak civil society (Altan-Olcay & Içduygu, 2012; Çaylak, 2008; Çarkoğlu & 

Cenker, 2011; Hedges & Kılıçoglu, 2009; Keyman & Içduygu, 2003; Toprak, 1996). The 

results of this study in terms of policy actors are congruent with the results of a few 

other studies, especially on the point of very visible and active bureaucracy (Robins, 

2009) and lack of pressure group challenging strong state or weak impact of pressure 

groups (Anbarli, 1999; Özen & Özen, 2010; Robins, 2009) and lack of participation of 

teacher unions (Top, 1999) in the process of policy formulation. The conclusion of 

Heper and Yıldırım (2011) that strong state tradition in Turkey “has let little scope for 

the emergence of an efficacious civil society” (p. 1) is valid for the education sector and 

educational policy making as well, as power to decide is held with in the hands of few 

political and some bureaucratic elites in the MoNE.  

 Apropos to Wisconsin dramatis personae, findings of this study revealed a 

broad spectrum of policy actors from almost every part of the community with varying 

roles and impact participated in the formation process of PI34 via different means. 

Development of PI34 is knitted by complex interactions among policy actors from 

varying institutions and levels.  The Dramatis personae of PI34 was characterized by 
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wide range of representation from a large number of educational interest groups and 

different groups from the society; by good contribution from all policy actors; and by 

the influence actors created on the formulation of the policy. These actors were 

classified as governmental and non-governmental. Governmental actors consisted of 

legislators especially members of education committees of Senate and Assembly, 

Department of Public Instruction (DPI), State Superintendent (CSSO), the Director of 

Teacher Education and Licensing Bureau; CESAs and the Governor. Non-governmental 

actors were two teacher unions (WEAC and AFT-Wisconsin), School Boards Associations 

(WASB), other educational associations, and public. Marshall et al.’s (1985) model of 

influence in education policy making reflects the power relations and the impact of 

various policy actors on education policy. Their classification concerns the general 

perception of policy actors in Wisconsin and it provides a significantly different picture 

from other five states. A comparison of their model in 1985 to PI34 influentials can give 

an idea about the relative impacts and changing roles of certain actors on the case of 

PI34. Yet, it is necessary to note that in this study, perceptions of policy actors and 

documents were used to classify the actors regarding their influence starting from the 

beginning of the process. Table 5.3 provides the clusters of policy actors relative to their 

influence on the policy making process along with the ranking of Marshall et al. (1985).  

 In PI34, insiders came up as State superintendent, DPI, Director of Teacher 

Education and Licensing Bureau and teacher unions: the most influential actors are 

comprised of “executive leadership and key interest groups” (Marshall et al., 1985, p. 

79). Marshall et al.’s study indicated that Wisconsin is different from other states in 

terms of the power of State Superintendent. In regard to this study, State 

Superintendent and unions keep their power while DPI as an institution and a bureau 

director appeared in the scene as very influential and in the center of the process. State 

Superintendent was described as a “change agent” for teacher licensure reform. His 

membership to national associations and his vision triggered the process. As Marshall et 

al. (1985) specified “the CSSOs played major roles on establishing the structure and 

programs of Wisconsin’s education” (p. 81) and John Benson was not an exception to 

that. Under his leadership, the director of teacher education and licensure bureau 

became the official coordinator for the reform and he took place in the core of the 

negotiations, policy formation, coalitions, and deliberation. In the study of Marshall et 

al. (1985) no bureaucrat from DPI emerged as a key actor, except the State 
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Superintendent. But in the current study both DPI and a DPI bureaucrat were in the 

most influential group.  

 

Table 5.3 

Policy Actor Influence Clusters of PI34 in Wisconsin 
 

Cluster Policy Group of PI34 (2000) Policy Group of Marshall et al. 
1985 

Insiders Chief State School Officer   Chief State School Officer   

 Department of Public 
Instruction 

Teacher organizations  

 Director of Teacher Education 
and Licensing Bureau 

Governor and executive staff 

 Teacher Organizations 
(Unions) 

 

Near circle Higher Education Institutions  Individual members of the 
legislature  

 School Boards’ Association 
(WASB) 

Education interest groups 
combined 

 Committee chairs (Assembly 
and Senate) 

The state legislature as a whole   

  School boards’ associations  

Far circle CESA  Administrators’ association           

 Governor  Legislative Staff 

 School Administrator 
Associations 

 

Sometime players Individual citizens  Non-Education groups 

 All other educational 
associations  

Federal policy mandates 

 PTA  Lay groups 

Often forgotten 
players 

Business groups and non-
education groups 

Other (PTA) 

Courts 

  Education researcher 
organizations  

  Producers of educational 
materials  

  Referenda  
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 In addition to state actors, unions were also very influential in this process. 

They gained a proactive role (Opfer, Young, & Fusarelli, 2008) in promoting the reform 

and placed themselves in the inner circle since the beginning, contrary to Troy’s (1999) 

argument that “to the extent that ‘policy action’ concerns influence on and 

participation in formal decision making, teachers’ organized involvement is rather 

constrained” (p. 787). Troy (1999) concludes that “because education is the purview of 

the state, teachers’ formal policy involvement tends to be provisional and episodic” (p. 

787). However, this study showed that unions can be involved in the formation of 

policies deeply and actively as a partner with the state government and can create an 

impact in congruence with the studies of Hartney and Flavin (2011) and Cibulka (1991) 

which identified WEAC, the union, as the most powerful educational lobby in 

Wisconsin.  

 Near circle around the PI34 included School Boards Association (WASB), Higher 

Education Institutions and the Chairs of the Education Committees of Senate and 

Assembly. In this cluster what is significantly different than Marshall et al.’s is the 

existence of higher education institutions as an influential key actor. Marshall et al. 

(1985) do not include higher education institutions into their list of policy actors; they 

have education researchers which ranked fifteenth among 17 policy actors. However, in 

this study, though their role became less apparent through the end of the process, their 

influence in shaping the basics of the policy is very strong.  This is due to structural 

change required by PI34 in terms of teacher training institutions’ curriculum and their 

increased role in licensure. They were among the leaders of the early phases of the 

formulation process. School boards association (WASB), school district administrators, 

was another policy actor in the near circle. They are part of the local politics and quite 

powerful in determining policies, Cibulka (1991) also considered them as the second 

most powerful educational interest group after the union. Marshall et al.’s study ranked 

them as seventh but in this study they had a higher place and stronger influence. They 

were included in every phase of the process. While beginning phases were marked by 

their opposition and pressure, especially with the union, toward the end, they came 

around.  

 Education committees are crucial for policy making in the states (Cahn, 1995; 

Fowler, 2009). However, individual members of legislature ranked 4th in the study of 

Marshall et al. (1985), significantly lower than the other states. In the current study, 
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they were less influential than that. According to Marshall et al. low ranking of 

legislatures stems from the open policy making where party discussions are open to 

everyone. The chairs of two education committees played influential roles, especially in 

the legislative phase and they worked together to enact to the policy and ideology –

Republican vs. Democrats- did not get in the way.  

 This study showed that CESAs, school administration associations and the 

Governor constituted the far circle, actors who had remarkably less influence on the 

process. The most significant finding is the outsider role of the Governor. Several 

studies, in Wisconsin (Brown, 2008; Marshall et al., 1985) and other states (Mazzoni, 

1995; Short-Fox 2000; Sperling, 2007) documented a strong impact of the Governor as 

change agent and key leader in education policy which is totally contradictory to 

findings of this study. In his study analyzing standardization reform in Wisconsin, Brown 

(2008) depicts a very powerful Governor who aimed to be the leader in education arena 

and who was the key person in defining and shaping the policy in the concurrent 

standardization reforms. In the case of PI34, however, an absence of Governor’s 

involvement was observed despite the fact that PI34 was considered as a part of 

standardization movement (Bales, 2004).  

 Next cluster, sometime players, who had occasional weight in the policy of PI34, 

comprised all other educational interest groups, the public and Parent-Teacher 

Association (PTA). Findings of this study revealed that public and grassroots can have an 

impact on the education policy in Wisconsin. Marshall et al. (1985) argued that “direct 

citizen involvement is not a factor, although observers will genuflect to the weight of 

general public opinion that may crystalize on a particular issue, like teacher 

qualifications or student testing” (p. 80). The crystallization they mentioned was 

observed in the formation of PI34. Nine public and committee hearings served a perfect 

arena for the public participation where different voices were raised from different 

groups of the society, and the issues raised in these hearings were considered by the 

legislators and DPI. In this case, it was observed that public and committee meetings 

were more than just a formality (Buttny, 2010) and provided a democratic base for 

grassroot impact on the design of the policy (Burstein, 2006).  In a similar vein, the 

educational interest groups with their wide variety and high number showed interest in 

the design of PI34 with varying degrees. Some of the educational interest groups and 

associations participated in the process starting with the Task Force, and three Work 



280 
 

Groups, while some others through public and committee hearings, sending letters and 

e-mails. Their impact on the formulation process also varied parallel to their size and 

organizational sources (Anderson, 2006; Howlett & Ramesh, 1995; Lindblom & 

Woodhouse, 1993). In PI34 unions , specifically WEAC, and school board association had 

the biggest impact as interest groups, whereas others, aside from the school 

administrator associations, were less influential. PTA was not totally absent and 

invisible, yet their engagement with the policy was not high.  

 As the last cluster of policy actors comes the business groups. This study 

showed, on the contrary to various other studies (Brown, 2008; Marshall et al., 1985; 

Mazzoni, 1995; Opfer et al., 2008), that business groups did not take part at all in this 

policy and emerged as noninfluential. Although Brown (2008) classifies the leader of 

largest business group in Wisconsin in the leadership arena of the standardization 

reform movements, PI34 was out of the interests of the business groups.   

 To conclude dramatis personae of PI34 was formed by a wide variety of actors 

through complicated structure and network of relationships among them. Government 

executives and unions along with administrators emerged as the most influential key 

actors while all the other participants created an impact and change. Strong allies 

rather than serious fights marked the relationship networks. With regard to type and 

influence of policy actors it showed some significant differences than the general 

dramatis personae identified by Marshall et al. (1985) ten years before the PI34.  

 

5.1.4. Policy Formulation Process 

Formulation of the policy proposal (text) is considered to be the heart of the 

policy process in which appropriate solutions are sought for the policy problem and one 

of them is chosen, designed and adopted. Even though it can be analyzed in terms of 

steps or phases, it is indeed a highly complex and political and value laden process.  

Findings of this study uncovered some characteristics and nature of the formulation 

process of educational policies in two countries. 

Concerning the case of CLT in Turkey, findings of the study indicated that, after 

the policy issue entered into agenda of the government, the formulation process begun. 

Study revealed three phases, not totally congruent with the phases of Thomas (2001). 

In the study of Thomas (2001), a new higher education law was formulated in four 

phases: appraisal, dialogue, formulation of policy and legislation and consolidation.  In 
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CLT, however, appraisal phase is missing and dialogue phase occurred after the 

formulation phase.  Thus, CLT was formulated through the following phases; 

formulation of policy and legislation, dialogue and consolidation. Lack of appraisal 

phase had salient influence on the policy as no time was assigned for building up 

evidence and consideration of certain data to provide alternative solutions to policy 

problem. Policy elites who set the agenda did not work on any kind of alternative 

solution or consider any kind of data in order to formulate the solution and content and 

shape of the policy. This lack of concern reflected itself as a major problem during the 

formulation phases: the entire policy proposal lacked a sound background and basic 

framework to guide the process of design and to provide a rationale for the policy 

proposal. It is not only the absence of any kind of scientific evidence, and theoretical 

framework, but also the process did not include any kind of statistical data to back up 

the solution. Thus it can be concluded that policy making process of CLT was not 

evidence or research based at all (Seashore Louis, 2005).  

As a solution to policy problem identified in the UAP, the idea of career ladders 

was adopted. Even though the origin of the career ladders system was not clearly stated 

by the informants, it is obvious that it was borrowed from the countries which were 

examined as stated in the reports of the committee. Yet, which country system was 

copied, and why, is not clear as well. To adapt the borrowed system to Turkish context, 

they used the concept of “Başöğretmen” [the head all teachers] which belonged to 

Kemal Atatürk as a title and thus valuable and prestigious. It is the last step for teachers 

to reach in their career ladders. Other than the career ladder proposal, no other policy 

proposal was put on the table. Career ladders system was accepted by all policy actors 

and approved by the higher bureaucrats and political elites.  

Once the ladder system was specified, the committee directly started to work 

on the text of the policy. As Lall (2007) asserts “the production of the text itself is not 

one static moment, but a process” (p. 5). The policy text is important as it lays out the 

borders of the policy and as it is the end product of “compromises and power struggles” 

(Lall, 2007, p. 5). The choice of words like “Başöğretmen” carries a symbolic value and 

identifies the choice of the policy makers and determines the interpretation of the text 

by the readers. This study does not include a discourse analysis but it can be concluded 

that the text of the policy was formed by the bureaucrats, experts and non-experts, as 

well as politicians without any social input from the interest groups.  
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The formulated policy text, first draft, was shared with the other units of MoNE 

in the dialogue phase to get different perspectives. The dialogue phase of CLT is 

significantly different both from the study of Thomas (2001) and PI34. It was marked by 

written communication as the way of deliberation and by sharing the draft only with 

the governmental units and institutions, mainly MoNE units. Each unit worked on the 

drafts and wrote back their reviews and feedbacks, and the committee considered the 

suggestions and revised the text. This cycle repeated four times for more than a year 

until the policy text received its final form. Unions, as discussed above, were totally 

outsiders, even though they were told to be invited to participate, and even though 

unions formulated their stances and suggestions related to policy. Their comments and 

suggestions did not appear in any of the documents although committee did a rigorous 

work with the feedback and suggestions. Unions’ opinions on the policy were not taken 

into consideration at all. What is a real irony is that some key policy actors confidently 

argued that every unit’s and group’s opinions were taken.  Özen and Özen’s study 

yielded very parallel results based on their case, and they concluded that “the state 

showed insensitive and intolerant attitude towards social groups willing to participate 

in the policy process for the change of a specific policy” (p. 59). However, on the 

contrary to their case, in this study this ignorance did not lead to the strengthening of 

the relevant social movement, thus further nourishing the opposition. 

The next phase, consolidation, started with a radical change in the locus of 

control for the policy making. The task of development of the CLT was taken from 

GDTTE and General Directorate of Personnel was commissioned by the directive of the 

Minister. This phase was characterized as closed and more internal to General 

Directorate of Personnel. Only this unit worked on the text and they finalized the 

regulation.  

Findings of the study indicated that these three phases were not smooth and 

trouble-free even though it was encompassing just MoNE units and some other 

governmental institutions. Five category of challenges and constraints were identified 

which can be classified according to Howlett and Ramesh’s (1995) categorization as 

substantive and procedural constraints. In the formulation of the CLT, only procedural 

constraints that are related to “procedures involved in adopting an option or carrying 

them out” (p. 124) which can be either institutional or tactical emerged as problems. In 

this case all of the constraints -limited financial and human resources provided to 
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develop the policy, lack of a supportive system physically and emotionally, lack of a 

comprehensive framework rationalizing the policy, time limits and restriction of the 

law- are tactical constraints stemming from MoNE’s controlling and governing the 

process.  The first three, indeed, are rooted in the same general problem related to 

perceptions of the higher level bureaucrats and political elites related to CLT; it came 

out that this policy was not seen as a major policy reform. It was never placed in the 

context of student learning, achievement increase, or generally increased quality of the 

education. Even the discourse of the informants did not reveal such a context for the 

policy. It lacked this deeper context and it was treated like a regular administrative rule 

making.  

Thus, it can be concluded that the whole process was characterized by 

bureaucracy of rulemaking and obligation. Obligation starting with the UAP, infiltrated 

to every phase and actor of the policy. Even cooperating with other units was defined 

as an obligation in the UAP. Due to obligatory nature of the process, there was a 

general consensus which resulted in minimum conflict. Main issue of conflict emerged 

from the use of nation-wide multiple choice test as a criterion for promotion; however 

any opposition to use of test as a criterion was useless. Again, related to the exam, 

another conflict aroused between the Student Selection and Placement Center and 

MoNE on the content of the exam as exam was too general and did not measure any 

area specific knowledge. The last conflict was between the Ministry of Finance and 

MoNE. They could not agree on the amount of increase for each promotion level and 

the number of the positions to be opened for each level. Both in the exam content and 

financial issues MoNE was the loser and could not get what they wanted. In the broader 

perspective these multiple problems and difficulties described by the informants were 

interwoven and interacting with each other had a negative impact on the policy making 

process of CLT as well the content of the regulation.  

 To conclude, the policy formulation process of CLT lacks inclusiveness and a 

comprehensive framework. Moreover, “it was done behind closed doors, rather than 

permitting affected groups to help shape the proposals and perhaps save the 

administration from some of the more egregious errors” (Peters, 1999, p. 60). It is a 

very good example of bureaucratic network of van Waarden where “principle 

interactions take place exclusively within the state” (Howlett & Ramesh, 1995, p. 131). 

This network type supports the argument of Özen and Özen (2010) that in Turkey the 
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political and bureaucratic structures, the central elite group, that hold the power of 

policy-making are not willing to share these powers with other networks (Özen & Özen, 

2010, p. 59).  

   On the contrary to CLT, the formulation process of PI34 was conducted in four 

phases which are the same with the phases of Thomas (2001) except that the dialogue 

phase was observed after the formulation phase: appraisal, formulation, dialogue, and 

consolidation and legislation. As Thomas (2001) stated in the phase of appraisal, 

information about the policy problem to be solved was gathered through two initiatives 

as the Task Force and Three Work Groups commissioned by the State Superintendent. 

Members of these two work cycles were selected among the main educational interest 

groups, DPI, school districts, and public and private teacher training institutions. First 

cycle of work, the Task Group, built the backbone of the policy by shaping a framework 

based in research and evidence. Second cycle, the Three Work Groups, worked on the 

recommendations and the framework provided by the Task Force and to provide solid 

and detailed results to shape the body of the policy. Work Groups with more than 50 

people from various interest groups were more comprehensive and inclusive than Task 

Force and they did more rigorous work on the Task Force Report to develop it into a 

plan for DPI to enact. Both work cycles in this period that lasted for almost three years 

was marked by evidence based work. The findings of the study suggested that three 

sources of evidence were utilized: research, good practice and consensus. Especially 

national research trend in quality research and teacher education created a base for 

shaping the policy proposal, yet as Seashore Louis (2005) indicated, their utilization of 

research was unorganized and not systemic. Moreover, with the motto “good policy 

follows successful practice” nationally recognized programs and teachers’ testimonies 

were taken into consideration. This contributes to explain the origin of the professional 

development based on career ladder. Despite the fact that no data emerged indicating 

where this solution came from, career ladders in teaching was borrowed from another 

state, because eleven other states had adopted a career ladder approach during the 

late 1980s (Cibulka, 1991), and during the appraisal phase similar examples were 

analyzed and through inter-state borrowing it was adapted to Wisconsin by the Task 

Force. At the end of the appraisal phase the skeleton of the policy was built on the 

foundations prepared by the work of Task Force and three Work Groups.  
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Second phase, formulation, was defined by the translation of work group 

recommendations into administrative rules. Although DPI had the leading role in 

defining and writing the text of the policy, significant collaboration with educational 

interest groups was achieved. This study showed that language and choice of words 

were crucial as and created power struggle among the stakeholders (Lall, 2007). 

Definition of terms and wording of the policy items were issues for negotiations 

especially between the unions-teachers- and administrators. It was emphasized that a 

common language that could be accepted and embraced by everyone was aimed at, 

and several approaches were adopted to include parts of the policy into the process.  

When the final version of the draft was ready, it was put on the table for open 

discussion on the third phase, dialogue. Fowler (2009) contends that “public 

participation in rule making is a widely shared, but not always honored, ideal” (p. 210). 

On the contrary to her argument, dialogue phase of PI34 was featured by extensive 

exchange of ideas and suggestions on the policy draft through ways such as, written 

comments on the policy draft, public hearings during which interested parties raised 

questions about the policy, and separate meetings with interest groups (Fowler, 2009).  

As it was indicated before, public hearings are crucial in communication with the 

stakeholders and public (Howlett et al., 2009; Thomas, 2001). Through the public 

hearings and written testimonies of the civilians, experts and professionals, the draft of 

the policy was shaped and reshaped and thus it was socially constructed (Heck, 2008). 

Therefore, this policy text was “shaped by the assumptions, values, beliefs, and goals of 

those who develop, implement, and are affected by it” (Heck, 2008, p. 215). In addition, 

findings of the study showed that though the dialogue with public and stakeholders 

were intensified with the public hearings held by DPI, and emerged as a separate phase, 

dialogue pervaded almost all phases of the process.  

Following the extensive dialogue, policy draft reached the Capitol where it went 

through the legislative process. Legislature, both Education Committees, acted on the 

policy and further changed and reshaped it, especially via Committee hearings. Data 

suggested that significant changes were done on the text during the legislation. Yet, 

findings of the study showed that legislation process was not partisan, battle-free and 

compared to some other educational policies smooth and quick.  

However, the formulation process was not problem-free. Findings suggested 

that like Turkish case, procedural constraints (Howlett & Ramesh, 1995) troubled the 
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process. What is different here is that informants from different parts of the process 

identified different problems based on their lived experiences. Legislators were 

concerned about the time as there was a deadline for the policy to be enacted. Thus it 

required tighter work schedule and more work load. Yet, this shortage of time turned 

into a gain as it encouraged and maybe forced people to agree and reach a consensus. 

DPI members and legislature staff listed human resources shortage and work load as 

other constraints. They also defined the inclusiveness of the process as a constraint, 

because of the work, time and effort it required. As Rosenthal (2004) underlined “a 

diverse and conflicting membership obviously makes it more difficult to reach a 

settlement” (p. 155). The university professor identified lack of expertise of teacher 

training institutes on the new paradigm of output-based evaluation and lack of 

cooperation among higher education institutions as constraints.  

Based on the findings, it can be concluded that formulation process of PI34 was 

featured by collaboration and reaching consensus through negotiation and 

compromise. DPI, as the responsible agency, served as a connection point and 

collaborated with all policy actors at every phase of the policy process. They also tried 

to be a mediator among all those groups. Rosenthal (2004) asserts that “disagreement 

is endemic to law-making in the legislative, working toward agreement also 

characterizes much of that goes on” (p. 153), and that is exactly the case in the 

formulation process of PI34 which also was occupied by various interests and 

perspectives that sometimes created conflicts, especially between teachers and 

administrators. These conflicting interests and disagreements were worked out 

especially with the encouragement of legislators. Specifically, the Chairs of the both 

Education Committee, they played a substantial role in helping groups arrive at a 

compromise through negotiation and bargaining (Rosenthal, 2004). Compromise, one 

of the requirements of democratic politics, enabled policy actors to meet on the 

common ground, even though not everyone was satisfied with the results. Therefore, 

each actor of the PI34 had to compromise through the process. In this policy, findings 

suggested that, there was as general agreement on the necessity of the change and a 

new policy regarding teacher certification and education and the career ladders, but the 

conflicts were over the implication and these conflicts were worked out before the 

policy was legislated. The atmosphere can be described with the word of Cibulka (2001)  
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“it was infused with rational deliberation, common agendas, and willingness to 

compromise” (p. 13).  

Last but not least, findings of the study indicated that the policy network 

emerged within the policy making process of PI34 was identified to be a pluralist 

network where “a large number of actors involved in the subsystem but state actors are 

dominant” (Howlett & Ramesh, 1995, p. 131). In PI34, DPI had a leading and mediating 

role while the process was opened for the participation of a wide variety of interest 

groups. 

 

5.1.5. Political and Legislative Structure and Policy Formulation 

Findings of the study showed that Turkey’s political and legislative structure 

influenced the formulation process of CLT both in negative and positive terms. 

Specifically, three political and structural features determined and formed both the 

process and the product of CLT formulation: single party government, bureaucratic 

structure of MoNE and legal framework.  

Due to unitary structure of the country governance, JDP’s victory in the 

elections in 2002 provided them with legislative majority which guaranteed the pass of 

reforms at a furious pace (Tepe, 2005), because they held the electoral hegemony and 

were legally as well as politically unchallenged. Moreover, despite the separation of 

powers, executive branch was also under their control which solidified their power over 

the system and tools to control the system. Under these circumstances, single party 

government influenced the formulation of CLT on three points. First of all, it enabled 

the entrance of policy issue on the decision agenda without competing with any other 

issue. Secondly, it guaranteed the legislation of CLT despite all kinds of oppositions. 

Third, the legislation process as well as the formulation process was smooth, easy and 

was at a furious pace due to strong legislative hegemony held by JDP. Therefore, single 

and majority party government played a facilitating effect on the formulation of CLT. 

From a wider perspective, JDP’s majority in the parliament assured the enactment of, 

not only CLT, but also other 205 reform items listed in the UAP. To exemplify the 

legislative power and reform agenda they have, Müftüler-Bac (2005) stated that during 

the first two years of JDP’s governance, 261 new laws were adopted in the Turkish 

Parliament which was considered as a major accomplishment. Since 2004 more reforms 

and legal adaptations have been conducted, including education. However, it is 
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important to underline the lack of public debate and the visibility of policies and new 

laws enacted. Tepe (2005) argues that Turkish public was barely aware of the reforms 

and was not able to state the scope and goals of them. This also holds true for CLT; its 

public visibility was very low.  

Second structural issue emerged as the bureaucratic structure of MoNE. 

Howlett and Ramesh (1995) highlighted the impact of bureaucratic structure on public 

policy especially at the sectorial level. They argued that concentration of power in the 

hands of only a few agencies has positive influence on policy such as less conflict, better 

long term planning, expertise of bureaucrats and generating coherent and effective 

policies. However, they assume a bureaucratic structure free from politics and 

partisanships, and governed by experts. On the contrary to their concept of 

bureaucracy, in Turkey, Weber’s warning that “in capitalist and socialist societies alike, 

bureaucracy was likely to acquire an overtowering power position” (Wilson, 1975, p. 

251) embodied itself in the case of MoNE. Strong government and the monopoly of the 

state over the education created a centralized bulky “mammoth”- with the words of 

Toprak (1996) - bureaucracy on the account of a very large system (McGinn & Welsh, 

1999). Bureaucratic culture of MoNE was described before.  Findings of the study 

indicated that this top-down, peremptory, hierarchical, rigid red tape structure of 

MoNE limited the space in which the committee members could act freely and use their 

expertise, experience and innovative ideas. Their suggestions were rejected many times 

by the superordinates which affected the content, coherence and effectivity of CLT. 

Furthermore, it slowed down the whole process as procedures required written 

communication even among the units that were in the same building.   

Last structural issue considered to have had an impact on the formulation of 

CLT was legislature. MoNE’s “Administrative Rule on Preparing Regulations [Mevzuat 

Hazirlama Usul ve Esaslari Hakkinda Yönetmelik] clearly indicates that the draft 

regulation ought to be shared with related governmental units and civil society 

institutions, and they are to provide written feedback within one month, otherwise 

their opinion is accepted as affirmative. The crucial point in this law is that review by 

the governmental units is obligatory while civil society institutions’ opinions and review 

is suggested. This distinction resulted in lack of participation and underrepresentation 

or not representation of the interest groups at all. Policy, then, reflects only the 

interests and goals of the government and its apparatus bureaucracy and it is bounded 



289 
 

by the bureaucratic experience of the bureaucrats assigned. This constitutes an 

impediment on the way to participative and democratic public governance.  

In addition to these, lack of participation also resulted in serious problems 

during the implementation as the ownership and dedication to policy were not 

developed. Based on their oppositions, unions and RPP applied to Constitutional Court 

to stop the implication of CLT and they succeeded it. Just after the first exam, the 

implication of CLT was stopped by the Constitutional Court. Since then, exam was not 

repeated and no new position was opened for the steps of career ladder. The effects of 

keeping teachers as outsider before the formulation of the policy showed its impact 

after the policy was implemented.  Studies conducted after the first exam (Çelikten, 

2006; Demir, 2011; Ural, 2007; Urfali, 2008) indicated that teachers were not contend 

with the policy and its impact on their professional lives. They did not believe it brought 

any positive value into their career. Ural’s (2007) study supports the conclusion that 

formulation process was not open for discussion and excluded teachers.  

As opposed to Turkey, Wisconsin politics is based on three layers of 

government; federal, state and local, and it functions according to separation of 

powers. The findings of the study indicated two influentials on the formulation process 

of PI34; legislative system and decentralization. Legislative system functions with a 

bicameral structure, including 132 members in two houses. Bicameral structure and the 

legislative framework had salient impact on PI34, both the product and the process. 

Democrats-Republicans balance between the Assembly and the Senate was reflected 

on the formulation of PI34 positively. Despite the conflicts on the definitions, values 

and technical details, a bipartisan support was reached and this further fine-tuned the 

policy. Moreover, legislation provided an open platform for the deliberation and 

mediated the negotiations and bargaining among the stakeholders.  

The role of legislators cannot be overlooked as their personal background, their 

area of representation and their relationships also impacted the PI34. Especially 

responsibility to their voters requires attention. Marshall et al. (1985) stated that, in 

Wisconsin political culture, mutual benefit of the community was the most important 

issue and this value was observed in the formulation of PI34 where Republican chair of 

the Senate Education committee was described as a “friend” who was trying to help to 

Democrats. This also indicates that they had direct relationship with the DPI and CSSO 

(Rosenthal & Fuhrman, 1981) and their personal values and the relations were 
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important for their decisions (Canfield-Davis & Jain, 2010) which positively contributed 

the formation of PI34.  

Next issue largely impacting the formulation process is the legislative 

framework. Wisconsin legislation is designed to guarantee a democratic and open 

system. The Constitution requires an open door policy for both houses. Furthermore, 

public participation through hearings is obligatory. Thus, this legal framework opened 

up the way to a highly inclusive formulation process where public opinion is taken 

serious. Even though it took more time, effort and energy to formulate the PI34, 

participation brought along embracement and wide acceptance of the policy. All in all, 

the general structure of the legislature in Wisconsin enriched and ameliorated the not 

only the policy process but also the product as well as it guaranteed implication.  

 Wisconsin is one of the states where local control over education is still 

dominant despite national and state level interventions increased on the education 

policies during the last two decades (Febey & Seashore Louis, 2008; Fowler, 2009; 

Mazzoni, 1995).  Even though a body of conclusive research exist on improving effect of 

decentralization of the administration of education (Holmes, 1985; Rondinelli, Nellis, & 

Cheema, 1983), and democratic participation of public can be used a “masquerade” by 

the governments, findings of this study clearly indicated that wider representation of 

legitimate interest, democratic participation of public, better decisions and more 

commitment to implementation was achieved in a decentralized education system 

(Hurst, 1985; McLean & Lauglo, 1985). According to Hurst’s (1985) three levels of 

involvement, participation in the process of PI34 can be identified as participation or 

power sharing where power (and the responsibility) to make decisions is shared.  

 As the last point to discuss in regard the decentralization, on the contrary to 

other policy reforms and their reflections on the states, such as Goal 2000 or No Child 

Left Behind, federal government did not involve in the process in any way. Federal 

government stayed as an outsider with no effect.   

 

5.1.6. Comparison of Case Results 

Deriving from the conclusions discussed in relation to research questions, 

following comparisons were drawn concerning the educational policy making practices 

in Turkey and Wisconsin, U.S. based on two case studies. 
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Policy Problem 

Policy problem, how it was defined and how it was placed in the decision 

agenda differ significantly in each case. A remarkable finding is the adoption of very 

similar policies to solve very different problems in nature. CLT aimed at solving a 

narrower policy defined by the political elites (low socio-economic status of teachers), 

while the problem PI34 addressed was part of a larger problem defined in a wider 

context through social construction (low quality of educational outcomes and teachers). 

In CLT, definition of problem followed the inside access model (Cobb et al., 1976) where 

government defined and initiated the policy to  and political stream, a governmental 

turnover, led  the window of opportunity open up (Kingdon, 2002). On the other hand, 

even though the issue was initiated by the government agency, a different model, 

consolidation, was utilized to define and move up the policy problem.  In terms of 

placement of policy issue on the decision agenda, it is far more complicated than CLT. 

All of the political, policy and problem streams converged so that the window of 

opportunity was opened.  

 

Policy Context 

Study of a policy context might reveal great amount of information and lead to 

broad predictions of the design of the policy that emerged from that context  (Sidney, 

2007). In this study, contexts in which the CLT and PI34 was developed demonstrated 

major variations. The most important variations are the political system and political 

culture. It can be concluded that the structure of the political system-parliamentary vs. 

federal government, bicameral vs. unitary, centralized vs. decentralized- played the 

biggest role at the macro level in terms of determining all the other defining factors 

such as political culture, political dynamics, and socio-economic context. Turkish 

parliamentary system and unicameral legislation led to a highly centralized governance 

structure, along with a giant bureaucracy as well as strong state controlling all 

governmental areas from the center. Political arena was featured by a strong majority 

government which enabled the formulation of CLT. Weak civil society and hierarchical, 

distrustful and submissive bureaucratic culture formed the political culture which is 

significantly different than the political culture in Wisconsin which was democratic, 

open, enabling strong civil participation in policy making. Wisconsin’s political culture 
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played an energizing and enabling role while Turkish political culture inhibited the 

formulation process of CLT.  

Moreover, Wisconsin’s three tiered governance rendered the depth of the 

policy and the influential on it, the local, state and federal level constructed a 

multilayered context for PI34 which was remarkable. Not only, political structure and 

culture, but also economic and social factors affected the policy making process 

interacting with the other factors. Yet, it is important to note that social context of PI34 

rooted in national and state level concerns on education quality and systemic reform 

resulting from standardization and accountability (Bales, 2004) had a greater impact on 

the definition, process and the product of the PI34 compared to CLT which owed its 

existence to JDP’s being majority government. Unfortunately, CLT was not defined as a 

part of systemic or comprehensive problem. It was part of a massive reform package 

(UAP) yet, was not conceptually or scientifically connected to any systemic and 

comprehensive education reform.   

 

Policy Actors 

Those who took part in the formation process of policies play a key role in 

determining the policies through execution of their power and reflecting their goals and 

interests on the policy. This study identified a significant difference between two cases 

in terms of the variety and number of key actors involved in the process. Turkish policy 

arena for CLT was occupied by governmental actors in limited numbers, whereas 

Wisconsin policy arena was crowded by a high number of actors who entered the stage 

with varying amount of roles. While Turkish dramatis personae acted in a hierarchical 

structure based on vertical communication through official channels, Wisconsin actors 

had a wider space to act with each other, formed networks, alliances and oppositions 

through less bureaucratic and horizontal communication channels. Another important 

variation between the cases is the entrance of actors in the policy process. In 

Wisconsin, different actors entered the stage in different phases of the process and 

made impact in varying degrees and intensity, and moreover, their perception of the 

policy evolved throughout the formulation process, especially the groups which were 

opposing in the beginning, accepted the policy proposal at the end, due to 

compromises made, such as WASB. On the contrary, the actors of CLT remained same 
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throughout the process and other governmental units were included during only the 

dialogue phase.   

Another significant difference between these two cases is the role of 

educational interests groups and civil society on the broader perspective. It is very 

remarkable that teachers were kept outside the policy making process in CLT, while 

they were one of the strongest players of the game in PI34. Moreover, the variety, 

number and the influence of educational interests groups in both contexts are very 

different. Turkish educational arena suffers from a lack of organized civil society 

organizations a.k.a. strong unions as well as educational interest groups and 

stakeholders, to challenge the government and influence their policies; an important 

note to underline is that, even unions wanted to create an impact, it is the state and the 

government who ignored their attempts to influence the policy, instead of respecting 

and embracing them. Yet, this study showed that in Wisconsin, unions and 

administrator organizations are very strong in influencing educational policy through 

policy tools such as lobbying and fighting against the government. In addition, grassroot 

impact on PI34 is also notable as process was opened to everyone and reviews were 

taken into consideration.  

A similarity between two cases is the initiating role of the governmental 

agencies and bureaucrats. In both cases, educational executive agency of the 

government- MoNE in Turkey and DPI in Wisconsin- initiated and governed the process 

through its executive leaders. Nevertheless, the government agency in Turkey became 

the major and sole controller and leader of the process without intervention from non-

governmental sphere. Wisconsin, on the other hand, observed that DPI initiated the 

process but then let the interests conflict and reconcile while they do the shepherding.  

 

Policy Formulation  

Despite the differences in the policy context and policy actors involved, CLT and 

PI34 were developed through similar phases- formulation, dialogue and consolidation 

and legislation- except the absence of appraisal phase in the formulation of CLT.  This 

resulted in lack of theoretical framework and evidence for the policy option as a 

solution to policy problem which affected the policy negatively. PI34, however, was 

formulated as a sub-policy initiative of a broader reform movement, standardization 

and accountability, which was fed from national level research and evidence. It brought 
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a major change in the teacher training and education, teachers’ professional 

development and licensure in relation to bigger framework of increasing the quality of 

educational outcomes. In the Turkish context, CLT was defined, perceived and 

formulated, not as a comprehensive education reform, but more as a routine 

administrative regulation. This originates from both lack of theoretical and evidence 

based comprehensive background and obligatory nature of the process rooted in UAP.  

In addition to its obligatory nature, CLT’s formulation process was completed 

through chain of command in a top down manner and in a battle-free atmosphere due 

to absence of different interests, values and perspectives regarding CLT and strong will 

of the government, compared to formulation of PI34 which was characterized by the 

conflicts of the competing goals pursued by different stakeholders of the policy 

problem.  Moreover, while bureaucracy emerged as an important factor in CLT, even 

the word “bureaucracy” did not yield from the data in terms of PI34. The rigid 

bureaucratic structure of MoNE was perceived as a constraint. With respect to 

constraints, both policy processes faced certain challenges and troubles; procedural in 

nature and some of which are common to both as time and human and financial 

resources.  

Along with all these differences, what is common in both cases is the policy 

borrowing – inter-country in the case of Turkey and inter-state in the case of Wisconsin. 

Both policies were originated from some other geographical location and the general 

idea was borrowed and adopted into each case. While Wisconsin adopted the general 

idea by reforming it according to their own needs and context, Turkey seems to have 

borrowed the structure of career ladders but not the framework behind it, and applied 

within a narrow scope.  

 

General Model of Policy Formulation 

Findings of the study showed that teachers’ career development policies were 

formulated through two different approaches in each country: elite theory in Turkey 

and pluralist (group) theory in Wisconsin. This provides an explanatory framework. Data 

corroborates that the policy making process in the case of CLT fits in the elitist model of 

policy making on several grounds.  

 First of all, elite theory argues that ruling elite determines and shapes the policy 

(Anderson, 2006; Dye, 2008; Heck, 2008; Simon, 2007). In terms of CLT, the study 
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revealed that a few key policy actors who set the agenda and formulated policy were 

defined as elites; political leaders who hold institutionalized power and control the 

social resources (Arslan, 1999, p. 79) and bureaucratic elite who occupy formal 

positions of authority in MoNE (Dye & Pickering, 1974, p. 902). They both had serious 

influence actively as political elite defined the problem, set the agenda and moved the  

 

policy issue onto the decision agenda and bureaucratic elites formulated the policy 

based on the definitions constructed by political elite.  

 Second, in elite theory, formal roles and governmental arenas are important for 

policy making (Heck, 2008), and CLT was developed by the governmental actors and 

formulation process took place only in the governmental and formal arenas such as 

TGNA or MoNE and their executive offices.  

 Third, elite theory proposes a “downward” flow of the policies, from elites, the 

ruling minority, to the masses (Dye, 2008, p. 22) and demand for policy does not rise 

from the masses. Mass public generally accepts the outcomes as long as their interests 

and appetites are fulfilled (Simon, 2007). Regarding CLT, data clearly indicated that 

political elite determined the need to restructure the teacher’s career and professional 

development, no interest group-teachers, stakeholders or citizens demanded such a 

change, however, as the results did not satisfy them, at least some groups opposed as 

their interests were not fulfilled, policy product was not welcomed, and its 

implementation was terminated. 

  Fourth, policies reflect the values of the elites, and serve to their interests 

(Anderson, 2006; Dye, 2008; Simon, 2007; Theodoulou, 1995), as well as they consider 

the welfare of the mass. However, the degree that masses’ interests are reflected in the 

policy depends on the elites. Concerning CLT, the welfare of teachers were put in the 

center of the policy with a proposed increase in their socio-economic status, however 

the hidden agenda behind this and other reform items in UAP was to achieve 

privatization and marketization through the adoption of the neoliberal economic 

policies (Dağı, 2008; Doğan, 2010; Ercan, 1999; Gök, 2004; Sayılan, 2006). Doğan (2010) 

defines UAP as a mean to complete neoliberal transformation of the society along with 

the economy. Having just a look at the items in the UAP gives a clear idea that this is the 

case. Moreover, transformation of tenure-track civil servant positions of teachers into  
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contract based position is openly written as a goal. But this was never used in the policy 

discourse, neither in the law nor in regulation.  

 Fifth the pursuit of a common good is pursued by a single group in contrast to 

group model (Heck, 2008). In this case, CLT was enacted for the goodness of teachers 

and this goodness was defined by the government. It is not only in education, but also 

in health and other social policies, political elites decide what is good for the mass 

public and pursue that goal.  

Last but not least, elite theory views the mass having very little power to 

influence the policy making and politics, whereas elites have all the power and tools to 

control policy making (Anderson, 2006; Dye, 2008). Studies conducted on the state-civil 

society relation (Altan-Olcay & Içduygu, 2012; Çaylak, 2008; Çarkoğlu & Cenker, 2011; 

Hedges & Kılıçoglu, 2009; Keyman & Içduygu, 2003; Toprak, 1996) clearly and 

conclusively revealed a strong state tradition in Turkey compared to weak society that 

has very less influence on the policy mechanism of the state. CLT was no exception to 

this. Despite the opposition from certain unions and rejections from opposition party 

RPP in TGNA, CLT was constructed in the way elites wanted. In the elitist model, the 

mass can seldom have an impact on the policy decisions through the use of democratic 

institutions such as elections or political parties, yet this does not enable public to 

govern or influence the decisions of the ruling elites (Dye, 2008, p. 24). This reflects the 

situation in Turkey where democratic participation is degraded to voting (Özen & Özen, 

2010). However, even with voting in the elections, the mass-citizens, cannnot create an 

impact on the decisions of ruling elite during the policy making. Anderson (2006) argues 

that elite theory is more useful in terms of analysis and explanation of policy formation 

in political systems of developing countries or Eastern Europe countries, rather than 

American politics (p. 23), yet the study of Short-Fox revealed that elite model emerged 

as the policy formulation model in reading policy in Texas, as the Governor and 

legislative elites dominated the process and shaped the policy along with their values.  

In Wisconsin, on the contrary to Turkey, findings of the study yielded that 

formulation of PI34 fit in the pluralist model of policy making in which education is 

perceived as an arena of political conflict (Kazamias, 2009) based on the following 

premises. First, pluralist theory assumes the existence of several and competing 

interest groups and no single powerful ruling elite exists (Anderson, 2006; Dye, 2008; 

Howlett et al., 2009). Results of the study clearly indicated that a wide variety and 
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number of interests groups participated in the design of PI34 starting from the very 

beginning. Aside from the governmental policy actors, 37 different educational interest 

groups from different areas of education emerged as policy actors in an education 

system where 873.000 students are enrolled.  

Second, in pluralist theory, competition and struggle among interest groups to 

pursue their own interest and reaching an agreement through compromises and 

reconciling are political facts of political life (Anderson, 2006; Dye, 2008; Howlett et al., 

2009). Concerning PI34, each educational interest group’s pursuit of their own 

interests, conflicts and oppositions and even fights over the values, especially between 

teachers and administrators and Democrats and Republicans were illustrated. 

Furthermore, findings also revealed that conflicts and struggle between the interest 

groups were hammered out through negotiation, bargaining, and compromise. Each 

interest group had to meet on a common point at the end, while still kept their interest 

at stake.  

Third, the public policy is the product of this struggle competition and 

collaboration among the interest groups in pluralist model (Anderson, 2006; Dye, 2008; 

Howlett et al., 2009). PI34 was also produced with both collaboration and competition 

of certain groups through a very inclusive process and each participant changed and 

reshaped the policy. The last version of the policy text reflects the interests, goals and 

values of these competing groups with varying degrees.   

Fourth, pluralist theory acknowledges that there exists multiple centers of 

power and power is relatively distributed among the interests groups; it depends on 

their financial and human resources as well their leadership and organizational 

structures. In the case of PI34, it was shown that some interest groups were more 

powerful and dominant and influenced the process (such as WEAC, WASB, AFT-Wisc, 

WASDA), more than the others (PTA, WEMA). Former groups, especially WEAC (Cibulka, 

1991), had greater impact on the process, they spent enormous amount of time, energy 

and money to able to shape the PI34 in relation to their interests, and they had better 

access and sources for lobbying. These actors knew how best to play the political game 

to achieve their objectives. On the other hand, the latter did show up only at the public 

hearings or used written testimony, unorganized reactions to pursue their interest.   

Fifth, Dye (1975) identified the role of the government in this system as to 

manage the struggle and conflict among the groups by establishing the rules of the 
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game in the group struggle; arranging compromises and balancing interests; enacting 

compromises in the form of public policy; and enforcing these policies (p. 21). DPI, the 

state agency, and its members, played the role of the shepherd of the process, the sieve 

that get everything through, and the coordinator. They tried to balance the power and 

arrange the compromises among the stakeholders, and at the end, equilibrium was 

reached in the group struggle. DPI and legislators using the democratic processes 

ensured that policy reflected the majority of the views within the society (Bell & 

Stevenson, 2000). In addition to DPI and its personnel, the legislature also provided a 

mediating arena for competing interests. However, both DPI and legislators did more 

than just coordinating and controlling the battle field, they were not neutral at all and 

they were also on the field from time to time as the leader of the conveyer, which is 

contrary to earlier version of pluralism which assigned government a neutral mediator 

of the competing interests (Vidovich, 2001). As a close up, findings of this study 

corroborates the study of Cibulka (1991) analyzing the education system in Wisconsin in 

the way that the politics is “characterized by pluralist bargaining and interest-group 

liberalism” and “politics of consensus” (p. 43).  

In conclusion, this study aimed to examine the formulation process of 

educational policies in Turkey and the U.S. through the perceptions of key actors in 

policy making process. On a broader perspective, this study tried to identify how certain 

issues became the agenda of the governments, how educational policies were 

formulated, under what conditions, in which context, and by which agents (persons or 

groups). Two specific policy initiatives of teacher education and teacher quality policies 

in Turkey (Career Ladders for Teachers, 2005) and Wisconsin, U.S. (Teacher Education 

Program Approval and Licenses: PI34, 2000) were utilized as cases. A descriptive, 

analytical and comparative approach was followed during the analysis and 

interpretation.  Results of this study showed that policy formulation process in 

education in two countries is highly complex and under the influence of various factors 

which determine the policy context in which the policy is developed.  Policy context, in 

both countries, is intertwined by political, economic, social and international factors as 

well as the culture, values, beliefs, experience, variety and number of the policy actors.  

Policy process in Turkey, on the account of CLT, can be described as more politicized, 

and bureaucratic, more through and straightforward, including no policy games, no 

serious conflicts among the policy actors, yet more constrained, top-down, closed, 
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government oriented and elitist process in which democratic procedures were ignored. 

Wisconsin, on the other hand, demonstrates a more complex policy contexts nested in 

different levels of government and high number of interest and pressure groups 

competing with each other and based on consensus building and participation in within 

the realms of pluralist tradition.  

 

5.2. Implications for Practice 

This study aimed at providing a descriptive picture to be able to comprehend 

the dynamics of policy making in education in Turkey and the U.S. Findings related to 

cases suggest certain implications for practice and policy making. 

First of all, policy making process in Turkey appeared to be bureaucratic, top-

down and closed to multi-perspectives and participation of educational interest groups 

and other stakeholders. Reports by Toksöz, (2004), EU Progress Report 2008, 2012, and 

ICNL Report, conducted on the public administration structure and practices of Turkey 

underlined the lack of civil society participation in public policy making process. In terms 

of education sector, World Bank (2005) also highlighted a need for more collaboration 

and partnership and a more transparent policy making process.  Education Reform 

Initiative (ERG) has been emphasizing the necessity of participative and open policy 

making process for education since their first report in 2007. Within this context, MoNE 

has to undertake certain reforms aimed to improve the policy making practices in 

education sector and open them for wider participation. Realizing this aim requires 

some structural changes some of which are already in action.  

To guarantee civil participation in policy making process, this study suggests 

radical modifications in the legislative and governance structure. First of all, legislative 

framework defining the processes for policy and law making needs to restructrued. 

Here I agree with Toksöz (2004) that “an explicit mandatory legal procedure requiring 

consultations with all the relevant and affected parties or for incorporating their 

comments and views into the regulations during the preparation of laws, statutes and 

by-laws” (p. 14) should be enacted to facilitate civil participation, not only in education, 

but also in other public policy areas.  

Second, this study showed that highly central and rigid bureaucratic 

administrative structure of MoNE has an inhibiting effect on the policy making process. 

Thus, this centralized red tape bureaucratic structure has to be redesigned in order to 
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allow more transparent and collaborative policy making process. In 2011, MoNE begun 

restructuring its central organization and decreased the number of units and 

executives; while there existed 320 executives leading distinct divisions and units, this 

number reduced to 80 executives. Yet, more important is the change in the perceptions 

of executives and MoNE in general towards policy making process. MoNE has to 

embrace a real deliberative and open process with stakeholders to reach consensus to 

achieve a democratic policy making process. However, power that government and 

bureaucrats hold is difficult to give away. During the last decade, despite the structural 

reform to shrink the state and MoNE in education, most of the policies formulated 

through a very similar approach followed in CLT. Recent 4+4+4 reform altering the 

structure of basic education received several and serious reactions and oppositions 

from several stakeholders as unions and higher education institutes, but they did not 

pay attention to any of the reactions and passed it in the way they planned. Thus, as 

long as their perceptions of civil society, unions, teachers and other stakeholders and 

deliberative and participative democracy are not changed, the participative policy 

making will always remain in the official discourse and will be repeated frequently 

during the press conferences and seminars, even though it will be avoided as much as 

possible. This study can provide a basis for MoNE to create awareness about the 

perceptions of bureaucrats and practices of policy formulation within the MoNE.  

In a similar vein, findings of the study demonstrated that civil society is weak 

especially in educational sector. Apart from a few unions which raise their voices louder 

than the others, unions and other educational organizations cannot create an area of 

impact in the society. Such strong impact behooves solid and well-organized 

professional and civil groups to pursue the interest of the kids and education personnel. 

As Selcuk (2008) argues unions do not work in cooperation but rather fight with each 

other on ideological premises. A stronger cooperation among unions and ideological 

fractions that put aside to work together is an urgently suggested for better education 

system and quality educational outcomes. It should be ensured that education 

personnel, teachers and administrators as well as other school staff engage in policy 

making practices.  

This study also showed that it is salient that those who are affected by central 

decisions should have a voice in decisions. Ozga (2000) consider teachers as the 

strategic partners in educational policy making and she fosters the idea of using 
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teachers as sources of policy ideas. Sidney (2007) also suggest that “innovation will 

emerge from attention to the voices that contribute to the policy dialogue” (p. 81). 

Lunenburg and Ornstein (2004) underline that “change requires inviting those who will 

be affected by the change to participate in planning, design and implementation” (p. 

245). Teachers’ inclusion in the policy making, even in agenda setting process will lead 

to higher ownership of the policies and better implications. “Policy ownership” which 

can be identified as the owenership for the policy makers and policy implementators 

can greatly influence the policy formulation and implementation. Policy makers’s 

ownership is crucial to ensure a solid and well-designed policy. In the case of CLT, it was 

treated as a regular process and was not owned by the policy makers which in return 

affected the scope and content of the policy negatively. On the other hand, ownership 

of the policy by teachers is missing and it resulted in poor implementation and 

acceptance which led to termination of it. Hence, MoNE is required to create a policy 

making context where the policy proposal is owned by both the policy makers and 

policy implementators through inclusion of all stakeholders.   

Moreover, strong education organizations are also required to hold MoNE 

accountable for its policies, as currently there exist neither a structure nor organization 

to be able to challenge MoNE for accountability. Thus necessary regulations and 

changes should be conducted to assure educational personnel’s participation in policy 

making process. But, again, on the broader context, this depends on the state structure 

and attitude toward civil society as well as the political culture, and studies in the area 

of civil society and democratic participation indicated that Turkey still needs time to 

reach that level.  

 Further, the findings of this study demonstrated that CLT was not part of a 

comprehensive or systemic reform and was not placed in any scientific, theoretical or 

practical framework and it was not supported by evidence or data. Actually this is the 

reflection of a macro level problem of JDP’s education policies: lack of a comprehensive 

and systemic education reform (Selçuk, 2008; ERG, 2012). Despite its highly centralized 

system, lack of a systemic education reform plan for Turkey is intriguing. In OECD 2007 

report, this centralized system is identified to be limited for-long term systemic 

education reform and directorates at the central organization was described as being 

narrowly focused on carrying out their operational tasks and mandates (OECD, 2007). In 

addition to bureaucratic constraints, political constraints also influence the 
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development of a coherent education reform package for Turkey. During the last ten 

years, when a single majority party held the government, four Ministers of Education 

became the leader of education; each of them brought various reforms of which some 

were stopped or modified by the successor Ministers. Implementation and evaluation 

of many policies were not completed. Some reforms were implemented without any 

pilot study such as 4+4+4. National tests at the lower and upper secondary level were 

altered three times. If the results of international exams are used to be a criterion, it is 

obvious that traditional educational policy is not capable of producing major gains in 

the educational outcomes. Thus, Turkey requires comprehensive, well-planned, and 

systemic reforms that are not politicized and student-centered. Fuhrman (1993) and 

Clune (1993) call for coherent and systemic education reforms to target the real 

increase in the educational outcomes. Fuhrman’s (1993) three elements of systemic 

education reform can provide a framework to look at the educational policy initiatives 

in Turkey: (1) establishment of ambitious outcome expectations for all students, 

including specification of the knowledge and skills to be expected of every student; (2) 

coordination of key policies in support of the outcome expectations, which would be 

reflected in curriculum frameworks, student assessment, instructional materials, 

teacher education and licensing and staff development, these all should be tied to each 

other; (3) governance system should  be restructured to support high achievement by 

according schools more flexibility in meeting the needs of their students (p. 2). Clune 

(1993) provides detailed characteristics of systemic education policy:  

 Research-based goals for changes in educational practice and organizations 

 Working models of new practice and professionally accessible knowledge 
that will enable teachers to understand the change before implementing it 

  A change process that requires involvement of both centralized and 
decentralized aspects 

 Regular assessment of educational inputs, outcomes and processes 

 A coherent, sustained, change oriented political process (pp. 127-130).  
 

Although these characteristics were identified for the American education 

context, they also fit perfectly to Turkey. The findings of this study indicated that 

research evidence and data were not utilized in the policy making. It is crucial for 

Turkish educational policy makers to adopt evidence and research based policy making, 

especially on policies directly effecting students such as 4+4+4 and piloting have to be a 

must for appropriate policies to be able to measure the potentials of them. Education 

Research and Development Directorate [EARGED] should increase conducting and 
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funding research on the policy proposals and implemented policies to complete the 

policy cycle and to see the effectiveness of the policy at the school level. In other words, 

analysis for policy, policy advocacy, should be conducted to provide scientific 

information to support and provide a base for policies and to propose 

recommendations. Analysis for policy, should be conducted, not only by MoNE but also 

by think-thanks and higher education institutions and results of quality reseach should 

be a standard component of policy making. As this study indicated, appraisal phase of 

policy making in the case CLT is missing. Thus, an extended appraisal phase filled with 

necessary research seeking evidence to build a solid basis and scientific framework is 

utmost important for the policy development and implementation. In addition to these 

actions, sustainability and continuity of the policies are utmost important. Before the 

evaluation and feedback is receieved from the implemented policy, it should not be 

abolished. However, this demands a partisan-free educational goals and policy making 

process. 

Furthermore, the missing link between the teacher training institutions and 

MoNE is a well-known fact. This study also showed that higher education instituions 

stayed as outsiders and forgotten players in the formation of CLT. This link should be 

restored as soon as possible and MoNE and teacher training institutions should 

collaborate on analysis for policy as well as analysis of policy. Another part of the 

missing link is related to teacher competencies and student outcomes. A large scale 

reform is required to align teacher competencies with educational goals for students. 

The Teacher Competencies Project which was developed through a wide range of 

participation of teachers and teacher training institutions can be a basis for this link, as 

long as they are connected to student outcomes. It is important to underline that 

teacher training institutions need to adopt a more aggressive and active role in policy 

making process in the educational arena to provide a scientific background for the 

policies. On the other hand, MoNE has to incorporate higher education institutions as 

inherent decision makers.  

Last but not least, this study showed that there is an urgent need for a 

comprehensive and well-defined professional development for teachers as CLT was 

abolished. Performance Management System (MoNE, 2012) that has been in pilot 

implementation since last year is not openly shared with public and not opened to 

discussion yet. It might provide one dimension of professional development but a 
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unique system that would allow teachers to advance in their career should be prepared 

with their participation.  Still an open, democratic participative and evidence based 

design process is essential to avoid serious harm to teachers and educational system in 

general.  

 

5.3. Implications for Further Research  

The findings of present study point to a number of recommendations for future 

research on policy, policy making and educational policy making.  

This study is conducted through comparative case study method. It tried to 

describe policy formulation process in Turkey and America, two different political 

structures, regarding two similar policies. In order to increase the generalizability of the 

results, study can be conducted with different policies in the same countries, or in 

different countries with different political structures. Especially countries with unitary 

and parliamentary system can provide great amount of information as political system 

came out to be one of the strongest determinants of educational policy. In addition to 

these, Turkey can be taken as the focal point and through the analysis of several policy 

initiatives; a general and sound picture of policy making practices of Turkish educational 

arena can be drawn. Moreover, observation can be added to data collection methods to 

policy making process to strengthen the validity of the results. Observation in education 

committee of TGNA and general assembly meetings and other meetings and 

conventions on a certain policy will provide a deeper and insider perspective on what 

really is going on during actual formulation and legislation process. In addition to 

education, other areas of public policy can also be investigated as there is a gap of 

policy making strategies in Turkish policy literature. 

The values and perceptions of policy makers emerged as an influential on 

shaping the policy. Moving beyond the description, deeper phenomenological analysis 

can be conducted with key policy actors in both countries regarding their perceptions of 

educational policies, and their role in policy making.  

This study also revealed that policy text is the product of several competing 

interests and values. Yet, a comprehensive political discourse analysis on the 

documents related to policies and policy text could be conducted to reveal the power 

and dominance relations as well as value and interest conflicts to see what lies behind 

the words.  
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This study focused on the agenda setting and formulation phases of policy 

cycle. It would be interesting for further research to focus on implementation and 

evaluation phases of the same policy or another education policy to complete the cycle 

of policy making and to see the effects of formulation phases on the implementation  

Further, this study applied policy cycle approach to study policy making process 

in education. Another theoretical approach/ framework can be adopted to test 

alternative models of policy making in Turkey as well as other countries.  

The findings of this study showed that there is a lack of civic participation in 

Turkish educational policy. A future study delving into the role and nature of civil 

society institutions in educations, especially unions, and educational interest groups 

would add to literature on policy actors significantly. 

Last, this study demonstrated that policy idea was borrowed from another 

country. There does not exist many research focused on policy borrowing in Turkish 

policy arena. Dynamics and factors determining and shaping the policy borrowing 

behavior of the Turkish politics could significantly contribute to the policy making 

research.  
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APPENDIX E 

 
 

Interview Schedule 

 

Research Title: 

 

DYNAMICS of AGENDA SETTING and POLICY FORMULATION in 

TURKEY and THE STATE of WISCONSIN, the U.S.: A COMPARATIVE 

STUDY 

 

Dear  

 

I am Filiz Keser, a Fulbright visiting researcher at the Department of Educational 

Policy Studies Department, University of Wisconsin-Madison and I am a doctoral 

candidate at the Educational Administration and Planning Program, Middle East 

Technical University, Ankara – Turkey. I am conducting my dissertation on the 

agenda setting, and main reference policies for comparison will be “Teacher 

Education Program Approval and Licenses, PI 34" policy in the state of 

Wisconsin, the United States and “Regulation of Career Ladders for Teachers” in 

Turkey.  

Thank you again agreeing to participate and taking your time to talk about your 

insights and perspective on this issue. It will be an excellent opportunity to tell 

the formulation story of “Teacher Education Program Approval and Licenses, PI 

34"as a policy and your role in this story and adding to the academic literature on 

agenda setting and policy making. 

 

 For your privacy, please note the following below: 

1) This interview session will be audio-taped and the recorded audio will be 

held with high confidentiality.  

2) Only my advisor and committee members of my dissertation will have 

access to tapes. 

3) You may choose to stop the interview any time you want.  

 

If you have any further questions about the study or the interview, please let me 

know.   

 

Date: __________________ 

Start Time: _____________ 

 

I. Descriptive Information 

 

1. What are your current position and the organization you are affiliated 

with?  

a. How long have you been working in this organization?  
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2. Of which organization were you a member during the time period when 

PI 34 was issued?  

a. What were your title and the position in the organization? 

3. Can you describe your responsibilities and the activities you were 

involved in? 

4. Could you describe me how you were involved in the process which led 

to the enactment of the policy, PI 34?  

a. What was your role specifically? 

b. For how long were you involved in this process? 

c. At which phases of the process were you involved? 

 

II. Agenda Setting 

1. If you think about the time in which PI 34 was enacted, what do you think 

was the overall problem or problems that policy was designed to address? 

a. How did this (these) problem(s) yield to emergence of PI 34? In 

which ways? 

(Alternate Question): What were the issues which brought the 

enactment of this policy on the table?    

 

2. When did the authorization of PI 34 raise as an issue on the agenda of the 

executive and legislative organizations?  

a. Why do you think it emerged as an issue at that time? Not earlier 

or later? 

 

3. How can you describe the context in which PI 34 was created?  

a. What was the political terrain/context like? How can you describe 

the power distribution in the political arena? 

b. What about the economic conditions and factors which had an 

impact on the emergence of policy? Can you describe these in 

detail? (Budget cuts, state deficits, crises, or fiscal policies?) 

c. What about social factors? Could you point out the main social 

factors which played a considerable role in the emergence and the 

design of this policy? (Demographic changes in the society, social 

movements?) 

4. During the agenda setting, were there any alternative policy proposals on 

the table other than policy? If yes, can you give information about these 

alternatives?  

a. Who were the main advocates of these proposals?  

b. Why do you think these alternatives were not considered but this 

policy? 

5. If no, were there different versions of PI 34 as an act before the version 

issued?  

 

III. Key Actors 

1. Who were the key actors who actively took place and participated in the 

design and formulation process of PI 34? 

a. How these actors were included in the process?  

i. Elected or appointed?  
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ii. Expertise and knowledge in the related area? 

iii. Interest groups? 

b. Who or which groups were the primary advocates? 

i. Which ones were central and which ones were peripheral?  

c. What were the effects of these persons or groups on the design and 

formulation of PI 34? (How did each person or group shape the 

design and formulation process?) 

i. What were their ideological positions, motivations, ad 

interests, and how these were reflected on the agenda 

setting and the formulation process of PI 34? 

d. What about the opposing persons or groups, if any? What were 

their main arguments in the opposition?  

2. Do you think if there was any person or group or organization which was 

excluded from this process? If yes, who or what groups? And why? 

3. Did the key persons or/and groups come together?  

a. If yes, when and where and how frequently? 

 

IV. Policy Formulation 

1. How did the formulation process start? 

a. Could you summarize the process as step by step? 

2. How can you describe the process? 

a. Mainly consultation, participation of public, open and free 

3. What kind of evidence was used to support the policy? 

a. Discussion or consensus reached among various interest groups?  

b. Research? If yes, what kind of research results was utilized during 

the formulation process? 

c. Other sources of evidence?  

4. What were the main constraints during the policy formulation process?  

a. Scarcity of resources 

b. Limitations of technology, knowledge and information 

c. Time  

d. Political and environmental boundaries 

 

VI. Wider Context 

1. When you consider the legislation process in the United States at state 

level, what can you say about its effect on policy formulation process of 

this policy? 

a. Was its effect facilitating or obstructing for the design and 

formulation of this policy?    

2. What were the main problems (if any) which you faced with during the 

agenda setting and formulation phases? 

a. (If yes) What were the strategies and ways used to overcome the 

difficulties and problems?  

3. Do you think there was any influence of the international circumstances, 

like international exam results, global economy or trans-national 

organizations? If yes, could you describe the effect of these circumstances 

on the policy formulation process? 
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a. Were there any international trends which affected the design and 

formulation of this policy? 

i. Educational 

ii. Economical 

iii. Social 

iv. Political 

b. (If yes) in which ways did these trends become effective on 

formulation of this policy? 

 

V. Conclusion 

1. Is there anything you would like to add to what we have been talking? Any 

concluding remarks regarding the formulation of this policy? 

 

 

Thank you again for participating in this interview and contributing to my 

research as your participation will be very crucial for this study. 

 

End Time: _____________ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



334 
 

 

APPENDIX F 

 

Turkish Version of Interview Schedule  
 

Görüşme Formu 

 

Araştırmanın Başlığı:  

Türkiye ve A.B.D.’nin Wisconsin Eyaletinde Eğitim Politikası Açısından Gündem 

Belirleme Dinamikleri ve Politika Oluşturma Süreci: Karşılaştırmalı Bir Çalışma 

 

Sayın 

 

Ben Orta Doğu Teknik Üniversitesi Eğitim Bilimleri Bölümü Eğitim Yönetimi ve 

Planlaması programı doktora öğrencisi Filiz Keser. Doktora çalışmam, Türkiye 

ve A.B.D.’nin Wisconsin Eyaleti’nde eğitim politikaları oluşturma ve eğitim 

politikaları açısından gündem belirleme dinamiklerini karşılaştırmalı olarak ele 

almaktadır. Bu bağlamda A.B.D. Wisconsin Eyaleti için “Öğretmen Eğitimi 

Program Onay ve Lisans Yönetmeliği, PI34” ve Türkiye için “Öğretmenlik 

Kariyer Basamaklarında Yükselme Yönetmeliği” referans alınacaktır. A.B.D. 

kısmı ile ilgili araştırma kısmı tamamlanmış ve gerekli veri toplanmıştır.  

 

Bu çalışmaya katılmayı kabul ettiğiniz ve zaman ayırdığınız için çok teşekkür 

ederim. Bu görüşme, Öğretmenlik Kariyer Basamaklarında Yükselme 

Yönetmeliği’ne ilişkin görüş ve değerlendirmelerinizi ve bu politikanın 

oluşturulma süreçlerini ve sizin bu süreçlerdeki yerinizi paylaşabilmek için iyi bir 

fırsat olabilir. Bu sayede bu çalışma, yazına gündem belirleme ve eğitim 

politikası oluşturulması alanında ciddi katkılarda bulunabilir.  

 

Size görüşmenin süreçleri ve gizliliği ile ilgili bir kaç hatırlamada bulunmak 

istiyorum.  

 

4) Bu görüşme kaydedilecek ve kayıtlar gizli tutulacaktır.  

5) Sadece danışmanım ve tez komite üyelerim kayıtlara ve bu kayıtların 

çözümlemelerine erişebilecektir.   

6) İstediğiniz anda görüşmeyi sonlandırabilirsiniz.   

 

Görüşme veya araştırma ile ilgili başka sorularınız var mı?   

 

Tarih: __________________ 

Başlangıç Zamanı: _____________ 

 

I. Tanımlayıcı Bilgiler 

 

5. Şu an çalıştığınız kurum ve bu kurumdaki göreviniz (pozisyonunuz) 

nedir?   

a. Ne kadar süredir bu kurumda çalışmaktasınız?  
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6. Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği 

tasarlandığında / hazırlandığında siz hangi kurumda görevliydiniz ve 

göreviniz neydi?  

7. Şu anki görevinizdeki görev ve sorumluluklarınız nelerdir, biraz 

bahsedebilir misiniz? 

8. Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği’nin 

oluşturulması ve yasalaştırılması sürecine nasıl katıldınız (dahil oldunuz)?  

a. Bu süreçteki rolünüz tam olarak neydi? 

b. Hangi aşamalarda sürece dahil oldunuz? 

c. Ne kadar süre ile bu süreçte yer aldınız? (Hangi tarihler arasında?) 

  

II. Gündem Belirleme  

6. Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği’nin ortaya 

çıktığı ve tasarlandığı zamanları düşünürseniz, sizce bu politikanın 

çözmeyi amaçladığı sorun(lar) nelerdi? (Yani bu yönetmeliğe niçin 

ihtiyaç duyuldu?) 

a. Bu sorun(lar) Öğretmenlik Kariyer Basamaklarında Yükselme 

Yönetmeliği’nin ortaya çıkmasına nasıl etki etmiştir? Ne 

şekillerde?  

(Alternatif Soru): Bu yönetmeliği gündem maddesi yapan olaylar 

nelerdi? Bu yönetmeliğe ihtiyaç duyulmasına yol açan gelişme ve 

olaylar nelerdi?  

 

7. Bu yönetmelik (politika) ne zaman Milli Eğitim Bakanlığı’nın ve Talim 

Terbiye Kurulu’nun gündemine girmiştir?  

a. Niçin o zaman ortaya çıkmıştır veya gündeme gelmiştir? Neden 

daha önce veya daha sonra değil? 

 

8. Biraz da politikanın oluşturulduğu ortamdan bahsedebilir miyiz? Örneğin; 

a. Türkiye’deki genel politik ortam/durum nasıldı? Politikadaki güç 

dengesini nasıl tanımlarsınız? Ve bunların eğitim politikası 

üzerindeki etkileri nelerdir? 

b. Bahsettiğimiz yönetmeliğin (eğitim politikasının) ortaya çıkmasını 

ve oluşturulma sürecini etkileyen ekonomik etkenler ve koşullar 

var mıydı? Varsa nelerdi? (Örneğin, bütçe kısıntıları, ekonomik 

kriz, bakanlığın mali politikaları) 

c. Peki bu yönetmeliğin ortaya çıkmasını tetiklediğini düşündüğünüz 

sosyal etmenler var mı? Sizce bu eğitim politikasının ortaya 

çıkmasında ve oluşturulmasında önemli rol oynayan sosyal 

etmenler nelerdir? (Örneğin, toplumdaki demografik değişiklikler, 

sosyal hareketler, sendika hareketleri, vb.) 

9. Bu politika ortaya çıktığı sırada, gündem belirleme aşamasında, 

öğretmenlerin görevde yükselme ve kariyer basamaklarına ilişkin 

alternatif başka politikalar var mıydı? Evet ise, bu alternatif politikalardan 

biraz bahsedebilir misiniz?  

a. Bu alternatif politikaların savunucuları/destekçileri kimlerdi?  

b. Sizce neden alternatifler değil de, bu yönetmelik içeriği dikkate 

alındı?  
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10. Eğer cevabınız hayırsa, bu yönetmeliğin farklı uyarlamaları var mıydı? 

Varsa bunlardan biraz söz edebilir misiniz?  

 

III. Anahtar Kişiler / Gruplar 

4. Bu yönetmeliğin tasarım ve oluşturulma sürecinde etkin olarak rol almış 

anahtar kişiler/oluşumlar/kurumlar kimlerdi?  

a. Bu kişiler sürece nasıl dahil olmuşlardı?  

i. Seçimle ya da atama ile?  

ii. İlgili alandaki uzmanlık ve bilgilerine göre 

iii. Çıkar/ilgi grupları? 

b. Bu yönetmeliğin destekçisi olan en önemli kişi ya da gruplar 

hangileriydi?  

i. Bu kişi ya da grupların hangileri asıl (temel), hangileri 

daha tali bir rol üstlendiler? Neden?  

ii. Bu politikadan doğrudan ya da dolaylı etkilenen gruplar 

hangileriydi? 

c. Bu kişi veya grupların Öğretmenlik Kariyer Basamaklarında 

Yükselme yönetmeliğinin oluşturulma sürecine etkisi nasıl 

olmuştur. (Biraz önce sözünü ettiğimiz kişi veya gruplar bu 

politikanın tasarımına ve oluşturulmasına nasıl etki etmiştir?) 

i. Bu kişilerin bu yönetmelik ile ilgili ideolojik ve politik 

duruşları, ilgi ve motivasyonları neydi? Bunlar 

Öğretmenlik Kariyer Basamaklarında Yükselme 

politikasını ne derecede ve nasıl etkilemiştir?  

5. Peki, bu yönetmeliğe karşı çıkan kişi veya gruplar var mıydı?  

a. Varsa, onların bu politika ile ilgili temel argümanları nelerdi?  

b. Neden karşı çıktıklarını düşünüyorsunuz? 

6. Sizce bu yönetmeliğin tasarım ve oluşturulma sürecine dahil edilmemiş 

kişi veya gruplar var mıdır? Varsa kim veya hangi gruplardır?  

a. Bu kişi/grup/kurumların sürecin dışında kalması bu yönetmeliğin 

oluşumunu ve uygulamaya konmasını nasıl etkilemiştir? 

7. Sizce niçin bu sürecin dışında kalmışlardır? 

8. Öğretmenlik Kariyer Basamaklarında Yükselme yönetmeliğini 

oluşturmada anahtar role sahip kişiler sistemli bir şekilde bir araya geldi 

mi?   

a. (Evet ise) Hangi sıklıklarda ve nerede, ne kadar süre ile 

buluşmuşlardır?  

b. (Hayır ise) bu durumun oluşan politika üzerinde ne tür bir etkisi 

olmuştur?  

 

IV.  Politika Oluşturma 

5. Öğretmenlik Kariyer Basamaklarında Yükselme yönetmeliğini oluşturma 

süreci nasıl başladı? 

a. Bu süreci bana kısaca anlatabilir misiniz? Neler oldu? Neler 

yaşandı? 

6. Bu süreci nasıl tanımlarsınız? 

a. Katılımcı, açık ve özgür, müzakereci, tepeden inme, merkezi 

b. Neden böyle karakterize ediyorsunuz? 
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7. Bu yönetmeliğin gerekliliği için ne tür kanıt/dayanak(lar) kullanılmıştır? 

a. Çeşitli çıkar grupları arasında tartışma ve sonunda uzlaşma?  

b. Bilimsel Araştırma? Evet ise hangi araştırma sonuçlarından 

yararlanılmıştır? 

c. Dış ülkelerdeki uygulamalar 

d. Diğer kanıt/dayanaklar?  

 

8. Politika oluşturma sürecinde karşılaşılan en önemli zorluklar ve sorunlar 

nelerdir?  

a. Kaynak yetersizliği, maddi gibi 

b. Sınırlı teknoloji / bilgi / beceri 

c. Zaman   

d. Politik sınırlılıklar / belirsizlikler 

e. Paydaşlarla anlaşma sorunu 

f. Paydaş bilgilendirme 

 

VI. Ulusal ve Uluslararası Koşullar 

4. Türkiye’deki yasama ve politika oluşturma sürecinin ve geleneklerinin 

Öğretmenlik Kariyer Basamaklarında Yükselme yönetmeliğinin 

oluşturulma sürecine etkisi hakkında ne söyleyebilirsiniz?  

a. Sizce bu süreç yönetmeliğin tasarım ve oluşturulmasını 

kolaylaştırıcı mı yoksa zorlaştırıcı mı etkiye sahip olmuştur?  

5. Uluslararası sınav sonuçları, küresel ekonomi, ya da uluslararası 

organizasyonlar gibi ülkemiz dışı koşulların, kişi ve kurumların etkisi 

nedir? Bu etkenlerin yönetmeliğin oluşturulması sürecine etkilerini 

açıklayabilir misiniz?  

a. Öğretmenlik Kariyer Basamaklarında Yükselme yönetmeliğinin 

tasarım ve oluşturulma sürecini etkileyen küresel yönelim /gelişme 

ve olaylar (trendler) var mıydı? 

i. Eğitim 

ii. Ekonomi 

iii. Sosyal 

iv. Politik alanlarda 

b. Evet ise, bu gelişme ve olayların Öğretmenlik Kariyer 

Basamaklarında Yükselme yönetmeliğinin oluşturulması sürecine 

ne tür etkileri olmuştur? 

 

V. Sonuç 

1. Şu ana kadar konuştuklarımıza eklemek istediğiniz bir şey var mı? 

Öğretmenlik Kariyer Basamaklarında Yükselme yönetmeliğinin oluşturulması ile 

ilgili eklemek istediğiniz başka şeyler var mı?  

 

 

Sizin katılımcı olarak bu araştırmada yer almanız gerçekten çok önemliydi. Bu 

çalışmaya katılmayı ve görüşme yapmayı kabul ettiğiniz için teşekkür ederim.  

 

Bitiş Zamanı: _____________ 
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APPENDIX G 

 

IRB Approval from Uni. of Wisconsin-Madison 

 

Notice of Action 
University of Wisconsin–Madison 
Institutional Review Board (IRB) 

 

Principal Investigator: Patricia  Burch 

Department: Educational Policy Studies  

Point of Contact: Filiz  Keser 

Protocol Title: Dynamics of agenda setting and policy formulation in Turkey 

and the state of Wisconsin, the U.S.: A comparative study 

Protocol Number: SE-2009-0217 

IRB: Education Research IRB (Contact: Mike Bingham, 262-9710) 

Committee Action: Approved on: June 08, 2009  Expires: April 26, 2010 

 

We have received the information you sent regarding the above named protocol. This 

information complies with the modifications required by the Institutional Review Board, 

and your protocol is now approved. You may begin collecting data at any time. 

 

Thank you for your cooperation.  

Special Notes or Instructions: This study was approved pursuant to 45 CFR 

46.110(b)(1), expedited categories 6 & 7, pending the receipt of required modifications. 

All modifications have been received, therefore this study now has final approval. 

 ______________________________________________________________________ 

INVESTIGATOR RESPONSIBILITIES: 
 

Unless this protocol is exempt, or the IRB specifically waived the use of written consent, 

an approved consent form that is stamped with approval and expiration dates can be 

found on IRB WebKit.  To find the stamped consent form, go to IRB WebKit at 

https://rcr.gradsch.wisc.edu/irbwebkit/Login.asp. Login and open this protocol 

number.  The link to the consent form can be found on the left side of the page.  All 

copies of the form must be made from this original.  Any changes to the consent form 

must be approved in advance by the IRB. 

Any changes to the protocol must be approved by the IRB before they are implemented. 

Any new information that would affect potential risks to subjects, any problems or 

adverse reactions must be reported immediately to the IRB contact listed above. 

If the research will continue beyond the expiration date indicated above, a request for 

renewal/continuing review must be submitted to the IRB. You must obtain approval 

before the current expiration date. If you do not obtain approval by the expiration date 

noted above, you are not authorized to collect any data until the IRB re-approves your 

protocol. 

Signed consent forms must be retained on campus for seven years following the end of 

the project. 

If you are continuing to analyze data, even though you are no longer collecting data, you 

should keep this protocol active.  

https://rcr.gradsch.wisc.edu/irbwebkit/Login.asp
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APPENDIX H 

 

UNIVERSITY OF WISCONSIN-MADISON 
Research Participant Information and Consent Form 

  

Title of the Study: DYNAMICS of AGENDA SETTING and POLICY 

FORMULATION in TURKEY and the STATE of WISCONSIN, the U.S.: A 

COMPARATIVE STUDY  

 

Dear <Name of the Participant>, 

You are invited to participate in a research study which aims at identifying and 

comparing how educational policies agendas are formed and how educational 

policies are formulated in two different countries (Turkey and the States) which 

have different political, governmental and legislature structures; at the state level 

in the Unites States (Wisconsin) and at the national level in Turkey. Economic, 

social and political influences on policy formulation will be analyzed as well as 

the key actors and decision makers. More specifically this study is a comparative 

research which focuses on dynamics of agenda setting and policy formulation 

processes of recent educational policies, “Teacher’s Professional Development 

Regulation” in Turkey and “Teacher Education Program Approval and Licenses, 

PI34” in the state of Wisconsin, the U.S. through the perceptions of key actors in 

policy making process and other interests groups in education which had an effect 

on the policies aforementioned from a comparative framework. The wider 

context in which the aforementioned policies were formulated will also be 

illustrated, and the effect of each particular context on the agenda setting and the 

formulation process will be analyzed.    

This study will include former and current members of the team which created 

“Teacher Education Program Approval and Licenses, PI34” including legislators, 

legislator staff, executive agency staff and other policy actors from different 

organizations and institutions in Wisconsin, the U.S.  

You have been asked to participate, as you were involved in the development 

process of the policy selected, and you are one of the key informants who can 

provide rich and detailed information about this policy and its formulation 

process.  

If you decide to participate in this research you will be asked to take part in a 

semi-structured interview and to answer questions about agenda setting and 

formulation process of “Teacher Education Program Approval and Licenses, 

PI34”; economic, social and political factors which contributed to the emergence 

and the design; types, roles and influences of the policy actors and policy makers 

and the wider context in which policy making process took place.  

Your participation to interview will last approximately 90 minutes, but its 

duration may be extended if you volunteer to offer additional information and 
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have available time. Audio tapes will be made of your participation to ensure 

obtaining accurate data. 

Anything said in the interviews will be confidential. Every precaution will be 

taken to protect the confidentiality. Tapes will be kept under lock by the 

researcher in a coded way for each participant. Codes will be created by assigning 

a number to each participant so that your name will not be available in anywhere 

on the tapes or the transcriptions of the tapes. Only my advisor and the members 

of my dissertation committee will have access to the tapes and transcriptions.  

The risks of this study are minimal. These risks are similar to those you 

experience when disclosing work-related information to others which may 

include discomfort in disclosing your opinions and views. This discomfort will be 

eliminated by confidentiality as mentioned above.  

There is no direct benefit to participants. Yet, as a key person in this policy, you 

will have opportunity to reflect on your participation, goals, interests and values 

in the agenda setting and the policy formulation process; to share values, insights, 

views and perceptions on this policy process. 

Your participation is completely voluntary. Further, you may discontinue your 

participation at any time. You will not suffer from any loss of benefits if you 

choose not to participate.   

You may ask any questions about the research at any time. If you have questions 

about the research after you leave today you should contact me at (608) 320-6595 

or keser@wisc.edu. You may also contact my supervisor, Professor Patricia 

Burch, in the Department of Educational Policy Studies at the University of 

Wisconsin-Madison at (608) 262-1717 or pburch@wisc.edu.   

If you are not satisfied with response of research team, have more questions, or 

want to talk with someone about your rights as a research participant, you should 

contact the University of Wisconsin – Madison, Education Research and Social & 

Behavioral Science IRB Office at 608-263-2320.  

Your signature indicates that you have read this consent form, had an opportunity 

to ask any questions about your participation in this research and voluntarily 

consent to participate. You will receive a copy of this form for your records. 

Thank you for your time and consideration.  

 

Name of Participant (please print):______________________________  

_______________________________________  _______________ 

Signature  Date 

 

 

 

 

 

mailto:keser@wisc.edu
mailto:pburch@wiesc.edu
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APPENDIX I 

 
Turkish Version of Informed Consent Form 

 
 

Orta Doğu Teknik Üniversitesi  

Gönüllü Katılım Formu 

Çalışmanın Başlığı: Türkiye ve Amerika Birleşik Devletleri Wisconsin 

Eyaleti’nde Eğitimde Politika Oluşturma ve Gündem Belirleme Dinamikleri: 

Karşılaştırmalı Bir Çalışma 

 

Sayın <Katılımcının Adı>, 

Türkiye ve Amerika Birleşik Devletleri gibi politik, devlet ve yasama yapıları 

birbirinden tamamen farklı olan iki ülkede, Türkiye’de ulusal düzeyde, 

Amerika’da ise eyalet düzeyinde, Wisconsin eyaleti çapında, eğitim politikaları 

alanında gündem belirleme ve politika oluşturma süreçlerini analiz edip 

belirlemeyi ve karşılaştırmayı amaçlayan bu çalışmada yer almaya davet 

edilmektesiniz. Bu araştırma çerçevesince eğitim politikası oluşturma sürecine 

etki eden ekonomik, sosyal, ve politik etkenler yanında bu süreçte yer alan 

önemli anahtar kişiler ve karar vericiler de incelenecektir. Bu araştırma 

Türkiye’de “Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği” ve 

Amerika’da, Wisconsin eyaletinde  “Öğretmen Eğitimi Programı ve Lisanları, 

PI34” (Teacher Education Program Approval and Licenses, PI34) eğitim 

politikaları bağlamında bu iki ülkede eğitim politikaları alanında gündem 

belirleme ve politika oluşturma süreçlerini anahtar karar vericilerin ve diğer baskı 

gruplarının bakış açısından ele alan karşılaştırmalı bir çalışmadır. Adı geçen 

politikaların içinde oluşturulduğu daha geniş çevre de betimlenecek ve bunların 

gündem belirleme ve politika oluşturma süreçlerine etkileri yakından 

incelenecektir.  

Bu çalışma Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği’nin 

oluşturulmasında, şekillenmesinde ve yasalaşmasında görev ve söz hakkı alan 

herkesi kapsamaktadır.  

Siz de bu politikanın oluşturulmasına dahil olduğunuz, ve bu konu hakkında 

detaylı ve açıklayıcı bilgi sağlayabilecek anahtar kişilerden biri olduğunuz için bu 

araştırmaya katılmaya davet edildiniz.  

Eğer bana yardımcı olmayı kabul ederseniz, yarı yapılandırılmış bir görüşmeye 

katılmanız ve Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği’nin 

gündem belirleme ve politika oluşturma süreci, bu politikanın oluşturulmasına 

etki eden ekonomik, sosyal ve politik faktörlerin ve bu süreçte yer alan kişi, 

kurum ve kuruluşların türleri ve etkileri ve rolleri, ve politikanın içinde 
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oluşturulduğu geniş çevre ile ilgili bir takımı soruları yanıtlamanız 

beklenmektedir.  

Görüşmenin yaklaşık olarak 90 dakika sürmesi beklenmektedir, ancak bu süre 

sizin verdiğiniz yanıtlara, bizim konuşma tempomuza ve sizin var olan 

zamanınıza bağlı olarak değişebilir. Tüm bilgilerin en doğru ve eksiksiz bir 

şekilde kaydedilmesi için görüşme ses kayıt cihazına kaydedilecektir.    

Görüşme sırasında söyleyeceğiniz her şey gizli tutulacaktır. Bu gizliliğin 

korunması için her türlü önlem alınacaktır. Kaydedilen kasetler ve görüşmelerin 

dökümü şifreli bir şekilde araştırmacı tarafından kilit altında tutulacaktır ve 

sadece araştırmacının danışmanı ve tez komite üyeleri bu kasetlere 

erişebilecektir. Araştırmacı her bir katılımcıya bir kod verecektir ve bütün 

kayıtlarda bu kodlar kullanılacaktır.  

Bu araştırmanın taşıdığı riskler yok denecek kadar azdır. Bu riskler başkalarına 

işiniz ile ilgili bilgileri verdiğiniz zaman karşılaşabileceğiniz risklerle 

eşdeğerdedir, örneğin konu ile verdiğiniz bilgilerden rahatsızlık duymanız gibi.  

Araştırmanın size doğrudan bir getirisi olmayacaktır, ancak Öğretmenlik Kariyer 

Basamaklarında Yükselme Yönetmeliği ile ilgili amaç, ilgi, değer ve 

deneyimleriniz hakkında görüş belirtebileceğiniz bir ortam sağlanması, yine bu 

süreçle ilgili kişisel fikirlerinizi, önerilerinizi, eleştirilerinizi ve algılamalarınızı 

paylaşabilmeniz ve ülkemiz eğitim sistemi açısından önemli olan politika 

geliştirme sürecinin güvenli ve akademik bir şekilde ele alınmasına katkıda 

bulunmak olarak sayılabilir.  

Katılımınız tamamen gönüllülük esasına dayanmaktadır. İstediğiniz anda 

görüşmeyi durdurabilirsiniz. Katılmamayı tercih etmekle her hangi bir şey 

kaybetmeyeceksiniz.  

Araştırma ile ilgili istediğiniz soruyu istediğini anda sorabilirsiniz. Eğer daha 

sonra sorularınız olursa bana 90-312-2104029 nolu telefondan veya 

keser@metu.edu.tr adresinden veya sayın danışmanım Orta Doğu Teknik 

Üniversitesi Eğitim Bilimleri Bölümü öğretim üyesi Prof. Dr. Hasan Şimşek’e  

90-312-2104029 nolu telefondan veya hasan@metu.edu.tr adresinden 

ulaşabilirsiniz. 

Eğer araştırma ekibinin size sağlamış olduğu yanıtlar yeterli olmazsa, araştırma 

ile ilgili soru ve görüşleriniz için Orta Doğu Teknik Üniversitesi, İnsan 

Araştırmaları Etik Komitesi’ne, ueam@metu.edu.tr  adresinden ulaşabilirsiniz. 

Bu formu imzalamanız, formu okuduğunuzu, bu araştırmaya katılımınıza dair her 

türlü soruyu sorma şansınızın olduğunu ve gönüllü olarak araştırmaya 

katıldığınızı belirtir. Bu formun bir kopyasını alabilirsiniz. Bana vakit ayırdığınız 

ve araştırmama katıldığınız için çok teşekkür ederim.  

 

Katılımcının Adı:______________________________  

İmza _______________________________  Tarih _________ 

  

mailto:keser@metu.edu.tr
mailto:hasan@metu.edu.tr
mailto:ueam@metu.edu.tr
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APPENDIX J 

 
Document Analysis Samples  

Wisconsin Sample 
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Turkish Sample 
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APPENDIX K 

 
Summary of Public Hearings held by DPI 

 

Date  Place Support Against For Information Registrations 

March 8 LaCrosse 9 23 9 41 

March 8 Green Bay 8 5 2 15 

March 8 Milwaukee 17 6 10 33 

March 9 Superior 1 0 1 2 

March 10 Madison 14 93 9 116 

March 16 Oshkosh 11 3 3 18 

March 17 Rice Lake 4 7 0 11 

March 18 Meomonie 3 3 3 9 

March 23 Stevens Point 15 10 14 39 

 Written 
Testimony 

4 63 22 89 

 Totals 86 213 73 373 
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APPENDIX L 

 

Curriculum Vitae  

    
 
PERSONAL INFORMATION 
 
Surname, Name: Keser Aschenberger, Filiz  
Nationality: Turkish (TC) 
Date and Place of Birth: 14 February, 1979, Ankara 
email: filizkeser@gmail.com 
 
EDUCATION 
 

Degree Institution   Graduation 
PhD METU, Educational Sciences 2012 
MA Bogazici University, Educational Sciences 2005 
BA Bogazici University, English Language Teaching 2001 
High School Arifiye Teachers’ Anatolian High School 1997 

                              
 
WORK EXPERIENCE 
 

Year Place Enrollment 
2011-  
2008-2009 

University of Vienna 
University of Wisconsin-Madison 

Adjunct Faculty  
Visiting Researcher 

2006-2010 METU, Dept. of Educational Sciences Research Assistant 
2002-2005 Bogazici University, Dept. of Educational 

Sciences  
Research Assistant 

 
 
SELECTED PUBLICATIONS 
 

Keser, F., Akar, H., & Yıldırım, A. (2011).  The role of extracurricular activities in active 

citizenship education. Journal of Curriculum Studies. 43 (6), 809-837, 

DOI:10.1080/00220272.2011.591433.  
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APPENDIX M 

TURKISH SUMMARY 

 

TÜRKÇE ÖZET 

 

TÜRKİYE VE AMERİKA’DA EĞİTİM POLİTİKASI OLUŞTURMA SÜRECİ: İKİ EĞİTİM 

REFORMUNUN KARSILAŞTIRMALI ANALİZİ 

 

 

GİRİŞ 

 

Eğitim ve devlet arasındaki ilişki, Aristo’dan bu yana Batının eğitim ve politika 

geleneklerinde ilgi çekici konulardan biri olmuştur (Kazamias, 2009). Bu ilişkinin doğası 

ve yapısı oldukça fazla incelenmiş ve pek çok araştırmacı tarafından ortaya konulmuştur. 

Bu ilişkiyi tanımlayan en yaygın görüşe örnek olarak Althusser’in ünlü sözü “eğitim 

devletin ideolojik aracıdır” (akt. iç. Kazamias, 2009, s. 166) verilebilir. Genel kabul 

görmüş bu görüş, devletin eğitim sektöründeki merkezi rolünden beslenmektedir. 

Kandel’in (1933) ifade ettiği “her devlet kendi belirlediği ve istediği eğitim sistemine 

sahiptir” (s. 274) görüşü açık bir şekilde eğitim sistemlerini ve amaçlarını belirlemede 

devletin sahip olduğu gücü ortaya koyar. Devlet ve eğitim arasındaki bu sıkı ilişki, 

devletin eğitim üzerindeki artan rolü ve kontrolü yanında 21. yy da eğitime atfedilen 

değer ve önem ile daha da güçlenmiştir. Özellikle sanayileşme, ekonomik kalkınma, 

teknolojik gelişmeler, giderek daha da karmaşıklaşan sosyal yapı sayesinde eğitim, 

kültürel, sosyal, ekonomik ve teknolojik dönüşümün ve gelişimin bir aracı olarak önem 

kazanmıştır (Simons, Olsen, ve Peters, 2009; Taylor, Rizvi, Lingard, ve Henry, 1997; 

Theodoulou, 2002). Günümüz “bilgi toplumunda” ise (Simons vd., 2009, s.10) devlet 

geçmişe oranla daha güçlü bir konumdadır.   Eğitim ise, kendisine atfedilen önem ve 

kritik rolün etkisi ile beraber, devletin sahip olduğu bu güçten hem olumlu hem de 

olumsuz biçimde etkilenmektedir. “21. yy’da devlet okullarının, geçmiş dönemlerdeki 

okullardan çok daha fazlasını başarmaları beklenmektedir” (Heck, 2008, s. 8); okulların 

sorumlulukları sadece okuma-yazma ve hesap yapma öğretmenin çok ötesine geçmiştir.   
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 Bu bağlamda eğitim, özellikle zorunlu eğitim, insanların devlet tarafından 

sağlanmasını bekledikleri kamusal hizmet alanlarından biri olmuştur (Hill, 2005). Devlet 

çeşitli şekillerde: a) doğrudan sağlayıcı, b) bağımsız (kar amacı güden ya da gütmeyen) 

kurumlar tarafından sağlanan hizmetlerin maddi kaynak sağlayıcısı veya c) kar amacı 

güden kurumlar tarafından sağlanan hizmetlerin düzenleyicisi ve denetleyicisi olarak 

eğitimi etkiler ve belirler (Hill, 2005). Modern sanayi toplumlarında devlet bu rollerin 

hepsini üstlenebilir. Ancak, özellikle doğrudan sağlayıcı/planlayıcı rolü diğer kamu 

hizmet alanları yanında eğitimin planlanması ve yönetilmesi görevini devlete yükler. Bu 

anlamda devletin eğitim üzerindeki kontrolü, modern devletin aracı haline gelen ve 

toplumun temel çıkarları ve değer yargıları doğrultusunda eğitim sistemini 

şekillendirmek için kullanılan eğitim politikaları ile sağlanmaktadır. Winch ve Gingell’e 

(2004) göre eğitim politikaları ulusların insan doğasına ve eğitim amaçlarına ilişkin 

görüşlerine dayanır. Eğitim politikaları aynı zamanda bir ulusun küresel güvenliği ve 

sosyo-kültürel ve ekonomik kalkınma konularında kilit bir yere sahiptir. Eğitim 

politikaları eğitim sistemlerini belirleyen temel unsur olduğundan, bir ulusun eğitim 

politikalarını anlamak, o ulusun hem eğitim sistemini hem de sosyo-kültürel ve 

ekonomik yapısını anlamada hayati önem taşır.   

Günlük hayatta sık karşılaşılan bir kavram olan “eğitim politikası,” uzun bir 

süredir eğitim alanyazınında oldukça sık kullanılmaktadır. Eğitim politikası genelde üst 

makamlar tarafından eğitime ilişkin konularda yürürlüğe konulan anlaşılması zor ağır 

metinler olarak anlaşılmaktadır (Schilling, 1980). Ancak, eğitim toplumda var olan bütün 

güçlerin etkisi altında olduğundan (Griffiths, akt. Iannacone, 1967), Fowler’ın (2009) 

ifade ettiği gibi toplumların hem ulusal hem de küresel düzeyde gittikçe karmaşıklaşan 

yapısı ile beraber eğitim politika arenası da daha belirsiz ve az tahmin edilebilir bir 

duruma doğru evrilmektedir.  Bu da eğitim politikası kavramının da belirsiz bir hal 

almasına yol açmıştır. Eğitim politikası, özgün bir sosyo-politik sistemde geliştirilen 

oldukça karmaşık, dinamik ve çok katmanlı bir kavramdır. Eğitim politikası oluşturma 

süreci de, eğitim politikası kavramının kendisi kadar belirsiz ve karmaşık bir süreçtir. 

Rist’in (2000) belirttiği gibi politika alanındaki araştırma yöntemlerindeki ve politika 

oluşturma sürecini ve şartlarını anlamaya yönelik çabalardaki gelişmeler, hem politika 

kavramlarının hem de politika oluşturma sürecinin daha karmaşık bir şekilde ve kısmen 

anlaşılmasına neden olmaktadır.  
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Heck (2008) politika çalışmalarının dört temel amacı olduğunu belirtmiştir: 

- Belirlenen politika problemlerinin çözümünde en iyi ve doğru kararlar 

almaya yardımcı olacak seçenekleri ve alternatif çözüm yollarını belirlemek, 

- Kamu sektöründeki amaç ve değerlerin politikalara dönüştürülme sürecini 

incelemek, 

- Uygulamaya konulan politikaların sonuçlarını ve etkilerini analiz etmek, 

- Farklı politika alternatiflerine yönelik çatışmaları çözmeye yardımcı 

olabilecek veriler üretmek. 

Bu amaçlardan her birini hedef alan politika araştırmaları zamanla farklı 

yaklaşımlar oluşturmuşlardır. Bu yaklaşımlar politika alanyazınında geleneksel olarak 

“politika için analiz” ve “politikanın analizi” şeklinde sınıflandırılmışlardır (Bell ve 

Stevenson, 2000; Dye, 2008; Heck, 2008, Olssen vd., 2004; Simons vd., 2009; Taylor vd., 

1997).  Politika için analiz, politika savunuculuğu (policy advocacy), politika önerilerini 

desteklemek ve çözüm önerileri üretmek ve alternatif öneriler için temel oluşturmak 

adına bilgi ve kanıt sağlamaktır. Heck (2008) bu tür araştırmaların, uygulamadan doğup 

ve sonrasında uygulamayı etkilediklerini belirtmektedir. Öte yandan politikanın analizi 

ise politikayı etkileyen etmenler veya politikanın içinde oluşturulduğu bağlam üzerine 

odaklanarak politikaların analiz edilmesidir. Politikanın analizi daha akademik ve kuram 

temellidir ve Heck’in de ifade ettiği gibi “akademik disiplinden beslenir ve sonuçları yine 

akademik disiplinlerin bilgi birikimine katkıda bulunur” (s. 11).  

Politika araştırmalarındaki bu çeşitli kavramsal çerçeveler 1960’larda politika, 

sosyoloji, davranış bilimleri ve eğitim bilimleri gibi bilimsel disiplin alanlarının eğitim 

politikası oluşturma sürecini araştırmaya başlaması ile birlikte değişmeye ve 

çeşitlenmeye başlamıştır (Heck, 2008). Ancak, eğitim politikaları araştırmaları hem 

nicelik hem de nitelik bakımından tartışmaya açıktır ve bu alanda özellikle görgül 

çalışmaların eksikliği konusunda genel bir kanı vardır (Ball, 1990; Raab, 1994; Simons 

vd., 2009). Buna ek olarak Amerika ve İngiltere dışındaki ülkelerde eğitim politikası 

araştırmaları oldukça azdır (Bell ve Stevenson, 2000; Keating, 2008). Keating (2008) 

“Avrupa Birliği ülkelerinde eğitim politikası oluşturma yolları hakkında çok az araştırma 

olduğunun” (s. 403) altını çizmektedir. Raab (1994) bu alandaki araştırmaların bu kadar 

az olmasını, “eğitimin ulus, toplum ve bireyler açısındaki önemi ve kültürel üretim, 

kültürel transfer ve yeniden üretimdeki temel araç olması dikkate alındığında, eğitimde 
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politika araştırmalarının ihmal edilmesi hem talihsiz hem de ironik bir durum” (s.22) 

olarak ortaya koymaktadır.  

Eğitim politikaları alanındaki araştırmalar sadece nicelik açısından değil, aynı 

zamanda yapılan araştırmaların niteliği noktasında da eleştirilmektedir (Ball, 1990; 

Berkhout ve Wielemans, 1999). Bell ve Stevenson (2000) eğitim politikası 

araştırmalarına yönelik parçalı yaklaşımları “analiz için açık bir şekilde belirlenmiş bir 

çerçeve içinde politika sürecini güçlü bir şekilde açıklamayı başaramadıkları” nedeni ile 

eleştirmişlerdir. Gupta (2000) ve Rui (2007) politika araştırmalarını “dört görme engelli 

ve fil” durumu ile örneklendirmişlerdir; farklı açılardan politika oluşturma süreçlerini 

inceleyen araştırmacılar, ancak kısmi bir sonuç elde etmişlerdir. Oysa politika sürecinin 

tamamını anlamak bütünsel bir yaklaşım gerektirir. Bunlara ek olarak eğitim politikası 

analizi alanında pozitivist çalışmalar hakim durumdadır (Lather, 2006; Rist, 2000). Oysa 

nitel araştırmalar da eğitim uygulamalarının geliştirilmesinde en az pozitivist gelenek 

kadar etkili olabilir (Rist, 2000). Schilling’in (1980) belirttiği gibi “politikaların 

derinlemesine ve kapsamlı bir şekilde anlaşılması, politika oluşturma süreçleri hakkında 

bilgi sahibi olmayı gerektirir” (s. 51). Bu bağlamda, bu araştırma Türk ve Amerikan 

eğitim sistemlerindeki politika oluşturma süreçlerinin analizine odaklanmıştır.  

 

Araştırmanın Amacı 

Bu araştırmanın amacı Türkiye ve Amerika Birleşik Devletleri’ndeki eğitim 

politikası oluşturma süreçlerini, temel politika yapıcılarının algıları ve sistemlerdeki 

farklılıklar ve benzerlikler çerçevesince karşılaştırmalı bir şekilde analiz etmektir. Daha 

geniş bir çerçevede, bu çalışmada özellikle eğitim alanındaki belirli konuların, 

hükümetlerin gündemlerine nasıl yerleştiği, bu konuların nasıl eğitim politikalarına 

dönüştüğü ve politikaların hangi şartlarda, bağlamda ve kimler tarafından yapıldığı 

incelenmiştir. Araştırma özellikle öğretmen eğitimi ve mesleki gelişimine yönelik 

politikaların (Öğretmenlik Kariyer Basamaklarında Yükselme Yönetmeliği-ÖKBY ve 

Wisconsin, Amerika’da Öğretmen Eğitimi Program Onay ve Lisans Yönetmeliği-PI34) 

gündem belirleme ve politika oluşturma dinamikleri üzerine odaklanmıştır. Bu amaca 

yönelik olarak aşağıdaki araştırma sorularına yanıt aranmıştır: 

1) Türkiye ve Wisconsin Eyaleti’nde (ABD) ÖKBYY ve PI34’ün politika reformları 

olarak ortaya çıkmasına yol açan nedenler nelerdir? 

2) ÖKBYY ve PI34 ne tür bir politik, ekonomik ve sosyal bağlamda ortaya çıkmıştır? 
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3) Bu politikaların oluşturulmasında hangi kişi ve gruplar etkin rol oynamıştır; bu 

kişi ve grupların politika oluşturma sürecine ne gibi etkileri olmuştur? 

4) Bu politikaların oluşturulma süreci Türkiye ve Wisconsin Eyaleti’nde (ABD) nasıl 

gerçekleşmiştir ve bu sürecin doğası ve yapısı nasıldır? 

5) Ülkelerin politik ve yasal sistemleri politikaların gündem belirleme ve 

oluşturulma süreçlerini nasıl etkilemiştir?   

6) Türkiye ve Wisconsin Eyaleti’ndeki (ABD) politika oluşturma süreçlerinin 

benzerlikleri ve farklılıkları nelerdir? 

 

Araştırmanın Önemi 

Bu çalışmanın amacı, Türk ve Amerikan eğitim sistemlerinde eğitim politikası 

oluşturma süreçlerini, nitel araştırma deseni ile kuramsal açıdan karşılaştırmalı ve 

kapsamlı bir biçimde analiz etmektir. Karşılaştırmalı bir çalışma yapılmasının nedeni her 

bir politika oluşturma sisteminin eksiklikleri ve güçlü yanları ile benzerliklerini ve 

farklılıklarını çoklu bir yaklaşımla ve farklı çerçevelerden incelemek ve sistemlerde 

karşılaşılabilecek olası sorunlara çözümler ya da açıklamalar getirebilmektir. 

Karşılaştırmalı eğitim alanyazınında ülkeler arasında çok büyük farklılıklar olmasına 

rağmen, benzerliklerin de bulunduğu üzerinde görüş birliğine varılmıştır. Diğer ülkelerle 

olan farklılıklar ve benzerliklerin ortaya konulması ya da diğer ülke sistemlerinin 

karşılaştırılması, ülkelerin kendi sistemlerine ilişkin farklı anlayışların geliştirilmesi ve 

sistemlerin daha iyi anlaşılması bakımından önemlidir (Bray, Adamson ve Mason, 2007). 

Karşılaştırmalı eğitim alanının kurucularından kabul edilen Sadler (1964) yabancı eğitim 

sistemlerini analiz etmenin kendi eğitim sistemimizi anlamadaki değerine ve önemine 

dikkat çeker. Politika araştırmaları açısından “karşılaştırmalı kamu politikaları 

çalışmaları, farklı hükümetlerin neden, niçin, nasıl ve ne gibi etkilerle belirli şeyleri 

gerçekleştirip diğerlerini gerçekleştirmediklerini karşılaştırmak sureti ile kamu 

politikalarının araştırılmasında farklı yaklaşımlar içerir” (Simons vd., 2009, s.12). 

Karşılaştırmalı analizin amaçlarından biri olan “tanıdık olanı yabancı, yabancı olanı 

tanıdık hale getirmek” (Bray vd., 2007, s. 377) bu çalışmanın da altında yatan 

amaçlardan biridir. Ayrıca, Türk ve Amerikan eğitim sistemlerini karşılaştırmalı olarak 

inceleyen araştırma sayısı oldukça azdır.  

 Türkiye ve Amerika’nın karşılaştırılacak ülkeler olarak seçilmesinin temel nedeni 

eğitim yönetimi sistemlerinin tamamen farklı olmasıdır: Amerika’da eğitim sistemi 



352 
 

oldukça adem-i merkeziyetçi bir yapıda iken, Türkiye tam aksine oldukça merkeziyetçi 

bir yapı sergiler (Silman ve Şimşek, 2007). Aynı zamanda bu iki ülke farklı yönetim 

paradigmalarına sahiptir; Amerika’da Anglo-Sakson geleneği hakimken, Türkiye de 

Napolyonik (Bonapartist) gelenek yerleşmiştir.  Bu nedenle farklı yönetim gelenekleri 

içinde farklı şekillerde örgütlenmiş eğitim sistemlerine karşılaştırmalı bir şekilde 

bakmak, her iki ülkedeki politika oluşturma süreçlerinin ve eğitim uygulamalarının 

iyileştirilmesine katkıda bulunacak ve farklı uygulamaların ve deneyimlerin 

geliştirilmesine olanak sağlayacaktır.  

 Bunlara ek olarak, Türkiye’de eğitim politikaları alanında özellikle politika 

oluşturma süreçlerini analiz eden bir çalışma bulunmamaktadır. Bu nedenle bu 

araştırma Türkiye’deki eğitim politikası alanyazınında bir boşluğu dolduracaktır. Özellikle 

politika ve uygulama arasındaki sorunların belirlenmesinde okul reformlarının daha iyi 

anlaşılması ve analiz edilmesi noktasında, hem kuramsal hem de uygulama da eğitim 

politikası alanına katkıda bulunacaktır. Buna ek olarak, makro düzeyde eğitimde politika 

oluşturma sürecinin ve genel eğitim sisteminin sorunlarını ortaya koyacak ve gelecekteki 

politika ve reform uygulamalarına yönelik uyarılar ve öneriler sağlayacaktır.  Özellikle 

bakanlıkta belirlenen ve yasalaştırılan politikaların okul düzeyinde uygulamadaki başarı 

ve başarısızlıklarını açıklama açısından ipuçları ortaya koyacaktır (Madsen, 1994).  

 

ALANYAZIN TARAMASI 

 
Bu çalışmanın alanyazın taramasında  ele alınan konular şunlardır: 

1) Politika, kamu politikası ve eğitim politikası kavramları 

2) Politika oluşturma sürecinin araştırılmasında kullanılan modeller ve yaklaşımlar 

3) Politika basamakları modeli 

4) Politika aktörleri 

5) Politika alanı 

6) Eğitimde politika oluşturma süreci ile ilgili ulusal ve uluslararası araştırmalar   

 

YÖNTEM 

Araştırma Deseni  

Bu çalışmada nitel bir araştırma yöntemi olan karşılaştırmalı durum analizi 

yöntemi kullanılmıştır. Bu çalışmanın yapısı ve amaçları; iki farklı doğal ortamda oluşan 

olguları ele alması, eğitim politikası oluşturma süreçlerini ve bu süreçlerin hangi 
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ortamlarda, kimler tarafından oluşturulduğunu incelemesi, politikaların ve süreçlerin, 

politika aktörlerinin algı ve bakış açıları çerçevesinde analiz edilmesi, verilerin, politika 

aktörleri ile derinlemesine görüşme ve yine politika aktörleri tarafından oluşturulan 

metin ve dokümanların analizi yolu ile toplanması ve toplanan verinin tümevarım 

yaklaşımı ile analiz edilmesi, nitel araştırma modelinin uygulanmasını gerekli kılmıştır.  

Durum analizi yöntemi, “bir yerin, bir konunun, bir olayın ya da bir belgenin 

ayrıntılı bir şekilde incelenmesi” (Bogdan ve Biklen, 1998, s.54) olarak tanımlanabilir. 

Patton’un (2002) belirttiği gibi durum bir kişi, bir olay, bir program, bir örgüt, bir zaman 

dilimi, bir grup veya bir toplum olabilir. Durum analizi, politikayı ve politika süreçlerini 

derinlemesine analiz etmedeki etkililiği nedeniyle politika araştırmalarında en çok 

kullanılan araştırma desenlerinden birisidir (Heck, 2008). Bu çalışmada iki farklı 

ortamda, iki farklı politikayı ele alan çoklu ve karşılaştırılmalı durum analizi kullanılmıştır 

(Heck, 2008; Merriam, 1988).  Her iki ülkeden öğretmenlerin profesyonel eğitimi ve 

kariyer gelişimini hedefleyen bir eğitim reform girişimi; Türkiye’de Öğretmenlik Kariyer 

Basamakları Yönetmeliği (2005) ve Wisconsin, Amerika’da Öğretmen Eğitimi Program 

Onay ve Lisans Yönetmeliği (PI34, 2000) örnek durum olarak analiz edilmiştir. Örnek 

durumlar a) politika türü (öğretmenlerin kariyer gelişimini hedef alan eğitim politikaları); 

b) coğrafi konum (Türkiye ve Wisconsin, Amerika); c) zaman (sadece politikaların fikir 

olarak doğmasından resmi olarak yayınladıkları zamanı kapsaması); ve d) kuramsal 

önerme (politika basamakları modeli içerisinde, bu çalışma gündem belirleme ve politika 

oluşturma süreçlerini kapsar, uygulama ve değerlendirme aşamaları çalışmaya dahil 

edilmemiştir) bakımlarından sınırlandırılmıştır (Heck, 2008).  Örnek durumların 

özellikleri karşılaştırmalı olarak tablo 3.2 de verilmiştir.  

 

Tablo 3.2 

ÖKBYY ve PI34 Politikalarının Genel Özellikleri 
 

 Türkiye Wisconsin 

Politikanın resmi 
adı 

Öğretmenlik Kariyer 
Basamaklarında Yükselme  

Öğretmen Eğitimi Program Onay ve 
Lisansları [Teacher Education 
Program Approval and Licenses] 

Politikanın türü Yönetmelik İdari kanun 

Yılı  2005 2000 

Kimin tarafından 
çıkarıldığı 

Milli Eğitim Bakanlığı Wisconsin Kamu Eğitim Bölümü 
[Department of Public Instruction] 
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Tablo 3.2 (devam) 

Amaçları -Öğretmenlerin sosyal ve 
ekonomik statüsünü iyileştirmek 

- Öğretmenlerin profesyonel 
gelişimini düzenlemek ve kariyer 
olanakları sağlamak 

 

- Eğitimci hazırlama ve lisans 
sürecini yeniden yapılandırmak 

- Öğretmen standartlarını 
geliştirmek 

- Performansa dayalı 
değerlendirme sistemini 
düzenlemek  

-Meslekte ilerlemek için kariyer 
basamakları oluşturmak 

Öğretmen Kariyer 
Basamakları 

1) Öğretmen 

2) Uzman Öğretmen  

3) Başöğretmen 

1) Aday Eğitimci 

2) Profesyonel Eğitimci 
[Professional educator] 

3) Uzman Eğitimci [Master 
educator] 

Öğretmenlik lisansı 
ve kariyer gelişimi 
için öngörülen 
kriterler 

Uzman ve başöğretmen kariyer 
basamakları için ulusal sınav 

veya 

Uzman öğretmenlik için eğitim 
bilimlerinde yüksek lisans, 
Başöğretmenlik için doktora 
yapmış olmak.   

Profesyonel gelişim planı 
[Professional development plan 
(PDP): Öğrenci çalışmalarından 
örnekler, öğrenci başarı 
göstergeleri, takip edilen müfredat, 
üniversitede alınan dersler, ve 
gerçekleştirilen eylem araştırmaları 
ve sonuçlarından oluşan bir 
bireysel gelişim dosyası 

Lisans Süresi Öğretmen: Kadrolu devlet 
memuru-süresiz 

Uzman öğretmen: Kadrolu devlet 
memuru-süresiz 

Başöğretmen: Kadrolu devlet 
memuru-süresiz 

Aday öğretmen: 3-5 yıl 
(yenilenemez) 

Profesyonel eğitimci: 5 yıl 
(yenilenebilir) 

Uzman eğitimci: 10 yıl (isteğe bağlı) 

 

Veri Kaynakları 

Durum analizi desenine ve araştırmanın amacına uygun olarak; “veri 

çeşitlemesi” sağlayabilmek için iki temel veri kaynağı kullanılmıştır: derinlemesine 

görüşme ve doküman analizi.  

 Derinlemesine görüşme, örnek politikaların oluşturulmasında aktif rol almış 

politika aktörleri ile “onların yaşadıkları deneyimi ve o deneyime yükledikleri anlamı” 

(Seidman, 2006, s. 9) anlayabilmek için gerçekleştirilmiştir. Katılımcılar belirlenen 

ölçütlere uyan örneklem içinden amaçlı örnekleme yöntemi ile çalışmaya dahil 

edilmişlerdir. Amaçlı örnekleme, çalışmaya ilişkin en doğru ve zengin bilgi ve deneyime 

sahip anahtar kişiler üzerine odaklanır (Miles ve Huberman, 1994; Patton, 2002; Ritchie 
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ve Lewis, 2003). Bu çalışmada anahtar kişileri belirlemede ve seçmede kartopu/zincir 

örnekleme yöntemi kullanılmıştır. Kartopu/zincir örnekleme yöntemi bu konu hakkında 

“kim en çok bilgi sahibidir?” sorusu ile başlar ve görüşülen her katılımcı aracılığı ile yeni 

bireylere ulaşılır (Patton, 2002). Bu çalışmada katılımcıların belirlenmesinde ve 

seçilmesinde 4 ölçüt uygulanmıştır: katılımcıların doğrudan politika oluşturma sürecinde 

yer almış olması, farklı gruplardan katılımcıların olması, katılımcıların erişilebilir ve 

gönüllü olması. Wisconsin’de Kamu Eğitimi Bölümü’nde görevli bir memur, Türkiye’de 

ise Talim Terbiye Kurulu eski başkanı zinciri başlatan katılımcılar olmuşlardır. Bu sayede 

her iki ülkeden farklı grup ve kurumlardan yedi katılımcı ile görüşülmüş ve böylece 

maksimum çeşitliliğe ulaşılmaya çalışılmıştır.  

Tablo 3.3 Wisonsin’de görüşülen katılımcıların, Tablo 3.4 ise Türkiye’de 

görüşülen katılımcıların politika oluşturulduğu zamanki kurumlarını ve görevlerini 

göstermektedir.   

 

Tablo 3.3 

Wisconsin’deki Katılımcılar, Kurumları ve Görevleri 
 

 

Sonuç olarak, bu çalışmanın katılımcıları farklı kurum ve kuruluşlardan, sözü 

edilen politikaların oluşturulmasında yer almış 14 politika aktöründen oluşmuştur. 

 

 

 

 

 

Kurum Görev 

Kamu Eğitim Bölümü  -- Eyalet Eğitim Müdürü [State Superintendent]  

(DPI) -- Öğretmen Eğitimi ve Lisans Daire Başkanı  

Yasama -- Senatör, Eğitim Komitesi Başkanı  

 -- Wisconsin Yasama Kurulu Yasal Danışmanı 

Sendika -- Wisconsin Education Association Council (WEAC) Sendikası 
Profesyonel Gelişim ve Eğitim Politikası Birimi Başkanı  

Yüksek Öğretim -- Alverno Öğretmen Koleji Eğitim Fakültesi Dekanı ve Standartlar 
ve Değerlendirme Çalışma Grubu Lideri  

Özel Okullar -- Madison Katolik Okulları Genel Müdür Yardımcısı ve PI34 
uygulama grubu üyesi  



356 
 

Tablo 3.4 

Türkiye’deki Katılımcılar, Kurumları ve Görevleri 
 

 

  Araştırmanın ikinci veri kaynağı ise örnek politikalarla ilgili birincil ve ikincil 

dokümanlar olmuştur. Bogdan ve Biklen (1998) dokümanları üç ana grupta toplamıştır: 

a) kişisel dokümanlar, b) resmi dokümanlar ve c) popüler kültür dokümanları. Bu 

çalışmada kullanılan dokümanların hemen hepsi, gazete haberleri hariç, resmi 

dokümanlardır. Türkiye’de Milli Eğitim Bakanlığı Öğretmen Yetiştirme ve Hizmet-içi 

Eğitim Genel Müdürlüğü arşivlerinde, Wisconsin’de ise Kamu Eğitimi Bölümü 

arşivlerinde politikalarla ilgili bütün dokümanlar taranmış, ayrıştırılmış, sınıflandırılmış 

ve sonrasında amaçlı örnekleme yöntemi ile en fazla bilgiyi içeren belgeler seçilmiştir. 

Arşivlerden alınan resmi yazışmalar, politika metninin farklı versiyonları, toplantı 

kayıtları, mektuplar ve e-mail çıktıları ve resmi raporlara ek olarak, anayasa, mevzuat, 

politika ile ilgili hazırlanan görüş ve raporlar, meclis toplantı tutanakları, istatistikler, 

özellikle Türkiye için Milli Eğitim Şura raporları, uluslararası örgütlerin Türkiye ile ilgili 

raporları ve her ülkede politikalarla ilgili çıkan haberler bu çalışmada kullanılan belge ve 

dokümanlar olmuştur. Toplamda 500 sayfadan fazla doküman toplanmış ve analiz 

edilmiştir. Dokümanlar özellikle görüşmeler sonrasında kalan boşlukları doldurmakta 

çok değerli ve zengin veri sağlamıştır.  

 

Veri Toplama Yöntemi ve Süreci 

 Araştırmacı veri toplama sürecine 2008 yılında Amerika’da başlamıştır. Yoğun 

bir alanyazın taraması ardından Kasım 2008-Şubat 2009 arasında görüşme formu 

geliştirilmiştir. Yarı-yapılandırılmış olarak oluşturulan form, eğitim politikaları alanında 

Kurum Görev 

Milli Eğitim Bakanlığı -- Öğretmen Yetiştirme ve Hizmet-içi Eğitim Genel Müdür 
Yardımcısı  

 -- Personel Genel Müdürü  

 -- Öğretmen Yetiştirme ve Hizmet-içi Eğitim Genel Müdürlüğü 
Daire Başkanı, yönetmeliği geliştiren komitenin başkanı  

Talim Terbiye Kurulu -- Kurul Başkanı 

 -- Mevzuat Daire Başkanı  

-- Daire Başkanı  

Sendika  -- Önde gelen sendikalardan birinin başkanı  
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uzman akademisyen ve eğitimcilerin geçerlik konusunda görüşleri ve değerlendirmeleri 

alınarak hazırlanmıştır. Görüşme formunun en son versiyonu beş ana kısımdan 

oluşmaktadır: katılımcıların demografik bilgileri, gündem belirlemeye ilişkin sorular, 

politika aktörlerine ilişkin sorular, politika oluşturma sürecine ilişkin sorular ve son 

olarak politika bağlamı. Yarı yapılandırılmış görüşme formunda bu beş başlık altında 

toplam 20 açık uçlu soru bulunmaktadır.  

 Görüşme formunun geliştirilmesinden sonra Wisconsin Üniversitesi-Madison 

Etik Kurulu’na başvuru süreci başlamıştır. Mayıs 2009’da Etik Komite onayının 

alınmasının ardından veri toplama sürecine geçilmiştir. Doküman analizi için arşiv 

çalışmaları ve görüşmeler eş zamanlı yürütülmüştür. Görüşme için katılımcılar ilk etapta 

DPI’da görevli bir memurun yardımı ile ulaşılmıştır. Ulaşılan politika aktörlerinin hepsi 

görüşmeye katılmayı kabul etmişlerdir. Haziran-Ağustos 2009 arasında altı politika 

aktörü ile yüz yüze, kendi ofislerinde veya DPI binasında bir toplantı odasında, bir 

katılımcı ile de telefonda görüşülmüştür. Görüşmeler ortalama bir saat sürmüştür. 

Katılımcılardan gönüllü katılım formu alınmış ve bütün görüşmeler katılımcıların onayı 

alınarak ses kayıt cihazı ile kaydedilmiştir.  

 Çalışmanın Türkiye kısmı, görüşme formunun Türkçeye çevrilmesi ile 

başlamıştır. Görüşme formunun Türkçe versiyonu yine politika alan yazınına hakim 

akademisyenler ve eğitimciler tarafından değerlendirilmiştir. Daha sonra ODTÜ İnsan 

Araştırmaları Etik Kurulu’ndan araştırma onayı alınmış ve veri toplama sürecine 

geçilmiştir. Türkiye’de üst düzey bürokratlara ulaşmada birçok sıkıntı yaşanmış bu da 

veri toplama sürecini uzatmıştır. Kasım 2009’da başlayan veri toplama süreci Mart 2010 

yılında tamamlanmıştır. Bu süre içerisinde Milli Eğitim Bakanlığı’ndan, Talim Terbiye 

Kurulundan ve sendikadan toplam yedi katılımcı ile yüz yüze görüşmeler 

gerçekleştirilmiştir. Sendika üyesi dışındaki tüm görüşmeler Ankara’da katılımcıların 

ofislerinde gerçekleştirilmiştir. Bir bürokrat dışında diğer bütün görüşmelerde 

katılımcılar ses kayıt cihazının kullanılmasına onay vermişlerdir. Çalışmanın temel 

doküman ve belgeleri ise 2009 yılının Aralık ayında iki yarım günlük çalışma sonucu 

Öğretmen Yetiştirme ve Hizmet-içi Eğitim Genel Müdürlüğü ve Müsteşarlık arşivlerinden 

üniversite aracılığı ile resmi izinler alındıktan sonra derlenmiştir.  
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Veri Analizi  

Doküman ve görüşmelerden elde edilen veriler Nvivo 8 nitel veri analizi 

programı yardımı ile ‘içerik analizi’ yöntemi ile herhangi bir kod listesi kullanmadan 

tümevarım yaklalaşımı ile dört aşamada analiz edilmiştir: görüşme metinlerin ayrıntılı 

bir şekilde okunarak birinci seviye kodların çıkarılması, daha sonra bu kodların 

birbirleriyle ilişkilerine göre ikinci seviye (kategoriler) kodlar altında toplanması, ikinci 

seviye kodların (kategorilerin) benzerlik ve farklılıklarının saptanarak, birbiriyle ilişkili 

olan kodları anlamlı bir şekilde bir araya getirebilecek temaların belirlenmesi, kodların 

ve temaların yeniden gözden geçirilerek organize edilmesi. Daha sonra dokümanlar, 

görüşmelerden elde edilen kodlar ışığında yine içerik analizi yöntemi ile analiz edilmiştir. 

Bu süreç, her bir örnek durum için ayrı ayrı gerçekleştirilmiştir. Bu analizlerden sonra 

her iki örnek durumun kodları ortak temalar çerçevesinde karşılaştırılmıştır. Hem 

politika sürecinin karmaşık yapısı, hem de büyük miktarlardaki veri ve karşılaştırmalı 

analiz nedeniyle veri analizi oldukça uzun sürmüştür ve kodlar, kategoriler ve temalar 

birkaç kez yeniden organize edilmiş ve sınıflandırılmıştır. Veri analizi sonucunda Tablo 

3.6‘da görülen temalar ve alt kategoriler ortaya çıkmıştır. 

 

Tablo 3.6 

Verilerden Elde Edilen Kodlar, Kategoriler ve Ana Temalar  
 

PI34 - Wisconsin ÖKBYY- Türkiye 

Tema 1: Politika Bağlamı 

--Politika bağlamı --Politika bağlamı 
--Politika dinamikleri --Politika dinamikleri 
--Politik kültür --Politik kültür 

--Ekonomik bağlam --Ekonomik bağlam 
--Sosyal bağlam --Sosyal bağlam 
--Ulusal bağlam --Uluslararası bağlam 
--Uluslararası bağlam   

Tema 2: Politika Problemi – Politikanın Gündemde Belirmesi  

              -- Wisconsin’deki politika problemi  --Türkiye’deki politika problemi 
--Eğitim kalitesine yönelik 
endişeler 

--öğretmenlerin sosyal ve 
ekonomik statülerinin 
düşük olması 

--Var olan sertifikasyon 
sisteminden duyulan 
memnuniyetsizlik 

--öğretmenlik mesleğinin 
durağan yapısı  

-- Wisconsin’de Politika Fırsat 
Penceresi  

-- Türkiye’de Politika Fırsat 
Penceresi 
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Tablo 3.6 (devam) 

--Öğretmen eğitimi ve 
lisanslarının yeniden 
yapılandırılmasına ilişkin ulusal 
girişim  

--Güçlü tek parti iktidarı 

--Değişime hazır olma ve 
değişime yönelik toplumsal 
baskı 

 

--Liderlik  

Tema 3: Politika Aktörleri - Dramatis Personae 

--Politika aktörleri grupları ve rolleri --Politika aktörleri grupları ve 
rolleri 

--Devlet aktörleri --Devlet aktörleri 
--Sivil toplum aktörleri --Sivil toplum aktörleri 
--Politika oluşturma 
sürecinin kapsayıcılığı 

--Politika oluşturma 
sürecinin kapsayıcılığı 

--Politika aktörlerinin gündem ve 
ilişkileri 

--Politika aktörlerinin 
gündem ve ilişkileri 

--Politika aktörlerinin 
amaçları 

--Politika aktörlerinin 
amaçları 

--Politika aktörleri arasındaki 
ilişkiler 

--Politika aktörleri 
arasındaki ilişkiler 

Tema 4: Politika Oluşturma Sürecinin Yapısı ve Doğası  

--Politika oluşturma sürecinin 
basamakları 

-- Politika oluşturma 
sürecinin basamakları 

--Ön değerlendirme --Politika metninin 
oluşturulması 

--Politika metninin 
oluşturulması 

--Diyalog  
 

--Diyalog  
--Güçlendirme ve yasalaştırma 

--Güçlendirme ve 
yasalaştırma 

--Kısıtlamalar ve zorluklar --Kısıtlamalar ve zorluklar 
--PI34’ün oluşturulma sürecinin 
doğası 

--ÖKBYY’in oluşturulma 
sürecinin doğası 

             --İşbirliği   
              --Anlaşmazlıkları gidermek  

Tema 5: Politik ve Yürütmeye İlişkin Yapının Politika Oluşturma Üzerindeki Etkileri  

-- Wisconsin’in politik ve yürütmeye 
ilişkin yapısının politika oluşturma 
üzerindeki etkisi 

-- Türkiye’nin politik ve 
yürütmeye ilişkin yapısının 
politika oluşturma 
üzerindeki etkisi 

--Çift meclis sistemi --Tek parti hükümeti 
--Adem-i merkeziyetçilik --Bürokratik yapı 
--Kanun yapıcılar --Katılım eksikliği 
--Kapsayıcı sistem  
--Federal hükümet  
--Genel kanun yapma sistemi  
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BULGULAR 

Bu çalışmanın amacı, Türkiye ve Amerika Birleşik Devletleri’ndeki eğitim 

politikası oluşturma süreçlerini, temel politika yapıcılarının algıları ve sistemlerdeki 

farklılıklar ve benzerlikler çerçevesince karşılaştırmalı bir şekilde analiz etmektir. Daha 

geniş bir çerçevede, bu çalışmada özellikle eğitim alanındaki belirli konuların, 

hükümetlerin gündemlerine nasıl yerleştiği, bu konuların nasıl eğitim politikalarına 

dönüştüğü ve politikaların hangi şartlarda, bağlamda ve kimler tarafından yapıldığı 

incelenmiştir. Çalışmanın sonucunda örnek durumlara özgü veri temelli bazı kavram ve 

temalar ortaya çıkmıştır. Bulgular, eğitim politikası oluşturma süreçlerinin her iki ülkede 

de oldukça karmaşık ve politika bağlamını belirleyen çeşitli etmenlerin etkisi altında 

olduğunu göstermiştir. 

Politikalar belirli bir bağlam ve ortam içinde oluşturulur ve içinde bulundukları 

bu bağlamdan oldukça fazla etkilenir. Üstelik politikanın içinde oluşturulduğu bağlam 

tek katmanlı veya basit yapılı değil, pek çok farklı bağlamın bir araya gelmesi ile oluşur. 

Bu araştırmanın temel sorularından biri, örnek durum olarak analiz edilen politikaların 

nasıl bir ortamda ve hangi etkiler altında oluşturulduğuna ilişkindir. Dokümanlar ve 

görüşmeler sonucunda ÖKBYY’nin nasıl bir ortamda oluşturulduğu ve şekillendirildiği 

sorusunun cevabı ortaya çıkmıştır. Veriler ÖKBYY’nin politik alan, politik kültür, 

ekonomik, sosyal ve uluslararası bağlam etmenlerinin birbiri ile etkileşerek 

şekillendirdikleri bir ortamda oluşturulduğunu göstermiştir. Ancak özellikle politik alan 

ve dinamikleri ÖKBYY’nin oluşturulmasında en etkili rolü oynamıştır. Politik alan, 2002 

seçimlerinde başa gelen AKP hükümeti tarafından şekillendirilmiştir. %34.3 oy oranıyla 

meclisteki 550 sandalyenin 363’ünü kazanan AKP hükümeti uzun süredir devam eden 

koalisyon hükümetlerinin ardından ülkeye siyasi istikrar ve reform paketleri getirmiştir.  

Hem yasama hem de yürütme gücünün ellerinde olması ve zayıf muhalefet nedeni ile 

AKP, oldukça güçlü ve hırslı bir yasama faaliyetine girişmiş ve ardı ardına radikal 

reformlar uygulamaya koymaya başlamıştır. ÖKBYY de bu reform uygulamalarından 

biridir. Bu nedenle, AKP’nin güçlü bir tek parti iktidarı kurması, ÖKBYY’nin 

oluşturulmasında kolaylaştırıcı ve süreci harekete geçiren bir rol oynamıştır (Mazzoni, 

1994).  

Öte yandan katılımcılar tarafından tanımlanan politik kültür, daha çok 

bürokratik bir bakış açısı sergilemektedir. O dönemki politik atmosfer katılımcılar 

tarafından bürokratik kültürün bütün devlet kurumlarına işlediği, bazı grupların, 
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sorgulamadan her şeye muhalefet olması veya bazı grupların hiç bir şeye muhalefet 

olmaması yanında şüphe ve güvensizlik dolu olarak betimlenmiştir. Araştırma bulguları, 

bürokratik kültürün parçası olan altlar ve üstler arasında emir-komuta zincirinin ve 

bütün iletişimin yazılı gerçekleştirilmesinin, aşırı hiyerarşik ve aynı zamanda partizan 

yapının, ÖKBYY üzerinde sınırlayıcı ve kısıtlayıcı etkiye sahip olduğunu göstermiştir. 

Özen’in (1996) çalışması Türk bürokrasisine ilişkin benzer sonuçlar ortaya koymuştur, bu 

nedenle Milli Eğitim Bakanlığı’ndaki (MEB) bürokratik kültürün, aşırı merkeziyetçi, kapalı 

ve kalıplaşmış genel bürokratik anlayışın (Şahin, 1998) yansıması olduğunu söylemek 

yanlış olmaz.    

Görüşme ve doküman analizi, ülke genelinde yönetimin demokratik olmadığı ve 

sivil toplumun politika oluşturma sürecine katılmadığı bir politik kültürün hakim 

olduğunu ortaya koymuştur. Uzun yıllardır tartışılan aşırı güçlü devlet ve zayıf sivil 

toplum, devletin mutlak otoritesini sorgulayacak muhalefetin eksikliği ve sivil toplumun 

hareket alanının olmaması, sivil toplum örgütleri (STÖ) arasında ve STÖ’lerin devletle 

işbirliği eksikliği, daha önce pek çok araştırma tarafından gösterilmiştir (Çarkoğlu ve 

Cenker, 2011; CIVICUS, 2012; Emre, 2002; EC, 2008, 2012; ICNL, 2012; Tessler ve 

Altınoğlu, 2004; Toksöz, 2004; Toros, 2007). Bu bağlamda güçlü devlet ve zayıf sivil 

toplumun  oluşturduğu devlet kurumları dışındaki paydaşların sisteme katılmaması 

olgusu ÖKBYY’ini  olumsuz etkilemiştir. Verilerin analizi sonucu, ÖKBYY’nin politika 

sürecine dahil olan veya etki eden herhangi bir STÖ tespit edilmemiştir.  

Sosyo-ekonomik açıdan belirleyici olan kritik bir etmen gözlenmemiştir. Sadece 

öğretmenlerin toplumdaki sosyal statülerini kaybettikleri ve öğretmenlik mesleğinin 

cazip bir meslekten çıkıp, “bir şey olamazsam öğretmen olurum” anlayışı ile seçilen ve 

genelde güvenli bir kariyer imkanı sağladığı için seçilen bir meslek haline dönüşmesi 

katılımcılar tarafından ifade edilmiştir. Buna ek olarak öğretmen maaşlarının OECD 

ülkelerine kıyasla oldukça düşük olması da ÖKBYY’nin oluşturulmasında etkili olmuştur. 

Ancak, ekonomik bağlamı asıl şekillendiren AKP’nin neo-liberal ekonomik politikaları 

temel olan ekonomik reformlarıdır. Bu reformlar kamu sektörlerinin özelleştirilmesini ve 

piyasalaştırılmasını hedef alır (Ercan, 1999; Gök, 2004). Özellikle eğitim sektörünün 

özelleştirilmesi ve öğretmenlerin sözleşmeli hale getirilmesi ve öğretmen 

değerlendirmelerinin performansa dayalı yapılması Acil Eylem Planında açıkça ifade 

edilmiştir. Dolayısı ile ÖKBYY makro düzey ekonomi politikalarından dolaylı şekilde 

etkilenmiştir.     
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 Uluslararası bağlamın, PISA sınavlarının, Dünya Bankası ve IMF’in ve Avrupa 

Birliği’nin ÖKBYY’nin geliştirilmesine herhangi bir etkisi olmadığını söylemek 

mümkündür. Ancak UNESCO’nun 1966 yılında yayınladığı Öğretmenlik Statüsü Tavsiyesi 

Raporu, yönetmelik geliştirilirken baz alınmıştır. Bununla beraber, görüşmeler ve 

incelenen dokümanlar sonucu Amerika ve Avrupa’da bazı ülkelerin öğretmenlik kariyer 

ve profesyonel gelişim sistemlerini inceledikleri ortaya çıkmıştır. Dolayısı ile, kariyer 

basamakları yapısının bir başka ülkeden alındığını ve Türkiye’ye uygulamaya çalıştığını 

söyleyebiliriz, her ne kadar hangi ülkeden ve neden alındığı verilerde ortaya çıkmasa da! 

 Wisconsin’deki politika bağlamına baktığımızda ise 1993-2000 yılları arasında 

politik alandaki dinamiklerin, politik kültürün, sosyo-ekonomik etmenlerin ve ulusal 

bağlamın bir araya gelerek ve etkileşerek karmaşık ve çok katmanlı bir politik bağlam 

oluşturduğunu görebiliriz. Politik alan hem yasama hem de yürütme kanadında ideolojik 

bir denge ile belirlenmiştir. Daha önce tamamen demokratların hakimiyetinde olan 

yasama gücü, PI34’ün geliştirildiği yıllarda Temsilciler Meclisi Cumhuriyetçilerin 

çoğunluğa sahip olması ile değişmiştir. Senato’da ise Demokratlar çoğunluklarını 

korumuşlardır. Yürütme kanadında ise eyalet Valisi cumhuriyetçi, eğitimde eyaletin en 

güçlü adamı olan Eğitim Genel Müdürü (State Superintendent) ise demokrat görüşe 

sahipti. Bu denge politika oluşturma sürecinde, özellikle de Vali ve Eğitim Genel Müdürü 

arasında çatışmaları da beraberinde getirmiştir.(Brown, 2008). Ancak PI34’ün 

oluşturulmasında daha önce yaşanan çatışmalar gözlenmemiştir.  

 Öte yandan Wisconsin’in politik kültürü katılımcılar tarafından olgun demokrasi, 

yerel kontrol ve yönetim yanında politika yapma sürecine sivil katılım ile tanımlanmıştır. 

Amerika’da yapılan araştırmalar politik kültürün politika yapma sürecini ve eyaletler 

arasındaki farklılıkları açıklamada güçlü bir etmen olduğunu göstermiştir (Anderson, 

2006; Febey & Seashore Louis, 2008; Marshall, Mitchell, & Wirst, 1989). Elazar’ın (1984) 

ünlü çalışması, Wisconsin’in politik kültürünü “ahlaki” [moralistic] olarak betimlemiştir. 

Bu araştırma da benzer sonuçlar ortaya koymuştur.  Katılımcıların gözünde 

Wisconsin’de politik alan herkesin katılımına açık, katılımcı, demokratik ve olumlu 

devlet ve devlet memurları imajına sahiptir.  

 PI34’ün ekonomik bağlamı iki temel belirleyici tarafından şekillendirilmiştir: 

Cumhuriyetçilerin bütçe kısıntısı talepleri ve eğitim bütçesi üzerindeki sıkı kontrol ve 

PI34’ün öğretmen yetiştiren yüksek öğretim kurumları ve yerel okul yönetim bölgelerine 
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getirdiği ilave maddi yük. Ancak bu sorunlar DPI’ın PI34’ü yeni bir bütçe kalemi olarak 

değil, var olan bütçenin farklı bir şekilde dağıtılması olarak yansıtılmasıyla çözülmüştür.  

 PI34’ü etkileyen sosyal bağlam ise eğitime atfedilen önem, halkın, eğitimin 

kalitesine ilişkin gittikçe artan endişeleri ile belirlenmiştir. Özellikle öğrencilerin test 

sonuçlarının giderek düşmesi, eğitim sisteminin değişmesi gerektiği düşüncesini 

doğurmuştur. Standardizasyon ve hesap verilebilirlik politikaları da PI34 ile hemen 

hemen aynı dönemde hissedilen değişim ihtiyacı ile ortaya çıkmıştır. Hem 

cumhuriyetçiler hem de demokratlar, eğitim sisteminin değişmesi gerektiğine inanmış, 

bu da sistem üzerinde bir baskı oluşturmuştur. Ancak katılımcılar sadece politikacıların 

değil, eğitimcilerin de bu değişimden yana olduğunu ifade etmiştir. Değişime bu şekilde 

açık olmak, PI34’ün oluşturulmasını olumlu yönde etkilemiştir. Ancak Wisconsin bu 

değişim rüzgarını tek başına yaşayan bir eyalet olmamıştır. Federal düzeyde gerçekleşen 

öğretmen standartları ve performansa dayalı değerlendirme çalışmalarına Wisconsin 

Eğitim Bölümü de en üst düzeyde katılmış ve federal düzeyde alınan kararları eyalet 

düzeyine taşımış ve uygulamaya koymuştur. Dolayısı ile federal bağlamın da PI34’ün 

oluşturulması üzerinde kolaylaştırıcı ve tetikleyici rol oynadığı söylenebilir.  

 Yukarıda betimlenen politika bağlamları içinde oluşturulan ÖKBYY ve PI34’ün 

çözmeyi hedeflediği temel sorunlar ise bir başka tema olarak ortaya çıkmıştır. 

Türkiye’de eğitimde var olan pek çok sorun arasında ÖKBYY, öğretmenler ve 

öğretmenlik mesleği ile doğrudan ilişkili iki temel problemi çözmek için oluşturulmuştur: 

öğretmenlerin sosyo-ekonomik ve profesyonel statülerinin düşük olması ve devlette 

ömür boyu kadrolu olunmasının getirdiği öğretmenlik mesleğinin durağan ve mesleki 

gelişime kapalı konumu. Bu sorunlar 2002’den çok daha önceleri de pek çok kez 

gündeme getirilmiş olsa da, daha önceki hükümetler döneminde, bu sorunların 

çözümüne yönelik somut adımlar atılamamıştı. AKP döneminde ise bu sorunların Acil 

Eylem Planına alınması ile bir anda hükümetin karar gündemine girmiş ve çok kısa süre 

içinde bu sorunların çözümüne yönelik olarak ÖKBYY çıkarılmıştır. Bu sorunlar halk ya da 

sivil toplum tarafından değil, üst düzey AKP yöneticileri veya danışmanları tarafından 

tanımlanmış ve Acil Eylem Planına alınmıştır. Halktan bu sorunların çözümüne ilişkin 

herhangi bir talep gelmemiştir. Bu politika problemlerinin neden ve nasıl 2002’de 

hükümetin karar gündemine alındığı sorusunun cevabı görüşme ve dokümanlardan elde 

edilen veriler ışığında ve Kingdon’ın (2002) Politika Fırsat Penceresi modeli ile 

açıklanmaya çalışılmıştır. Kingdon (2002) herhangi bir kamu politikası sorununun 
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devletin karar gündemine girebilmesi için politika problemi ve olası çözümler (kamu 

politikası akışı) ile uygun bir politik ortamın (politika akışı) aynı anda uygun olması 

durumunda açılan kamu politikası fırsat pencerelerinden geçebilmesi gerektiğini 

savunmuştur. ÖKBYY için fırsat penceresinin açılmasına sadece politik akış, AKP’nin tek 

başına ezici bir çoğunlukla iktidar olması neden olmuştur.  

Wisconsin’de ise katılımcılar PI34’ün çözmeyi hedef aldığı iki temel sorun 

tanımlamıştır: düşen eğitim ve öğretmen kalitesinden halkın duyduğu endişe ve 

öğretmen yetiştirme, lisans verme ve yenileme uygulamalarının yetersiz ve eksik 

bulunması. Bu sorunlar oldukça uzun süre kamu gündeminde yer almış, basında sıkça 

üzerinde durulmuştur. Araştırma verileri bu sorunların elitler tarafından değil, halk, 

medya ve yasama ve yürütme organlarındaki yetkililer tarafından ortaklaşa 

tanımlandığını göstermiştir. Özellikle öğretmen eğitimi ve lisans uygulamaları daha önce 

de değiştirilmeye çalışıldıysa da, o dönemki girişimler başarısızlıkla sonuçlanmıştır. 

PI34’ün başarılı bir şekilde yürütme organlarının karar gündemine alınması ise 

Kingdon’ın (2002) politika fırsat penceresinin açılması ile mümkün olmuştur. Fırsat 

penceresinin açılmasını sağlayan gelişmeler ise problem akışı-kamunun eğitimin ve 

öğretmenlerin kalitesine ilişkin duyduğu endişe; politika akışı-federal düzeyde başlayan 

öğretmen yetiştirme ve mesleki gelişim yapılarının yeniden tanımlanmasına çalışılan 

öğretmen standartları akımı ve politik akış-John Benson’un Eğitim Genel Müdürü 

olması. Diğer iki akışın uzun bir süredir devam etmesine rağmen John Benson’ın eğitim 

bölümünün başına geçmesi ile en uygun durum yakalanmıştır. Tablo 5.1. ÖKBYY ve 

PI34’ün politika problemlerini karşılaştırmalı olarak göstermektedir.  

Bu şekilde hükümetlerin karar gündemine giren politika problemleri, bir sonraki 

aşamada politik aktörler tarafından önce politika önerilerine sonra da politika 

metinlerine dönüştürülür ve yasalaştırılır. Politika aktörleri, değer yargıları, bilgileri, 

deneyimleri, kültürleri ve ideolojileri ile politikanın oluşturulma sürecinde doğrudan etki 

ederler. Görüşme ve doküman analizleri ÖKBYY yönetmeliğinin geliştirilmesinde aktif rol 

almış bir takım anahtar kişi ve kurumları ortaya çıkarmıştır. Buna göre ÖKBYY’ini 

oluşturan aktörlerin tamamı kamu kurum ve kuruluşlarından gelen politik ve bürokratik 

elitlerdir. ÖKBYY Milli Eğitim Bakanlığı içerisinde sadece bakanlık personelinin katılımı ile 

oluşturulmuştur. 
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Tablo 5.1. 

Türkiye ve Wisconsin’deki Politika Problemlerinin Karşılaştırmalı Özeti  
 

 Politikalar 

Boyutlar CLT PI34 

Problemin derinliği: Dar  Geniş  
Problemin kim tarafından 
tanımlandığı: 

Az sayıda devlet görevlisi ve 
politik elitler  

Çok ve çeşitli politik 
aktörler 

Harekete geçirilen 
gündemler: 

Hükümet ve karar  Kamu, hükümet ve karar  

Konunun görünebilirliği: Düşük, sadece devletin içinde, 
medyada sınırlı görünüm  

Yüksek, halk ve medya 
ilgisi  

Fırsat penceresi: Politik akış: AKP’nin tek başına 
iktidar olması  

Politik akış: Eğitimin liderlik 
koltuğundaki değişim 
Politika: öğretmen 
standartlarına yönelik 
federal girişim 
Problem: Eğitimin ve 
öğretmenlerin giderek 
azalan kalitesi  

 

 MEB temel birimleri olan Öğretmen Yetiştirme ve Hizmet-içi Eğitim Genel 

Müdürlüğü başta olmak üzere Personel Genel Müdürlüğü, Strateji Geliştirme Başkanlığı, 

Hukuk Müşavirliği ve Talim Terbiye Kurulu kurumsal düzeyde sürece katılan aktörler 

olmuşlardır. Ayrıca toplam 22 farklı MEB birimi de yazılı görüş bildirilmesi yoluyla sürece 

dahil olmuştur. Kişi düzeyinde ise yukarıda adı verilen birimlerden seçilen üst düzey 

yöneticilerle tepeden inme bir şekilde bir komite oluşturulmuştur. Bu komiteye seçilen 

bürokratlar, konu ile ilgili uzmanlıkları nedeniyle değil, tamamen birimlerdeki 

pozisyonlarından dolayı komiteye atanmışlardır.  Bu nedenle komite üyelerinin politika 

oluşturma sürecine katılımları gönüllü değil, görev gereğidir ve kendilerine emir komuta 

zinciri ile katılımları tebliğ edilmiştir. Komite aldıkları her karar için üstlerin onayını 

almak durumunda kalmıştır. MEB birimleri dışında Maliye Bakanlığı, Başbakanlık 

Personel Dairesi Başkanlığı, Öğrenci Seçme Yerleştirme Merkezi, ve diğer bazı ilgili 

bakanlıklar kendilerini ilgilendiren konularda yazılı görüş bildirmişlerdir. Aktörler arası 

iletişim tamamen resmi yazışmalarla sürdürülmüştür. Hem görüşme hem de doküman 

analizi sonuçları birkaç toplantı dışında adı geçen politika aktörleri ile yüzyüze 

toplantılar düzenlenmediğini göstermiştir.  

 ÖKBYY’nin aktörleri açısından en çarpıcı bulgu, politika oluşturma süreçlerine 

öğretmen yetiştiren yüksek öğretim kurumlarından, sendikalardan, diğer eğitim 

örgütlerinden veya sivil toplum kuruluşlarından herhangi bir şekilde katılım 

olmamasıdır. Veri analizi sonucunda Türkiye’nin beş büyük eğitim sendikası temsilcileri 
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ile bir kez bir araya gelindiği görülmüş, ancak  bu toplantının sonuçlarının ne olduğuna 

dair ya da sendikaların görüş ve önerilerine dair herhangi bir veri bulunamamıştır. 

Böylece öğretmenlerin mesleki gelişimlerini ve iş yaşamlarını doğrudan etkileyecek bir 

politikanın oluşturulma sürecine ne öğretmenler, ne de öğretmen yetiştiren kurumlar 

etki edememiş ve sürecin tamamen dışında kalmışlardır. Ülkenin politik arenasında 

hakim olan zayıf sivil toplum sorunu, ÖKBYY girişiminde de ortaya çıkmıştır. Demokratik 

ve katılımcı politika oluşturma süreçleri bakımından böyle bir politikada öğretmenlerin 

ve diğer eğitim örgütlerinin sürece dahil edilmemesi önemli bir eksikli olarak ortaya 

çıkmaktadır. ÖKBYY’nin oluşmasında anahtar rol oynayan aktörler ve sürece etkileri 

Tablo 5.2’de sunulmuştur.  

 

Tablo 5.2 

ÖKBYY’nin Oluşturulmasında Rol Alan Aktörler ve Sürece Etkileri  
 

Etki Grubu Aktörler 

Sürecin merkezindekiler MEB 
Öğretmen Yetiştirme ve Hizmet-içi Eğitim Genel Müdürlüğü 
Personel Genel Müdürlüğü 
Politikayı oluşturan komite (bireysel düzey) 

Merkeze yakın olanlar  Strateji Geliştirme Başkanlığı 
Hukuk Müşavirliği 

Sürecin uzağında olanlar Talim Terbiye Kurulu 
Diğer MEB birimleri 
Maliye Bakanlığı 
Başbakanlık Personel Dairesi Başkanlığı  

Sürece zaman zaman 
dahil olanlar 

Öğrenci Seçme ve Yerleştirme Merkezi 
Diğer bakanlıklar 

Unutulmuş aktörler Sendikalar  
Eğitim örgütleri 
Eğitim Fakülteleri 
Sivil toplum örgütleri 

 

Politikaların geliştirildiği bağlam her iki ülkede de politik, ekonomik, sosyal ve 

uluslararası etmenler yanında politika yapıcıların kültür, değer yargıları, inançları, 

deneyimleri ile sayıları ve türleri tarafından örülmüş ve bu etmenler tarafından 

belirlenmiştir. Öğretmenlik Kariyer Basamakları Yönetmeliği çerçevesinde Türkiye’deki 

eğitim politikası oluşturma süreci politik, bürokratik, doğrudan, politik oyunlar ve 

politika yapıcılar arasında ciddi çatışmalar içermeyen, ancak yine de kapalı ve kısıtlı, 

tepeden inme, hükümet merkezli ve elitist olarak tanımlanabilir. Bununla birlikte 

Wisconsin’deki eğitim politika oluşturma süreci farklı yönetim seviyelerine dağılmış, 
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birbiri ile rekabet eden çok sayıda ve çeşitli paydaşların ve baskı gruplarının yer aldığı, 

mutabakat ve katılıma dayalı çoğulcu geleneğin bir örneği olarak betimlenmiştir.   

 Araştırma bulguları, Wisconsin’de PI34’ün geliştirilmesinde rol alan aktörlerin 

hem sayı hem de çeşit bakımından Türkiye’den farklılaştığını göstermektedir. Görüşme 

ve doküman analizleri, toplumun ve eğitim alanın farklı kesimlerinden, farklı kurum ve 

kuruluşlardan çok sayıda aktörün çeşitli şekillerde PI34’ün oluşturma sürecine katıldığını 

ortaya koymuştur. Politika aktörleri kamu kurumları ve öğretmen yetiştiren yüksek 

öğretim kurumları ile sivil toplum örgütleri olarak iki temel grupta toplanabilir. Kamu 

kurumları ve kamuda görevli kişiler Wisconsin Kamu Eğitimi Bölümü, Temsilciler Meclisi 

ve Senato Eğitim Komiteleri, Wisconsin Eğitim Genel Müdürü ve Kamu Eğitim Bölümü 

Öğretmen Eğitimi ve Lisans Daire Başkanı olarak ortaya çıkmıştır. Bu grubun içinde 

sürece en çok etki eden kişi Eyalet Eğitim Müdürü olmuştur. Hem sürecin 

başlatılmasında ve yönetilmesinde, hem de paydaşlarla olan ilşikilerin ve politik 

dengelerin sağlanmasında öne çıkan isim olmuştur. Bununla beraber, Eyalet valisi aynı 

dönemde oluşturulan diğer eğitim politikalarında anahtar ve lider rolü oynamış olsa da 

(Brown, 2008), PI34’ün oluşturulma sürecine bir etkisi olmamıştır.  

Öğretmen yetiştiren yüksek öğretim kurumları ise özellikle sürecin en başından 

itibaren aktif bir şekilde PI34’ün temellerini atma noktasında belirleyici olmuşlardır. 

Eğitim çıkar grupları da başta sendikalar ve eğitim yönetici örgütleri olmak üzere politika 

oluşturma sürecine kendi çıkarları ve amaçları doğrultusunda etki etmişler ve süreci 

etkilemeyi başarmışlardır. Özellikle sendikanın gücü ve eğitim yöneticileri örgütleri ile 

yaşadıkları çatışmalar süreci ciddi anlamda etkilemiştir. Eğitim çıkar grupları dışında halk 

da  Eyalet Eğitim Bölümü (DPI) ve Meclislerin Eğitim Komisyonlarınca düzenlenen halka 

açık toplantılar vasıtası ile sürece birebir katılmışlar ve PI34’ün lehine veya aleyhine fikir 

bildirmişlerdir. Özellikle bu toplantılara ait kayıtlar, katılımın oldukça yoğun olduğunu 

göstermiştir.  

PI34’ün oluşturulma süreci bu farklı kesimlerden ve kurum ve kuruluşlardan 

gelen aktörlerin arasındaki karmaşık ilişki ağı ile örüntülenmiştir. PI34’ü geliştiren 

aktörlerin çok sayıda eğitim çıkar grubu temsil ettiği; bütün politika aktörlerinin sürece 

olumlu katkıda bulunduğu ve politika aktörlerinin süreci ciddi şekilde etkilediği 

anlaşılmaktadır. Bu sürecin en belirgin özelliği sürece katılan sivil toplum örgütlerinin ve 

çıkar gruplarının sayısındaki ve çeşitliliğindeki fazlalık ve bu aktörlerin süreci yoğun bir 

şekilde etkilemeleri olmuştur. PI34’ün oluşmasında anahtar rol oynayan aktörler ve 
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sürece etkileri Tablo 5.3’te Marshall ve diğerlerinin 1985’de yaptığı araştırma ile 

karşılaştırmalı olarak sunulmuştur.  

 

Tablo 5.3 

Wisconsin’deki PI34 Reformunun Politika Aktörleri ve Sürece Etkileri 

Etki Grubu PI34 Politika Aktörleri (2000) Marshall vd. 1985 

Sürecin 

merkezindekiler 
Eyalet Eğitim Müdürü   Eyalet Eğitim Müdürü   

 
Eyalet Kamu Eğitim Bölümü  Öğretmen örgütleri 

(Sendikalar)  
 

Öğretmen Eğitimi ve Lisans 
Daire Başkanı 

Vali ve eyalet  yöneticileri 

Merkeze yakın 

olanlar 
Öğretmen yetiştiren yüksek 
öğretim kurumları   

Yasama üyeleri  (bireysel) 

 Okul Bölge Yöneticileri Örgütü 
(WASB) 

Eğitim çıkar grupları (toplu etki) 

 
Eğitim komite başkanları 
(Temsilciler Meclisi ve Senato) 

Yasama üyeleri (toplu etki)   

  Okul bölge yöneticileri örgütleri 

Sürecin uzağında 
olanlar  

Eğitim Bölge Müdürlükleri 
[CESA] 

Eğitim yöneticileri örgütleri           

 Vali Yasama çalışanları 

 Okul Yöneticileri Derneği  

Sürece zaman 
zaman dahil 
olanlar 

Halk ve bireysel vatandaşlar  Eğitim dışı STÖ’ler 

Diğer eğitim örgütleri  Federal politika yaptırımları 

Veli-Öğretmen Derneği [PTA] Halk 

Unutulmuş 
aktörler 

Özel firmalar ve eğitim 
dışındaki diğer sivil toplum 
kuruluşları 

Diğer [PTA] 

Mahkemeler 

  Eğitim araştırma kurumları  

  Eğitim materyali üreticileri 

   

 

Politika metninin oluşturulması (formülasyon), politika yapma sürecinin kalbi 

olarak kabul edilebilir. Bu aşamada, tanınan ve tanımlanan problemlere önerilen 

çözümlerden biri metne dönüştürüler. Politika metnini oluşturma oldukça karmaşık, 
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politik ve değerler çatışmasına sahne olan bir süreçtir. Bu araştırma, her iki örnek olayın 

oluşturulma süreçlerinin yapısına ve doğasına ilişkin bilgileri açığa çıkarmıştr.  

Görüşme ve doküman analizinden elde edilen sonuçlar, ÖKBYY’nin politika 

oluşturma sürecinin Thomas (2001) tarafından belirlenen basamaklara: ön 

değerlendirme, diyalog, politika metninin oluşturulması, güçlendirme ve yasalaştırma 

gibi ayrılabileceğini göstermiştir. ÖKBYY politika oluşturma süreci benzer basamaklar 

ancak farklı bir sıra ile gözlenmiştir: politika metninin oluşturulması, diyalog ve 

yasalaştırma. Bu kısma ait en dikkat çekici bulgu, ön değerlendirme basamağı 

gerçekleştirilmeden, politika önerisi enine boyuna ayrıntılı bir biçimde tartışılmadan, 

politika önerisine temel sağlayacak bilimsel veri ve destek sağlanmadan doğrudan 

politika metninin oluşturulmasına geçilmiştir. Politikayı oluşturan bürokrat elitler bu 

konuda herhangi bir çalışma yapmamıştır. Bu da ÖKBYY’nin bilimsel tabandan ve 

bilimsel veri desteğinden yoksun bir şekilde oluşturulmasına ve uygulamaya 

konulmasına neden olmuştur. Ayrca politik bir elit grup tarafından tanımlanıp, Acil 

Eylem Planına dahil edilen ve sorumluluğu MEB’e verilen ÖKBYY, bu nedenlerle daha 

bilimsel bir çerçevede eğitim sistemine katkı yapacak bir reformdan ziyade, daha çok bir 

zorunluluk, tepeden inme bir şekilde bürokratlar tarafından oluşturulması emredilen bir 

yönetmelik olarak işlem görmüştür ve metnin oluşturulması süreci de bu zorunluluk 

durumundan oldukça etkilenmiş, ÖKBYY’nin kavramsal bir çerçeveye oturtulmadan 

diğer eğitim sorunları ve konuları ile ilişkilendirilmeden geliştirilmesine neden olmuştur. 

Bunlara ek olarak, diyalog basamağında sadece MEB birimleri ve bir kaç ilgili bakanlıkla 

diyalog kurulmuş, bu birimlerin görüşleri yazılı olarak istenmiş, politika metni herhangi 

bir şekilde açık bir toplantıda paydaşlara sunulmamıştır.  

Wisconsin’de de Thomas’ın (2001) ortaya çıkardığı basamaklar, bir basamağın 

yerinin farklı olması dışında aynen gözlenmiştir. PI34’ün oluşturma sürecinde diyalog 

basamağı politika metninin tamamlanmasından sonra gerçekleşmiştir. Ön 

değerlendirme süreci oldukça uzun sürmüş ve iki ayrı dönemde çok sayıda öğretmen, 

yönetici, diğer paydaşlar ve akemisyenlerden oluşturulan iki ayrı çalışma grubu politika 

önerisinin bilimsel uygulamaya dönük temellerini atmaya çalışmışlardır. 1994-1997 

yılları arasında devam eden çalışmalar sonucu PI34’ün dayandığı ilkeler ve temeller ve 

kısmen de içeriği verilerle desteklenerek şekillendirilmiştir. Daha sonraki aşamada ise 

yine baskı ve çıkar gruplarının katılımı ile çalışma gruplarının ortaya koyduğu ilkeler ve 

metnin yapısı ve içeriğine ilişkin önerileri politika metnine dönüştürülmüştür. Diyalog 
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aşamasında  PI34’ün politika metni herkesin görüşleri sunmasına imkan verecek şekilde 

açık bir şekilde kamuoyu ile paylaşılmıştır. Dahası hem Eyalet Eğitim Bölümü hem de 

meclislerin eğitim komiteleri tarafından eyaletin hemen her tarafında düzenlenen halkın 

katılımına açık toplantılarda masaya yatırılmış ve ilgili paydaşların ve halkın görüşleri, 

eleştirileri, değerlendirmeleri ve önerileri derlenmiş ve bu dönütler ışığında politika 

metni defalarca yeniden düzenlenmiştir. Paydaşların politika metni üzerinde yaşadıkları 

anlaşmazlıklar ve çatışmalar tarafların taviz vermeleri ve orta yolda buluşmaları 

nedeniyle, politika metni yasama sürecine ulaşmadan sona erdirilmiştir. Görüşme ve 

doküman analizinden elde edilen veriler ışığında PI34’ün politika oluşturma süreci 

diyalog, işbirliği, taviz ve tartışarak anlaşma yoluna gidilmesi ile  tanımlanabilir. Metnin 

oluşturulması süresi sonunda hem sendika hem de okul bölgeleri yöneticileri ve okul 

yöneticileri PI34 üzerinde uzlaşmışlardır.  

 

SONUÇ ve ÖNERİLER 

 

Sonuç olarak, politikaların geliştirildiği bağlam her iki ülkede de politik, 

ekonomik, sosyal ve uluslararası etmenler yanında politika yapıcıların kültür, değer 

yargıları, inançları, deneyimleri ile sayıları ve türleri tarafından örülmüş ve bu etmenler 

tarafından belirlenmiştir. Öğretmenlik Kariyer Basamakları Yönetmeliği çerçevesinde 

Türkiye’deki eğitim politikası oluşturma süreci politik, bürokratik, doğrudan, politik 

oyunlar ve politika yapıcılar arasında ciddi çatışmalar içermeyen, ancak yine de kapalı ve 

kısıtlı, tepeden inme, hükümet merkezli ve elitist olarak tanımlanabilir. Bununla birlikte 

Wisconsin’deki eğitim politika oluşturma süreci farklı yönetim seviyelerine dağılmış, 

birbiri ile rekabet eden çok sayıda ve çeşitli paydaşların ve baskı gruplarının yer aldığı, 

mutabakat ve katılıma dayalı çoğulcu geleneğin bir örneği olarak betimlenmiştir.   

Araştırma sonunda elde edilen bu bulgulara dayanarak  hem uygulamaya hem 

de araştırmaya yönelik bir takım önerilerde bulunulmuştur. Özellikle Türkiye’de ortaya 

çıkan bürokrasi temelli, tepeden-inme, elitist, çoklu düşünceye ve önerilere ve eğitim 

paydaşlarının katılımına kapalı kapalı olarak tanımlanan politika oluşturma sürecinin  

tamamen değişmesi gerekmektedir. Bu değişim ciddi bir şekilde MEB’in yönetim ve 

düşünce yapısının, mevzuat oluşturma ve yasal düzenlemelerle beraber yeniden 

yapılandırılmasını gerektirir. Toksöz’ün (2004) de belirttiği gibi Türkiye’de politika 

oluşturma sürecine sivil katılımı sağlamak, öncelikle bu katılımı garanti altına alan bir 
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yasal düzenleme ile mümkün olabilir. Bu nedenle MEB hem aşırı merkeziyetçi bürokratik 

yapısını hem de mezvuat oluşturmanın yasal çerçevesini değiştirmek zorundadır. Ancak 

o zaman gerçekten katılımcı ve çoğulcu bir şekilde kamu politikaları paydaşlarla ve sivil 

katkılarla oluşturulabilir. 

Araştırma bulguları eğitim alanındaki sivil toplum örgütlerinin oldukça güçsüz ve 

yetersiz olduğunu da ortaya koymuştur. Tabiki buradaki zayıflık iki taraftan 

kaynaklanmaktadır. Devletin sivil toplum örgütlerine yeterli hareket alanı bırakmaması 

ve eğitimle ilgili olan sivil toplum kuruluşlarının bir kaç sendika ve düşünce kuruluşu 

dışında “etliye sütlüye” karışmadan kendi alanlarında sessizce hareket etmeleri ve  

kesinlikle birbirleri ile işbirliği içine girerek hükümet üzerinde baskı kurma 

çalışmamalarıdır. Politikaların, özellikle eğitim politikalarının daha sağlıklı ve başarılı bir 

şekilde oluşturulması ve uygulanabilmesi güçlü bir sivil toplumu gerekli kılar. 

Görüşmeler ve doküman analizi, ÖKBYY yönetmeliğinin oluşturulmasında 

karardan doğrudan  etkilenen ve hem mesleki hem de kişisel yaşamları değişmek 

durumunda kalan öğretmenler hiç bir şekilde süreç üzerinde söz sahibi olmamıştır. 

Öğretmenlerin sürece dahil edilmemeleri, onların politikayı kabullenme ve 

benimsemelerini de olumsuz etkilemiştir. Politikanın uygulamasının başarılı olması, hem 

politika yapıcıların hem de uygulayıcıların o politikayı sahiplenmesi ile mümkündür. MEB 

bir an önce bu durumun farkına varmalı ve eğitimcilerin eğitim sistemini ilgilendiren 

kararlarda söz hakkı sahibi olmalarını yasal düzenlemelerle garanti altına almalıdır.  

Araştırma sonunda ÖKBYY’in herhangi bir kavramsal çerçeve içine oturtulmadığı 

görülmüştür. Aslında bu sorun sadece bu politika için değil, MEB’ın son 10 yılda 

uygulamaya koyduğu sayısız diğer reform için de geçerlidir. Selçuk’un (2008) da belirttiği 

gibi Türkiye’de eğitim politikalarını ve eğitim sistemini şekillendirecek sistemli ve 

bilimsel temellere dayanan reformlar eksiktir. Merkeziyetçi yapıya rağmen, eğitim 

sisteminin tek elden yönetilmesine rağmen, eğitim reformları, daha geniş bir bakış açısı 

ile eğitim sistemini uzun vadede iyileştirmeye ve geliştirmeye yönelik değil, sadece 

geçici çözümler ortaya koymaktadır. Her bakan değiştiğinde değişen yapı, bu durumun 

en açık örneklerinden biridir. MEB bilimsel verilere dayalı, eğitimin çıktılarını uzun 

vadede iyileştirmeyi hedefleyen, tutarlı, sistematik ve politik kişilerden bağımsız eğitim 

reformları   geliştirmek zorundadır. 

Bu araştırma öğretmen yetiştiren yüksek öğretim kurumları ile MEB arasındaki 

kopukluğu bir kez daha belgelemiştir. Öğretmen yetiştiren kurumlar bu süreçte 
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tamamen dışlanmışlardır ve kendileri de aktif bir tavır sergilememiştir. Türkiye’nin 

Wisconsin’de olduğu gibi, öğretmen yetiştirme modelini eğitimden almak istedikleri 

çıktılara göre şekillendiren ve daha sonrasında aynı eğitim amaçlarını öğretmenin 

kariyer gelişimi planını değerlendirmekte temel ölçütler olarak ele alan bir öğretmen 

yetiştirme ve mesleki gelişim reformuna ihtiyacı vardır.  Bu da ancak MEB’in Eğitim 

Fakülteleri ile sıkı işbirliği sonucu gerçekleşebilir. 

Bu araştırma sınırlıkları içerisinde politika yapmanın sadece bir kısmını ele almış 

ve onu karşılaştırmalı bir şekilde analiz etmeye çalışmıştır.  Uygualmaya dönük bu 

önerilere ek olarak, olası araştırmalar için de öneriler geliştirilmiştir. Bu araştırma 

birbirinden yönetsel anlamda farklı iki ülkenin politika oluşturma süreçlerini analiz 

etmiştir, ancak politik ve yönetim yapısı açısından benzer iki ülkenin karşılaştırılması 

özellikle Türkiye için anlamlı sonuçlar ortaya koyabilir. Ayrıca bu araştırma da politika 

sürecinin uygulama ve değerlendirme basamakları üzerinde durulmamıştır. Her iki 

politikanın da uygulama ve değerlendirme aşamasında neler yaşandığı ne gibi sorunlar 

olduğu daha iyi anlaşılarak politika sürecinin bütünsel bir analizi tamamlanmış olur. Bu 

araştırma politika metni üzerinde fazla durmamış ve onu doğrudan analiz etmemiştir. 

Politika metninin paydaşlar arasındaki güç savaşlarını, çıkar ve değer çatışmalarını içinde 

bulundurduğu gerçeğinden yola çıkarak yapılacak metin çözümlemesi çalışması, 

sözcüklerin arkasında yatan anlamları ortaya çıkarmaya  yardımcı olabilir.  
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