TUHED Spring 2020, 9(1), ss. 312-342

Turkish History Education Journal www.tuhed.org

=

Roportaj:

Prof. Dr. Penelope Harnett ile Tarih Ogretimi Uzerine Bir Gériisme

Aysegul Nihan EROL SAHIN
Gazi Universitesi, Atatiirk ilkeleri ve inkilap Tarihi Bolimii, E-posta: nihanerol@gazi.edu.tr

orcid.org/0000-0001-6320-982X

Profesér Penelope Harnett, West of England Bristol
Universitesi Egitim Bolimii'nde Emeritus Profesériidiir. Oxford
Universitesi Modern Tarih bdlimiinden mezun olan Harnett,
1985'te (liniversitede 6gretim gorevlisi olarak atanmasindan
Once 5-11 yas arasi ilkokul ¢agindaki ¢ocuklara 6gretmenlik
yaptl. Doktora ¢alismasinda, 20. yizyilda tarih muifredatinin
gelisimini ve ingiltere'deki ilkokullarda uygulanmasini arastirdi.
Harnett, ilkogretim miufredati ve ilkokul g¢ocuklarinin tarih
O0grenimi Uzerine genis ¢apta arastirmalar yapti. Mifredat
materyalleri gelistiren ve cesitli devlet kurumlarina, BBC'ye ve
Teachers TV'ye danismanlik yapan Harnett, cesitli Avrupa
Projeleri lizerinde calisti ve Avrupa Konseyi'nin ¢alismalarina
da katkida bulundu. Avrupa'da Cocuk Kimligi ve Vatandashgi
Gzerine arastirmacilarin  konferanslarini  ve yayinlarini
dizenleyen SOCRATES akademik agi ile kapsaml bir sekilde
calisti. Penelope Harnett Ulusal Ogretim Uyesi ve Historical
Association and the Schools’ History Projesinin tyesidir.

Article Info
Article Type Interview
Received 31.12.2019
Accepted 22.05.2020
Corresponding Aysegiil Nihan EROL SAHIN
Author Erol Sahin, A.N. (2020). [Roportaj: Prof. Dr. Penelope Harnett ile
Cite Tarih Ogretimi Uzerine Bir Gorlsme]. Turkish History Education

Journal, 9(1), ss. 312-342.

© 2012-2020 TUHED Tiim Haklar1 Saklidir. e-1SSN: 2147-4516



Prof. Dr. Penelope Harnett ile Tarih Ogretimi Uzerine Bir Goriisme

1. Degerli Profesér Harnett, sizi makaleleriniz, kitaplariniz, dergi editorliikleriniz,
projeleriniz ve tarih ogretimi (izerine verdiginiz sempozyumlardan taniyoruz.
Kitaplarinizdan bazilan Tiirkiye’de yayimlandi ve siz de Tiirk akademisyenlerle
calistiniz. Ogretim kariyerinize baslamadan 6nceki hayatinizla ilgili bizlere bir seyler
anlatmaniazi rica edebilir miyiz?

ingiltere’nin kuzeyinde, Eyam adinda, ilging bir tarihi olan kiigiik bir kasabada dogdum.
1665’te, veba kasabaya ulasmis: veba bitlerinin kasaba terzisine gonderilen bir kumas
bohgasiyla Londra’dan getirildigi sdyleniyor. Pek ¢ok kasabali vebaya yakalanmis ve 6lmis.
Kasaba papazi, hastaligin yayilmasini dnlemek icin kasabalilari kasabada kalmaya ikna etmis ve
kasabalilar kendilerini tasranin geri kalan kismindan soyutlamis. Bu, neredeyse 18 ay siirmus
ve nifusun Ugte ikisi 6lmus. Kasabalilarin cesareti glinimizde hala hatirlanir ve kasabaya her
yil ¢ok sayida ziyaretgi gelir.

Babam, Eyam’da papazdi. Cocukken ziyaretgilere veba hikayeleri anlatmaya ve onlara
kasabadaki bazi tarihi yerleri géstermeye bayilirdim. Kasabada yasamis insanlarin dogumlari,
evlilikleri ve 6limlerinin kaydedildigi eski kilise kayitlarini karistirmayi da ¢ok severdim.

Hevesli bir okuyucuydum. Baslarda okudugum kitaplardaki tarihi hikayeler, mit ve
efsanelerden hoslanirdim. Yasim biyidikce Rosemary Sutcliffe, Margaret Irwin ve Geoffrey
Trease gibi yazdiklari heyecan verici hikayelerde ge¢misteki yasama bigimlerine dair zengin
betimlemeler sunabilen yazarlarin tarih kurgularini okumaktan hoslanmaya basladim. Okulda,
radyodaki hikayeleri dinlemeye bayilirdim: kullanilan farkli ses efektleri ve okuyucularin
seslerindeki tonlamalar beni gercekten heyecanlandirirdi.

Ebeveynlerim tarihe karsi ¢ok ilgiliydi ve beni tarihi yerlere ve miizelere gotirirlerdi.
Annem gecmisi canlandirmakta 6zellikle basariliydi. Kiglk bir cocuk olarak ziyaret ettigimiz
yerlerde yasamis farkli insanlar hakkinda anlattigi hikayeleri hala hatirlarim. Okulda beni
okumaya gercekten de tesvik eden iyi bir tarih 6gretmenine sahip olmam da benim icin blyuk
bir talihti.

Dedem gegmisiyle ilgili sayisiz hikdaye anlatirdi ve sanirim zamanin akisina hep
duyarhydim. Yaklasik on yaslarinda bahcemizdeki bir agacin yaninda durup kendime ‘Bu ani
hayatimin sonuna kadar hatirlayacagim’ dedigimi hatirlarim. Hala da hatirliyorum! Agacin
Ustine disen giin 1s18in1, agacin kabugunun rengini ve yapraklarinin verdigi o burusuk hissi
hatirhyorum!

Universitede hep tarih okumak istemistim ve 11 yasina geldigimde, okul miidiirimiize
gidip Oxford Universitesinde tarih okumanin én kosulu oldugu icin Latince 6grenmem
gerektiginde israr ettim. Oxford’a gittigimde hem Fransizca hem de Latinceyi akici konusmamiz
bekleniyordu. Birinin farkl halklar ve kiltlrleri tanimaya ve onlar icin nelerin 6nemli oldugunu
anlamaya baslamasinin yolunun dillerini 6grenmek oldugunu dislinilyorum. O yizden de
farkli diller 6grenmek icin yakaladigim firsatlar icin hala mitesekkirim.

2. Oxford Universitesinin Modern Tarih Boliimiinden mezun olduktan sonra ilkokul
o6grencileriyle calismaya nasil karar verdiniz? Bize ¢ocuklara tarih o6gretme
tecriibenizden biraz bahsedebilir misiniz?
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Universiteden sonra egitim alaninda yiksek lisans yapmaya ve 4-7 vyaslarindaki
cocuklara egitim verme konusunda uzmanlasmaya karar verdim. Cocuklarin gelisimine dair
bitlincul bir sekilde diisinmeye tesvik edilmemiz ve bunun da geleneksel brans disiplinlerinin
Otesine gegmeyi gerektirmesinden 6tlrl egitimim bana 6gretmekle ilgili pek ¢ok yeni fikir
sagladi. Cocuklari ¢ok cesitli ve farkli deneyimlerle tanistirmayi; kendi ilgi alanlari ve
meraklarini desteklemeyi ve akademik yetilerinin yani sira sosyal ve duygusal gelisimlerini de
onemsemeyi dusunurdik. Bu tir yaklasimlarin kokenleri ¢cocuk temelli egitim anlayigina
dayanmaktadir ve bu nedenle tarihi 6grendigimizde, genellikle tarihin baska branslarla
baglantilandigi konu temelli bir yaklasimla karsilagiriz.

Kariyerimin ilk safhalarindan itibaren c¢ocuklarin geg¢mis anlayislarini  nasil
gelistirdikleriyle ilgilendim. Ozellikle 1980’de John West’in yénettigi ilham verici bir egitime
katildigimi hatirhyorum. John West, eger onlara uygun bigimlerde sunulursa ilkokul
cocuklarinin karmasik tarihi diistinceleri idrak edebileceklerini anlamis bir okul mifettisiydi.
John, ¢amasir iplerinin kullanilmasina oncllik etti ve ¢ocuklarin kronoloji kavrayislarini
desteklemek ve duslincelerini anlamalarina yardimci olmak Uzere iplerin lzerine resimler
asmak icin mandallari kullandi. John West'in arastirmasinin kapsami (West, 1981) o zamandan
bu yana pek ¢ok arastirmaci tarafindan genisletildi ve onunla tanismis ve kendi gorislerini
ifade edisini dinlemis olmaktan 6tiri kendimi sansli hissediyorum.

Diger ilgim ise okumayi 6gretmek ve konusulan sézlerle okuma arasindaki baglantilar
incelemekti. Aslinda, iki yillik 6gretme tecriibesinden sonra, okumayi 6gretme alaninda ileri
yeterlilik egitimi aldim. Bu da c¢ocuklar icin destekleyici okuma ortamlarinin yaratilmasini ve
farkli okuma vyetilerinin analiz edilmesini igeriyordu. Bu yetkinlik, 6zellikle kariyerimin ileri
yillarinda ¢ocuk tarih kitaplarinin yayinlanmasi isine girdigimde ¢ok yararl oldu.

3. Biyografinizden, ingiltere’de 1975-1984 vyillarinda ilkokullarda 6gretmen olarak
calistiginizi biliyorum. O yillarda tarih 6gretim programi nasildi? Litfen bize sinifta
kullandiginiz yontem ve teknikleri anlatir misiniz?

Tarih dersinin 1991’de ingiltere’de Ulusal Miifredata alinmasindan énce ilkokullardaki
tarih konusundaki kurallar cok degiskendi. Ulusal Miifredat, tarihi 5-16 yaslari arasindaki tim
¢ocuklarigin zorunlu ders haline getirdi. 1991’den 6nce, tarih 6gretmek isteyip istemediklerine
ve ne 6greteceklerine sinif 6gretmenleri karar verirdi. Pek cok okulda ¢ok az planlama vardi ve
bazi okullarda ¢ocuklar pek az tarih 6greniyordu.

Ulusal Miifredat olmadigindan 6tird, tarih 6gretimi tecriibem egitim verdigim okula
gore degisiyordu. 7-8 yasindaki cocuklara egitim verdigim ilk iki yilimda, okulun ders kitabini
takip ettik. Her yas grubu icin ayri bir ders kitabi vardi. Kitap farkh tarih donemlerine dair
kronolojik bilgi ve resimler iceriyordu. Kitabimizin adi Magara Adamlarindan Vikinglere idi ve
bilgiler okuyup resimler cizerdik. Cok heyecan verici degildi! Baska bir okulda 10-11
yasindakilere egitim verdigim donemde ise bolgede saha gezilerine de gitmemiz disinda,
benzer bir yéntem kullaniliyordu.

Tarih 6grenmeye yonelik tesviki genelde televizyon programlari saglamaktaydi ve giizel
gorsel kaynaklar saglamalarindan otird faydaliydilar. Bu sekilde, 8-9 yas sinifina egitim
verirken, Roma doneminden binalari, heykelleri ve tarihi eserleri gorebiliyor ve ge¢misten
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farkli donemleri yeniden canlandiran aktorler vasitasiyla neler olmus olabilecegini tahayydl
edebiliyorduk.

Tarih egitiminde daha fazla tecriibe kazandikca cocuklarin eski nesneleri ellerinde
tutunca nasil da heyecanlandiklarini, konugmalarinin kesfedici dogasini ve farkl bakis agilarini
ifade edebilme ve gerekcgelendirebilme becerilerini fark etmeye basladim. Bolgedeki farkli
tarihi yerleri ziyaret ettigimizde hissettikleri heyecani hatirliyorum. Sinifta, ziyaret ettigimiz
yerlerden bazilarina ailelerini de gotirdiiklerini dinlemekten daima memnun oluyordum. Bu
aile egitiminin en iyi bigimiydi!

Hikimet politikasinin 1980’lerdeki temel Onceliklerinden birisi ilkokullarda bilim
mufredatinin gelistirilmesiydi. Pek ¢ok ilkokulda, bilim mifredati ¢ocuklarin topladiklari gicek
ve yapraklari sergileyecekleri bir doga tablosu ve iklimin incelenmesinin 6tesinde pek az sey
icermekteydi. Bilim egitimine de ilgi duydum ve bu alanda ileri seviyeli bir sertifika almak igin
calistim. Katildigim egitimlerde gocuklarin bilimsel sorgulama yetisini nasil gelistirecegimizi ve
onlari gozlem yapmaya ve sonuglar ¢ikarmaya nasil tesvik edebilecegimizi duslnirduk.
Sinifimdaki ¢cocuklarla calistim ve sorduklari farkli sorulari ve diisiincelerini nasil sinadiklarini
analiz etmeye basladim. Etkinliklerin igerigi fen bilimleri ile alakaliydi ama ¢ocuklar aslinda
tarih egitiminde tesvik etmeye cabaladigimiz pek ¢ok beceriyi sergilemekteydiler!

4. Kiiclik ogrencilere tarih 6gretmenin zorluklari ve avantajlari nelerdir ve ilkokul
seviyesindeki ¢cocuklarda tarih diisiincesi hakkindaki goriisiiniiz nedir?

Ogretmenlige ilk basladigimda ilkokul siralarinda tarih disiincesiyle ilgili ¢ok az
arastirma yapilmisti. Yine de ortaokul cocuklarinin Okullarin Tarihi Projesinden elde ettikleri
anlayis ve ortaokullarin sinav izlencelerine dair artan bir farkindalik vardi. Bir Okul Konseyi:
Proje, Zaman, Yer ve Toplum (Blyth et.al., 1976) adl kitap, 6gretilecek temel bilgi, beceri ve
kavramlari belirlemisti ve miifredatin nasil planlanacagina dair bir derece yol gostermekteydi
ama gocuklarin dislincelerine dair ampirik herhangi bir veri igermemekteydi.

1980’lerde, Joan Blyth’in kitaplari ilkokul g¢ocuklarinin tarih dislincelerinin bazi
boyutlarina dikkat cekti (Blyth, 1982 ve 1985). Ama alana ilk biiyiik katki 1992’de ilkokullarda
Tarih Egitimi, ardindan da 1995’de ilk Yillarda Tarih (Cooper, 1992 ve 1995) adh ¢alismasini
yayinlayan Hilary Cooper’dan geldi. Hilary derginin 6nceki sayilarindan birinde calismasiyla
ilgili sizlerle konusmustu, o yizden dediklerini tekrar etmeyecegim ama calismasinin ne kadar
onemli oldugunu vurgulamak isterim.

Erken donem arastirma projelerimden biri, cocuklarin goérsel kaynaklara bakarak
gecmis anlayisini nasil gelistirdiklerini ele almaktaydi. 5, 7, 9 ve 11 yaslarindaki ¢cocuklarin tarih
resimlerinde neye dikkat ettikleriyle ilgilendim. Ne gorebildiklerini sordugumda farkh yas
gruplari arasinda ¢ok carpici bazi farklar oldugunu goérdiim. En kiiclik cocuklar genellikle
dikkatlerini ceken seylerin cogunu anlatacak kelime dagarcigina sahip degillerdir. 7 ve 9
yasindakiler resimlere c¢ok dikkatli bakmislar ve gorebildikleri seylere dair pek cok detay
sunmuslardi. Daha buylik cocuklar ise daha az detay sunmaya ama gozlemlerini daha 6zlu
ifade etmeye egilimliydiler; detayli goézlemlerinin pek c¢ogunu sentezleyebiliyorlar ve
resimlerde neler olup bittigine dair sonuclara varabiliyorlardi. Arastirma, cocuklarin tarih
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anlayislarinda olasi bir ilerlemenin neye benzeyebilecegine dair ipuclari saglamisti (Harnett,
1993).

Arastirmama, ¢ocuklardan resimlere dair kendi sorularini kurgulamalarini isteyerek
devam ettim ve benzer bir yonelim gozlemledim. Bazi ¢ocuklar resimlerle ilgili cok detayh
sorular sorarlarken; digerleri farkli oOzelliklerin anlami Uzerine yorum yapan daha genis
kapsamli sorular soruyorlardi. Bu beni, cocuklarin tarihsel anlayislarina tarihte hangi
meselelerin digerlerinden daha énemli olabileceklerini belirleyerek yardimci olacak bir egitim
stratejisi gelistirmeye yonlendirdi (Harnett, 1998).

Ogrenenleri dinlemenin ve mevcut anlayislarini analiz etmenin 6nemi hem égretmen
hem de arastirmaci olarak ¢alismalarimin dnemli bir kismini etkilemistir. Ogrenme konusunda
toplumsal insaci bakis acilariyla ve Vygotsky’'nin yakinsal gelisim bolgesi olarak tanimladigi
(Vygotsky,1978) sey vasitasiyla, daha bilgili tarafin 0grenen kisinin gelisimini
sekillendirmekteki roliine iliskin bakis agilariyla 6zellikle 6rtlismekteydi. Burada dil dGnemli bir
rol oynar, zira 6grenenlerin sunlari yapabilmelerine olanak saglar;

e Disuncelerini kesfetmeleri ve agiklamalari

e Fikirlerini baskalarina gerekgelendirmeleri

e Gorlslerini tartismaya gore sekillendirmeleri
e inanglarini sentezlemeleri

¢ Neticelere varmalari.

Asagidaki diyalogda, 6gretmen detayh sorularla ¢ocugu fikrini ifade etmeye tesvik
etmekte ve tarih anlayisini genisletmektedir. Cocuklar, arkeolojik bir kazida bulduklari bir sey
hakkinda sinifta konusmaktadirlar:

Ogretmen: Tarihi eserlerin gecmise ait olduklarini nasil bilebiliriz?

Cocuk A: Eski gortintyorlar? (Cocuk A, yasin belirlenmesinde goriintsiin dnemli bir
etken olduguna dikkat cekiyor)

Ogretmen: Eski nasil goriiniir? (Ogretmen “eski”nin gériinimii hakkinda daha derin bir
soru sorarak tartismavi ileri tasiyor)

Cocuk A: Yeniden farkli; parlak degil, bazen hasarli ya da yirtik. (Cocuk A nesneyi —eskiyi
betimleyecek kelimeleri bulmadan 6nce- olmadigi seyle tanimliyor)

Ogretmen: Gecmisten gelen ama parlak ve eski gériinmeyen bir érnek diisiinebilen
var mi? (Ogretmen cocuklari, eskiyi olusturan sey Gizerindeki diisiincelerini genisletmeye tesvik
ediyor).

Cocuk B: Altin ve gimiis ya da kolye ve yiziiklere ne demeli?

Cocuk C: Evet, onlar parlak ama eski de gorinebiliyorlar. (Cocuklar birbirlerinin
dislincelerini destekliyorlar. Cocuk C, Cocuk A’nin parlakligi yeni nesnelerle iliskilendiren
varsayimlarina meydan okuyor).

Ogretmen: Tesekkiir ederim, dyleyse tarihi eserler eski de yeni de goériinebilirler.
Oyleyse gecmise ait olup olmadiklarini nasil séyleyebiliriz? (Ogretmen o ana kadar yapilan
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tartismayi Ozetliyor ve gocuklarin disiincelerini derinlestirmeleri igin soru soruyor) (Harnett
ve Whitehouse, 2017: 33).

Kronoloji algilari olmadigi igin kiguk ¢ocuklarin tarih 6grenmeyecekleri ¢ogu kez
savunulmustur. Aslinda, ¢ocuklarin gelismekte olan bir zaman algilari vardir ve g¢ok kiguk
yaslardan itibaren geg¢misin simdiden farkli oldugunu anlayabilirler. Cocuklar bir hikdayenin
baslangicini, yani evvel zaman iginde ifadesini duyduklarinda, gegmiste ve kendilerininkinden
cok daha farkli olabilecek bir zamanda gectigini hemen anlarlar. Cesitli galismalar (mesela De
Groot-Reuvekamp et.al., 2014) oOgretmenlerin ¢ocuklarin kronoloji anlayislarini  nasil
destekleyebileceklerine dikkat ¢ekmistir ve aralarinda sunlarin da bulundugu cesitli etkili
yontemlere dair kanitlar vardir:

e Cocuklarin Gzerine resimler yerlestirebilecekleri farkh c¢aglar ve donemleri
detaylandiran zaman gizelgeleri,

e Ardisik etkinlikler,

¢ Mevcut bilgilerini zaman gizelgesine yerlestirerek yeni seyler 6grenmek icin yeni bir
baglam olusturulmasi,

e Kendi tarih bilgilerini kaydetmeleri igin 6grencilerin kisisel zaman gizelgelerinin
gelistirilmesi,

e Cocuklarin zamanin akisina iliskin sozcikleri kullanmalarina destek olacak etkinliklerin
gelistirilmesi.

Ulusal Mifredat 1990’larda okullarda uygulanmaya baslandiginda o dénemin
profesyonelleri arasinda ¢ocuklarin gelisiminde oyunun roliiniin yeterince dikkate alinmadigi
yoniinde artan bir endise mevcuttu. Gill Beardsley ile birlikte, ilkokulda Oyunu Kesfetmek
¢alismamizda ¢ocuklarin oyun vasitasiyla 6grenebilecekleri 6nemli yontemleri analiz ettik. 4-6
yas grubu siniflarinin cogunun ‘ev’ koseleri oldugunu fark ettik (genellikle cocuklarin evcilik
oynadiklari bir yer) ve bunlarin asagidakiler gibi daha ilging tarihi oyun yerlerine nasil
donustirilebileceklerini distinduik:

e Bir on dokuzuncu ylzyill mutfagi

e Bir kale

e Vikingleri ingiltere’ye tasiyan bir Viking teknesi
e Eski bir okul

e Eski bir diikkan

¢ Bir magara

Bu tiir yerlerde ¢ocuklar, farkh insan rollerini oynayarak gecmisteki yasam bicimlerine
iliskin farkindahklarini arttirabilirler. Daha buyik cocuklar icin ise farkh bakis acilarina dair
anlayislarini ve alternatif tarih perspektiflerini genisletmekte rol oynama ve dramanin
sagladiklari firsatlari analiz ettik (Beardsley, G. ve Harnett, P., 1998).

5. Bize Ulusal Miifredatin hazirlanma siirecinden ve okullardaki yeni tarih
miifredatindan bahsedebilir misiniz?

1988 Egitim Yasasl, ingiltere’de ulusal bir mifredat olusturulmasini emretmis ve
okutulacak konulari belirlemisti. Mifredat konularinin belirlenmesi icin farkli alanlarda
calisma gruplari teskil edildi. Tarih ¢alisma grubunun tavsiyeleri, gesitli elestirilerle karsilasti;
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bunlar arasinda Ulusal Mifredattaki tarihin geleneksel ulusal tarih anlatisini ne kadar icermesi
gerektigi; cocuklari kendi tarihsel sorgulamalarini yapmaya tesvik etmenin degeri ve belirli
tarih beceri ile kavramlarinin belirlenmesi tartismalari vardi. Ayni zamanda ¢ok kiiglk
cocuklarin tarih okuyamayacaklari savi da vardi. ileri siiriilen savlardan bazilar giinimiizde
hala gegerlidir ve tarih mifredati hazirlayan diger devletlerde de ileri stiriimuslerdir.

Doktora calismamda (i¢ baglam Uizerine odaklandim. Bunlar; “ilkokullardaki tarih
mifredatinin gelisimi, politikanin nerede yaratildigi, tartisildigi ve uygulandigl” seklindedir.
Etki baglaminda, Ulusal Mifredat 6ncesi ilkokul tarih soylemini siyaset ve egitim politikasi
tartismalari kapsaminda analiz ettim. Mdifredat metinlerinin nasil Uretildiklerini, tarih
mufredatinin farkli versiyonlarini ve izleyen yillarda neden ve nasil degistirildiklerini inceledim
(Harnett, 2001). Mifredat uygulamasi baglaminda, 6gretmenlerle miilakatlar yaptim ve ulusal
miifredata iliskin farkl yorumlarini degerlendirdim. ilkokul 6gretmenlerine iliskin arastirmam,
ogrettikleri seylerde kendi tecriibe ve inancglarinin etkili oldugunu gosterdi (Harnett, 2000).

Ulusal Mufredattaki tarih egitiminin ilk versiyonu okullarda 1991’de uygulanmaya
baslandi ve ilkokul 6gretmenleri icin ¢ok zorluk yaratti. Dokuz miifredat konusunu (tarih,
cografya, ingilizce, matematik, bilim, tasarim teknolojisi, miizik, sanat ve beden egitimi), bu
konulari nasil 0Ogreteceklerini ve c¢ocuklarin bu alanlardaki ilerlemelerini nasil
degerlendireceklerini 6grenmek zorunda kaldilar. Pek ¢ok ilkokul 6gretmeni bu taleplerden
bunaldi ve siniflarinda Ulusal Mifredatin timiini uygulamaya calistiklarinda programda
yeterli silire olmadigini gordiler. Mifredatin nasil planlanacagina dair herhangi bir
yonlendirme yoktu ve pek cok 6gretmen tematik ve konu yaklasimlari vasitasiyla farkli konular
O0gretmeye devam ettiler.

iIkokullarda tarih mifredatinin nasil planlanacagi, 6gretilecegi ve degerlendirilecegine
iliskin tavsiye sunmak Ulizere birka¢ hikimet grubuna istirak ettim. Kisa slirede Ulusal
Mifredatta tarih alaninda cok fazla igerik oldugu ortaya c¢ikti ve 1995’te yayinlanan
giincellenmis versiyonunun ortaya ¢ikmasina vesile olan tartismalara katildim. Ogretmenlerin
tarih mifredatini planlamalarina yardimci olacak ¢alisma semasi 6nerileri yarattik. Bu semalar,
sorgulamanin neticelerine katkida bulunacak yardimci sorularla desteklenmis kapsayici bir
tarih sorgulamasi etrafindan yapilandiriimislardi. Yardimci sorularla ilgili sinif etkinliklerinin
cercevesi, olasi kaynaklar ve degerlendirme firsatlariyla belirlendi. Ornegin, 6 yasindaki
cocuklara yonelik bir calisma semasinin ¢ergeve sorusu suydu: “Cok onceleri evler nasildi?”.
Bunu ilave sorular ve sorulari cevaplamaya yonelik tavsiye edilen etkinlikler izliyordu;

e Glnumizde insanlar ne tip evlerde yasiyorlar?

e Evlere disardan bakarak neler anlayabiliriz?

e Eski evler glinimizdeki evlerden nasil farkhydi?

e Cok uzun sureler 6nce insanlarin evlerinin icinde neler bulabilirdik?

e Ev esyalarina bakarak Viktorya ya da Edward doénemleri hakkinda neler sdyleyebiliriz?

e ‘Ev kosesi’'ni eskilerden kalma bir banyoya, mutfaga ya da oturma odasina nasil
dondstaririz? (DFEE, 1999).
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Ulusal Mevzuatin basariyla uygulanmasini temin edecek yeterli biitce vardi ve
Universitede Ogretmenlerin tarih bilgilerini giincelleyecek ve miifredat planlamasi ve
degerlendirmesinde yol gosterecek pek cok egitim dizenledik. Ardindan 2000’lerde
ogretmenler icin siirekli profesyonel gelisim sunmak icin Ogretmenler Televizyonu’nda
¢ahistim.

ilkokul egitiminde, cocuklarin ‘temel’lerle —yazma, okuma ve sayi sayma- donatilmalari
icin ne kadar, diger mifredat konulari igin ne kadar zaman ayrilmasi gerektigi konusunda
daima bir gerilim olmustur. Bana gore ‘temel mifredat’ ile ‘digerleri’ ayrimi yanlistir; okuma
yazma ve sayl sayma diger mifredat konulariyla ayrilamaz. Ancak, okuma yazma ve sayi sayma
becerilerinde algilanan disls dogrultusunda, Egitim Bakanhgi 1998'de 2 yil siireyle okuma
yazma ve sayl sayma disindaki konularin 6gretilmesine iliskin yasal hikiimleri askiya aldi.
Devlet ilkokullarinda ‘okuma yazma saati’ ve ‘sayl sayma saatinin getirilmesi’ ylizyilin basinda
tarih egitimi firsatlarini kisitladi.

Hiklmet politikasi ilkokullarda sirekli olarak kapsamli ve dengeli bir mifredati
savunmustur. Ama bu hedefler ¢ogu zaman uygulamayla gelisir. Yirminci ylzyilin baslarinda
ilkokul miifredatina ulusal seviyede bir ‘Okuma Yazma ve Sayi Sayma Stratejisi’ egemen oldu.
2003’te, Ulusal ilkokul Stratejisi (DES, 2003) okullara yenilik¢i davranmalari icin ciddi bir
Ozgurlik tanidi, ama cok azi bu firsattan yararlandi; okul muddirleri okullarinin sik sik
gerceklestirilen teftislerden gecmesini ve &grencilerinin (10-11 yas grubu) ingilizce ve
Matematik icin Standart Degerlendirme Testlerinden (SAT) yiksek notlar almalarini temin
etmeye calisiyorlardi. Okullarin SAT sonuglari yillik olarak yayinlaniyordu ve okullarin
verimliligini belirlemekte kullanilan okul siralamalarina katkida bulunuyordu.

2010’da yeni, muhafazakar bir hikimetin secilmesi mifredatin gdzden gecirilmesi
yoninde bir etki yaratti. Tarih muifredatina iliskin planlar 6zellikle tartismaliydi ve tarih
konusundaki ilk Ulusal Mifredat belirlenirken yasanan tartismalarin pek ¢ogu yankilandi.
Egitim Bakani, geleneksel ulusal tarih anlatisinin 6nemini vurguladi. Bakanin, muazzam bir
onemli tarihler listesinden olusan ilk mifredat versiyonu 6gretmenler, akademisyenler ve
kamuoyu tarafindan kiigimsemeyle karsilandi. 2014 yilindan itibaren igerigi ciddi bicimde
kisitlanmis gozden gecirilmis bir versiyonu uygulamaya kondu. Bu versiyon, cocuklarin
kronoloji algilarinin gelistirilmesini vurgulamaktaydi ve ¢ocuklarin tarihi kapsamli kronolojik
bir diizende 6grenmelerini ve calistiklari farkh tarih dénemleri arasinda baglar kurmalarini
talep etmekteydi (DfE, 2013)

6. 1984’de 6gretmen egitimi alanina gegtiniz; bize bu alandaki tecriibelerinizi anlatabilir
misiniz?
1980’ler 6gretmen egitimine gecmek icin ¢ok heyecan verici bir donemdi; sektor
genislemekteydi ve Egitim Fakiiltesi Lisans (BEd) egitimi ve Egitim Fakdiltesi Lisansusti (PGCE)
egitimiyle birlikte, 6gretmenlik tiimiyle lisans seviyesi bir meslek haline geldi. (Daha sonra
1992’de ingiltere West Universitesi adini alacak olan) Bristol Teknik Okulundaki ilk gérevim
ilkokul egitimi 6grencilerine cevre calismalari konusunda egitim vermekti. Cevre Calismalari,
fen bilimleri, tarih ve cografyadan belirli konulari icermekteydi. Ancak sonra, Ulusal
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Mifredatin getirilmesinden sonra belirli konularda egitim vermeye basladik. Zira daha 6nce
ogrencilere konular arasinda farkh baglarin nasil kurulabilecegini gosterme gabasi icindeydik.

Egitim Fakdlltesi icinde ise, sinifta Ogretim ve Ogrenme kalitesini iyilestirme
yontemlerini distinlirken Lawrence Stenhouse’in ¢alismasindan ilham aliyorduk. Stenhouse
(1975), o©gretmenlerin isleriyle ilgili sistematik ve elestirel bir sekilde disinmeye
basladiklarinda kalitenin artacagini ileri siirmiis ve 0Ogretmenlerin kendi uygulamalarini
inceleyen ve degerlendiren arastirmacilar olduklari dislincesini savunmustu. Bu inanglar,
ogrencilere yonelik egitim programlarimizin tasarimi, icerigi ve uygulamalarimizin temellerini
olusturdu.

Bize, yayinlari 6gretmen egitim programlarini etkilemis olan meslektasimiz Andrew
Pollard ilham verdi. Reflektif Ogretim (1989) adli calismasi pedagojimiz iizerinde énemli bir
etkide bulundu. Ogrencilerimizin sunlari yapmasini istiyoruz:

e 0z elestiri yapan;

e sinifta ne yaptigini stirekli sorgulayan;

e ipuglarini, etkili 6grenme ve 6gretmeyi analiz edecek sekilde kullanan;
e Bilingli yargilarda bulunan ve sinifindaki karar alma yetisine glivenen.

Buna bagli olarak, doktora dersleri boyunca, 6grencilerden pek c¢ok etkinlik
gerceklestirmeleri  bekleniyordu ve analiz ile elestirilerinin  kalitesine  gore
degerlendiriliyorlardi. Bu vyaklasim, 6gretmen egitimine yonelik, 6grencilerin 6grenme
surecine aktif katilimlarini iceren, yenilik¢i bir yaklasimdi. Tarih dersinin icerdigi etkinlikler
sunlard:

e Cocuklarin 6grenimi acgisindan potansiyeli géz oninde bulundurularak universite
civarinda bir gezi yolu tasarlanmasi;

e Bir tarihi eser hakkinda konusan kiigik bir grup ¢ocuk tarafindan kullanilan dilin
gozlemlenmesi;

¢ Kisisel zaman ¢izelgeleri hazirlanmasi ve bunlarin birbiriyle karsilastiriimasi;

e Tarih becerilerinin 6gretilmesi baglaminda bir ¢cocuk hikaye kitabinin potansiyelinin
analiz edilmesi;

e Cocuklarin tarihi bir olaya iliskin anlayislarini gelistirmek (izere bir rol oynama oyunu
planlanmasi ve degerlendirilmesi;

e Tarihi bir resme dair bir dizi soru sorulmasi ve degerlendirilmesi;

o Farkl bilgi kaynaklarinin degerlendirilmesi ve tarihi bir soruya yanit verme agisindan
onem sirasina gore siralanmalari;

e Bir tarih donemine iliskin 6nemli niteliklerin belirlenmesi icin bir dizi resmin
canlandiriimasi;

¢ Bir dizi olayi arka arkaya canlandirmak.

ilave olarak, 6grencilerden cocuklarin dgrenme siirecini ve tarih pedagoijisini analiz
ettikleri ufak kapsamli bir sinif arastirmasi planlamalari ve gerceklestirmelerinin istenmesiyle,
arastirmaci olarak 6gretmen kavraminin kapsami da genisletilmisti. Ardindan bazi 6grencilerin
calismalari, Birlesik Krallik Tarih Vakfinin dergisi olan, ilkokul Tarihi dergisinde yayinlandi.
ilkokul Tarihi dergisinin editdrii olarak 6grencilerin ¢alismalarinin yayinlanmasinin énemli
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olduguna inaniyordum; toplumun geneline ¢alismalarinin ne kadar degerli oldugunu ispatladi
ve ¢ocuklarin tarih 6grenimine iliskin genislemekte olan bilgi killiyatina katkida bulundu.

Yirmi birinci ylizyilda egitim programimiza etki etmeye devam eden yaklagimlari ve
O0grenciler ve Ogretmenlerin egitim politikasi ve sinif uygulamalarina etkileri (zerinde
disiinmelerini destekleyecek sekilde tasarlanan kitabimiz ilkokul Egitimini Anlamak ’ta
(Harnett, 2008) bulabilirsiniz. Bu kitapta, farkli alanlardaki 6grenme sireclerini analiz etmek
ve farkli alanlarin gocuklarin genel gelisimine nasil katkida bulunduklarini betimlemek igin
meslektaslarimla birlikte galistik. Kitap, disiinmeyi tesvik edecek sekilde siniflardan alinan
sorularla vaka incelemelerini igerir ve yenilik¢i uygulama o&rnekleri verir. Kitabi
programlarimizin ana metni olarak kullandik. Ogrenciler kitabin farkh béliimlerinin, hepsi de
egitim fakultesi mensuplari olan yazarlariyla tartisma firsatini takdirle karsiladilar. Bu durum
bolimdeki herkesin kendisini egitim arastirmalarina adadigini hatirlatan glicli bir 6rnekti.

2007’de, egitimde mikkemmellige yaptigim katkilardan étiirii Ulusal Ogretim Dernegi
tarafindan odullendirildim. Bu derneklerin verdigi oduller itibarli édillerdir; her yil, mensup
olduklari disiplinden bagimsiz olarak, Birlesik Krallikta yalnizca 50 Universite egitmenine odiil
verilir. Odil basvurulari, egitimdeki mikemmellige 6grenci sonuglarinda yarattigi déniisiim,
meslektaslarin desteklenmesi ve mesleki gelisime slirekli destek ¢ergevesinde degerlendirildi.

Kariyerim boyunca 6grenme ve 6gretmeye yonelik yaklasimimin temelini de zaten bu
kistaslar belirlemistir. Bunlar ayni zamanda 6gretim slreglerindeki rolleri ve etkinlikleri
Uzerinde dislinebilmeleri icin akademisyenlere ¢ok kullanish bir ara¢ da saglarlar.

7. Tarih 6gretmen adaylarina saglanabilecek egitimin kapsami, igerigi, yontemleri,
sureci ve usullerine iliskin fikirlerinizi bizimle paylasir misiniz?

Ogrenciler, tarih 6gretimi programlarina tarihe iliskin kisisel olumsuz gérislerini
getirebilirler. Sik sik, birbiriyle alakasiz bir dizi tarih 6grendikleri ya da kitaplardan metin
kopyalamak ve uzun makaleler yazmak icin uzun sireler harcadiklari okullara dair hatiralarini
aktarirlar. Dolayisiyla 6grencileri egitirken, tarih 6grenmenin ne kadar eglenceli olabilecegini
anlamalarini istedim ve 6gretim modelimi sinifta 6grencileriyle basarabilecekleri seylere
odaklanarak onlarla birlikte olusturdum.

Bir egitime baslarken, 6grencileri kendi tarihleri izerinde diislinmeye; kendi zaman
cizelgelerini hazirlamaya ve siyasi, sosyal ve ailevi baglamlarinin kendi yasamlarini nasil
sekillendirdiklerini diisinmeye tesvik ediyorum. Sinifin diger Gyeleriyle karsilastirip mukayese
edebilecekleri, kendi yasamlarina dair bir anlati yaratiyorlar. Bu, dikkatlerini 6gretmenlik
roliinde kendi tecriibeleri ve kisisel inanclarinin ne kadar 6nemli olduguna cekiyordu. Bu tip
dislinceler, yasam tarihlerinin profesyonellerin mevcut rolleri (izerindeki etkilerini anali eden,
editorligini benimle Ann-Marie Bathmaker’in (2010) yaptigi Yasam Tarihi ve Anlati
Arastirmasi Yoluyla Ogrenme, Kimlik ve Giiciin Kesfedilmesi isimli calisma ile daha da
gelistirildi.

Egitim yontemlerim arasinda, 6grencilerin merakini uyandiracak sekilde tasarlanmis
bir dizi etkinlik bulunmaktaydi. Ogrencilerin (iniversitede aktif bir sekilde 6grenen kisiler
olmasini istedim ve onlari fikirlerini birbirlerine aciklamaya ve konusmaya tesvik ettim. Altinci
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soruya verdigim cevapta da anlattigim gibi ilkokul siniflarina adapte edilebilecek yontemler
kullandim.

Altinci soruya yanit olarak ve ana hatlarn yukarida agiklanan etkinlikler hem
O0gretmenler hem de o6grencilerin profesyonelliklerini arttirmak Uizere tasarlanmislardi.
2010’da yayinlanan Ogretme ve Ogrenme Arastirma Projesinin neticeler béliimiinde, Pollard
sunlari sergileyebilen bilingli bir meslegin temel 6zelliklerini séyle betimler:

e kanita dayali gegerli egitim gerekgeleri;

e etkili uygulamalar yoluyla kullanima gecirilen pedagojik stratejilere dair bilingli ilkeler
ve net agiklamalar ile

e Sirekli gelisime adanmislik.

Bu tlrden ilkeler, tarih 6gretmenleri, tarih 6gretmeni egitmenleri ve tim
akademisyenlerin galismalarinin temellerini olusturmasi gereken deger ve inanglar igin agik bir
yonlendirme saglar.

8. Ogrenme ve ogretmeye iliskin goriislerinizde etkili olan ortak arastirma projeleri
neydi?

Cok Kultarli Avrupa igin Toplumsal Bilimler ve Tarih Egitimcilerini Egitmek, Turkiye ile
A.B. arasindaki A.B. Sivil Toplum Diyalogunu Destekleme Programi gercevesinde Tirk
meslektaslarimizla gergeklestirdigimiz heyecan verici bir projeydi. Bana, Turk egitim sistemini
0grenmek amaciyla Tark okullarindaki 6gretmenlerle ve Tirkiye'yi ziyaret etmis Birlegik
Kralliktaki Gniversite 6grencileri ve 6gretmenleriyle ¢alismak icin ilging firsatlar sagladi. Cok
Kaltirld Avrupa igin Toplumsal Bilimler ve Tarih Egitimcilerini Egitmek (Aktekin, Harnett,
Ozturk ve Smart, 2009a) adh kitabimizda kendi tilkelerimizdeki tarih ve toplumsal bilimler
egitimcilerinin karsi karsiya kaldiklari zorluklari arastirdik ve Tarih ve Toplumsal Bilimler
Ogreniminde Aktif Ogrenme (Aktekin, Harnett, Ozturk ve Smart, 2009b) adli bir sonraki
calismamizda da bir dizi yenilikci 6gretim kaynagi Urettik.

Bu proje, daha 6nce katildigim basarili Avrupa 6gretmen egitimi projelerinden olan,
ogretmenlik kariyerlerinin ilk yilinda yeni mezun 6gretmenleri desteklemek tizere tasarlanmis
Ogretmenlige Giris — Avrupa’da Acemi Ogretmenleri Destekleyenleri Desteklemek
(TISSNTE)’den yola cikilarak gelistirildi. Avrupa’nin dort bir yanindan gelen akademisyenler,
yeni mezun ogretmenleri ve bu 6gretmenlerin danismanlarini destekleyecek uygulama ve
materyalleri paylastilar. Ogretmenlerin farkli roller lzerine diisiinmelerini destekleyecek
materyallerden olusan bir ¢canta kurguladik.

Baska bir projede, Tiirk meslektaslarimiz Ayten Kiris Avarogullari ve Aysegiil Nihan Erol
Sahin’in katildiklari Avrupa’da Cocuk Edebiyati Ogrenmek ve Ogretmek adli calismamizda
okuma aliskanliklariyla ilgili cocuklarla gérlismeler yaptik ve dort Avrupa Ulkesi arasinda
tecriibeleri karsilastirdik. Ogretmenlerin ve c¢ocuklarin yorumlarinin analizi, okumanin
ogretilmesinde Avrupali 6gretmenleri desteklemek lizere tasarlanmis 6grenme ve 6gretme
materyallerinin Gretimini tetikledi (Adalsteinsddttir, 2010).

Sosyal Bilgiler projelerinin yani sira TISSNTE ve Edebiyat projelerinden de bahsettim
zira bunlar Avrupa capinda dislince paylasiminin ve meslektaslarimizin tecriibe ve giicli
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yanlari Gzerinde yikselmenin énemini gosteriyorlar. Eger onlarin anlayislarini ve bizim etkili
pedagoji anlayisimizi derinlestirmek istiyorsak, 6grenenlerin 6grenme siireglerine iliskin bakis
acilarini yakalamanin vazgecilmez oldugunu anlariz. Son olarak da bu arastirmalar, 6gretim
materyallerinin gelistirilmesinin yani sira 6grenme ve 0gretme firsatlari (zerinde
disincelerimizi nasil destekleyebilecegine yonelik de gliglii 6rnekler sunarlar.

9. 1970’lerden 2019’a kadar ilkokullarda tarih 6gretiminin hangi bigimlerde degistigini
diisiiniiyorsunuz ve sizce en onemli gelismeler neydi?

En 6nemli gelisme, Ulusal tarih Mifredatinin yaratilmasiydi. 1970’ler ve 80’ler boyunca
bazi gocuklar ya gok az tarih 6grendi ya da hi¢ 6grenmediler. Her ne kadar elestirilmis olsa da
Ulusal Mifredat en azindan 5 yasindan blyilk bitin cocuklarin tarih 6grenme haklarini
teminat altina aldu.

Bagka bir 6nemli gelisme de tarih egitimi alanindaki arastirma sayisindaki artis oldu.
Artik tarih 6gretimi ve 6grenimini desteklemek lzere siniflardan elde edilen genis bir ampirik
arastirma temeline dayanan kanitlardan faydalanabiliyoruz. Arastirma c¢ocuklarin tarih
alanindaki diisiincelerinin karmasikligini gostermekte ve etkili 6gretme stratejilerini analiz
etmektedir. Glinimuzde aralarinda sizin derginiz olan Turk Tarih Egitimi Dergisi ile Journal of
Historical Learning, Teaching and Research (Uluslararasi Tarih Ogrenimi, Ogretimi ve
Arastirmasi Dergisi); The Year Book of the International Society of History Didactics
(Uluslararasi Tarih Ogretme Sanati Toplulugu Yillig1) ve The International Journal for History
and Social Sciences Education (Uluslararasi Tarih ve Sosyal Bilimler Egitimi Dergisi) da olmak
Uzere tarih 6grenme, 6gretme ve arastirmaya adanmis cesitli dergiler bulunmakta.

Avrupa Tarih Egitmenleri Dernegi (EUROCLIO) tarih pedagojisiyle ilgilenen Avrupal
akademisyenler toplulugunun gelisiminde ve tarih egitiminde uluslararasi is birliginin
glclenmesinde 6nemli bir rol oynamistir.

ingiltere’deki meslek birlikleri, ilkokul tarih egitimi pedagojisine her gecen giin artan
bir ilgi duymaktadirlar. 1988’de ingiltere’de, ilkokullarda tarih egitimini, bir dizi ulusal
konferans ve yayin vasitasiyla destekleme amaciyla kurulan ilkokul Tarihi Derneginin kurucu
Uyelerinden biriydim. Dernek, 1990’larin baslarinda Tarih Dernegiyle (Historical Association)
birlesti ve ilkokul Tarihi (Primary History) dergisini yayinlamaya basladi. Birka¢ yil boyunca
editordiim ve sinif etkinliklerine iliskin vaka incelemeleri; son kaynaklara dair incelemeler ve
okullarda tarih mifredatinin uygulanmasina yonelik rehberlik saglayarak ilkokul
uygulamalarina destek verdik. ilkokul Tarihi yilda ¢ baski yapar ve ilkokullarda tarih
O0gretenlere deger bicilemez tavsiye ve fikirler sunmaya devam etmektedir.

Tarih 6gretimindeki baska bir 5nemli gelisme de tarih ve bilgi kaynaklarina erisimimizin
her gecen gilin artmasi olmustur. 1970’'ler ve 1980’lerde, sadece birka¢ kaynak vardi ve
O0gretmenlerin ¢ogu tarih 6gretmek icin televizyon programlari, ders kitaplari ve hikayelerden
yararlaniyorlardi. Ulusal Mifredat, hicbir egitim materyalleri ve tarih mufredatini nasil
planlayip icra edeceklerine dair bir kilavuzlari olmayan okullar icin yayinevlerine yeni kaynaklar
gelistirme firsatini verdi.

5-11 yaslari arasi cocuklar icin kapsamli bir tarih egitimi semasi gelistirmek tGzere biylik
bir yayineviyle ¢alistim. Sema, ¢ocuklara yonelik farkli basliklara (6rnegin okullar, evler, ulagim)
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ve farkli tarih dénemlerine (mesela isgal ve Yerlesim — Romalilar, Anglo-Saksonlar ve Vikingler,
Tudor ve Stuart Hanedanlar, Viktorya Cagi, Antik Yunanhlar) iliskin basvuru kitaplari
icermekteydi. Her 6grencinin kitabinda sunlar vardi;

e Orijinal tarihi eserlere, binalara ve tarihi yerlere ait resimler;

e Gecgmise ait sahnelere dair gizimler;

e Ogrencinin belirtilen okuma yasina uygun dil ve kelimeler;

e Tarih bilgisini genisletecek soru ve etkinlikler;

e Kitap icin gereken arka plan tarih bilgisi, bir tarih 6gretim semasi planlama rehberi;
farkh etkinliklere iliskin taslaklar, kaynak tavsiyeleri; g¢ocuklarin 6grenme
performansinin degerlendirilmesi ve kaydettikleri ilerlemenin kaydedilmesine yonelik

tavsiyeler iceren bir 6gretmen ek kitabi.

internet’in yayginlasmasindan onceki yillarda bir dizi ‘Grup Tartismasi Kitaplar’
Uretmistik- sinif tartismalarini tesvik etmek igin tarihi eserlere ait resimler iceren biyuk
kitaplar- ayrica bu kitaplarin nasil kullanilacaklarina yonelik 6gretmen rehberleri de vardi.
Sema, Ulusal Mifredatin uygulanmasinda 6gretmenleri desteklemekteydi ve ginimizde
satilmaya devam eden kitaplariyla 6gretmenler arasinda cok popilerdi (Harnett, 2003).

Yayinlanmis egitim materyallerinin artisinin yani sira son otuz yilda gocuklari igin
basilmis tarihi kurgu ve resimli kitaplarin miktari da artmistir. Bu yayinlar hayal giici yiiksek
anlatilar sunmuslar ve gocuklari ge¢mis hakkinda daha ¢ok sey 6grenmeye tesvik etmislerdir.

Baska bir 6nemli gelisme de internetin tarih arastirmasi icin olasiliklari genisletme
bicimi olmustur. Artik mize koleksiyonlarini ve tarihi alanlari aramak ve kaynaklarini sinifta
kullanmak mumkindir. Ayni zamanda g¢ocuklar da okul disinda kendi tarih arastirmalarini
gerceklestirebilirler ve internet aramalari vasitasiyla gegmisin farkli yonleri Gizerinde ‘uzman’
olabilirler.

Mifredata dahil edilen tarih bilgilerinin segim kriteri, pek ¢ok Ulkedeki tartismalarin
konusu olmustur. Ulusal anlatilarin farkli topluluklari iceren kapsayici anlatilarla bir araya
getirilmesi hususu sirekli sorgulanmistir. Tarih, geng¢ insanlarin kendi ¢oklu kimliklerini
anlamalarina ne derece yardimci olabilir?

Tarih Dernegi tarafindan fonlanan Teaching Emotive and Controversial Issues (TEACH)
(Hassas ve Tartismali Konularin Ogretilmesi) adli bir projede bu konulardan bazilarini ele aldim.
Calisma tanimimiz suydu: ‘Gegmiste bir birey ya da grubun bir halka haksiz davrandigina iliskin
fiili ya da algilanan bir haksizlik oldugu durumda tarih egitimi duygusal ve tartismali olabilir.
Ayni zamanda okulda, ailede/toplumda ve diger yerlerde 6gretilen tarihler arasinda celiskiler
olmasi da olasidir. Bu tiir mesele ve celiskiler belirli egitim ortamlarindaki 6grenciler izerinde
gicltu tepkiler yaratabilir (Historical Association, 2007: 4). Proje, bu meselelerle basa
¢ikmalarina yardimci olmak lizere 6gretmenler icin ilave bir egitim tavsiye etmis ve uygun
kaynaklarin seciminin 6nemini vurgulamistir.

TEACH projesi, Avrupa Konseyiyle gerceklestirdigim miteakip ¢calismanin da temelini
olusturmustur. Avrupa Konseyinde, Kiiresellesme ve Digeri imgeleri Sempozyumu; Avrupa’da
Tarih Egitiminde Zorluklar ve Yeni Bakis Aclilar’nda c¢ocuklarin gorislerinden elde edilen
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sezgilerin 6gretim lizerinde cesitli etkileri oldugunu ve 6gretim stratejilerinin su konulari géz
online almalari gerektigini savundum:

e Cocuklarin mevcut algilari, deneyimleri ve bilgi kaynaklari;

¢ Dilin kullanimi- ‘digeri’nin nasil tanimlandigi ve ‘biz’ ile nasil karsilastirildig;
¢ Basmakalip inanglara meydan okunmasi;

® Cocuklara meseleleri ve yorumlari tartisma firsatlari saglanmasi;

Arastirma anlaminda, ¢ocuklarin ‘digeri’ algilarinin daha detayli kesfedilmesine ve
farkh 6grenim ve 6gretim kaynaklarinin degerlendirilmesine de ihtiyag¢ vardi (Harnett, 2009).

Ayrica Avrupa capinda tarihi etkilesimler ve yakinsamalari ele almak Uzere tarihgiler,
miufredat gelistirenler, 6gretim kitaplari yazarlari, 6gretmen egitmenleri, vazifeli 6gretmenler
ve miuzelerden gelen uzmanlari bir araya getiren Bolen Hatlari olmayan bir Avrupa igin
Paylasilan Tarihler (Shared Histories for a Europe without Dividing Lines) adli baska bir Avrupa
Konseyi projesine de katkida bulundum. Belirli temalari ve Avrupa ¢apindaki etkilerini ele aldik.
Temalar sunlardi;

Sanayi Devriminin etkisi;

Egitimin gelisimi;

Sanat tarihindeki yansimalariyla insan haklari;
Avrupa ve diinya.

Seminerler esnasinda bu temalarin 6nemi (izerine makaleler sunduk. Bu makaleler,
ogrenim kaynaklarini da iceren bir e-kitapta yayinlandi. Ogrencilerin farkh bakis agilarini
anlamalari icin ¢cok perspektifli yaklasimlari tavsiye ettik ve siniflarda kullanilacak farkh
O0gretme stratejilerini tartistik (Council of Europe, 2014).

10. Pek c¢ok iilkede 6gretmenler, 6grenciler ve akademisyenlerle birlikte ¢alistiniz. Tarih
ogretimi ve Ogrenimi hakkinda hangi ortak sorunlar, diger yandan da ne tiir
benzerlikler gozlemlediniz?

Aralarinda sunlarin oldugu cesitli ortak hususlar var:

e Ogretmen bilgisi ve uzmanhgi. ilkokul &gretmenlerinden c¢ok cesitli konulari
ogretmeleri bekleniyor ve bu 6gretmenlerin hepsi de tarih uzmani degil. Tarih
uzmanliklarini gelistirmekte ilkokul 6gretmenleri destekleme yollarinin bulunmasi
onemlidir;

e jilkokullarda tarihin statiisti. ilkokul 6gretmenlerinin okuma yazma ve sayl saymayi
ogretmen de dahil olmak Uzere bir dizi dnceligi dengelemeleri gereklidir ve genellikle
tarih 6gretmek icin zaman cizelgesinde yeterli zaman yoktur.

e Tarih mifredatiigeriginin secilmesi. icerik geleneksel ulusal anlatilari giiglendirmeli mi?
icerigin farkli topluluklarin tarihini hangi acilardan yansitmasi gerekir?

e Tarihsel sorgulamalari destekleyecek ve ilkokul cocuklarinin farkli bakis acilari ve
fikirleri takdir edebilmelerini saglayacak 6gretim stratejilerinin gelistirilmesi.

e Tarih 68retimi icin eldeki kaynaklarin Avrupa capinda farkliliklar gostermesi.
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11. Turkiye’de yayinlanmis kitaplariniz var ve farkh projelerde Tiirk akademisyenlerle
calistiniz. 2014’deki Uluslararasi Tarih Egitimi Sempozyumunda bas konusmaciydiniz.
Ayrica 2017°'de TTK  Uluslararasi Tarik Miifredati Calistayina katildiniz.
Deneyimlerinize dayanarak — Tiirk tarih egitimi hakkindaki goriisiiniiz nedir?

Tirkiye'yi ziyaret etmek ¢ok hostu ve Tirk meslektaslarimdan hep gérdigiim ¢ok sicak
karsilamaya mutesekkirim. Boylesine muthis bir tarihi olan Turkiye'yi ziyaret etmek bir zevkti.
Tirk meslektaslarimla fikir ve tecribelerimizi paylagsma firsati benim igin son derece
onemliydi. Tarih O6grenme ve Ogretmede benzer zorluklarla ylzlesiyoruz ve hepimiz
Ogrencilerimiz ve c¢ocuklarimizin deneyimlerini iyilestirmeye kendimizi adamisiz. Turk
akademisyenlerinin arastirmaya adanmisliklari arastirma projelerine katilimlari ve sayisi
gittikce artan yayinlarinda agik¢a gorilebiliyor. Uluslararasi tarih arastirmalar toplulugunun
Turk meslektaslarimizdan 6grenecegi cok sey var ve onlara gelecekte basarilar dilerim.

Bana profesyonel 6gretim kariyerim (zerine disiinme firsati verdiginiz igin tesekkir
ederim. Sorulariniza verdigim cevaplari disinmekten haz aldim ve okuyucularin tarih
mifredatinin 6nemi ve uygulanmasindaki zorluk ve firsatlar lGzerine disinmelerini tegvik
etmis olduklarini umarim.

Kiymetli fikirlerinizi ve deneyimlerinizi bizimle paylastiginiz icin cok tesekkiir ederiz.
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An Interview With Prof. Dr. Penelope Harnett on History Teaching

1. 1.Dear Professor Harnett, we know you from your articles, books, journal
editorships, projects, and symposiums on history teaching. Some of your books have
been published in Turkey and you have studied with Turkish academics. Could you
please let us know a little bit more about yourself before you began your teaching
career?

| was born in a small village in the north of England called Eyam which had an
interesting history. In 1665 the plague came to the village: people said that the plague fleas
were brought from London in a bundle of cloth which had been sent to the village tailor. Many
villagers caught the plague and died. Their priest persuaded the villagers to stay in the village
to prevent the disease from spreading and the villagers shut themselves off from the rest of
the countryside. This took nearly 18 months and two-thirds of the population died. The
villagers’ bravery is still remembered today, and many visitors come each year to the village.

My father was the priest at Eyam and as a child | loved to explain the stories of the
plague to visitors and to show them some of the historic sites in the village. | enjoyed looking
through the old parish registers which recorded the births, marriages, and deaths of people
who had lived in the village.

| was an avid reader, enjoying firstly the history stories and myths and legends in my
reading books and as | grew older | liked to read historical fiction by authors such as Rosemary
Sutcliffe, Margaret Irwin and Geoffrey Trease who were all able to provide rich descriptions
of past ways of life in the exciting stories which they wrote. At school, | loved listening to
stories on the radio: the different sound effects which were employed and the intonation of
the readers’ voices made them really exciting.

My parents were very interested in history and would take me to historic sites and
museums. My mother was particularly good at making the past come alive and | can
remember as a young child the stories she told me about different people who lived in the
places which we visited. | was also very fortunate to have a good history teacher at school
who really motivated me to study.

My grandfather used to tell me lots of stories about his past and | think | was always
aware of the passage time. | can remember standing beside a tree in our garden when | was
about ten years old and saying to myself, ‘1 am going to remember this occasion for the rest
of my life’. And I still can! | remember the sunshine on the tree, the color of its bark, and the
crinkly feel of its leaves!

| always wanted to study history at university and when | was 11, | went to my
headteacher and insisted that | should learn Latin since | knew that this was a requirement to
study history at Oxford University. When | went to Oxford we were expected to be fluent in
both French and Latin. | am still grateful for the opportunities to learn different languages
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since | think that it is through learning languages that one can begin to understand different
peoples and cultures and what is important to them.

2. How did you decide to work with primary school students after graduating from
Oxford University’s Modern History Department? Can you tell me a little bit about
your experience of teaching history to children?

After university | decided to study for a postgraduate certificate in education,
specializing in teaching children 4-7 years old. The course provided me with a range of new
ideas about teaching since we were encouraged to think about children’s development
holistically which involved looking beyond traditional subject disciplines. We thought about
introducing children to a wide range of different experiences; supporting their own interests
and enthusiasm and considered their social and emotional development as well as their
academic abilities. Such approaches had their roots in child-centered notions of education
and so when we learned history it was often introduced through a topic approach where
history was linked with other subject areas.

From the early stages of my career, | was interested in how children developed their
understanding of the past and | particularly remember attending an inspiring course led by
John West in 1980. John West was a school inspector who recognized that primary school
children could think about complex historical ideas if they were introduced to them in
appropriate ways. He pioneered the use of washing lines and used pegs to hang pictures on
the line to support children’s sense of chronology and to help them explain their ideas. John
West's research (West, 1981) has since been extended by many researchers and | felt | was
lucky to meet him and to hear him express his views.

My other teaching interest concerned teaching reading and studying the links between
the spoken word and reading. In fact, after 2 years of teaching, | took an advanced
qualification in teaching reading which involved creating supportive reading environments for
children and analyzing their different reading abilities. This qualification was particularly
useful when | became involved in publishing children’s history books later in my career.

3. | know from your biography that you worked as a teacher in primary schools in
England from 1975-1984. What was the history teaching programme like during
these years? Could you please tell us the methods and techniques that you used in
class?

Before the introduction of the history, National Curriculum in England in 1991 history
provision in primary schools was very variable. The history National Curriculum made the
subject compulsory for all children from 5-16 years old. Before 1991, class teachers decided
whether they wanted to teach history and what they would teach. There was little planning
in many schools and in some schools, children learned very little history.

As there was no National Curriculum, my experience of teaching history depended on
the school where | was teaching. During my first 2 years when | taught 7-8-year olds, we
followed the school textbook. There was a textbook for each year group which had
information and pictures about different historical periods in chronological order. My
children’s book was called from Cavemen to Vikings and we used to read the information and
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draw pictures. It was not very exciting! It was a similar method when | taught 10-11-year
olds in another school, except we also went on field trips to the locality.

Television programmes often provided the stimulus for history teaching and these
were useful since they provided good visual sources of information in interesting ways. So,
with a class of 8 - 9-year olds we saw buildings, statues and artifacts from Roman times and
could imagine what might have happened through actors reconstructing different episodes
from the past.

As | became more experienced in teaching history, | recognized how excited children
became when handling old objects; the exploratory nature of their talk and their abilities to
express and to justify their different points of view. | can also remember their enthusiasm for
visiting different historic sites in the locality and was always pleased to hear them recount that
they had taken their family to visit some of the places we had visited as a class. This was
family learning at its best!

One of the key priorities of government policy in the 1980s was the development of
the science curriculum in primary schools. In many primary schools, the science curriculum
rarely incorporated more than a nature table for children to display flowers and leaves they
had collected and a study of the weather. | became very interested in science education and
studied for an advanced qualification in this area. On courses which | attended we thought
about how to develop children’s scientific inquiries and encourage them to make observations
and draw conclusions. | worked with children in my classroom and began to analyze the
different sorts of questions they raised and how they tested out their ideas. The content of
the activities was scientific, but in fact the children were exhibiting many of the skills which
we would seek to promote in the study of history!

4. What are the challenges and opportunities of teaching history to young pupils and
what is your view about historical thought in the primary level?

When | first started teaching very little research had been undertaken concerning
historical thought in the primary years, although there was a growing awareness of secondary
children’s understanding from the Schools’ History Project and secondary schools’
examination syllabuses. A Schools’ Council Project, Time, Place and Society (Blyth et al. ,1976)
identified key historical knowledge, skills and concepts to be taught, and provided some
guidance on how to plan the curriculum but no empirical evidence on children’s thought.

In the 1980s, books by Joan Blyth began to indicate some aspects of primary children’s
historical thought (Blyth, 1982, 1985), but the first major contribution to the field was from
Hilary Cooper who published, The Teaching of History in Primary Schools in 1992, followed by
History in the Early Years in 1995. (Cooper, 1992, 1995) Hilary has talked about her work
with you in an earlier edition of the journal, so | am not going to repeat what she says, but just
wanted to emphasize how important her work has been.

One of my earliest research projects examined how children developed an
understanding of the past through looking at visual sources. | was interested in what children
aged 5, 7,9 and 11 years old noticed in history pictures. There were some striking differences
between the different age groups when | asked them what they could see. The youngest
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children often did not have the vocabulary to talk about all the things they noticed. The 7- and
9-year olds looked very closely at the pictures and provided many details about what they
could see. Older children however tended to provide fewer details but offered more
summaries of their observations; they were able to synthesize many of their detailed
observations and draw conclusions about what was happening in the pictures. The research
provided some evidence of what possible progression in children’s historical understanding
might look like (Harnett,1993).

| continued my research by asking children to devise their own questions about
pictures and noted a similar pattern. Some children asked very detailed questions about the
pictures; other children were more interested in asking broader questions which commented
on the significance of different features. This encouraged me to think about developing
teaching strategies to help children make progress in historical understanding though
identifying what issues might be more historically significant than others (Harnett, 1998).

The importance of listening to learners and analyzing their existing understanding has
influenced much of my work both as a teacher and researcher. It aligns particularly with social
constructionist views of learning and the role of more knowledgeable others in shaping
learners’ development through what Vygotsky described as the zone of proximal development
(Vygotsky,1978). Language plays an important role here since it enables learners to;

e Explore and explain their ideas

e Justify their opinions to others

e Modify their views following discussion
e Synthesize their beliefs

e Draw conclusions.

In the following transcript the teacher extends children’s understanding by
encouraging them to express their opinions in response to her careful questioning. The
children are talking about objects which they have found in a classroom archaeological dig.

Teacher: How do we know if the artefacts are from the past?

Child A: They look old? (Child A notes that appearance is an important factor in
determining age)
Teacher: What does old look like? (Teacher moves the discussion on further to ask

about the appearance of ‘old’).

Child A: Different from new, not shiny, sometimes ripped or torn. (Child A compares
object to what it is not - before finding words to describe old)

Teacher: Can anyone think of an example of something from the past that is shiny or
does not look old? (Teacher encourages the children to extend their thinking what constitutes
old).

Child B: What about gold and silver or necklaces and rings?
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Child C: Yes, they are shiny, but they could look old. (Children supporting each other
with their ideas. Child C challenges Child A’s earlier assumptions relating shiny to new
objects).

Teacher: Thank you, so artefacts can look old or new, then how can we tell if they are
from the past? (Teacher summarizes the discussion so far and raises a further question to
extend children’s thinking) (Harnett and Whitehouse, 2017: 33).

It has often been argued that history is difficult for young children since they have no
sense of chronology. In fact, children do have an emerging sense of time and even from a very
young age can recognize the past is different from the present. When children hear the
beginning of a story, once upon a time, they know immediately that it is set in the past, and
in a time, which can be very different to their own. Several studies (e.g. De Groot-
Reuvekampel al., 2014,) have indicated how teachers can support children’s chronological
understanding and there is evidence of several effective ways which include:

e Classroom timelines delineating different centuries/ and periods for children to place
pictures on.

e Sequencing activities

e Setting the context for new learning through reference to existing learning on timeline.

e Developing pupils’ personal timelines for them to record their historical learning.

¢ Developing activities which enable children to utilise vocabulary relating to the passage
of time.

As the National Curriculum was being implemented in schools in the 1990s there were
growing concerns amongst early years professionals, that not enough account was being
taken of the importance of play in children’s development. Gill Beardsley and | analysed the
important ways in which children could learn through play in Exploring Play in the Primary
School. We recognised that many classrooms for 4-6-year olds had ‘home’ corners (generally
a space where children played at keeping house) and we considered how these could be
developed to into more interesting historical play spaces such as:

¢ A nineteenth century kitchen

e Acastle

e A Viking long boat carrying Vikings to England
¢ An old school

e Anold shop

e Acave

In such spaces children can extend their awareness of past ways of life through acting
out different people’s roles through their play. For older children we analysed the
opportunities which role play and drama provided for extending their understanding of
different points of view and alternative versions of history (Beardsley, G. with Harnett, P.
,1998).

5. Canyou tell us please about the process of preparation for the National Curriculum
and the new history curriculum for schools?
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The Education Act in 1988 enacted that there was to be a National Curriculum in
England and stated the subjects which were to be studied. Working groups for different
subject areas were established to decide on the content of the curriculum subjects. The
history working group’s recommendations faced several criticisms which included: discussion
on the extent to which a history National Curriculum should provide children with a traditional
narrative of the nation’s history; the value of encouraging children to undertake their own
historical enquiries and the identification of specific historical skills and concepts. There was
also the suggestion that very young children were incapable of studying history. Some of the
arguments presented are still very familiar today and have been replicated in other countries
as they have planned their history curriculum.

An analysis of the development of the history curriculum in primary schools became
the focus for my PhD study which was structured around three contexts where policy is
created, discussed and implemented. Within the context of influence, | analyzed the primary
history discourse prior to the National Curriculum within political and educational policy
debates. | studied how curriculum texts were produced through examining different versions
of the history curriculum and how and why they were modified in subsequent years (Harnett,
2001) In terms of curriculum practice, | interviewed teachers and evaluated their different
interpretations of the national curriculum. My research with primary school teachers
indicated the influence of their own experiences and beliefs on their teaching (Harnett, 2000).

The first version of the history National Curriculum was introduced into schools in 1991
and provided many challenges for primary school teachers. They had to become familiar with
the content of nine curriculum subjects (history, geography, English, mathematics, science,
design technology, music, art and physical education), learn how to teach the subjects and
how to assess children’s progress in these areas. Many primary teachers were overwhelmed
by these demands and when they tried to implement all the National Curriculum subjects in
their classrooms, they found that there was not enough time on the timetable. There was no
guidance on how to plan the curriculum and many teachers continued to teach the different
subjects through thematic and topic approaches.

| participated in several government groups to provide advice on how to plan, teach
and evaluate the history curriculum in primary schools. It soon became clear that there was
too much content in the history National Curriculum and | was involved in discussions leading
to a revised version which was produced in 1995. We created advisory Schemes of Work as
examples to help teachers plan the history curriculum. These schemes were structured
around an overarching historical enquiry which was supplemented by subsidiary questions
which would contribute to the enquiry outcomes. Classroom activities relating to the
subsidiary questions were outlined with possible resources and assessment opportunities. For
example, a scheme of work for children aged 6 had an overarching enquiry question, what
were homes like long ago? Followed by additional questions and suggested activities to
answer them;

e What sort of homes do people live in today?
¢ What can we find out from the outside of homes?
¢ How were homes long ago different from homes today?
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¢ What would we find inside people’s homes a long time ago?

¢ What can we find out about Victorian or Edwardian times from looking at household
objects?

e How can we turn the ‘home corner’ into a bathroom, kitchen or living room from a
long time ago? (DfEE, 1999).

There was funding to ensure the successful implementation of the National Curriculum
and at the university we ran many courses to update teachers’ historical knowledge and to
provide guidance on curriculum planning and evaluation. Later in the 2000s | worked with
Teachers’ TV to provide continuing professional development programmes for teachers.

In primary education there has always been a tension concerning how much time
should be spent on equipping children with ‘the basics’ - learning to read, write and to become
numerate and time for other curriculum subjects. In my view, the separation of ‘the basic
curriculum’ and ‘the other’ is a false distinction; literacy and numeracy cannot be separated
from the contexts of other curriculum subjects. However, responding to a perceived decline
in literacy and numeracy standards, the Secretary of State for Education suspended the
statutory requirements to teach subjects other than literacy and numeracy for 2 years in 1998.
The introduction of a ‘literacy hour’, followed by a ‘ numeracy hour’ in state primary schools
reduced the opportunities for teaching history at the turn of the century.

Government policy has consistently argued for a broad and balanced curriculum in
primary schools, but these aims have often been contradicted in practice. A National Literacy
and a National Numeracy Strategy dominated the primary curriculum in the early years of the
twenty first century. In 2003, the Primary National Strategy ( DfES, 2003) gave schools
considerable freedom to innovate, but few schools seized this opportunity; headteachers
were worried about ensuring their schools passed frequent school inspections and that their
pupils ( 10-11 years old) would achieve high standards in Standard Assessment Tests for
English and mathematics ( SATS). The SATs’ results of individual schools are published annually
and contribute towards school league tables which are used to judge the effectiveness of
individual schools.

The election of a new conservative government in 2010 provided the impetus for a
review of the curriculum. Plans for the history curriculum were particularly controversial and
echoed many of the earlier debates in the creation of the first history National Curriculum.
The Secretary of State for Education emphasised the importance of a traditional national
history narrative. His first version of the curriculum, comprising an enormous list of important
dates was met with derision by teachers, academics and the general public. A revised version
with a considerably reduced content was implemented from 2014. This version has an
emphasis on developing children’s sense of chronology and requires children to learn history
in a broadly chronological order and to make links between different periods of history which
they have studied (DfE, 2013).
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6. You moved into teacher training in 1984; can you please tell us about your
experience in this field?

It was a very exciting time to move into teacher training in the 1980s; the sector was
expanding, and teaching became an all graduate profession with the extension of Bachelor of
Education (BEd) training and Postgraduate Certificates in Education (PGCE). My first role at
Bristol Polytechnic (which later became the University of the Wests of England in 1992) was
to teach environmental studies to primary education students. Environmental Studies
included history, geography and science which we taught within specific themes. It was only
later, after the introduction of the National Curriculum that we began to teach in specific
subject areas, since previously we had been keen to demonstrate to our students how
different links could be forged between subjects.

Within the education department, we drew on the work of Lawrence Stenhouse to
consider ways in which to improve the quality of learning and teaching in the classroom.
Stenhouse (1975) argued that quality would improve as teachers began to think systematically
and critically about their work and advocated the notion of teachers as researchers
investigating and evaluating their own practice. These beliefs underpinned the design,
content and implementation of our education programmes for students.

We were inspired by our colleague, Andrew Pollard whose many publications have
influenced teacher training programmes. His publications on Reflective Teaching (1989)
impacted on our pedagogy. We wanted our students to be:

e self- critical;

e to continually question what they were doing in the classroom;

e to utilize evidence to analyze effective learning and teaching

e to make informed judgements and to become confident in their own classroom
decision making.

Consequently, throughout their degree course, students were expected to undertake
many activities and were assessed on the quality of their analysis and reflection. It was an
innovative approach to teacher education which involved students’ active engagement with
their learning. In history the activities included:

e Designing a trail around the university environs and considering its potential for
children’s learning;

¢ Observing the language used by a small group of children talking about an artefact;

e Creating personal timelines and comparing them with each other’s;

¢ Analyzing the potential of a children’s story book for teaching historical skills;

¢ Planning and evaluating a role play activity to develop children’s understanding of a
historical event;

¢ Asking and evaluating a series of questions about a historical picture;

¢ Evaluating different sources of information and ranking them in order of the most
important to answer an historical enquiry;

e Enacting a series of freeze frames to establish significant features of an historical
period;
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e Sequencing a series of events.

In addition, the concept of teacher researcher was further extended as students were
required to plan and undertake a small-scale classroom research study which analyzed
children’s learning and history pedagogy. Several of the students’ studies were subsequently
published in Primary History, the journal of the Historical Association in the UK. As Editor of
Primary History, | believed that it was important to publish students’ work; it demonstrated
to a wider public how valuable their work was and contributed to an increasing body of
knowledge concerning children’s learning in history.

Such approaches continued to permeate through our course programmes into the
twenty first century and can be found in my book, Understanding Primary Education, (Harnett,
2008) which was designed to support students and teachers to reflect on education policy
and its implication for classroom practice. | worked with colleagues to analyze learning in
different subject areas and to describe how different areas could contribute to children’s
overall development. The book includes questions and case studies from classrooms to
encourage reflection and provides examples of innovative practices. We used it as a core text
on our programmes and students appreciated the opportunity to discuss different chapters
with their authors who were all members of the education department. It was a powerful
reminder that everyone in the department was committed to educational research.

In 2007 | was awarded a National Teaching Fellowship in recognition of my
contribution to teaching excellence. These Fellowships are prestigious awards; only 50 are
awarded to university lecturers in the UK each year, irrespective of their subject discipline.
Submissions for the award are evaluated against evidence of the impact of excellence in
teaching on transforming student outcomes; in supporting colleagues and wider engagement
and in a commitment to ongoing professional development.

These criteria have underpinned my approach to learning and teaching throughout my
career. They also provide a very useful tool for all academics to reflect on as they consider
their roles and the effectiveness of their teaching,

7. Could you please share your opinions on the extent, content, methods, process and
procedures of training that could be provided to history teacher candidates?

Students can bring negative views of history to history training programmes. Often,
they cite memories of school where they might have learned series of unconnected dates or
spent a long time copying from books and writing long essays. In training students therefore,
| wanted to help them to appreciate what fun learning history could be and modelled my
teaching with them on what they could achieve in the classroom with their pupils.

On beginning a course, | would encourage students to reflect on their own histories;
to construct their own timelines and to consider how political, social and family contexts had
shaped their own lives. They were creating a narrative of their own lives which they could
compare and contrast with other members of the class. | would draw their attention to how
important their own experiences and personal beliefs were in their teaching role. Such ideas
were developed further in Exploring Learning, Identity and Power through Life History and
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Narrative Research, edited by myself and Ann-Marie Bathmaker (2010) which analyzed the
impact of life histories on professionals’ current roles.

Training methods included a range of activities designed to initiate students’ curiosity.
| wanted students to be active learners at the university and encouraged them to talk and
explain their ideas with each other. | used methods which could be adapted for primary
classrooms as described in my answer to question 6.

Activities outlined above and in response to question 6 were designed to enhance
teachers’ and students’ professionalism. In the outcomes of the major Teaching and Learning
Research Project in 2010, Pollard describes the key features of an informed profession which
can present:

e valid educational rationales based on evidence;

e informed principles and clear explanations of pedagogic strategies in use through
effective implementation and

e acommitment to continuing improvement.

Such principles as these provide clear direction for the beliefs and values which need
to underpin the work of history teachers, history teacher trainers and all academics.

8. What collaborative research projects have been influential in shaping your views
about learning and teaching?

Training Social Studies and History Educators for Multi-Cultural Europe was an exciting
project undertaken with Turkish colleagues within the framework of the EU Promotion of the
Civil Society Dialogue Programme between Turkey and the EU. It provided interesting
opportunities for me to work with teachers in Turkish schools and for university students and
teachers in the UK to learn about Turkish education from academics who visited from Turkey.
We explored the challenges facing history and social studies educators in our respective
countries in the book, Teaching History and Social Studies for Multicultural Europe (Aktekin,
Harnett, Ozturk and Smart, 2009a) and also produced a range of innovative teaching
resources in a further publication, Active Learning for History and Social Studies Learning (
Aktekin, Harnett, Ozturk and Smart, 2009b).

This project developed from earlier successful European teacher education projects
which | had participated in such as Teacher Induction - Supporting the Supporters of Novice
Teachers in Europe (TISSNTE) which was designed to support newly qualified teachers in their
first year of teaching. Academics from across Europe shared practices and materials to
support newly qualified teachers and their teacher mentors. We devised a suitcase of
materials to support reflection on their different roles.

In another project, The Learning and Teaching of Children’s Literature across Europe
which included Turkish colleagues Ayten Kiris Avarogullari and Aysegil Nihan Erol Sahin, we
interviewed children about their reading habits and compared their experiences across four
European countries. Analysis of teachers and children’s comments stimulated the creation of
learning and teaching materials designed to support European teachers in the teaching of
reading (Adalsteinsdodttir, 2010).
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| mention the TISSNTE and Literature projects, as well as the Social Studies project
since they show the importance of sharing ideas across Europe and building on colleagues’
experiences and strengths. They demonstrate the importance of gaining learners’
perspectives on their learning which is invaluable if we are to progress their understanding
and our understanding of effective pedagogy. And finally, they provide powerful examples of
how research may support the development of teaching materials as well as reflection on
learning and teaching opportunities.

9. From 1970s to 2019 in what ways do you think the history teaching in primary schools
has changed, and what are the most important developments for you?

The most important development was the creation of the history National Curriculum.
During the 1970s and 1980s some children had learned little or no history. Although the
National Curriculum has been criticized it did at least ensure that all children from the age of
5 years old were entitled to learn about history

Another important development has been the increasing amount of research in history
education. We can now draw on evidence from a growing base of empirical research in
classrooms to inform history teaching and learning. Research indicates the complexity of
children’s thinking in history and analyses effective teaching strategies. There are now several
journals devoted to historical learning, teaching and research, including for example, your own
journal, The Turkish History Education Journal; The International Journal of Historical Learning,
Teaching and Research; The Year Book of the International Society of History Didactics and
The International Journal for History and Social Sciences Education.

The European Association of History Educators, Euroclio has played a major role in the
development of a European community of scholars interested in history pedagogy which has
strengthened international collaboration in history education.

In England, professional associations have shown an increasing interest in primary
history pedagogy. | was one of the founder members of the Primary History Association in
England in 1988, which aimed to support history in primary schools through a range of national
conferences and publications. The Association combined with the Historical Association in
the early 1990s and began to publish the journal, Primary History. | was Editor for several
years, and we supported primary practice by providing case studies of classroom activities;
reviews of the latest resources and guidance for implementing the history curriculum in
schools. Primary History is published three times a year and continues to provide invaluable
advice and ideas for those, teaching history in primary schools.

Another important development in history teaching has been the increasing
availability of a range of historical resources and sources of information. In the 1970s and
1980s, there were few resources with most teachers utilizing TV programmes, classroom
textbooks and stories to teach history. The National Curriculum provided opportunities for
publishers to develop new resources for schools who had no teaching materials and no
guidance on how plan and implement the history curriculum.

| worked with a major publishing company to develop a comprehensive history scheme
for children aged 5-11 years old. The scheme included children’s reference books for different
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topics (e.g. schools, homes, transport) and different periods of history (e.g. Invasion and
Settlement — the Romans, Anglo-Saxons and Vikings, the Tudors and Stuarts, the Victorians,
the Ancient Greeks). Each pupil’s book had;

e pictures of original historical artefacts, buildings and historic sites;

e artists’ reconstructions of scenes from the past

¢ language and vocabulary suitable for a pupil’s stated reading age

e questions and activities to extend historical knowledge

e an accompanying teachers’ book which provided background historical knowledge for
the book, guidance on planning a history scheme of work; worksheets with different
activities; suggestions for other resources; advice on evaluating children’s learning and
recording their progression.

In the years before the widespread availability of the internet, we also produced a
series of Group Discussion Books - which were large books containing pictures of historic
artefacts to promote classroom discussion. There were also teachers’ guides on how to use
these books. The scheme supported teachers in implementing the National Curriculum and
was very popular with teachers with some books continuing to be sold to this day (Harnett,
2003).

Alongside the growth of published teaching materials, there has been an increasing
amount of historical fiction and picture books printed for children in the last thirty years.
These publications have provided many imaginative accounts and motivated children to learn
more about the past.

Another important development has been the way in which the internet has widened
possibilities for historical research. It is now possible to search museum collections and
heritage sites and use their resources in the classroom. Children are also able to undertake
their own historical enquiries outside school and may become ‘experts’ in different aspects of
the past through their internet searches.

The criteria for the selection of the historical knowledge to include within the
curriculum have been the subject of debates in many countries and the challenge of combining
national narratives with more inclusive narratives featuring different communities is
continually questioned. To what extent can history help young people understand their
multiple identities?

| began to explore some of these issues in a project funded by the Historical
Association, Teaching Emotive and Controversial Issues (TEACH). We took as our working
definition that, ‘The study of history can be emotive and controversial where there is actual
or perceived unfairness to people by another individual or group in the past. This may also be
the case where there are disparities between what is taught in school history,
family/community history and other histories. Such issues and disparities create a strong
resonance with students in particular educational settings’ (Historical Association, 2007:4) The
project recommended further training for teachers to help them address some of these issues
and emphasised the importance of selecting appropriate resources.
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The TEACH project informed subsequent work | undertook with the Council of Europe.
At a Council of Europe Symposium on Globalization and Images of the Other; Challenges and
New Perspectives for History Teaching in Europe, | argued that insights from children’s views
had several implications for teaching and that teaching strategies need to consider:

¢ children’s existing perceptions, experiences and funds of knowledge;

e the use of language- how ‘the other’ is described and contrasted with ‘the we’;
¢ challenging stereotypes;

e opportunities for children to debate issues and interpretations;

In terms of research there was also a need to explore further children’s perceptions of
‘the other’ and to evaluate different learning and teaching resources (Harnett, 2009).

| also contributed to another Council of Europe project, Shared Histories for a Europe
without Dividing Lines which brought together historians, curriculum developers, authors of
teaching materials, teacher trainers, practicing teachers and specialists from museums to
consider historic interactions and convergences across Europe. We explored specific themes
and their impact across Europe. The themes were;

e The impact of the Industrial Revolution;

¢ The development of education;

e Human rights as reflected in the history of art;
e Europe and the world.

During seminars we presented papers on the importance of these themes. These
papers were published in an e- book which also contained learning resources. We
recommended multi perspective approaches to encourage pupils to understand different
viewpoints and discussed different teaching strategies to employ in classrooms (Council of
Europe, 2014).

10. You have worked with teachers and students and academicians in many different
countries. What kind of common problems have you observed about history teaching or
learning on the other hand, what kind of similarities have you observed about history teaching
or learning?

There are several common issues which include:

e Teacher knowledge and expertise. Primary teachers are required to teach a range of
subjects and they are not all history specialists. It is important to find ways to support
primary teachers in developing their history expertise;

e The status of history in primary schools. Primary teachers have to balance a range of
priorities including teaching literacy and numeracy and often there is little time on the
timetable to teach history.

e The selection of content for the history curriculum. Should the content re-enforce
traditional national narratives? In what ways might the content reflect the history of
different communities?

¢ The development of teaching strategies to support historical enquiries and to enable
primary school children to appreciate different viewpoints and opinions.
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¢ The range of resources available for teaching history varies across Europe.

10. You have books which are published in Turkey and you studied with Turkish
academics in different projects. You were a keynote speaker at the International
History Education Symposium in 2014. Also, you participated in the TTK
International History Curriculum Workshop in 2017. Based on your experiences,
what is your view about Turkish history education?

| have enjoyed visiting Turkey and have appreciated the very warm welcome from
Turkish colleagues which | have always received. It has been a pleasure to visit to Turkey
which has such a fascinating history. The opportunity for sharing ideas and experiences with
Turkish colleagues has been immensely valuable for me. We face many similar challenges in
history learning and teaching and are all committed to improving the experiences of our
students and children. The commitment of Turkish academics to research is evident and is
noticeable in their involvement in research projects and the increasing number of their
publications. The international history research community has much to learn from Turkish
colleagues and | wish them much success in the future.

Thank you for giving me the opportunity to reflect on my professional teaching career.
| have enjoyed thinking about my answers to your questions and hope that they might have
encouraged readers’ reflections on the importance of the history curriculum and challenges
and opportunities in its implementation.

Thanks a lot for sharing your precious ideas and experiences with us.
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