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Introduction

Considering its usage in the Turkish and English contexts, the word “didactic” does not seem to have any
positive connotations. Expressing an interaction based on a certain discipline between the teacher and the
student, this word is often used negatively in the literature of education research (Kansanen, 1995; Westbury,
2000). As the dominant paradigm in the field of curriculum and instruction, an Anglo-American perspective
appears to dictate the definition of almost all concepts (Pinar, Reynolds, Slattery, & Taubman, 2008; Tahirsylaj,
2017). However, especially in the context of the internationalization of curriculum studies, attempts to
determine new and different perspectives seem to be gaining ground as well. For example, the re-
conceptualization which began to develop at the beginning of the 1970s, the Neo-Marxist curriculum analyses,
critical theory, and poststructuralist curriculum thought, can be given as some examples for these new
perspectives. In addition to these diverse perspectives emerging in the curriculum theory, approaches that are
developed in relation to different philosophical traditions addressing the paradigm of curriculum and
instruction from different angles, especially with regards to the internationalization of curriculum studies have
drawn attention. As such, the didactic tradition dominant in the Continental Europe and Scandinavian
educational thought has been carefully studied as a new venue of research in the field of curriculum and
instruction (Deng, 2015, 2016; Gundem, 2000; Kansanen, 1995; Kiinzli, 1998, 2013; Kruger, 2008; Westbury,
Hopmann & Riquarts, 2000). What is the meaning of this concept attracting such considerable attention in the
field of curriculum and instruction? What does “didactic” really mean and how does it differ from the Anglo-
American curriculum paradigm? When the root and philosophical context of the word “didactic” is examined, it
becomes clear that it is an important conceptual approach that directs the teaching process. It can be
described both as a science that comprises all the variables of the learning and teaching process including the
formal / informal dimension (Dolch, 1965 cited in Gundem, 2000), and as a method used for the formation of
the new generations through education. The origins of this word can be traced back to the ancient Greek word
“didaskein/didaskio” meaning “to be a teacher” or “to teach” (Antel, 1952; Hopmann, 2007). Over time, this
meaning has expanded to include more comprehensive and detailed connotations. When the evolution of this
concept is examined, it can be seen that there is a certain meaning attached to it that has been developing
since the time of Plato and Aristotle, expanded by Thomas Aquinas, Hugh of Saint Victor, Quintillianus,
Comenius and Racitus. In particular, the Didaktika Magna written by Comenius was the first systematic work
on the subject published in Europe (Hopmann, 2007). Unlike his predecessors, Comenius conceptualized
“didactic” as the sequencing of the education process. More recently, in addition to the contributions made by
some German educators like Salzmann and Basedow, Herbart has also made remarkable contributions to the
development of didactic by following in the footsteps of Swiss educator Pestalozzi. However, the development
of a philosophical approach to the didactic perspective, and thus the birth of a rich philosophical socio-
pedagogical orientation has become possible only through Wilhelm Dilthey’s humanist pedagogy. The
theoretical framework of our study is this humanist pedagogy [Geistteswisseschaftliche Padagogik]. This paper
is outlined as a four distinct yet interrelated sections. The first part describes the historical development of
didactic. The second part focuses on the contributions made by Herbartian pedagogy to didactic. The third
section discusses the concept of “Bildung” and its contributions to the didactic perspective in its Diltheyan
sense. The fourth part compares the Anglo-American Curriculum and instruction perspective with that of the
didactic.

Research on Didactic in Turkey

Studies on didactic issues in Turkey focus largely on teacher training and teaching processes. In other
words, they mostly pertain to subject-specific teacher education and the teaching processes of all the subjects.
Regarding the studies that focus on didactic in the context of teacher education, Baki (2010) analyzes didactic
in terms of subject-specific teaching competencies. He underscores the importance of didactic in teaching
subjects, and the relationship between teacher education and subject teaching. However, his study does not
include any discussion of the historical or philosophical contexts, but instead merely focuses on a particular
instructional context. In their study, Yildirnm and Vural (2014) focus on the problem of teacher training and
pedagogical formation (teaching certification), in which didactic is mentioned only once. Under the title
"Finnish Model in Teacher Training," the authors mention didactic as part of Finnish teachers' pre-service
training. The historical, social and philosophical aspects of didactic are not discussed in this study either. Gok
and Erdogan's (2017) study adapted the didactic situations theory to the field of mathematics teaching, as one
strand of the field of general didactics for subject teaching. The subject didactics, one of the two main aspects
of didactics, is a study of different approaches to the teaching of any academic subject. Their study does not
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touch upon the philosophical and historical evolution of didactic either. Another similar study on the theory of
didactic situations was conducted by Bastiirk Sahin, Sahin and Tapan Broutin (2017), who used didactic only as
an approach to teach a subject (mathematics), and did not include any discussions of the developmental
process or historical background of didactic. In the research conducted by Yurdatapan and Sahin (2012),
"didactic transformation theory" was used in the evaluation of teacher knowledge, and the reflection of the
transposed didactic approach, a dominant approach in the French didactic tradition, is emphasized in subject
teaching. An overall analysis of the didactic research literature in Turkey thus indicates that didactic is mostly
used to carry out research on subject teaching or content knowledge, but no conceptual framework is provided
about what didactic really is. Therefore, the current study is expected to fill this extant gap in the Turkish
research literature.

Method

This is a qualitative study that examines the development and origins of didactic in continental Europe.
Qualitative research is generally used for an in-depth study of the facts or phenomena. It aims to describe the
historical roots of didactics and its development in a philosophical context. The main data source for this study
is the related literature. The literature was analyzed via document analysis, which is a qualitative research
method used in analyzing the relevant literature with specific techniques. The method of document analysis
involves the collection of data from written materials containing information on the cases or phenomena
targeted for investigation in a form suitable for the purpose of research (Yildirm and Simsek, 2008). For
document analysis, the literature regarding the specific research problem is of great importance. Obtaining the
related literature according to the purpose of the problem is the first step in document analysis. The books
included in the literature used in this study were obtained by accessing as many original copies as possible, and
certain parts of the works without accessible original copies were used as they pertain to the research
problem. Although indexed journals were preferred as the sources for the cited articles, some web pages were
also utilized. The article searches were based on keywords, and the full-length articles cited in the
bibliographies of the key didactic books were obtained from various university databases. In the research
process, a literature review regarding the research problems was carried out and the necessary resources were
categorized. Each resource was critically read and coded vis-a-vis the research problems. The notes classified
according to the coding were then used in the analysis of each problem. In the document analysis, it was first
tested whether the obtained literature was related to the problems of the research in order to ensure its
reliability and validity. In this process, researchers explored the sources separately, and sought a consensus on
the adequacy of the obtained literature sources. In addition, agreement on the code and the themes revealed
by the research problems was sought. Further consensus was also ensured for the notes taken about the
literature regarding their relevance to the research problems. The research problems of this study are the
following: (1) What trajectory has didactic followed in the historical continuity? (2) What are the contributions
made by Herbartian pedagogy to didactic? (3) How have the relationships of the humanist pedagogy with
didactic developed? (4) What are the similarities and differences between the Didactic tradition and the Anglo-
American curriculum thought? Our study was designed to answer these four questions.

The Evolution of Didactic

Hopmann (2007) proposed a conceptual framework that clearly defines the historical evolution of didactic.
According to this framework, the historical development of didactic was driven by three main concepts which
are ordering, sequencing and selection. The first step in the development of didactic concerns the question of
how to determine the order of the subjects to be taught. In other words, how should the subject be
systematized, and what kind of order should be followed in its presentation to the student? This specific
meaning of the concept is found in the texts by Plato and Aristotle of the Ancient Greece. In the dialogue called
“Meno,” Socrates explains how to solve a geometry problem to a slave. In their dialogue, the only thing
Sokrates does is asking the slave meaningful questions that progress in a certain order. Each answer given to a
question raises another question. While the point made by Socrates here demonstrates the epistemology of
the idealist philosophy, it actually underlines the key dimensions of the teaching process (Jarvis, 2006). When
didactic is approached from Socrates’ perspective, the primary role of the teacher is initiating and facilitating
the interaction between the learner and the content. The content becomes meaningful through the questions
asked by the teacher during the learning process. With its origins in the Ancient Greece, how was the didactic
approach transferred to Europe?
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The heritage of the ancient Greek civilization was transferred to Europe by the Islamic world (Gutas, 1999;
Hodgson, 1974; Makdisi, 1981). In this transfer process, Europe learned about the ancient Greek classics, but
more importantly, it was introduced to the cultural contributions made by the Arab-Andalusians. This heritage
played a significant role in Europe's rise out of its Dark Age (Saliba, 2007). Naturally, European thinkers were
influenced by the Islamic civilization's view of learning and teaching. This influence bears the marks of some
important Middle Age philosophers’ perspectives on the teaching process. In other words, didactic became a
problem of European philosophers in the middle ages. For these philosophers who taught Dominican and
Franciscan schools of thought in the monasteries, didactic played a key role in allowing them to grasp some
difficult and ambiguous issues. One of these philosophers, Hugh of Saint Victor, was one of the first to study
didactic. Hugh describes the teaching process as a disciplined action and emphasizes that learning can take
place only through a disciplined process in a disciplined environment (Hopmann, 2007; Roest, 2000; Rorem,
2009). Another Catholic philosopher, Thomas Aquinas, developed Hugh's thoughts further. In his work titled
“Summa Theologica,” he underscores the importance of the learner’s active role in the learning process, and
defines the teacher as a person helping the student in this process (Copleston, 1962; DeWulf, 1959).

The second step in the evolution of didactic is sequencing, which appeared during the reform era in Europe.
After the Renaissance, especially after the struggle with the church, the events that took place during the
reform era caused the didactic to acquire a new dimension. The bloody fights against the Catholic Church
brought a major breakthrough in terms of the spread of Protestantism. A more important development than
this spread of Protestantism was the quest that began in the field of education and social welfare (Lindberg,
2010). The most important result of this quest was the debate about the nature of the teaching process.
Obviously, the thinker who made the most significant contribution to the didactic thinking of the reform era is
Comenius. This Protestant pastor of the Czech Republic, who lived between 1592 and 1670, is perhaps one of
the greatest thinkers leaving an indelible mark on the history of pedagogy and didactic. For Comenius, who
lived in Europe in a time of a rapid pace of reform, schools were vitally important for the happiness of society
and for the development of Christianity. For Comenius, who saw education as the main driver of social
development, the most urgent problem was the inefficient and useless education delivered at schools. The
most important dilemma of this useless education was the teaching methods. If reforms could be made in
methods, schools could be the places where the light would shine and dissipate the darknesses. As a first step
in solving these problems, he wrote a course book. It is possible to find the earliest foundations of didactics in
this work bearing the name of Orbis Sensualium Pictus. In this book, with short stories, Comenius gradually
introduces the world to young children. Written by him later, and elaborating on the pedagogical principles of
“from closer to farther” and “from known to unknown,” which are used in teaching even today, Didactica
Magna is one of the pioneering books explaining the basic principles of didactic (Leek, 2011; Lukas & Munjiza,
2014). Comenius describes his own didactic system in terms of the interrelationship among three Latin
concepts: Omnes, omnia and omnino (Siljander & Sutinen, 2012). Omnes [Everybody] signifies the school
system. Beginning from childhood, a graded education system must be designed for everybody. Thus, Omnes
means “an individual to be educated.” Omnia means knowledge [everything or all kinds of information]. It is
only possible for individuals to be enlightened if they have knowledge. Omnino [with all perceptions] refers to
the method (Gundem, 1992; Menck, 2014). Therefore, the relationship between the teacher and the learner is
built through knowledge forms the basis of didactic. In this relationship, Comenius views sequencing as the key
concept. The presentation of information to the learner in small pieces and in stages is the essence of
Comenian didactic. Comenius states the basic aims of didactic as follows:

The following must be the primary purposes of our education: finding a teaching method whereby teachers

teach less but learners learn more, and turning the schools into the environments where instead of

noisiness, reluctance, and waste of effort more pleasant time and a definite development prevail. In this
way, the Christian community can be redeemed from the darkness, confusion, and disorder, and reach

light, peace, and order (Comenius, 1907, p.5).

The third step in the evolution of didactic is selection. Didactic constitutes the basis of what to teach
students. However, didactic did not have this meaning until the end of the 18th century and the beginning of
the 19th century. The Seven Year Wars that affected the whole of Europe, followed by the French Revolution
and the Napoleonic wars in the following years led to a debate on what to teach the new generations in order
to help them fight the chaos in Europe. The idea of teaching useful information, as stressed by Comenius,
instead of teaching everything to everyone resulted in an expansion in the meaning of didactic. This idea was
first applied by the Prussians. In the Prussian state, while the education bureaucracy was being created, some
important regulations and directives were made about how teachers were to give lessons and what to look for
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when choosing subjects (Blackbourn, 1998; Levinger, 2000). With these arrangements of the Prussian
education bureaucracy, the first written curriculum was officially created by the state (Hopmann, 2007).
Goodson (2004) and Westbury et al (2016) share the same view, who see the plan [Normalplan fir Gymnasien]
implemented by Prussia right after the Waterloo Battle in 1816 as a comprehensive effort by the state with the
aim of making education a social product. With this plan, curricula were prepared by the government in
accordance with school levels, textbooks were printed, schedules were organized, and some detailed rules
were made regarding the prizes and examinations to be given. Thus, the selection of knowledge was included
among the basic meanings of didactic. Indeed, this was nothing more than asking, in continental Europe, “What
knowledge is of most worth?” which was also asked by Herbert Spencer in the Anglo-Saxon world. For the first
time in continental Europe, education had become a social product and the reconstruction of new generations
by subjecting them to a certain cultural formation (shaping) took place in Germany. The effectiveness and
efficiency of such a formation process is a systemic and structural problem. Didactic attempts to solve this
problem, which is at the nexus of all actions to be performed regarding schools. The basic function of didactic is
to make sure the schools effectively perform their task of shaping the individuals in a cultural, mental and
spiritual sense. However, before this task can be accomplished, this cultural shaping needs to be
philosophically analyzed. This is the point that the concept of Bildung comes into play. This concept, which is
translated in to English simply as “education,” and into Turkish as “terbiye” or “egitim,” is undergirded by some
profound meanings and philosophical implications. Eduard Spranger, a prominent 20th century pedagogue,
defines the concept of Bildung as follows:

"*Bildung' is the formation of an individual's essence which is acquired by cultural influences and which is

homogeneous, structured, and suitable to be developed; this formation of his essence enables the

individual to objectively valuable cultural achieve ments, and it enables him to experience (to comprehend)
objective cultural values. Bildung' "is formation of the individual's essence; for, we would not consider
transient characteristics as "Bildung'... Further, "Bildung' is homogeneous and structured, i.e. manifold and
yet comprehensive. A person with a quite one-sided psychic culture would not be called ‘gebildet'
(educated); but also not the multi-sided one, who is dispersing to all directions without contours and who
has no centre, no firm essence, no form." Real "Bildung' always contains "developmental dispositions and
continuous growth, because principally, it is nothing else than a refined result of development... This
refinement is achieved by cultural influences... By the cultural influences themselves, an objective content
of value is represented..."They enable the person to understand a cultural content on the one hand; on the
other hand, they rouse in himself value-creating forces which again transform understanding and
experience to objective cultural values (achievements)... For these experiencing and creative forces there
must also exist a personal centre, and by relating the cultural values to it in a homogenous way, the raw

individuality rises to a formed individuality or to a fully educated (‘gebildete') personality (Spranger, 1968,

pp.24-26).

During its development in continental Europe, Didactic’s crossing paths with Bildung was quite crucial.
Bildung, as a concept produced in the cultural context of the German pedagogy, has brought the didactic
perspective to a more sophisticated level. At this stage, the significant roles played by Comenius and Wolfgang
Ratke in building the German didactic is of particular notice. Both of them shared the common goal of finding a
method to build the teaching process in an efficient and effective way (Kansanen, 1995). The German didactic
perspective, developing under the leadership of Ratke, gradually assumed a new meaning colored by the
concept of Bildung. This movement, especially guided by the idealistic character of the German philosophy, has
led to the formation of a rich pedagogical accumulation and the development of the different dimensions of
the didactic. In this developmental process, especially the end of the 18th century and the 19th century
witnessed some significant events. This period was crucial in the process of didactic’s integration into the
human sciences or humanist pedagogy. Regarding this process, the first thing to analyze here is Johann
Fredrich Herbart and the Herbartian didactic that was later refined and systematized by his followers.

Herbart and the Herbartian Didactic
Johann Fredrich Herbart (1776-1841) is a systematic and doctrinal philosopher who made a significant
contribution to the development of American pedagogy with his views, and left behind an important didactic
legacy in the history of pedagogy (Hilgenheger, 1993; Gutek, 2013). His most important contribution was
making pedagogy a scientific and systematic field of study, based on the scientific principles applied since
Locke. In other words, he pioneered the formation of the scientific pedagogy. For Herbart, scientific means a
rational, logical and philosophical system. Science is not used here in a positivist sense but in an idealistic
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philosophical context. Undoubtedly, Herbart’s contribution to the field of didactic is his synthesizing the
Bildung concept with didactic, and constructing the theory of an approach called “educative instruction.” The
basic aim of Didactic is to present the teaching process in a rational and logical system, order, and sequencing.
This Bildung process is possible not only by implementing certain technical steps but also providing a
comprehensive structure. That is, didactic must consider some key variables to be able to realize the Bildung.
Egemen (1965) defines three of these key variables as the administration, teaching and discipline.
Administration refers to the child’s protection from all kinds of harmful effects in the school environment,
ensuring obedience, and getting him/her accustomed to a certain organizational order. Teaching refers to all
kinds of actions towards making the child well-behaved, knowledgeable, and skillful. The purpose of teaching,
for Herbart, is to discipline/ educate (Bildung) the child. An education that only provides dry facts without
instilling discipline, making certain habits adopted, and ensuring the learner’s adaptation to the social
environment is not really education. Discipline means that these formative processes of the individual take
place within a certain system. Therefore, it is not possible to talk about any character formation without a
system.

Another remarkable dimension of this theory proposed by Herbart is the system that it introduced to
didactic. Called “Formal Steps,” Herbart outlines a framework to serve the purposes of the Bildung. According
to this framework, for a course to be educative, it needs to include the steps of (1) Preparation, (2)
Presentation, (3) Association, (4) Sistematization, and (5) Application (Herbart, 1904, p.59). These steps
proposed by Herbart for the didactic process were to make teaching both more effective and efficient, which
had been an objective since Comenius’ time. However, the Herbartian didactic, although criticized for limiting
the teaching process to a mechanical dimension and thus killing creativity, achieved something that could not
have been achieved up to that point and transformed didactic into a methodology. In the post-Herbart period,
his followers, especially Tuiskon Ziller, Wilhelm Rein, and Ludwig Striimpell made great contributions to the
improvement of the Herbartian didactic theory. While it was later overshadowed by the Work School
(Arbeitschule) especially from the 20th century onwards, thanks to this humanist pedagogical reinterpretation,
it achieved the recognition it deserved. Approached as a certain technical process by Herbart, Didactic assumed
a deeper philosophical character as illuminated with the humanist pedagogy. This philosophical character
contributed to an effective and in-depth debate of a wide range of educational concepts, while paving way for
the growth of diverse didactic perspectives. Wolfgang Klafki and Eric Weniger, two of the most influential
didactic theoreticians of the 20th century, are among the most distinguished architects of this process. Wilhelm
Dilthey and his approach to human sciences contributed to the birth of a new pedagogical tradition: humanist

pedagogy.

Humanist Pedagogy and Didactic

Arguably, the most important point in the historical development of the didactic approach is its integration
into the German pedagogy. Indeed, a critical analysis of the history of pedagogy reveals that the German
pedagogy followed a different course in the evolution of education as a science distinct from philosophy.
Notably, this line of development of the German pedagogy created the basis for a strong pedagogical discourse
that had a clear impact on the American pedagogy in the 1875-1925 period (Gutek, 2013; McNeil, 2015; Ohles,
1978). The development of the humanist educational science is vital to understand the roots of Didactic, since
the most fruitful interaction of Didactic with Bildung was enabled by the humanist pedagogy, even if it was
adopted by different schools of thought in the 20th century.

While the humanist pedagogy has deep philosophical roots, its major development occurred in the 1910-
1920 period. The humanist pedagogy, based on the philosophical-historical work of Friedrich Schleiermacher
(1768-1864) and Wilhelm Dilthey (1833—1911), was intellectually refined into a more systematic structure in
this period. Therefore, while its systematization was realized in the early 20th century, this pedagogical
approach was dominant in the 19th century Germany. Contributing to the formation of a very important
tradition, the humanist pedagogy also contributed to the creation of a rich perspective within the Didactic
tradition. Herman Nohl, Theodor Litt, Eduard Spranger, Wilhelm Flitner and Erich Weniger are some of the
leading pedagogues and didacticians of this humanist school. Nohl and Weniger’s followers Wolfgang Klafki and
Klaus Mollenhauer, who represent another branch of this school called “Goéttingen School,” are some of the
first names that come to mind regarding Didactic (Biesta, 2013; Van Manen, 2015; Wulf, 2014). Tréhler (2003)
explains the developmental process of humanistic pedagogy [Geisteswissenschaftliche Padagogik] on the basis
of some factors like institutional literature and scientific publishing. The strongest among these factors is the
central role played by idealist philosophy in the German philosophical tradition. The strong effect of idealism
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on the German literature, and its treatment of humans as spiritual beings had a significant impact on the
evolution of humanist pedagogy. Particularly, Wilhelm Dilthey’s conceptualization of it brought a new
dimension to the development of this tradition. Therefore, Dilthey’s interpretations can be said to lie at the
heart of the humanist pedagogy and Didactic. Dilthey reinterpreted the idealistic philosophy with a historical
and human-centered perspective. According to Dilthey, the human is a historical, social and cultural entity, and
therefore, understanding the human can only take place in a historical, social and cultural context. The main
characteristic that makes a human a human is his/her historical entity. All artifacts [artificial facts] produced by
man, that is, language, art, philosophy, law, literature, and education, only have meaning in a certain socio-
cultural context with their specific historical time frame and historical identity attached to them (Bulhof, 1980).
Education and all concepts related to education are a part of this world of meaning as well. Pedagogy has an
important place in the human sciences because it refers directly to the human being - with sorrows, pains,
worries and joys. Therefore, for Dilthey, pedagogy is not a natural science but a human science. With this
perspective, he vehemently opposes to the classical positivist definition of humans and science. For Dilthey, the
task of the pedagogy is to determine how homogeneous the structure within which a historical social reality
emerges at a specific time is, to identify the nature of the elements that affect it based on the contributions of
these elements to the formation of this homogenous structure, and to discover the unique dimensions of this
social historical reality by defining the factors governing its development. Only in this way the human nature
can be understood, and the effect of all the artifacts on the human can be analyzed. It can be used to examine
the context of student and teacher relations in the class, as well as the elements that influence the
actualization of the didactic process. As the key concerns of Didactic, the selection of content to be taught, the
systematization of the content, and the learning of it through interactions with the students are also among the
most important issues that such a human sciences pedagogy emphasizes. Curricula and textbooks, which guide
the teaching process in schools, are prepared by adults on the basis of certain ideological and ethical beliefs,
determining the way schools educate the future citizens. The analysis of this process in terms of the learner,
the content and the teacher, should be carried out philosophically. The method used here is hermeneutic.
Thus, human sciences pedagogy accepts hermeneutics as its primary method. The humanist pedagogy
describes all its concepts, including didactic, from this hermeneutical perspective. The definition of education
by Herman Nohl, who has an important place in this tradition, aligns with this perspective as well. According to
Nohl (1949), education is the relationship between an adult and a developing entity that perceives and shapes
its own life. Once education has been defined in this way, the didactic perspective becomes clearer. With this
definition of education, Nohl (1949) manifests his belonging to a different philosophical world. However, a
different philosophical world is also present in the Anglo-American curriculum and instruction field. These two
traditions try to solve similar problems with different questions.

Curriculum and Didactic: Different Questions but the Same Phenomena

Didactic is a field that emphasizes the philosophical dimension of understanding the nature of the learning
and teaching process as a fundamental problem, but at the same time examines the processes involved in a
socio-pedagogical perspective. Not satisfied with the technical analyses of the teaching process, this approach
advocates for an in-depth analysis of all dimensions of learning and teaching, and with different conceptual
frameworks it proposes, proposes a new perspective on the pedagogy debates, particularly on the construction
of the teaching process. As can be seen from the questions asked during the didactic process, it reflects a
viewpoint that is grounded more in the idealist philosophy conceptualizing pedagogy as a human science,
rather than driven by questions posed by the positivist or experimental perspectives. What does it mean to be
a child? What is the difference between a child and an adult? What are the dimensions and meaning of the
relationship between the child and the educator? What are the educational objectives? What are the general
characteristics of educational outcomes? What are the socio-pedagogical aspects of these characteristics? How
can these educational objectives gain legitimacy? What does the thing that we want children to become in the
future mean for the children? What are the differences between educating and teaching a child? (Danner,
1994). These are the questions asked by Didactic in general, thinking that the nature of the interaction with the
students in the school and the classroom environment can be determined more clearly. Klafki (1995) tackles
these questions in a different dimension, stressing the need for a profound didactic analysis of the learning and
teaching process. According to Klafki (1995), the questions that need to be asked in the didactic process are as
follows: (1) How much does the content presented to the student in the teaching process open up a broad or
general understanding of reality? (2) In the minds of children in my class, what is the significance of this course
content regarding the experience, knowledge, ability or skill already available to them? (3) What is the
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significance of the subject for the future of the child? (4) How is the content structured? (5) How much of the
content determined by these questions should be permanent (minimum information) to qualify as acquired
knowledge? This didactic model, as proposed by Klafki (2000), was criticized by student movements that
emerged towards the end of the 60'sfor being too rigid and conservative. Klafki then revised this model to
construct a critical constructivist didactic model. Rather than being technical, this model is more socio-
pedagogically oriented. Influenced by the critical theory of the Frankfurt School, which served as the most
important social research center of the period, Klafki succeeded in creating a new perspective within the
humanist pedagogy. This new didactic perspective consists of two main dimensions. The first dimension relates
to teaching and learning [objectives, content, methods, and forms of regulation], and the second dimension
includes school-related social processes and social conditions (Klafki, 1998).

Conditional analysis
Analysis of the concrete, problem-oriented, and socio-cultural background of the learner(s), the teacher(s), and the instution(s).

| | | |

Reasoning coherence Thematic structuring Possibilities of media Methodological
presentation structuring

1 Importance for the
present

#I 4 Thematic structure |<— 6 Accessability through [@— 7 Process of teaching

2 Importance for the media and learning
future l
5 Verification and
3 Exemplary importance assessability

Figure 1. Klafki’s Critical Constructivist Didactic Model
Source: Zierer, K. & Seel, N.M. (2012). General Didactics and Instructional Design: Eyes like twins, A transatlantic dialogue about similarities
and differences, about the past and the future of two sciences of learning and teaching, p.7.

Although there are different didactic perspectives in German-speaking countries and Scandinavian
countries, this study highlights the main problems of the didactic approach that developed from the humanist
pedagogy. When the development of the pedagogy in the US is examined, it is clear that the tradition of
German pedagogy, and especially the Herbartian school, played an influential role in American pedagogy for a
certain period of time. Despite this effect, a combination of factors such as the rapid development of
experimental and educational psychology in the US, the development of the field of curriculum in 1918 with
the publications of Franklin Bobbitt, and the Taylorist management approaches caused the Herbartian tradition
to weaken towards the mid-1920s in the US. Particularly by the end of the 1800's, graduates from large and
well-established universities in Germany (such as Halle, Leipzig, Jena) where about fifty American educators
received their PhDs had now lost their influence and began to keep a low-key profile. This period was no longer
the age of philosophy or history, but rather the age of an educational science that operated according to the
rules of natural sciences, a fact that was summarized well by the American educational historian Ellen C.
Lagemann: "You cannot understand the history of American education without accepting that John Dewey lost
in the 20th century and that Edward L. Thorndike won" (Lagemann, 1989, p. 185). Thorndike's win was also the
victory of the technical scientific paradigm in the field of curriculum studies, required by the Zeitgeist of the
period as well. The Eight Year Study is, from this point of view, an important milestone in addressing the issues
of curriculum and instruction in a serious way. Only ten years later, Ralph W. Tyler, Hilda Taba, Benjamin
Bloom, who are the authors of the world's most influential books in the field of curriculum, actively
participated in this project. Tyler proposed the program development model with the experience he gained
from this study. Tyler's curriculum development model is completely school-focused. This model, which clearly
reflects the technical scientific and linear dimension, addresses learning and education in the context of
behavioral change and assigns a critical role to educational psychology in determining objectives. Although this
model also includes educational philosophy, the task of philosophy is only determining the consistency and
importance of the objectives. In his book titled Basic Principles of Curriculum and Instruction, Tyler (1949) asks
the following questions about curriculum development: (1) What are the educational objectives that the school
wants to achieve? (2) What learning experiences are needed to achieve these objectives? (3) How can these
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learning experiences be organized effectively? (4) How do we determine if these objectives have been
achieved? (Tyler, 1949, p.2). A closer look into Tyler’s questions reveals that these questions are appropriate
for measurement by their nature, and that they require technical expertise. In the period following Tyler,
especially the studies conducted on instructional design in the US have almost always based their models on
the Tyler Rationale. The basic aim of the instructional design models is sequencing the teaching process in a
logical-analytical way to ensure effective learning. Thus, each step of the teaching process can be designed in a
linear and related manner, just like an engineering project which means less philosophy, but more educational
psychology and instructional design.

Hopmann and Riquarts (1995) investigate the difference between curriculum and didactic in three levels as
lesson planning, research process and theory. The questions both traditions ask in these levels are important in
terms of reflecting the diverging perspectives of the two traditions. During the planning level, the curriculum
focuses primarily on the "how," and the didactic on the "what" and "why" questions. The questions in the
didactic process are asked according to the nature of the Bildung, so it is always central to the process. Table 1
compares these two traditions.

Table 1.
Comparison of the Didactics and Curriculum Approaches.

Level Curriculum Didactics
1. Lesson Planning
core question how what and why
content as object example
aims as task goal (direction)
lesson plan as course action frames of experience
teaching as enactment licensed
2. Research
focus individual teacher art of teaching, Didactics

teacher thinking

analysis (hermeneutic)

(interpretative)
assessment of student achievement professional
successful teaching (scores & standing) appropriateness,

reflection
3. Theory
function preparation initiation
sequence subject matter Bildung comes first

comes first

Source: Westbury, I., Hopmann, S., & Riquarts, K. (2000). Teaching as a reflective practice: The German didaktik
tradition. Mahwah, NJ: Lawrence Erlbaum Associates, p.18.

Discussion, Conclusion and Implications

With its own philosophical foundations and historical trajectory, the didactic tradition developed in
continental Europe represents a different pedagogical tradition than the Anglo-American curriculum approach.
After reaching a certain level of sophistication with the work of Comenius and Raticus, this pedagogical
tradition was then systematized by J.F. Herbart's contributions. However, it was Diltheyan pedagogy that
reinterpreted Didactic in a certain philosophical tradition. Arguing that as a branch of human sciences,
pedagogy would have problems understanding the human if it acted with a structure like natural sciences,
Dilthey approached pedagogy as a science that studied the human within his/her historical, cultural and social
context. What pedagogy has to do to progress is to analyze, understand and reinterpret problems from a
historical point of view. The foundation of a philosophical pedagogy is a hermeneutical perspective based on
understanding. Starting to develop as a humanist pedagogy, this movement made a remarkable progress,
especially in Germany, and became increasingly popular at universities. The contribution of the idealist
philosophical roots of humanist pedagogy to this progress is undeniable. Based on German romanticism, and
the work of philosophers like Fichte, Herder and Humboldt, this pedagogy soon became highly inspiring and
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influential. This movement, which has continued to develop since the beginning of the 20th century, has
maintained its influence after both world wars. Didactic, whose main purpose is to realize an effective and
efficient teaching process, is clearly distinguished from the American educational science tradition, as it
achieves this aim in a philosophical context. Because Bildung, a central concept in the didactic tradition, aims to
cultivate individuals who are aware of their own realities and have culturally adapted to their social life, it has
had to be philosophical by its own didactic nature. After the Second World War, the influence of
Americanization in Europe has manifested itself in the didactic field, and some didactic models have emerged
that closely resemble the American educational sciences. However, Wolfgang Klafki, one of the representatives
of the humanist pedagogy, developed a new didactic structure by synthesizing the tradition of humanist
pedagogy with the critical theory of the Frankfurt School. This point of view stands out with its uniqueness and
originality among the other didactic models. The originality of this Klafkian perspective undoubtedly stems
from its roots in Dilthey’s work. Revising his model to strengthen its social dimension after having been inspired
by the Frankfurt School and critical theory towards the end of the 60s, Klafki represents a stronger
philosophical and socio-pedagogical stance compared to the other didactic instruction models.

So what can such a point of view contribute to the field of curriculum and instruction in general? The
reason for the wide adoption of the Anglo-American curriculum approach discourse, especially in the years
following the Second World War, was not only because the US was the dominant power in the global
hegemonic order, but also because the American scientific curriculum perspective was problem-solution
oriented and the techno-scientific paradigm offered easy and feasible solutions especially for the problems in
mass schooling, curriculum, and teaching. This prevalent discourse gained even further popularity with the rise
of the US hegemony and the cold war threat. Even in Germany, since the late 60s, the American-centered
educational research paradigm has become stronger and didactic models have been developed in accordance
with the techno-scientific paradigm. From this point of view, it can be said that the Tyler Rationale was the
peak of this ascension process. Despite this rising popularity of the Anglo-American approach, the existence of
a crisis in the field of curriculum and instruction was first expressed by Joseph Schwab. With the Tyler Rationale
and instructional design models enjoying their golden age, Schwab’s criticisms and the structure he suggested
were not met with popular approval. However, from the 70s onwards, his arguments provided a substantial
basis for the intellectual Neo-Marxist and Re-conceptualizationist pedagogical movements. Schwab suggested a
theoretical model that was very similar to the German didactic tradition. Could the didactic based on German
humanist pedagogy be a solution for the crisis experienced by the Anglo-American curriculum and instruction
field? What was to be placed at the heart of the education process, the objectives, or the human being? Did
the Anglo-American curriculum and instruction thought developed in the context of management approaches
targeting mass production such as Taylorism and Fordism think philosophically enough on some points
regarding the humans? This is exactly the point stressed by Schwab (1969: 1): “The field of curriculum is
moribund, unable by its present methods and principles to continue its work and desperately in search of new
and more effective principles and methods”.

What can the curriculum and instruction studies in Turkey gain from the didactic tradition? Obviously, the
techno-scientific curriculum theory in Turkey has a very firm basis. In Turkey, especially from the 1960
onwards, since the structuring of the educational sciences programs in the faculties of education and
publication of curriculum research has mostly been performed according to this technical-scientific tradition,
and because the postgraduate programs are designed by this perspective, the continental European
pedagogical discourses have remained quite weak, silent, and somehow disregarded. The most significant
contribution of the humanistic pedagogy is the emphasis it places on the view that education is not to be seen
only from a perspective that is dominated by positivism, but on the contrary, from a human-oriented
perspective that puts the human in the center of the whole education process. The continental European
didactic tradition and humanist pedagogy can also help save the curriculum studies field from being a pure field
of engineering by contributing to some comprehensive analyses of the teaching and learning process through
its hermeneutic and phenomenological methods. It can also be argued that the semantic web provided by the
humanist pedagogical didactic approach regarding the concepts such as learning, teaching, school, and culture,
will further enhance the Turkish curriculum studies. Viewing pedagogy not as discrete pieces, but as a whole
studying the phenomenon called “human” is perhaps the most important benefit to be gained by the field of
curriculum and instruction from the didactic tradition. Another potential benefit is its contribution to the
teaching process by analyzing a multitude of factors affecting education through various disciplinary lenses,
without limiting it to a simple teaching and learning process. Thanks to Didactic, educational concepts can be
approached by not only technical procedures and asking “how” questions, but also asking “why” questions
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focusing on meaning and thus achieving multi-dimensional analyses. Different analyses of the teaching process
may help solve the instructional crises experienced. For instance, an alternative explanation might be proposed
for the root causes of the low success rates at the PISA exam when they are analyzed in light of teacher-
student relationships rather than purely technical problems. All in all, it could be argued that both the Anglo-
American curriculum and instruction and Didactic come up with different solutions for the same problems by
using different methods. Common to both traditions is an effort to make the teaching process effective and
efficient. Since the scope of this study is limited to the historical development of Didactic, not all the didactic
models are discussed in detail. Further, the dialogue between Didactic and Curriculum is not elaborated on at
length. Further studies on various models of Didactic may help bring a wider recognition and deeper
appreciation of this lesser-known pedagogical tradition in Turkey.
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TURKCE SURUM

Giris

Tiirkce ve ingilizce baglamlarda kullanimina bakildiginda didaktik kelimesinin anlami ¢ok olumlu degildir.
Ogretmen ve 6grenci arasinda belirli bir disipline dayali etkilesimi ifade eden bu kelime egitim alan yazininda
cogu kez olumsuz anlamda kullaniimaktadir (Kansanen, 1995; Westbury, 2000). Program ve 6gretim alaninda
egemen olan anlayis dogrultusunda neredeyse tim kavramlarin tanimlanmasinda Anglo-Amerikan kokenli bir
perspektifin egemen oldugu soylenebilir (Pinar, Reynolds, Slattery, & Taubman, 2008; Tahirsylaj, 2017). Bu
bakis agisinin yaninda o6zellikle program calismalarinin uluslararasilagmasi baglaminda yeni ve farkh bakis
acilarinin belirlenmesine yénelik girisimlerin giinlimiizde oldukgca etkin oldugu gériilmektedir. Ornegin 1970li
yillarin baslarinda gelismeye baslayan yeniden kavramsallastirmacilik, Neo-Marxist program céziimlemeleri,
elestirel teori, postyapisalci program disiincesi bu yeni yaklasimlara ve perspektiflere 6rnek olarak verilebilir.
Program teorisinde ortaya c¢ikan yeniden kavramsallastirmacilik, elestirel teori ve Neo-Marxizm gibi farkh
perspektifler yaninda farkli felsefi geleneklerle baglantili olarak gelisen program ve 6gretim paradigmasini farklh
acilardan ele alan yaklasimlarda 6zellikle program ¢alismalarinin uluslararasilasmasi siirecinde dikkat cekmistir.
Bu baglamda Kita Avrupasi’'nda ve iskandinav iilkelerinde egemen olan didaktik gelenek, program ve 6gretim
alaninda yeni bir arastirma konusu olarak dikkatli bir sekilde islenmektedir (Deng, 2015, 2016; Gundem, 2000;
Kansanen, 1995; Kiinzli, 1998, 2013; Kruger, 2008; Westbury, Hopmann & Riquarts, 2000). Program ve 6gretim
alaninda oldukca dikkat ¢eken bu kavramin anlami nedir? Didaktik gercekten ne anlama gelmektedir ve Anglo-
Amerikan program paradigmasindan farki nedir? Didaktik kelimesinin kdkeni ve felsefi baglami ele alindiginda
aslinda didaktigin 6gretim slrecine yon veren onemli bir kavramsal yaklasim oldugu goérilmektedir. Kavram
incelendiginde, 6grenme ve 6gretme siirecine iliskin tim degiskenleri iceren ve formal / informal boyutu da
biinyesinde barindiran bir bilim olarak tanimlanabildigi gibi (Dolch, 1965 Akt. Gundem, 2000), yeni yetisen
kusaklarin egitim araciligi ile bigcimlendirilmesinde kullanilacak ydntem ve igerigin secimi olarak da
tanimlanabilmektedir. Kavram ile ilgili bu teknik ve ayrintih tanimlar simdilik bir yana birakilacak olursa
kelimenin kdkenleri eski Yunanca’da bulunabilir. Eski Yunanca’da didaskein/didaskio kelimesi 6gretmen olmak
veya egitmek anlamlarina gelmektedir (Antel, 1952; Hopmann, 2007). Anlam, 6zellikle zaman icerisinde daha
kapsamli ve ayrintili bir boyut kazanmistir. Kavramin zaman icerisindeki evrimi incelendiginde ise Eflatun ve
Aristo’dan itibaren gelisen bir anlam boyutu oldugu gorilmektedir. Bu anlam yapisi Thomas Aquinas, Saint
Victor'lu Hugh, Quintillianus, Comenius ve Racitus tarafindan genisletilmistir. Ozellikle Comenius’un kaleme
aldig1 Didaktika Magna bu konuda Avrupa’da yapilan ilk sistemli incelemedir (Hopmann, 2007). Comenius
kendisinden oncekilerden farkh olarak didaktik kavramini 6gretim siirecinin asamalandiriimasi olarak
kavramsallastirmistir. Almanya’da Comenius ve Racitus sonrasi donemde Salzmann, Basedow gibi egitimcilerin
katkilarinin yaninda isvigreli Pestalozzi’nin yolundan ilerleyen Herbart ve Herbart sonrasi pedagojinin didaktigin
gelisimine o6nemli katkilar sundugu soylenebilir. Bununla birlikte didaktik perspektifte felsefi baglamin
kurgulanmasi ve bodylece zengin bir felsefi sosyo-pedagojik yonelimin dogusu Wilhelm Dilthey’in himanist
pedagoji perspektifi ile miimkin olmustur. Bu ¢alismanin teorik baglamini da yine Dilthey’in hiimanist pedagoji
[Geistteswisseschaftliche Padagogik] perspektifi olusturmaktadir. Calisma, dort ayri fakat birbiriyle iliskili bolam
olarak kurgulanmistir. Birinci bolimde didaktigin gelisim ¢izgisi betimlenmistir. ikinci b&limde Herbart
pedagojisinin didaktige katkilari irdelenmistir. Uglincii bélim Dilthey’ci gelenek baglaminda “Bildung” kavrami
ve didaktik perspektife donik katkilari islenmis ve dérdiinci bolimde ise Anglo-Amerikan program ve 6gretim
perspektifi ile didaktik stire¢ karsilastiriimistir.

Tiirkiye’de Didaktik Uzerine Calismalar

Tirkiye'de didaktik konusuna iliskin ¢alismalar biylk oranda 6gretmen egitimi ve 6gretim sireci odakhdir.
Bir diger ifade ile 6gretmen egitiminin alan egitimi boyutu ile herhangi bir akademik alanin 6gretimine iliskin
yaklagimlar baglaminda ele alinmistir. Didaktige 6gretmen egitimi baglaminda deginen c¢alismalar icinde Baki
(2010) didaktigi alan 6gretimine iliskin yeterlilikler baglaminda ele alir. Calismada didaktigin alan 6gretimindeki
onemine dikkat cekilirken 6gretmen egitimi ile alan 6gretimi arasindaki iliskiye dikkat ¢ekilmistir. Bununla
beraber ¢alisma da herhangi bir tarihsel-felsefi analiz yer almamakta ve salt alan 6gretimi baglami kullaniimistir.
Yildirnm ve Vural (2014) yaptiklari ¢alismada 6gretmen yetistirme ve pedagojik formasyon sorunu Uzerinde
durmuslardir. Calismada didaktik sadece bir yerde gecmektedir. “Ogretmen Yetistirmede Finlandiya Modeli”
bashgl altinda yazarlar Finli 6gretmenlerin meslek 6ncesi egitimde aldiklari bir ders olarak didaktikten s6z
etmislerdir. Bu ¢alismada da didaktigin tarihsel-sosyal ve felsefi baglamda ne olduguna deginilmemistir. Gok ve
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Erdogan (2017) yaptiklari calismada genel didaktikten ziyade alan 6gretimi alanindaki didaktik egilimlerden biri
olan didaktik durumlar teorisini matematik 6gretimi alanina uyarlamiglardir. Didaktigin iki ana boyutundan biri
olan alan didaktigi herhangi bir akademik alanin 6gretimine iliskin farkli yaklasimlari irdeleyen bir ¢alisma
alanidir. Bu galismada da didaktigin felsefi ve tarihsel gelisim siirecine deginilmemistir. Didaktik durumlar
teorisine iliskin bir diger benzer calismada Bastirk Sahin, Sahin ve Tapan Broutin (2017) tarafindan yapilmistir.
Bu calismada da yazarlar didaktigi yalnizca alan (matematik) 6gretimine iliskin bir yaklasim olarak ele almis
fakat didaktigin gelisim slrecine veya tarihi arka planina deginmemislerdir. Yurdatapan ve S$ahin (2012)
tarafindan yapilan calismada 6gretmen bilgilerinin degerlendiriimesinde “didaktiksel doénisiim teorisi”
kullanilmig, 6zellikle Fransiz didaktik geleneginde etkin bir akim olan transpoze didaktik yaklasiminin yine alan
Ogretimine iliskin yansimalari Uzerinde durulmustur. Tirkiye’de didaktik ile ilgili ¢alismalar genel olarak
degerlendirildiginde, didaktigin daha ¢ok alan 6gretimi veya alan bilgisi baglaminda ele alindigi fakat didaktigin
aslinda ne olduguna iliskin herhangi bir kavramsal cergevenin ¢alismalarda yer almadigi gorilmektedir.
Dolayisiyla yapilan bu galisma ile Tiirkge alanyazindaki bir boslugun doldurulacagi disliniilmektedir.

Yontem

Kita Avrupa’sinda didaktigin gelisimini ve temellerini inceleyen bu galisma nitel bir arastirmadir. Nitel
arastirmalar genelde olgu veya olaylarin derinlemesine incelemesinde kullanilmaktadir. Calisma, didaktigin
temellerini ve gelisim gizgisini tarihsel ve felsefi baglam icinde betimlemeyi amaglamistir. Calismanin temel veri
kaynagi olan konu ile ilgili alan yazin, nitel arastirma yontemleri iginde yer alan dokiiman analizi kullanilarak
degerlendirilmistir. Dokiiman analizi yontemi, arastirilmasi hedeflenen olgu veya olgular hakkinda bilgi iceren
yazili materyallerden verilerin arastirma amacina uygun bicimde toplanmasini kapsamaktadir (Yildirrm ve
Simsek, 2008). Dokiiman analizi igin arastirma problemleri ile ilgili alanyazin bliyik bir 6nem tasimaktadir.
Problem climlesi ve calismanin amaci dogrultusunda ilgili alanyazin elde edilmesi dokiiman analizinde ilk
adimdir. Bu galismada kullanilan alanyazin iginde yer alan kitaplar olabildigince orijinal kopyalarina ulasilarak
elde edilmis, orijinal kopyalari olmayan eserlerin ise arastirma problemine iligskin belirli bolimleri kullaniimigtir.
Makale olarak olabildigince indeksli dergiler tercih edilse de web sayfalarindan da yararlaniimistir. Makale
taramalarinda anahtar kelimelerden yararlanilarak konu ile ilgili temel kitaplarin bibliyografyalarinda verilen
makaleler de Universite veri tabanlarindan elde edilmistir. Arastirma siirecinde, arastirmanin problemleri
baglaminda alan yazin taramasi yapilimis ve gerekli kaynaklar siniflandirilmistir. Her bir kaynak problemler
dogrultusunda elestirel bir sekilde okunmus ve ilgili probleme goére maniel olarak kodlanmistir. Yapilan
kodlamaya goére ayrilan notlar daha sonra her bir problemi irdelemek amaciyla kullaniimigtir. Dékiiman
analizinde siirecin glvenirligi ve gecerligini temin igin ilk olarak elde edilen alanyazinin arastirmanin problemleri
ile iligkili olup olmadigi test edilmistir. Bu siirecte arastirmacilar ayri ayri kaynaklari irdelemis ve kaynaklarin
yeterliligi ile ilgili gorus birligi aranmistir. Diger bir dnlemde arastirma problemleri ile ortaya konulan kod ve
temalar Uzerinde goris birliginin aranmasidir. Okunan kaynaklardan elde edilen notlarin problemler ile ne
derece iliskili oldugu konusunda da goris birligi aranmistir. Arastirmanin dort temel problemi vardir. (1)
Didaktigin tarihsel sureklilik igindeki gelisimi nasil bir seyir izlemistir? (2) Herbart¢l pedagojinin didaktige olan
katkilari nelerdir? (3) Hiimanist pedagojinin didaktik ile olan iliskileri nasil bir gelisim géstermistir? (4) Didaktik
gelenek ile Anglo-Amerikan program dusiincesi arasindaki farkliliklar ve benzerlikler nelerdir? Calisma bu dort
soruya cevap verebilecek sekilde kurgulanmistir.

Didaktigin Gelisim Cizgisi

Hopmann (2007) didaktigin gelisim cizgisini net bir sekilde belirleyen kavramsal bir cerceve énermistir. Buna
gore didaktigin tarihsel agidan gelisim ¢izgisi (ic ana kavram etrafinda sekillenmistir. Bu lg¢ ana kavram,
siralama, asamalilik ve se¢imdir. Didaktigin gelisim cizgisindeki ilk adim 6gretilecek konunun siralanmasinin
nasil belirlenecegi sorusu ile ilgilidir. Bir diger ifade ile konu nasil bir diizene konulup nasil bir sira ile 6grenciye
sunulacaktir? Kavramin bu anlami Eski Yunan’da Eflatun ve Aristoteles’in metinlerinde bulunmaktadir. Meno
isimli diyalogda Sokrates bir koleye geometrik bir problemin ¢6zimini anlatmaktadir. Sokrates ve kole
arasindaki diyalogda Sokrates’in tek yaptigi anlamli, belli bir sira icerisinde ilerleyen sorular sormaktir. Her bir
soruya verilen yanit arkasindan baska bir soruyu getirmektedir. Sokrates’in burada vurguladigi nokta her ne
kadar idealist felsefenin epistemolojisini gosterse de aslinda 6gretim siireci hakkinda temel boyutlar
vurgulamaktadir (Jarvis, 2006). Sokrat’in perspektifinde didaktige bakildiginda 6gretmenin temel goérevi igerik
ile dgrenen arasinda gergeklesen etkilesimi kolaylastiran ve etkilesimi baslatan olmasidir. icerigin anlam
kazanmasi 6gretmenin siireg icerisinde sordugu sorularla mimkiin olmaktadir. Didaktigin kokenlerinin Eski
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Yunan medeniyetinde sakli oldugu daha 6nce vurgulanmisti. Bu sakh perspektif nasil oldu da Avrupa’ya aktarildi
ve bir 6gretim geleneginin olusum siireci bagladi?

Eski Yunan medeniyetinin mirasi islam diinyasi tarafindan Avrupa’ya aktarilmistir (Gutas, 1999; Hodgson,
1974; Makdisi, 1981). Bu aktarim siirecinde Avrupa hem eski Yunan klasiklerini tanimis fakat daha da 6nemlisi
Arap-Endulis kiltirel katkisini da 6grenme imkani bulmustur. Bu miras Avrupa’nin ortagag denilen dénemden
ctkisinda 8nemli bir etki yapmistir (Saliba, 2007). Dogal olarak islam medeniyetinin égrenme ve dgretime iliskin
bakis agisi da Avrupali dusindrleri etkilemistir. Bu slireg icinde ortagagin énemli filozoflarinin 6gretim siirecine
iliskin perspektiflerini gormek mimkiindir. Bir diger ifade ile didaktik konusu ortacagda Avrupa filozoflarinin
problemi haline gelmistir. Manastirlarda Dominikgi ve Fransisci ekollere iliskin dersler veren bu filozoflar igin
didaktik zor ve muglak konularin anlasilmasi igin bir anahtar roli oynamistir. Bu filozoflardan biri olan Saint
Victor’lu Hugh didaktik konusunda ilk tetkiklerden birine imza atmistir. Hugh, 6gretim surecini disiplinli bir
eylem olarak nitelemekte ve 6grenmenin ancak disiplinli bir ¢evre ve disiplinli bir sire¢ neticesinde
gerceklesecegini vurgulamaktadir (Hopmann, 2007; Roest, 2000; Rorem, 2009). Bir diger Katolik filozof Thomas
Aquinas da vyillar sonra Hugh’un dastincelerini daha farkli bir boyuta tasimistir. Summa Theologica isimli
eserinde 6grenme slirecinde 6grencinin faaliyetini 6Gnemsemis ve 6gretmeni bu sireg icinde 6grenciye yardim
eden olarak tanimlamistir (Copleston, 1962; DeWulf, 1959).

Didaktigin gelisim gizgisinde ikinci 6nemli adim ise asamaliliktir. Avrupa’da reform ¢agl olarak anilan
donemde gergeklesmistir. Ronesans sonrasi 6zellikle kilise ile miicadelenin ardindan reform ¢aginda meydana
gelen gelismeler didaktigin anlam olarak yeni bir boyuta tasinmasina neden olmustur. Katolik kilisesine karsi
baslatilan ve kanl olarak gegen miicadele Protestanligin yayilmasi acisindan 6nemli bir kirllma noktasi
olmustur. Protestanligin yayilmasindan daha 6nemli bir gelisme ise egitim ve sosyal refah alaninda baslayan
arayistir (Lindberg, 2010). Bu arayisin en 6nemli sonucu ise Ogretim siirecinin niteligine iliskin girisilen
tartismalardir. Reform c¢aginin didaktik disincesine en o6nemli katkiyt sunan dastniri ise kuskusuz
Comenius’tur. 1592-1670 vyillari arasinda yasayan Cekya’li Protestan papaz belki de pedagoji ve didaktik
tarihinde silinmez bir iz birakmis blyiik diistiinirler arasinda yer almaktadir. Avrupa’da reform ¢agi biitin hizi ile
surerken yasama baglayan Comenius igin okullar toplumun mutlulugu ve Hristiyanhigin gelismesi igin hayati
derecede 6nemliydi. Toplumsal gelisme dlstincesinin kaynagini egitimde géren Comenius i¢in en dnemli sorun
mevcut okullarda verilen verimsiz ve ise yaramayan egitimdi. Bu ise yaramaz egitimin en 6nemli agmazi 6gretim
yontemleriydi. Eger yontemlerde bir reform gergeklesebilirse okullar aydinligin yayildigi yerler olabilirdi. Bu
sorunlarin ¢éziiminde ilk adim olarak bir ders kitabi yazmistir. Orbis Sensualium Pictus adini tasiyan bu eserde
didaktigin temellerini bulmak muimkindir. Comenius, kiigciik ve kisa hikayeler ile asamali bir sekilde kiiguk
¢ocuklara dunyayi tanitmaktadir. Daha sonra kaleme alinan Didactica Magna ise 6gretimde bugin bile
kullanilan yakindan uzaga, bilinenden bilinmeyene ilkelerinin agiklandigi didaktigin temel ilkelerini agiklayan
oncl kitaplardan biridir (Leek, 2011; Luka$ & Munjiza, 2014). Comenius, kendi didaktik sistemini {i¢ Latince
kavramin birbiri ile iliskisi baglaminda tanimlar: Omnes, omnia ve omnino (Siljander & Sutinen, 2012). Omnes
[Herkes] kavram olarak okul sistemine isaret eder. Herkes icin cocukluktan baslayarak kademeli bir egitim
sistemi tasarlanmalidir. Dolayisiyla Omnes egitilecek birey anlamina gelir. Omnia [her sey veya her tirli bilgi]
bilgidir. Bireylerin aydinliga ¢cikmasi ancak onlarin bilgi sahibi olmasi ile mimkiindiir. Omnino [Biitiin duyularla]
ise yonteme karsilik gelir (Gundem, 1992; Menck, 2014). Boylece didaktigin temeli 6gretmen ile 6grenci
arasinda bilgi vasitasi ile kurulan iliskidir. Bu iliskide Comenius, asamaliligi anahtar bir kavram olarak gorr.
Ogrenciye sunulacak bilgi kiigiik parcalar halinde ve asamali olarak sunulmasi Comenius didaktiginin esasidir.
Comenius i¢in didaktigin temel amaglari sunlardir:

Didaktigimizin temel amaci sunlar olmalidir: 6gretmenlerin daha az ogrettigi fakat 6grencilerin daha ¢ok

o6grendigi bir 6gretim metodunu aramak ve bulmak, okullari glirtiltiinlin, isteksizligin ve israf edilen emegin

degil fakat daha fazla hos vakit gecirilen ve kesin bir gelismenin oldugu ortamlar haline getirmek. Boylece

Hristiyan toplulugunun karanliktan, kafa karisikligindan ve fitneden kurtularak aydinliga, huzura ve diizene

ulagsmasidir (Comenius, 1907, p.5).

Didaktigin gelisim gizgisinde Uglnci adim ise segimdir. Didaktik, 6grenciye ne 6gretileceginin de esasini
teskil etmektedir. Didaktigin bu anlam cercevesini kazanmasi 18. ylzyilin sonu ile 19. ylzyihin baslarinda
gerceklesmistir. Tum Avrupay! etkileyen Yedi Yil Savaslari, arkasindan gelen Fransiz Devrimi ve takip eden
yillarda Napolyon savaslari ile Avrupa’da ortaya c¢ikan kargasa ile micadelede yeni yetisen kusaklara nelerin
Ogretilmesi gerektigi sorusunun tartisiilmasina neden olmustur. Comenius’un ifade ettigi her seyi herkese
ogretmek yerine ise yarar bilgiyi 6gretme disincesi didaktigin anlaminin genislemesini saglamistir. Bu fikri ilk
kesfeden ve uygulayanlar Prusyallardir. Prusya devletinde egitim birokrasisi olusturulurken 6gretmenlerin
dersleri nasil verecekleri ve konulari segerken nelere dikkat etmeleri gerektigine iliskin 6nemli diizenlemeler
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yapilmistir (Blackbourn, 1998; Levinger, 2000). Hopmann (2007) Prusya egitim birokrasisinin bu diizenlemeleri
ile devlet tarafindan yazili ve resmi olarak ilk egitim programinin ortaya ciktigini vurgular. Bu konuda Goodson
(2004) ve Westbury vd. (2016) ayni goriisu paylasir ve Prusya’nin Waterloo Savasinin hemen ertesinde 1816
yilinda uygulamaya koydugu plani [Normalplan fiir Gymnasien] devletin egitimi sosyal bir Girin haline getirmek
amaci ile yaptig1 kapsamh bir uygulama olarak degerlendirir. Bu plan ile devlet eli ile okul kademelerine uygun
egitim programlari hazirlanmis, ders kitaplari basilmis, okullar icin zaman tablolar diizenlenmis, verilecek
oduller ve sinavlar ile ilgili kapsamli diizenlemeler yapilmistir. Béylece didaktigin temel anlamlari igine bilginin
secimi de girmistir. Bu aslinda Anglo-Sakson diinyasinda Herbert Spencer tarafindan dile getirilen en degerli
bilgi nedir [What knowledge is of most worth?] sorusunun kita Avrupa’sinda sorulmasindan baska bir sey
degildir. Egitimin sosyal bir Grin haline gelmesi ve yeni yetisen kusaklarin belirli bir kulttrel formasyona
(bigimlendirmeye) tabi tutularak yeniden insa edilmesi Kita Avrupa’sinda ilk defa Almanya’da gergeklesmistir.
Boyle bir formasyon surecinin etkili ve verimli olmasi ise belirli bir sistem ve yapi problemidir. Didaktik bu
asamada devreye girmekte ve okullar ile ilgili yapilacak tim eylemlerin odak noktasinda yer almaktadir.
Didaktigin temel islevi, okullarin bireylere verecegi kiiltiirel, zihinsel ve ruhsal anlamda bigimlendirme gorevinin
etkili bir sekilde icrasidir. Ama bu icranin gerceklesmesinden énce bu kiltirel bicimlenmenin felsefi baglamda
tahlili gerekmektedir. iste burada devreye Bildung kavrami girmektedir. Kavram ingilizceye basit bir sekilde
“education,” Tirkce'ye ise terbiye / egitim olarak ¢evrilse de asil anlami oldukca derin ve felsefidir. 20. ylzyilhn
onde gelen pedagoglarindan Eduard Spranger, Bildung kavramini su sekilde tanimlamigtir:
Bildung, kilturel etkilerle elde edilen ve homojen, yapilandirilmis ve gelistiriimeye uygun olan bireyin
6zUndn olusumudur; 6zindn bu olusumu, bireyi nesnel olarak degerli kiltiirel basarilara gétirir ve nesnel
kalturel degerleri deneyimlemesine (kavramasina) olanak tanir. Gegici 6zelliklere dayanmadigi icin Bildung
esasen bireyin 6zlinin olusumudur. Bildung homojen ve yapilandiriimis, yani kapsamli ve ¢ok katmanl bir
sirectir. Sadece tek boyutlu ruhsal klltiri olan kisiye “gebildet” (egitimli) denemeyecegi gibi ¢cok boyutlu
fakat merkezi bir odak noktasindan veya saglam bir 6zden yoksun, daginik ve bigimsiz bir bireye de egitimli
denemez. Gergek anlamda Bildung, her zaman gelisimsel egilimler ve siirekli biyumeyi kapsar, ¢linkl
Bildung gelisim sirecinin rafine bir sonucundan baska bir sey degildir. Bu rafine sonug ise bireye etki eden
kalturel etmenler (toplumun benimsedigi degerler silsilesi) ile mimkin olabilir. Bu degerler silsilesi hem
bireyin icinde bulundugu toplumun kiltirel degerlerini anlamasini hem de kendi kltirel diinyasini yeniden
sekillendirmesini saglar. Kalturel etkiler, nesnel bir deger icerigini temsil eder. Bunlar bir yandan kisinin
kalturel icerikleri anlamasini saglarken diger yandan da kisinin ruhunda kendini anlamaya ve deneyimlerini
nesnel kiltirel degerlere (kazanimlara) donistirmeye yonelik deger Uretici glgleri uyandirir. Bu deneyimler
ve glgler igin kisisel bir merkezin de bulunmasi gerekir. Kiltiirel degerleri homojen bir sekilde bu merkezle
iliskilendirerek, ham bireysellik tam egitimli (gebildete) kisilige ylikselir (Spranger, 1968, pp.24-26).
Didaktigin, Kita Avrupa’sindaki gelisim gizgisinde Bildung kavrami ile bulugsmasi oldukga énemlidir. Alman
pedagojisinin kiltirel baglaminda Uretilen bir kavram olarak Bildung, didaktik perspektifini farkli bir boyuta
getirmistir. Bu asamada 6zellikle Comenius ve Wolfgang Ratke’nin Alman didaktik geleneginin insasindaki rolleri
blyuktlr. Her ikisinin de ortak amaci 6gretim siirecinin etkili ve verimli bir sekilde nasil insa edilecegine iliskin
bir yol bulmaktir (Kansanen, 1995). Almanya’da Ratke’nin &nciliginde gelisen didaktik perspektif zaman
icerisinde Bildung kavrami dogrultusunda yeni bir anlam kazanmaya baslamistir. Ozellikle Alman felsefesinin
idealist karakterinin yon verdigi bu hareket ayni zamanda hem zengin bir pedagojik birikimin olusmasina neden
olmus hem de didaktigin farkh boyutlarda gelismesini saglamistir. Bu gelisim siirecinde 06zellikle 18. yizyilin
sonu ile 19. ylzyil 6nemli gelismelere sahne olmustur. Didaktigin insan bilimleri veya hiimanist pedagojinin bir
parc¢asl olma sirecinde bu donem 6nem tasimaktadir. Bu siireg icinde ilk incelenmesi gereken Johann Fredrich
Herbart ve takipgileri tarafindan sistematik hale getirilen Herbart’¢i didaktiktir.

Herbart ve Herbart’¢i Didaktik

Johann Fredrich Herbart (1776-1841) pedagoji tarihinde didaktik agisindan 6nemli bir miras birakmis,
gorusleri ile Amerikan pedagojisinin gelisimine katki saglamis, sistemli ve doktriner bir filozoftur (Hilgenheger,
1993; Gutek, 2013). Herbart'in en onemli katkisi Locke’dan itibaren bilimsel esaslara dayali olarak, calisilan
pedagojinin bilimsel, sistematik bir yapiya kavusmasina doniik yaptigi calismalardir. Diger bir ifade ile bilimsel
pedagojinin olusmasinda onci rol oynamistir. Herbart icin bilimselden kasit akil, mantik ve felsefe baglaminda
olusan bir sistem anlamindadir. Bilim burada pozitivist bir anlam icinde degil idealist bir felsefi baglam icinde
kullanilan bir ifadedir. Herbart’in didaktik alanina katkisi kuskusuz Bildung kavraminin didaktik ile birlestirilmesi
ve egitici 6gretim adi verilen bir yaklasimin teorisini kurgulamasidir. Didaktigin temel gayesi 6gretim sirecinin
akilci ve mantikh bir diizen, sira ve asamalilik igcinde 6grenciye sunulmasidir. Bu egitici —Bildung- siireci yalnizca
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belirli teknik adimlarla degil ayni zamanda kapsamli bir yapi icinde mimkindir. Yani didaktik, Bildung’'u
gerceklestirmek icin bazi anahtar niteliginde degiskenlerle beraber irdelenmelidir. Egemen (1965) bu ig
anahtar degiskeni idare, 6gretim ve disiplin olarak tanimlar. idarenin anlami cocugun okul ortaminda her tiirli
zararl etkiden korunmasi, séz dinlemesi, cocugun belli bir diizene alistiriimasidir. Ogretim ise cocugun ahlakl,
bilgili ve becerikli olmasina iliskin her tirli eylemdir. Herbart'ta 6gretimin gayesi ¢ocugu terbiye —bildung-
etmektir. Terbiye etmeyen, c¢ocuga belli aliskanliklari kazandirmayan, onun sosyal cevreye uyumunu
saglayamayan ve sadece kuru bilgiler veren bir 6gretim, 6gretim degildir. Disiplin ise bireyin bu sireglerinin belli
bir sistem iginde gerceklesmesidir. Dolayisiyla sistem olmaksizin herhangi bir bicimlendirmeden s6z etmek
mumkiin degildir.

Herbart’in ileri strdigl bu doktrinin bir bagka yonu de kugkusuz didaktik boyutuna getirdigi sistemdir.
Formal Basamaklar olarak anilan bu teoride Herbart, bildung gayesine hizmet edecek didaktik bir gergeve sunar.
Buna gore bir dersin egitici olabilmesi icin (1) Hazirlik, (2) Sunum, (3) iliskilendirme, (4) Sistematizasyon ve (5)
Uygulama gereklidir (Herbart, 1904, p.59). Herbart'in didaktik surece iliskin sundugu bu basamaklar hem
ogretimi daha etkili hale getirecek hem de Comenius’tan beri ileri sirilen verimliligi getirecektir. Bununla
beraber Herbart didaktigi, 6zellikle 6gretim sirecini mekanik bir boyuta hapsettigi ve yaraticiligi engelledigi
noktasinda elestirilse bile o gline kadar yapilmayani yapmis ve didaktigi bir yontembilim haline getirmistir.
Herbart sonrasi donemde 6zellikle takipgileri olan Tuiskon Ziller, Wilhelm Rein, Ludwig Striimpell, Herbartgi
didaktik teorinin gelisimine katki saglamislardir. Bununla beraber &zellikle 20. yiizyllin baslarindan itibaren is
Okulu [Arbeitschule] karsisinda degerini kaybetse de himanist pedagojinin elinde yeniden hak ettigi yeri
almistir. Herbart’in belirli bir teknik streg olarak ele aldigi didaktige hiimanist pedagoji daha derin felsefi bir
boyut kazandirmistir. Bu felsefi boyut ilk olarak egitime iliskin tim kavramlarin etkili bir sekilde ve
derinlemesine tartisiimasina katki sagladigi gibi farkli didaktik perspektiflerin de gelismesine zemin
hazirlamistir. 20. ytzyihn en etkili didaktik teorisyenlerinden olan Wolfgang Klafki, Eric Weniger bu sirecin
mimarlari arasindadir. Wilhelm Dilthey ve onun insani bilimler yaklasimi ise yeni bir pedagojik gelenek olan
hiimanist pedagojinin dogusunu saglamstir.

Hiimanist Pedagoji ve Didaktik

Didaktik anlayisin gelisim ¢izgisinin belki de en 6nemli boyutu, onun Alman pedagojisinin icine girisi
olmustur. Gergekten de pedagoji tarihi elestirel bir sekilde incelendiginde egitimin felsefeden ayri bir bilim
olarak gelisiminde Alman pedagojisinin farkl bir mecrada ilerlemis oldugu net bir sekilde gorilebilir. Bir diger
onemli boyut, Alman pedagojisinin bu gelisim ¢izgisinin daha sonraki donemlerinde Amerikan pedagojisinde de
1875-1925 yillari arasinda etkili bir pedagojik sdylemin temeli olmasidir (Gutek, 2013; McNeil, 2015; Ohles,
1978). Himanist egitim biliminin gelisimi didaktigin temellerini anlamak i¢in 6nemlidir, zira 20. yizyilda farkli
ekollere bolinmis olsa bile pedagojik gelenek iginde didaktigin Bildung kavrami ile en zengin etkilesimi
hiimanist pedagoji ile mimkin olmustur.

HUmanist pedagoji her ne kadar felsefi anlamda derin koklere sahipse de gelisimi 1910-1920 arasi donemde
gerceklesmistir. Friedrich Schleiermacher (1768-1864) ve Wilhelm Dilthey (1833-1911) in felsefi tarihsel
calismalari Uzerine temellenen himanist pedagoji bu donemde sistematik bir yapi halinde kurgulanmistir.
Dolayisiyla sistematik hale getirilmesi 20. ylUzyilin baglarinda olsa da 19. yizyilda Almanya’da egemen olan
pedagojik bir anlayistir. Olduk¢a énemli bir gelenegin olusmasina katki saglayan hiimanist pedagoji, didaktik
gelenek icerisinde de zengin bir perspektifin olusmasina katki sunmustur. Herman Nohl, Theodor Litt, Eduard
Spranger, Wilhelm Flitner ve Erich Weniger bu ekoliin yetistirdigi 6nemli pedagog ve didaktikgilerdir. Yine bu
okul icinde farkli bir kol olarak gelisen Gottingen Okulu blinyesinde yetisen Nohl ve Weniger’'in takipcileri
Wolfgang Klafki ve Klaus Mollenhauer giniimiizde didaktik denildiginde ilk akla gelen isimler arasindadir
(Biesta, 2013; Van Manen, 2015; Wulf, 2014). Troéhler (2003) hiimanistik pedagoji [Geisteswissenschaftliche
Padagogik] nin gelisim sirecini kurumsal yazin ve bilimsel yayincilik gibi belirli bazi etkenlere dayali olarak
aciklar. Bu etkenler icinde en gi¢li olan damar Alman felsefi geleneginde idealist felsefenin merkezi bir
noktada olmasidir. idealist felsefenin Alman edebiyatini sekillendirmesi ve insani ruhsal bir varlik olarak ele
alma disiincesi hiimanist pedagojinin gelisim cizgisinde dnemli bir yer tutar. Bu gelenegin gelisimi 6zellikle
Wilhelm Dilthey’in kavramsallastirmasi ile yeni bir boyuta ulagsmistir. Dolayisiyla hiimanist pedagoji ve
didaktigin merkezinde Dilthey’in yorumlari yer alir denilebilir. Dilthey, idealist felsefeyi tarih ve insan merkezli
bir bakis acisiyla yeniden yorumlamistir. insan Dilthey’e gore tarihsel, sosyal ve kiiltlirel bir varlktir. Bu
nedenden dolay! insani anlamak ancak tarihsel, sosyal ve kiiltiirel bir baglamda gerceklesebilir. insani insan
yapan temel &zellik onun tarihsel bir varlik olmasidir. insanin ortaya koydugu tiim artefaktalar [yapay olgular]
yani dil, sanat, felsefe, hukuk, edebiyat ve egitim ancak kendi tarihsel zaman dilimi ve tarihsel kimligi ile belirli
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bir sosyo-kiiltiirel baglam icinde anlam kazanir (Bulhof, 1980). Bu anlam diinyasinda egitim ve egitime iliskin
kavramlar da vardir. Pedagoji dogrudan dogruya insani — acilari, dertleri, kederleri ve sevingleri ile — konu ettigi
icin insani bilimler icinde 6nemli bir yere sahiptir. Bundan dolayi pedagoji Dilthey icin bir doga bilimi degil insani
bir bilimdir. Bu perspektifi ile klasik pozitivist insan ve bilim kavramina da acgik¢a tepki gbsterir ve cephe alir.
Dilthey icin pedagojinin gorevi herhangi bir zaman diliminde ortaya ¢ikan tarihsel toplumsal gergekligin ne
kadar homojen bir yapi icinde olustugu, bu yapiyi etkileyen unsurlarin yapisini ve bu homojen yapinin
olusumuna olan katkilarini teshis etmek ve gelisimini yoneten etkenleri tanimlayarak bu sosyal tarihsel
gercekligin 6zgiin boyutlarini kesfetmektir. insanin dogasinin anlasilmasi ancak béyle miimkiin olabilir ve insani
etkileyen tim artefaktalarin insan lzerinde tesiri de ancak bdyle ¢6ziimlenebilir. Bu durum sinifta 6grenci ve
O0gretmen iliskisi baglamini inceleyebilecegi gibi, didaktik surecin gergeklesmesine etki eden unsurlarin da
¢6zlimlenmesini saglar. Didaktigin en 6nemli konulari arasinda yer alan &gretilecek icerigin segimi, igerigin
sistematiklestirilmesi ve bunun &grenci ile etkilesim sirecine konularak 6grenilmesi de insan bilimleri
pedagojisinin tzerinde 6nemle durdugu bir problemdir. Okullarda yapilan 6gretim sirecini yonlendiren egitim
programlari ve ders kitaplari vyetiskinler tarafindan belirli ideolojik ve etik egilimler baglaminda
hazirlanmaktadir. Okullar bu sayede gelecegin yurttaslarini yetistirmektedirler. Bu sirecin ¢ézimlenmesi ve
didaktik strecin 6grenen, igerik ve 6gretmen baglaminda analizi felsefi bir baglam icinde yapilmalidir. Burada
kullanilan bu yontem ise hermendétiktir. Bdylece insani bilimler pedagojisi hermenétigi kendisi igin temel bir
yontem olarak kabul etmektedir. Himanist pedagoji didaktik dahil olmak Uzere tim kavramlarini bu
hermendtik perspektif ile tanimlamaktadir. Bu gelenek iginde 6nemli bir yeri olan Herman Nohl'un egitim
tanimi da yine bu perspektif dogrultusundadir. Nohl’a (1949) goére egitim bir yetiskin ile kendi yasamini idrak
eden ve sekillendiren, gelismekte olan bir varlik arasindaki iliskidir. Egitimi bu sekilde tanimladiktan sonra
didaktik perspektif daha bir netlik kazanir. Nohl (1949) egitim tanimi ile farkh bir felsefi diinyaya olan aidiyetini
gostermektedir. Bununla beraber bir baska ve farkl felsefi diinya da Anglo-Amerikan egitim programi ve
Ogretim alaninda mevcuttur. Bu iki gelenek farkli sorular ile benzer problemleri cozmeye ¢alismaktadir.

Egitim Programi ve Didaktik: Farkl Sorular ile Ayni Olgular

Didaktik, temel problem olarak 6grenme ve 6gretim silirecinin dogasini anlamaya yonelik felsefi boyutu agir
basan fakat ayni zamanda sosyo-pedagojik bir perspektifi de icinde bulunduran siirecleri inceleyen bir alandir.
Sadece 6gretim sirecinin teknik analizi ile yetinmeden 6grenme ve 6gretimin tim boyutlari ile derinlemesine
tahlil edilmesini savunan bu yaklasim ileri strdtgi farkli kavramsal cerceveler ile pedagoji tartismalarina ve
ozellikle 6gretim siirecinin ingasina yonelik yeni bir bakis agisi énermektedir. Didaktik slireg¢ iginde sorulan
sorulara bakildiginda gorilecegi gibi didaktik siire¢ pozitivist veya deneysel bir bakis agisindan cevaplanacak
tirden sorularla degil, daha fazla idealist felsefe temelinde gelisen ve pedagojiyi insani bir bilim olarak
kavramsallastiran bir bakis agisini yansitir. Cocuk olmanin anlami nedir? Bir ¢cocuk ve yetiskin arasindaki fark
nedir? Cocuk ve egitimci arasindaki iliskinin boyutlari ve anlami nedir? Egitim amaclari nelerdir? Egitimle
ulasilmak istenen sonuglarin genel 6zellikleri nelerdir? Bu 6zelliklerin sosyo-pedagojik acidan temelleri nedir?
Bu egitim amaclari nasil mesruiyet kazanabilir? Cocuklarin gelecekte olmasini istedigimiz seyin cocuklar icin
anlami nedir? Bir ¢ocugun egitilmesi ve 6gretilmesi arasindaki farkhliklar nelerdir? (Danner, 1994). Bu sorular
didaktigin genel baglamda sordugu sorulardir. Boylece okul ve sinif ortaminda yapilacak ve Ogrencilerle
girilecek etkilesimin dogasinin daha net bir sekilde belirlenebilecegi disiinilmektedir. Klafki (1995) bu sorulari
daha farkh bir boyuta tasir. BoOylece 6grenme ve 0Ogretim sirecinin derinlikli bir didaktik analizinin
yapilabilecegini vurgular. Klafki’ye (1995) gére didaktik siirecte sorulmasi gereken sorular sirasi ile (1) Ogretim
siirecinde 6grenciye sunulan icerik ne kadar genis veya genel bir gerceklik anlayisini 6grenciye agmaktadir? (2)
Sinifimdaki ¢ocuklarin zihninde bu s6z konusu ders igeriginin, deneyimin, bilginin, yetenegin veya becerinin
(zaten onlarda mevcut bulunan) 6nemi nedir? (3) Konunun ¢ocugun gelecegi acisindan &nemi nedir? (4) icerik
nasil yapilandiriimistir? (5) Edinilmis bilgi olarak nitelendirilebilmesi icin bu sorularla belirlenen igerigin ne
kadari kalict olmahdir (minimum bilgi)? Klafki (2000) tarafindan ileri siirilen bu didaktik model 60’li yillarin
sonlarina dogru gelisen 6grenci hareketleri tarafindan kati ve muhafazakar olarak elestirilmistir. Klafki daha
sonra bu modeli revize ederek elestirel yapilandirmaci bir didaktik model kurgulamistir. Klafki’'nin bu modeli
teknik boyutlarin yaninda daha fazla sosyo-pedagojik bir yonelime sahiptir. Doneminin en 6nemli sosyal
arastirmalar merkezi olarak islev goren Frankfurt Okulu’nun elestirel teorisinden etkilenen Klafki, hiimanist
pedagoji icinden yeni bir perspektif olusturmayi basarmistir. Bu yeni didaktik perspektif iki ana boyuttan
olusmaktadir. ilk boyut dgretim ve okula iliskindir [hedefler, igerik, ydntem ve diizenleme bicimleri] ikinci boyut
ise okul ile ilgili sosyal slregler ve sosyal kosullari ihtiva etmektedir (Klafki, 1998).
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Kosullu Analiz

Somut, problem-temelli, d@rencilerin, Gfretmenlerin ve kurumlarn sosyo-kiiltiirel pegmigine dayal: analiz

| l | |

Mantiksal tutarlilik Tematik yapilandirma Medya sunum Y dntemsel
olasiliklan yapilandirma

1 Giiniimiiz ag1sindan
konunun énemi

2 Gelecek agisindan | 4 Tematik vap -— 6 Medya yoluyla +—— | 7 Ofrenme-Ojretmen
konunun énemi ¢ erigilebilirlik slireci

3 Ornek olugturmas: 5 Dogrulama ve

agisindan konunun degerlendirilebilirlik

Sekil 1. Klafki’nin Elestirel Yapilandirmaci Didaktik Modeli.

Kaynak: Zierer, K. & Seel, N.M. (2012). General Didactics and Instructional Design: Eyes like twins, A transatlantic dialogue about similarities
and differences, about the past and the future of two sciences of learning and teaching, p.7.

Kita Avrupa’sinda Almanca konusulan iilkelerde ve iskandinav (lkelerinde farkli didaktik perspektifler
oldugu halde bu galismada himanist pedagojiden gelisen didaktik anlayisinin temel problemleri Gzerinde
durulmustur. Pedagojinin Amerika’daki gelisim cizgisi incelendiginde, Alman pedagoji geleneginin ve 6zellikle
Herbart’¢i okulun Amerikan pedagojisinde belli bir donem etkili bir rol oynadigi agik¢a gorilmektedir. Bu
etkisine kargin Amerika’da deneysel psikoloji ve egitim psikolojisinin gelisiminin oldukg¢a hizli olmasi, egitim
programi alaninin 1918 yilinda Franklin Bobbitt’in yayinlari ile gelismeye baslamasi ve Taylorist ydonetim anlayisi
gibi faktorlerin birlesimi Amerika’da Herbartgi gelenegin 1920’li yillarin ortalarina dogru zayiflamasina neden
oldugu gorilmektedir. Ozellikle 1800°1i yillarin sonlarina degin yaklasik olarak elli civarinda Amerikali
egitimcinin doktora calismasini yaptigi Almanya’nin biiyik ve kokli Gniversitelerinden (Halle, Leipzig, Jena gibi)
mezun egitimciler artik bu dénemde etkilerini kaybetmis ve kendi kabuklarina cekilmislerdir. Bu donem artik
felsefenin, tarihin degil doga biliminin kurallarina gore isleyen bir egitim biliminin ¢agidir. Amerikali egitim
tarihgisi Ellen C. Lagemann’in ifadesi ile “20.yy."da John Dewey’in kaybettigini ve Edward L. Thorndike’in
kazandigini kabul etmeden Amerikan egitim tarihini anlayamazsiniz” so6zii bu noktada ¢ok anlamlidir.
(Lagemann, 1989, p.185). Thorndike’in kazanmasi ayni zamanda program alaninda da teknik bilimsel
paradigmanin zaferi demekti ve dénemin Zeitgeist’i bunu zorunlu kiliyordu. Sekiz Yil Calismasi bu agidan
bakildiginda program ve 6gretime iliskin sorunlarin ciddi bir sekilde ele alindigi 6nemli bir asamadir. Fazla degil
sadece on yil sonra diinyada program alaninda en etkili kitaplarin yazarlari olan Ralph W. Tyler, Hilda Taba,
Benjamin Bloom bu projede aktif olarak yer aldilar. Yine Tyler bu calismadan elde ettigi deneyimle program
gelistirme modelini ileri strdl. Tyler'in program gelistirme modeli bitlni ile okul odakli bir modeldir. Teknik
bilimsel ve lineer boyutu ¢ok net bir sekilde gosteren model 6grenme ve egitimi davranis degisikligi baglaminda
ele almakta ve egitim psikolojisine hedeflerin tespit edilmesinde kritik bir rol vermektedir. Her ne kadar bu
modelde egitim felsefesi de bulunsa da burada felsefenin gorevi yalnizca hedeflerin tutarlilk boyutunu ve 6nem
sirasini belirlemektir. Tyler'in 1949 yilinda kaleme aldigi Egitim Programlarinin ve Ogretimin Temel ilkeleri
baslkli eserinde program gelistirme ile ilgili sordugu sorular sunlardir: (1) Okulun gerceklestirmek istedigi
egitimsel amaglar nelerdir? (2) Bu amaclara ulasabilmek icin hangi 6grenme deneyimlerine ihtiyag vardir? (3) Bu
ogrenme deneyimleri etkili bir sekilde nasil dizenlenebilir? (4) Bu amaglara ulasilip ulasilmadigini nasil
belirleriz? (Tyler, 1949, p.2). Tyler'in sorulari incelendiginde bu sorularin dogasi geregi 6lgmeye uygun oldugu,
teknik uzmanlik gerektirdigi acikca goriilmektedir. Tyler sonrasi donemde 6zellikle Amerika’da 6gretim tasarimi
lizerine yapilan calismalar neredeyse her zaman Tyler Rasyonelini ele alarak modellerini kurgulamislardir.
Ogretim tasarim modellerinin temel amaci etkili bir 6grenme siirecinin gerceklesmesi icin &gretim siirecinin
mantiksal-analitik bir sekilde siralamaktir. Boylece 6gretim siirecinin her bir adimi dogrusal olarak ve iliskili bir
sekilde tipki bir mihendislik projesi gibi tasarlanabilecektir. Bu ise daha az felsefe fakat daha fazla egitim
psikolojisi ve 6gretim tasarimi demektir.
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Hopmann ve Riquarts (1995) program ve didaktik arasindaki farki ders planlama, arastirma siireci ve kuram
olarak ii¢ boyutta incelemislerdir. Ug ayri seviyede her iki gelenegin sordugu sorular iki gelenegin bakis agisini
yansitmasi noktasinda ©6nemlidir. Dersin planlanmasi sirecinde program temel olarak “nasil” Uzerine
odaklanirken didaktik “ne” ve “nigin” sorularina odaklanmaktadir. Bir diger ifade ile didaktik sirecte sorular
aslinda Bildung’un dogasina uygun sekilde sorulur. Bir diger ifade ile Bildung her zaman merkezdedir. Tablo
1’de bu karsilastirma verilmistir.

Tablo 1.
Didaktik ve Program Geleneginin Karsilastirilmasi.
Seviye Program Didaktik
1. Ders Planlama
cekirdek soru nasil ne ve nigin
icerik nesne ornek
amaglar gorev (is) amag (yon)
ders plani ders eylemi deneyim cerceveleri
Ogretim uygulama lisanslandirma (yetkinlik kazandirma)

2. Arastirmanin odak noktasi

Bireysel 6gretmen Ogretme sanati, Didaktik
O0gretmen disinmesi analiz (hermonitik)
Basarili 6gretimin (yorumsal)
degerlendirilmesi Ogrenci basarisi profesyonel
(notlar & basari derecesi) uygunluk,
yansitma
3. Kuram
islev hazirhk Baslatma (intisap)
siralama ders konusu 6nce gelir Bildung 6nce gelir

Kaynak: Westbury, |., Hopmann, S., & Riquarts, K. (2000). Teaching as a reflective practice: The German
Didaktik tradition. Mahwah, NJ: Lawrence Erlbaum Associates, s.18.

Tartisma, Sonug ve Oneriler

Kita Avrupasi’nda gelisen didaktik gelenek kendine ait felsefi temelleri ve gelisim gizgisi ile Anglo-Amerikan
program ve Ogretim yaklasimindan farkli bir pedagojik gelenegi temsil etmektedir. Bu pedagoji gelenegi
Comenius ve Raticus’un g¢alismalari ile belli bir asamaya gelmis daha sonra J.F. Herbart’in katkilari ile belirli bir
sisteme kavusmustur. Bununla beraber didaktigi belli bir felsefi gelenek icinde yeniden yorumlayan Dilthey’ci
pedagoji olmustur. insani konu alan bir bilim olarak pedagojinin doga bilimleri benzeri bir yapi ile hareket
etmesinin insani anlama konusunda problemler yasayacagini ileri siiren Dilthey, pedagojiyi insani tarihsel,
kilturel ve sosyal baglam icinde inceleyen bir insan bilimi olarak ele almistir. Pedagojinin gelisimi icin yapmasi
gereken tarihsel agidan sorunlari irdelemek, anlamak ve yeniden yorumlamaktir. Felsefi bir pedagojinin temeli
anlamaya dayali hermenoétik perspektiftir. Hiimanist pedagoji olarak gelismeye baslayan bu hareket 6zellikle
Almanya’da oldukga saglam bir mecrada ilerlemis ve Universitelerde kisa zamanda kendine genis yer bulmustur.
Kuskusuz bunun nedenleri igcinde himanist pedagojinin idealist felsefeye uzanan koéklerinin katkisi inkar
edilmez. Alman romantizmi, Fichte, Herder ve Humboldt gibi dislintrlere dayali olarak ilerleyen bu pedagoji
kisa zamanda etkili bir duruma gelmistir. 20. ylizyilin baslarindan itibaren gelismeye devam eden bu hareket her
iki diinya savasindan sonra da etkisini slirdiirmistiir. Temel problemi etkili ve verimli bir 6gretim sirecini
gerceklestirmek olan didaktik, bu amacini felsefi bir baglam icinde yaparak Amerikan egitim bilim geleneginden
acik bir sekilde ayrilir. Didaktik gelenek icinde yer alan ve merkezi bir kavram olan Bildung, toplumsal yasama
kilturel agidan uyum saglamis ve kendi gercekligini idrak eden bireyleri yetistirmeyi hedefledigi icin didaktik
dogasi geregi felsefi olmak zorunda kalmistir. ikinci Diinya Savas’nin ardindan Avrupa’da Amerikalasmanin
etkisi didaktik alanda da kendini gdstermis ve Amerikan egitim bilimine yakin didaktik modeller ortaya ¢ikmistir.
Bununla beraber hiimanist pedagojinin temsilcilerinden olan Wolfgang Klafki hiimanist pedagoji gelenegini
Frankfurt Okulu’nun elestirel teorisi ile sentezleyerek yeni bir didaktik yapi ortaya koymustur. Bu bakis agisi
diger didaktik modeller icinde 6zgiin ve orijinalligi ile dikkat cekmektedir. Klafki'nin 6ne strdigi bu perspektifin
6zglinlGgl kuskusuz koéklerinin Dilthey’e kadar uzanmasinda yatmaktadir. Altmish yillarin sonlarina dogru
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Frankfurt Okulu ve elestirel teorinin katkilari ile modelini daha fazla toplum baglaminda yenileyen Klafki, diger
didaktik 6gretim modelleri ile kiyaslandi§inda daha fazla felsefi ve sosyo pedagojik bir yénelimi temsil
etmektedir.

Oyleyse béyle bir bakis agisinin genel olarak program ve 6gretim alanina katkilari neler olabilir? Anglo-
Amerikan program ve 6gretim anlayisinin 6zellikle 1. Dinya Savasini takip eden yillarda egitim alaninda genel
kabul goren bir sdylem olmasinin temel nedeni Amerika’nin diinya hegemonyasinda egemen gii¢ haline
gelmesinin yaninda sonug odakl Amerikan egitim bilimi perspektifinin 6zellikle kitlesel okullasma, program ve
o6gretim alaninda getirdigi teknik bilimsel paradigmanin kolay ve uygulanabilir ¢6ziimler sunmasidir. Bu egemen
sdylem Amerikan hegemonyasinin yiikselisi ve soguk savas tehdidi ile daha da yayginlasmistir. Oyle ki
Almanya’da bile 60’li yillarin sonlarindan itibaren Amerikan merkezli egitim arastirmasi paradigmasi
guglenmeye baslamis ayrica teknik bilimsel paradigmaya uygun didaktik modeller gelistirilmistir. Bu agidan
bakildiginda Tyler Rasyoneli bu yiikselis stirecinin taci olmustur denilebilir. Bu ylkselis stirecine karsin program
ve Ogretim alaninda bir krizin varhigi ilk defa Joseph Schwab tarafindan dile getirilmistir. Tyler Rasyoneli ve
o6gretim tasarim modellerinin altin ¢agini yasadigi bir siireg icinde Schwab’in elestirileri ve dnerdigi yapi her ne
kadar genel anlamda bir kabul gérmediyse de 70’li yillardan itibaren entelektlel agirlikl Neo-Marxist ve
Yeniden kavramsallastirmaci gibi pedagojik hareketler igin énemli bir temel olmustur. Schwab 6ne strdugu
teorik yapida Alman didaktik gelenegine cok benzeyen bir model 6nermektedir. Alman hiimanist pedagojisine
dayal didaktik Anglo-Amerikan program ve 6gretim alaninin yasadigi kriz icin bir ¢6zim olabilir miydi? Egitim
surecinin odak noktasina hedefleri mi yoksa insani mi yerlestirmek gerekiyordu? Taylorizm ve Fordizm gibi
kitlesel Uretimi hedefleyen yonetim yaklasimlari baglaminda gelisen Anglo-Amerikan program ve 6gretim
diistincesi acaba insana dénuk bazi noktalarin lizerinde yeterince felsefi anlamda distiindi mi? Schwab’in
(1969:1) “mevcut yontem ve ilkeleri ile isini yapamayan program alanindaki ciddi kriz alanin can g¢ekismesine
neden oluyor; alanin acilen yeni ve daha etkili ilke ve yontemlere ihtiyaci var” derken vurguladig tam da bu
noktadir.

Turkiye’deki program ve 6gretim ¢alismalari didaktik gelenekten ne kazanabilir? Turkiye’de teknik bilimsel
program teorisinin oldukga glgli temellere sahip oldugu agiktir. Turkiye’de 6zellikle 1960 sonrasi donemde bu
konu ile ilgili yapilan yayinlarin ve egitim fakultelerinde egitim bilimleri bolimlerinin 6rgatlenmesi her zaman
bu teknik bilimsel gelenege gore yapildigindan ve master doktora programlari da bu perspektif dogrultusunda
tasarlandigindan dolayi kita Avrupasi gelenegine iliskin pedagojik séylemler oldukc¢a sig ve sessiz kalmis bir
sekilde gormezden gelinmistir. Hiimanistik pedagojinin en 6nemli katkisi egitimi sadece pozitivist bir baglamin
egemenliginde degil tam tersine insan odakli bir boyuttan ve insani 6zne yapan bir perspektiften algilanmasi
gerektigine iliskin bakis agisinin dnemine yaptigi vurgudur. Kita Avrupasi didaktik gelenegi ve hiimanist pedagoji
ayni zamanda hermendétik, fenomenolojik analiz gibi yontemlerle 6grenme ve 6gretme siirecinin dogasina
iliskin kapsamli analizlerin yapilmasina katki saglayarak alani salt bir mihendislik alani olmaktan kurtarabilir.
Didaktik gelenek icinde hiimanist pedagoji ¢izgisinde gelisen didaktik yaklasimin 6grenme, 6gretim, okul, kaltir
gibi kavramlara yonelik olarak olusturdugu anlam aginin Turkiye’deki program calismalari icin de ayri bir katki
ve zenginlik saglayacagi ileri sirilebilir. Pedagojiyi birbirinden ayri parcalar halinde degil, fakat insan denilen
fenomeni inceleyen bitiincil bir alan olarak ele almak belki de didaktik gelenegin program ve 6gretim alanina
kazandiracagi ilk kazanimdir. Bir diger dnemli kazanim da egitimi sadece 6g§renme ve 6gretme siireci ile degil
tam tersine 6grenme ve O0gretme sirecini etkileyen farkl degiskenleri farkli disiplinler araciligi ile inceleyerek
ogretim sirecine katki saglamasidir. Sadece teknik yonergelerle ve nasil sorusu ile degil fakat anlam odakh ve
nicin sorusu esliginde egitim ve egitime iliskin kavramlara yaklasilabilir ve ¢ok boyutlu analizler yapilabilir.
Ogretim siirecine iliskin farkli analizler belki de yasanilan kriz durumlarinin ¢éziilmesine katki sunabilir. Ornegin
PISA sinavindaki basarisizligin nedenleri salt teknik sikintilarla degil belki de 6gretmen ve 6grenci arasindaki
iliskinin dogasinin ¢éziimlenmesi ile farkli bir sekilde kavranabilir. Sonug olarak hem Anglo-Amerikan program
ve 6gretim dusiincesinin hem de didaktigin ayni sorunlar Gzerinde farkli yontemlerle farkli cevaplar bulduklari
soylenebilir. Her iki gelenegin de ortak noktasi 6gretim sirecini etkili ve verimli yapma ¢abasidir. Bu ¢alismada
problem sadece didaktigin gelisiminin tarihsel seyri ile sinirh oldugu igin farkl didaktik modeller
incelenmemistir. Ayrica didaktik ile program arasindaki diyalog da bu calismada ¢ok ayrintih olarak
islenmemistir. Cesitli didaktik modelleri ile ilgili daha fazla ¢alisma yapilmasi Tiirkiye’de az bilinen bu pedagojik
gelenegin daha yaygin bicimde taninmasi ve takdir gérmesi agisindan faydali olacaktir.
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