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Abstract

The aim of this research is to find out the views of history teachers on peace education. The research
consists of four sub-problem sentences. For this purpose, teachers' opinions were sought on the
contribution of history teaching/history textbooks/values and historical thinking skills to peace
education. At the same time, teachers' experiences in history lessons are also included in the
context of peace education. The study group of the research consists of 19 history teachers working
in public and private schools affiliated to the Ministry of National Education in various districts of
Istanbul. In this study, the qualitative research method was preferred, and Phenomenology
(phenomenology) was chosen from qualitative research designs in order to reveal the experiences
of the teachers who may be a party to the problem of the research. The data of the research consists
of teacher opinions obtained through interviews and focus group interviews. The data were
recorded with a voice recorder and transcribed. Content analysis and descriptive analysis methods
were used in the analysis of the data obtained. Findings reveal that teachers generally think that
history teaching can contribute positively to peace education. In the context of the contribution of
history textbooks to peace education, teachers have expressed that they can contribute both
positively and negatively. When the experiences of history teachers in history lessons are examined,
the categories of student prejudices, students' belonging to their identity, students' collective
memory, and choosing sides have emerged. Among these categories, student prejudices and
belonging to student identities have a high frequency. Considering the historical thinking skills, it
comes to the fore that peace education will contribute positively to the research skills based on
historical empathy and inquiry, and to the value of respect within the scope of values.
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Introduction

With modernity after the Enlightenment, the function that science ascribes to
ideologies has led to an inter-communal hierarchy. In the 1930s, those who wanted to develop
ideologies, especially in anthropology, biology, and history, tried to justify their superiority by
misusing science (Tekeli, 2014: 3). In terms of history, the claim of absolute truth, certainty,
and objectivity of positivism enabled history to be written by using documents and brought
the trust in official documents to be connected with "an unshakable faith" in Simsek's words.
In this process, with the simultaneous emergence of national ideas in Europe, historiography
became instrumental and continued to be written for the purpose of glorifying or blessing its
own nation. This situation has led to othering or a kind of negative approach towards states
other than their own nation in the world of education. The fact that this situation brought
about a devastating situation in education and society with World War |l revealed that
historiography was effective in solving problems. However, the correction of this devastating
situation has also given history a great mission as a unifying factor (Simsek, 2011). The
process!, which started with the work of the Intellectual Cooperation Commission in order to
eliminate the destruction caused by the two world wars with education, led to bilateral
agreements between states for UNESCO's history textbooks. Depending on these agreements,
the textbooks were adjusted (Safran and Ata, 2006).

Individuals use their historical narratives not only in school or textbooks but also in
social media, TV series-films, discussion programs, and parliament. Are also exposed in such
places. The fact that history lessons are also a part of popular culture is effective in shaping
students' perceptions, prejudices, and prejudices. Even if we do not know at all, we can have
generalizations, preconceptions, or prejudices about states, nations, and cultures other than
'us' (Kaya and Topgu, 2017). In addition, the identity, culture, etc. of the classroom
environment. Based on the assumption that it is an inhomogeneous area with diversity in
terms of the importance of the impact of history lessons on individuals will be better
understood. Therefore, when the purpose, values , and individual developments in the history
curriculum (MEB, 2018) are considered; In the context of the effects of individual perceptions,
prejudices, and prejudices on students, it can be stated that it is necessary to raise students
who have the ability to live together in the school environment, have a culture of respect and
embrace differences, have behaviors and attitudes that are far from all forms of violence, are
far from conflict, and adopt a culture of peace.

Behaviorist and constructivist teaching approaches differ from each other, as they are
the product of a positivist and postmodernist philosophies. Behaviorist and constructivist
understanding of education is defined in different ways due to the nature of the two different
approaches. According to Pamuk (2014: 111); “The behavioral history teaching paradigm is
used as an important tool in the individual construction of identity by transferring the common
historical narrative to the students in the school, which is the socialization environment, by

! Following the First World War Era, the League of Nations was established in order to "provide permanent and
universal peace and ensure international security", but this could not save the world from a second war (Karaman
K., 2007). The Institute of International Intellectual Cooperation (Institute International de Cooperation
Intellectuelle), which was established by the French Government in Paris in 1925 (Ergun, 1985), in order to build
peace, which is believed that cannot be achieved through wars, but with the guidance of education, culture and
science, continued its services in cooperation with the League of Nations established in 1919 (Safran and Ata,
2006: 61).
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determining the belonging of the students to the dominant culture or subculture and the
historical narrative that they will reference in their individual identity construction.” It can be
said that this feature of the behaviorist approach creates tension with peace education by
ensuring that what was defined as the other in the past is still the other today. On the other
hand, when the aim of constructivist history teaching is defined as not transferring knowledge,
but giving the student the skills to make their own historical construction (Pamuk, 2014: 117),
the constructivist paradigm enables individuals to build their own, reduces marginalization in
macro discourse and contributes to the individual's own positioning, making peace education
discussions possible brings. In this context, in terms of ensuring the continuity of the collective
memory, it is realized by carrying the past events to the present time through history
textbooks and maintaining its attitude towards the 'other' today.

Looking at the relevant literature in Turkey, peace education is mostly preschool
(Doganay, 2018; Goktiirk ince, 2014; Kartaltepe, 2014) and primary education (Akyol, 2015;
Batti, 2016; Bozgdz, 2017; Coskun, 2012; Damirchi, 2014; Ekinci, 2010; Halge, 2018; Sagkal,
2011) groups were studied. Among these studies, it is seen that two studies deal with the
views of teachers on peace education. The first of these studies is Coskun's (2012) "Teachers'
Opinions on Peace Education and Peace Education in Primary Education Curriculum", and the
second is Kartaltepe's (2014) "Examination of Preschool Teachers' Views on Peace Education".
From this point of view, it is understood that there is no research on secondary education
institutions apart from Sagkal (2015). Sagkal (2015) examined the effect of the peace
education program applied to 9th-grade students in his study named “The Effect of Peace
Education Program on Ninth Grade Students' Attitudes Towards Violence, Social Problem-
Solving Skills, and Classroom Climate” by using qualitative and quantitative research methods.
As a result of the research, it was concluded that the peace education program was effective
in decreasing the violent tendencies of the students, increasing their social problem-solving
skills, and changing the classroom climate at a high rate. In addition, Aktas (2012)'s study titled
"War and Peace in History Education: Evaluation of Secondary School Students' Knowledge
and Attitudes on War and Peace in Terms of Various Variables" is also important in terms of
determining the attitudes of secondary school students towards peace, but all of these are in
Turkey. Shows that the studies on peace education in secondary education institutions are not
yet at the desired level. For this reason, the study is considered important, as it will reveal the
views of teachers working in secondary education institutions on peace education and the
perceptions and thoughts of students on peace education.

In this study, it was aimed to examine the opinions of history teachers, who closely
observed students in the classroom, about how much history lessons are effective in helping
them become individuals who have adopted a confrontational, marginalizing attitude or can
live together, adopt differences, have peaceful attitudes and skills, and can empathize. In this
context, the problem statement of the research is as follows: What are the views of history
teachers about peace education?

The sub-problems of the research are as follows:

e What is the contribution of history teaching to peace education according to history
teachers?

e According to history teachers, what is the contribution of history textbooks to peace
education?
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e What are the values and historical thinking skills that will contribute to peace
education according to history teachers?

e What are the experiences of history teachers in the classroom environment in the
context of peace education?

Method

Research Pattern

The qualitative research method was preferred in the study. The qualitative research
method, which is based on the interpretative paradigm, tries to reveal the behavior of
individuals and the meaning they give to the social world rather than revealing the relationship
between events and variables through a single reality. According to Burrel and Morgan (1979),
“what comes to the fore in qualitative research is not the general and universal, but the
understanding of the unique and individual”. (as cited. Balci, 2011: 5). Therefore, qualitative
research is the process of making sense of events, facts, and situations from the perspective
of the participants. In addition, the pattern of the research is phenomenology. In
phenomenological research, some results are reached by making use of the perceptions and
experiences of individuals and revealing meanings from their world. In this context, in order
to reveal the contribution of history lessons to peace education; Phenomenology, one of the
gualitative research designs, was preferred in order to examine in depth how history teachers
perceive and make sense of the concept of peace education, their thoughts on peace
education, and what their views are on the perception of students in the classroom in the
context of peace education.

Working group

Maximum variation sampling, one of the purposive sampling methods, was used in the
study. The purpose of sampling based on maximum diversity is not to generalize but to reveal
similarities or differences between diverse situations. (Yildirim and Simsek, 2013: 137). In this
context, in order to ensure maximum diversity in examining the views of history teachers on
peace education, the study group consists of history teachers who are actively working in
private schools in public schools in Istanbul, affiliated with the Ministry of National Education
(MEB) in the 2017-2018 academic year. In order to provide maximum diversity, teachers
working in Imam Hatip High School, Vocational High School, and Anatolian High School
affiliated with MEB were preferred. In addition, history teachers working in private schools
were also preferred. The aim here is not to generalize the result, but to enrich the data
diversity by making use of the differences and similarities between public and private schools
in the context of the problem statement. Information about the gender, age, duration of
experience, and the institution they work for the history teachers participating in the research
are given in Table 1. Since this study was conducted in 2019, it does not require ethics
committee approval.
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Table 1

Demographic Characteristics of the Teachers in the Study Group

Participating Gender Age Experience Institution
Teachers Period (years)

01 Female 46 22 State School
02 Female 39 17 State School
03 Female 30 3 State School
04 Female 28 2,5 State School
05 Female 28 4 State School
06 Male 46 21 State School
07 Female 45 23 State School
08 Female 32 6 State School
09 Female 53 30 State School
010 Female 39 12 Private School
011 Male 30 7 Private School
012 Female 35 10 Private School
013 Male 38 12 State School
014 Female 28 2,5 State School
015 Female 27 3 State School
016 Male 47 21 State School
017 Female 31 4 Private School
018 Female 48 26 Private School
019 Male 39 14 Private School

As given in Table 1; 19 history teachers, 14 of whom were female and 5 were male,
participated in the research. The ages of the teachers are between 27 and 53. The experience
period of the participating teachers varies between 2.5 and 30 years. The teachers who have
the least experience (2.5 years) are 04 and O14. The teacher with the most experience (30
years) is 09. 6 of the participating teachers work in private schools and 13 of them work in
public schools. The identities of the history teachers participating in the research were kept
confidential in accordance with the ethical rules, and the teachers were coded as 01, 02,
03,...019, according to the order of the interview.

Data Collection Tools

Phenomenology studies focus on how individuals perceive, interpret, describe or
approach a phenomenon. Therefore, to collect data about the phenomenon, in-depth
interviews are conducted with individuals who have directly experienced the phenomenon
(Patton, 2014, p.104). In order to learn the thoughts and experiences of history teachers about
peace education in depth, an interview, one of the most used data collection tools in
phenomenology, was preferred. Semi-structured interview, one of the interview types, was
used in the research. Participating teachers were asked questions about the contribution of
history teaching, and history textbooks to peace education, the relationship between
historical thinking skills and values in peace education, and the experiences of history teachers
in the context of peace education.
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Data Collection and Analysis

Opinions were received from two experts regarding the interview questions, the
prepared questions were directed to three teachers, and the questions were revised as a
result of the answers. The data of the study consists of semi-structured interviews and focus
group interviews with teachers. The interviews were held between 25.12.2017-17.01.2018.
Table 2 shows the teachers who were interviewed one-on-one and their interview times.

Table 2

Teachers with One-to-One Interviews and Interview Times

Participating Teachers Interview Duration (minutes)

01 39.53
02 15.36
06 21.09
07 11.15
08 52.11
09 37.40
012 20.00
013 41.10
016 60.13

As shown in Table 2, one-on-one interviews were conducted with 9 teachers who
participated in the research. One-on-one interviews lasted for the shortest 11 minutes and
the longest 60 minutes. In addition to the one-on-one interviews, focus group interviews were
conducted. A focus group interview is a type of interview that is carried out with more than
one participant at the same time. According to Berg and Lune (2015: 191), group dynamics are
in question in focus group interviews. In these interviews, individuals are expected to answer
guestions asked in interaction with other individuals who have come together for the same
purpose. Focus group interviews can be used in addition to one-on-one interviews in
phenomenological research. (Ersoy, 2016: 85). Participants listening to each other's answers
can add to the other participant's comment as well as their own. Therefore, the participants
in the group do not need to share the same idea or disagree (Patton, 2014: 386). Focus group
interviews were preferred in order to deepen the research topic by adding to the ideas of the
teachers who came together for the same purpose or to reveal different ideas about the
subject. Table 3 shows the teachers and the duration of the focus group interviews.

Table 3

Teachers with Focus Group Interviews and Interview Durations

Participating Teachers Interview Duration (minutes)
03, 04, 05 75.38
010, 011 44.04
014, 015 21.48
017, 018, 019 67.28

As shown in Table 3, a total of four focus group interviews were conducted with "010,
011" and "014, 015" in twos, with "03, 04, 05" and with "017, 018, 019" in threes. The
shortest of the focus group interviews is 21.48 minutes and the longest one is 67.28 minutes.
The interviews were recorded with a voice recorder based on the permission of the
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participants. The verbal data recorded by the researcher with a voice recorder were
transcribed, coded, and analyzed. During the analysis of the data, the answers given by the
participants to the semi-structured questions were transcribed unchanged. All written data is
100 pages in total.

After the oral data were written down, they were read in repetitions to get a general
idea about all the data in the analysis process. Thus, it was decided which data would be coded
and which data would be excluded from the analysis. In the research, after all the interviews
were concluded, coding was created inductively based on the data obtained from the
participants and by trying to reveal the underlying meanings of the views of the individual
participants. The coding was done by hand, not by any program. Similar codings were brought
together and main and sub-themes were formed in accordance with the problem sentences
of the research and the data were interpreted. In the analysis of the data, the opinions of two
experts were taken and descriptive analysis and content analysis were used in accordance
with the phenomenology. Descriptive analysis is a clear and concise interpretation of the data
by the researcher. In the descriptive analysis, direct quotations are frequently used in order
to reflect the views of the individuals interviewed or observed in a striking way (Yildirim and
Simsek, 2013: 256). The data obtained from the participating teachers in the research were
explained under the themes determined as a result of the coding, by including the direct
statements of the participants. On the other hand, the main purpose of content analysis is to
reach concepts and relationships that can explain the collected data. Data summarized and
interpreted in the descriptive analysis is subjected to deeper processing in content analysis.
Concepts and themes that cannot be noticed with the descriptive approach can be discovered
as a result of this analysis (Yildirnm and Simsek, 2013: 259). In the analysis of the data, since
there is no theory or model about the examination of history lessons in terms of peace
education in the literature, the data were made into themes according to inductive content
analysis. It tried to make the data more meaningful by coding the scattered data. After coding
the data, the codings were interpreted by combining them under themes in accordance with
the research problem and sub-problems, taking into account the common aspects of the
coding.

Findings

In this section, there is a descriptive and content analysis of the data obtained from
the participant teachers through semi-structured interviews and focus group interviews. The
parts that are not suitable for the sub-problem are not included. Square brackets “[ ]” were
used by the researcher in order to more accurately convey the context of the views shared by
the participant teachers and to explain the non-verbal expressions in the data. However, in
this section, in accordance with the problem statements of the research; According to history
teachers, the contribution of history teaching and history textbooks to peace education, the
values/historical thinking skills that can contribute to peace education, and the teachers'
experiences in history lessons in the context of peace education are included.

History Teaching and Peace Education

Participating teachers were asked questions about the contribution of history teaching
to peace education. The vast majority of teachers think that history and social lessons such as
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history can contribute to peace education and have more duties. Table 4 includes the content
analysis of teachers' opinions about the contribution of history teaching to peace education.
According to Table 4; teachers 01, 05, 08, 010, 011, 015, to understand/transmit peace and
culture of peace, 03, 06, 08, 014, 016, TO9 to understand us and the other, 011, 016 to raise
awareness against violence. They stated that history teaching would contribute to peace
education. Teachers 03, 04, 05, 013, 018, and 019 stated that history teaching alone would
not be sufficient for peace education and that it would only be possible with a universal
change in history teaching.

Table 4

Views of History Teachers on the Contribution of History Teaching to Peace Education

Themes Participating Teachers (f)
Understanding/transmitting peace and a culture of peace 01, 05, 08, 010, 011, 015 6
Understanding us and the other 03, 06, 08, 014, 016, 019 6
The necessity of universal change in history teaching 03, 04, 05, 013, 018, 019 6
Raising awareness against violence 011, 016 2

01 stated that the history course, as a memory of the past, has more duties than other
courses in terms of contributing to peace education, and stated that history courses will
contribute to peace education by conveying the peace and culture of peace in the past:

It is valid for every industry. | think that history is the best branch that can explain the
value of peace, the understanding of peace in history, and the contribution of peace
to society. All teachers will have an impact and contribution, but | think history
teachers have the most to do. Because in terms of the field, you sit down and talk
about the past, maybe you question it, maybe you judge it.

Giving an example on the subject of Ottoman-Russian relations, 08 stated that the
teacher's approach to the subject is important. According to 08, justifying historical events in
terms of "us" and "the other" will contribute to peace education by reducing othering in the
eyes of students:

You are describing the Russian war. Expanding the periphery of the Russians, the classic
phrase - do not go down in quotes that | hate - don't go down to warm seas, etc. Why
does he want it, you always say this phrase... | try to explain it by trying not to say it as
much as possible. Siberia's cold geography. Why? After you understand why children
understand the culture of expanding borders, and wars or you talk about the Ottoman-
Russian War. He has no cultural knowledge of the Russians, we do not give it because.
Until now, no history teacher or mentor has taught, so there is only a Russian
character, there is a Russian identity, there is an invasion of his country or he is coming
towards his country, he creates national values that try to stop him. | think the attitude
of the teacher is very decisive here. If you give a direct definition, if you create the
concept of the enemy, the child will slide towards it...but if you do not use the word
“enemy” and talk about the Ottoman interests, the interests of the Russians, the
conflict of interest, if you explain the reasons for the war, the enemy does not create
the identity.

According to 016, who stated that in-depth coverage of the dimensions of war in
history teaching would contribute to peace education, understanding the dimensions of war

Turkish History Education Journal, October 2022, 11(2), 174-194 181




KAYIS & PAMUK

raises awareness about violence and enables one to have peaceful attitudes. 016 expressed
this as follows:

The subject of the history lesson is humans, because of a concept related to the human
we call peace. ...War, the conflict between countries... So many millions of people died.
It is as if the fly is dying, the numerical values there are talking about the flies. Did
families break up there or did people die? Did the young lovers break up with each
other? An economic value that has been struggling for years, has a factory or a house
been built and destroyed? They are not taken into account at all. In the context of
peace education in history lessons; we do not only gain land, economic value, and
political power is gained through wars, but also many human values are destroyed, and
education can be given. Thus, the resources in the world where the world is a common
value can suffice. If it is emphasized that the main problem is to know how to share, in
history lessons, that is, not only war history but also cultural and economic...

According to 05, the construct of the other and us has the same understanding all over
the world. Therefore, there is a need for a universal change in history teaching rather than
unilateral efforts:

... There is nothing without conflict, that is, everywhere in every subject. We will be
equivalent again if this is not done all over the world, this time you will be defenseless.
We call only ourselves and describe everyone as the other, this is the case everywhere.
This is how it is explained in all countries, so there needs to be a total change. If there
is going to be peace education, it has to be more universal in general, in the world
context. You are a pacifist, it is nice, but how he talks about the Turks when Greece
talks about the Turks, and he talks about it in a hostile way. You are peaceful, he is
hostile. It will not happen either; you will be defenseless.

In the context of the contribution of history teaching to peace education, some of the
teachers stated that the subjects in history lessons will help to understand the past peace and
culture of peace, wars, 'us' and 'us’. Other teachers also stated that society needs peace and
a culture of peace in all areas, and therefore history teaching alone cannot contribute to it and
stated that there is a need for universal change in history teaching.

History Textbooks and Peace Education

Teachers were asked questions about the contribution of history textbooks to peace
education, and about the history textbooks prepared with both educational approaches, since
the behavioral education model theoretically gave way to the constructivist education model
after 2007.

History Textbooks and Peace Education Prepared According to Behavioral Approach

To explain the relationship between behavioral learning theory and peace education,
the participating teachers were asked questions about how different identities and cultures
were included in the pre-2007 history textbooks (content or style). However, since the
guestions asked did not correspond to any reality in the lives of some participants (such as not
covering their professional experience years or not being able to make associations), they
were changed and asked about their own student experiences. Table 5 includes the content
analysis of behavioral history textbooks in the context of peace education according to history
teachers. In line with the answers given by the participants, it has been revealed that the
emphasis on nationalism is high in general, and there are situations such as othering,
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glorifying, vilifying, using negative language, and is included in the enemy category over the
nationalist emphasis.

Table 5

Views of History Teachers on the Contribution of History Textbooks with Behavioral Approach
to Peace Education

Themes Participating Teachers ()
Use of Negative Language - Inclusion in 61, 69, 610, 011, 013, 016, 018 7
the Enemy Category

Teacher Attitude: Exaltation - Blame 014, 015, 019 3

Under the theme of Using Negative Language - Inclusion in the Enemy Category, 016;
He mentioned that there are prejudices against some nations due to the conjuncture and that
these prejudices bring with them othering. However, he stated that in the context of the other,
'us' is positioned as good and the 'other' as bad:

We are competent people; goodness is always on our side. However, they are always
bad. However, it may not always be so. There was for example; there was a lot of
prejudice against the Armenians, a prejudice against the French against the Greeks,
but interestingly there was no prejudice against the British. They were so dominant in
world politics, either the British prepared the textbooks or they forgot [Smiling].
Especially as | said, there was a lot of prejudice against our neighbors. Arab, Greek,
Armenian, and Russian. Against the Russians too. At that, time there was the danger
of communism, and we grew up with that prejudice. However, we were in the same
apartment, but our neighbors [in terms of states] are always bad. We are looking to
one side. There are Russians in the north; there are Arabs in Syria and Iraq on the other
side.

In addition to these, 016, stated that before 2007, the political history was intense in
the textbooks, and the distinction between 'us' and 'us' was more: “Before 2007 and before,
more war history, but now more emphasis is placed on social aspects. Particular emphasis is
placed on the concepts of civilization and culture. Previously, this was not so much. It was like
my civilization or the civilization of others. Before, for example, there was something: us and
them.”

On the other hand, the teacher's attitude expressed othering in the category of
exaltation - vilification over the glorified groups in 019:

... In the period we read, the titles of the books were national history, national
geography, and national security. | do not know if it still exists though. After his book,
1980, soldiers would come to our lesson with coup habits. In that sense, every process
was already irritating. If you look at it in terms of content, the trends of those periods
were a little bit more — | sum it up, it will be a bit of a harsh expression, but-
Alhamdulillah for a period, we were the children of that process- ... It was another
extreme at that time. A state of consecration and consecration in terms of another
aspect.
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History Textbooks and Peace Education Prepared According to the Constructivist Approach

In the context of the constructivist education approach about the contribution of
history textbooks to peace education, teachers were asked about the view of history
textbooks, which were used after 2007, to different nations, states, or cultures. The content
analysis of constructivist history textbooks in the context of peace education is given in Table
6. According to Table 6, some of the teachers answered in terms of style and some in terms of
content. In this context, in line with the answers of the teachers, "othering language/ one-
sided perspective (01, 03, 08, 010, 019), "non-marginalizing language/ non-commentary-
neutral content (02, 06, 09, 011, 013, 014, 015, 016)), two themes emerged.

Table 6

Views of History Teachers on Contribution of History Textbooks with Constructivist Approach
to Peace Education

Themes Participating Teachers ()
Othermg. Language/ Unilateral 91, 03, 68, 610, O19 c
Perspective

Othering Language/ Unilateral 62, 06, 59, 011, 013, O14, 15, O16 8

Perspective

Expressing his opinion under the theme of marginalizing/ one-sided point of view, 03
gave an example through the title of “Armenian Issue” that historical events were not handled
from a multi-faceted perspective, but were written from a one-sided perspective:

..In fact, the events were generally taken with their political aspects, cultural,
psychological, social, etc. Dimensions are not mentioned much. For example, when
describing the relations with Armenia, it was mentioned that they were loyal to the
nation and that they lived in brotherhood with the Turks for centuries. Afterward, their
demands for independence, which led to an uprising, especially under the influence of
the British, were examined, and lastly, the atrocities they perpetrated as the reason
for their deportation were explained. The question is, did all the individuals in the two
communities look at each other as brothers when they talked about their fraternal life?
Was the situation so homogeneous or were there also minor conflicts at that time —
for example, over their belief in different religions? The same is true for the next
period, while the events in 1915 are being described, were not there Armenians who
did not participate in the conflicts even though they were in this period. There is no
mention of the attitudes of such people and what happened to them...

In addition, in the context of the theme “Non-Marginalizing Language/ Non-
Commentary-Impartial Content”; He stated that there is a nationalist emphasis in history
textbooks, but that these are not otherizing expressions that amount to racist discourses, and
emphasized that the quality of the expressions in the textbook can be increased:

The books about what you talk about peace education are getting better once again.
It is getting better. Is it marginalizing as a language? It does not marginalize when the
student reads ... Not so much. It could be even better. It can be done even better. Such
very nationalistic rhetoric, you know, there is no racist rhetoric as an upper curtain of
nationalism. It does get my attention. 'Wow racist', you say. You say, 'Look what the
author wrote, you say... There is no such thing. Of course, the books will talk about our
national values, this is what should happen, but there are no othering statements.
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..You do not see a lot of positive bias; in fact, it does not say something like this. There
is no othering or hostile attitude, let me tell you that.

Historical Thinking Skills and Peace Education

The historical thinking skill most expressed by history teachers in the context of
contributing to peace education is historical empathy, as shown in Table 7. The historical
thinking skill with the highest frequency after historical empathy is research based on
historical inquiry.

Table 7

Views of History Teachers on Historical Thinking Skills That Will Contribute to Peace
Education

Historical Thinking Skills Participating Teachers ()
Historical Empathy 03, 05, 08, 014, 016 5
Hl?‘.t.orlcal !nq.uwy—Based Research - 68, 013, 014, 018 ;
Critical Thinking

Historical Analysis and Interpretation 013 1

08 stated that the most important skill to be acquired in the context of peace
education is historical empathy, and stated that empathy skills will help the student to
understand 'us' and the 'other', and to establish a bond with the other:

...In_my opinion, the most important thing is to gain empathy. Looking back at the
Ottoman-Russian relationship with historical empathy, | try to capture the core of that
period, and | would never say it in a marginalizing way. Empathy alone can perhaps be
seen as something like: 'Why do | have to understand him, my friend? Why should |
understand, but when you start to understand and think from that side, the truth is,
you start to establish that human ground. In particular, today, the Syrians leave their
homeland, migrate to another land and live in poverty, and they are really in a state of
poverty in terms of education/health/culture. Hani will not establish a bond like this;
'in 2 days, my country can be invaded, let me think so and act accordingly, empathy
does not mean this, it means being able to establish a bond...

Similar to 08, 018 also stated that students should be provided with research skills
based on historical inquiry in the context of peace education: “...I think it will be okay if we
teach the child where to look. If the child learns to question if he can sit down and question
something he has read. Children do not know how to question. The moment the child begins
to question, he will not be stuck in something he has read. What the teacher said...”

013 stated that in the context of peace education, historical analysis and
interpretation and inquiry-based research skills should be included in the textbooks.
According to 013, for students to acquire the skills he mentioned, they must first have basic
knowledge: “They must have critical thinking skills, reasoning, and criticism. Critical thinking
and analysis skills can be gained. To be able to do these, we need to teach the child to read
once. The child should know that he should criticize. They do not read... To be able to criticize,
they must read, they must know”.

According to the teachers, historical empathy, one of the historical thinking skills, helps
the student to understand different perspectives and thus gain conciliatory behaviors, to
understand the cause and effect relationships of historical events by empathizing with the
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other, thus helping them to move away from the othering attitude. The empathy skill also
contributes to the establishment of a culture of respect with the empathy that the student
establishes with the 'other', thus contributing to the formation of a democratic classroom
environment.

In the context of peace education, teachers -except for O8-, generally expressed the
skills that should be gained in the history curriculum as being applicable and gainable.
Therefore, it can be stated from the statements of the teachers that they do not make any
application to gain historical thinking skills in the lessons. In addition, most of the teachers
could not express their historical thinking skills conceptually.

Peace Education and Values

The values expressed by history teachers in the context of their contribution to peace
education are given in Table 10. As shown in Table 8, the value most expressed by teachers is
respect. After the value of respect, the most expressed value is tolerance and love.

Table 8

Views of History Teachers on Values Contributing to Peace Education

Values Participating Teachers ()
Respect 03, 05, 09, 014, 016, 019 6
Tolerance 03, 09 2
Love 05, 09 2
Compassion, Truthfulness-Honesty, 03, 010, 09, 016, 08 1

Equality-Goodness, Environmental
Awareness, Peace (Peaceful Looking)

Emphasizing values such as tolerance, respect, and compassion, O3 stated that the
values that will contribute to peace education should be universal/timeless values and should
not be limited to history lessons only:

...Values that can or should be gained with respect, and tolerance. When the person,
culture, religion, community, or state, whichever is in question, is gained, the culture
of consensus is established, and the problems can be solved through communication.
...Must be universal and timeless values, that is, they should always be valid values. For
example, we should raise people to be more conscientious and compassionate...
According to O3, values contribute to individuals' solving their problems through
communication and avoiding conflicting attitudes and behaviors.

019, on the other hand, drew attention to the concept of respect and tolerance in the
context of value and handled these concepts differently from other teachers. According to
019, the concept of respect for differences has a cyclical quality. Therefore, he emphasized
the concept of self-respect instead of the concept of respect for differences:

... For example, when you say respect for differences, is it a point like "Let's take this
for a measure according to the conditions of that day" or is it something internalized?
... No matter what culture or ground you look at, honorifics have a quality that can
change from time to time depending on historical conditions. In the name of a
universal spirit of peace without a hierarchical definition of A or B, which is actually a
matter of personal respect and self-respect. Individuals other than A define individual
Alin space. In fact, | do not respect myself, | do not respect my difference, | also respect
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other situations that define me in the universe, or | use the expression respect here,
but when we start with self-respect, it is on a healthy ground, otherwise it gives us a
subtext like the dosage of respect can be adjusted according to real politics or
conditions.

According to 019, who, unlike other teachers, drew attention to the concept of self-
respect instead of the concept of respect, the individual who respects his own self will also
respect individuals other than himself. Therefore, first, it is necessary to gain a sense of self-
respect from individuals.

According to teachers, respect stands out as a value that contributes to peace
education. In general, the picture that teachers want to see in students in terms of
contribution to peace education is as follows: They are individuals who are free from violence,
have peaceful, not confrontational attitudes, do not marginalize, are sensitive to the
environment, and people, and respect differences.

Peace Education and History Lessons

Participating teachers were asked about their experiences in history lessons in the
context of peace education. In this context, Table 9 includes the topics of teachers'
experiences in history lessons. Considering the examples given by the teachers about their
experiences in Table 9, it is mostly T.C. It is seen that there are subjects of the History of the
Revolution and the History of Kemalism. T.R. There are many examples of the National
Struggle process and the societies established in this process, which are included in the unit
of the History of Revolution and Kemalism, the Beginning of the Occupations, and the National
Struggle and Preparation. In addition, some of the teachers gave more references to the
subject of Ottoman-Russian Relations.

Table 9

Topics of Teachers' Experiences in the Context of Peace Education

Subjects Participating Teachers (f)
Ottoman-Russian Relations/ Russians 01, 04, 010, 011 4
World War Il (Hitler) 011, 013 2
Societies Enemy to National Existence - Kurdish 013, 04 2
Teali Society
Armenians 010, 011 2
Greeks/ Greek Civilization, Concepts of Occupation 02, 04, 05, 08, 013, 014, 1
and Conquest, Sheikh Said Rebellion, Sahkulu 018

Uprising, Yavuz Sultan Selim Period/ Shah ismail,
National Struggle Period, World War |, Associations
Founded by Minorities

Table 10 includes the basics of the situations that teachers encounter in the context of
peace education. According to Table 10; teachers stated that students mostly experience
problems arising from prejudices/stereotypes and identities they belong to. Besides the
teachers who stated that they had some generalizations and negative thoughts due to the
prejudices of the students, some teachers stated that the students did not have any
prejudices. Examples of the identity of the student are mostly about the expression of the
feeling of we in some subjects that the student associates with himself in the lesson. Some
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teachers also stated that they observed that students have otherings as a product of collective
memory and the attitude of choosing sides.

Table 10

Themes of Teacher Experience in the Context of Peace Education

Themes Participating Teachers ()
Student Prejudices 02, 03, 05,012, 017, 018, 019 7
Student's Identity Belonging 01, 04, 05, 08, 013, 014, 018 7
Student's Collective Memory 08, 010, 011 3
Choosing a Side 011, 013,017 3

Based on the observations of 02; He stated that students reject anything about the
"other" due to prejudices and they subconsciously approach the concept of "us" with the idea
that it is always in danger:

For example, when we talk about Greek civilization, children see them as enemies; our
enemies. However, we are talking about 2000-2500 years ago. They do not know
anything that was done in the name of democracy in the name of science in the name
of science in Greek civilization, and when they learn, they do not want to see it. To
them, everyone is our enemy, we are the strong ones. Because we are strong, all the
states and the world's nations are jealous of us, so they do not accept the real things.

Faced with a different reaction through the Kurdish Teali Society, 013 stated that he
was hurt because the identity of the student with which he identifies himself is included in the
subject with the phrase "harmful", and he conveyed his experience as follows:

When Anatolia was occupied after the First World War, we call societies, beneficial and
harmful societies. We divide harmful societies? into two: Turks founded; minorities
founded... What is this and that is what minorities have established? Here are the
Greeks Ethnic-i Eterya, Mavri Mira, Pontus Greek... What are their aims, they want to
establish a state... | am in Diyarbakir; While describing harmful societies, the Kurdish
Teali Society -| am also a Kurd- the student used the same expression to me: 'Teacher,
are we harmful?' he said. | left the class and tried to please the child for 45 minutes.
Unknowingly, | have no such intention. You say the Kurdish Teali Society and the other
party perceive it as such. He perceives the Kurds as representing himself.

The student reacted to the negative meaning attributed to the identity.

Another example belongs to 011; 011 stated that the student will have prejudices by
being influenced by the collective memory of the environment in which he lives:

2 This title mentioned by 013 was changed to Associations Enemy to National Existence. The explanation on the title is as
follows in the Turkish Republic Revolution History and Kemalism textbook: “They are intellectuals who do not believe that
independence can be achieved based on the power of the people, they defended the policies of the Ottoman administration
and mandate solutions.” In the continuation of this explanation, a table is given about the societies included in the title
(Liberty and Entente Party, Wilson Principles Society, Kurdish Teali Society, Peace and Salvation Osmaniye Party, Islamic Teali
Society, British Enthusiasts Society). The explanation in the table is as follows: “As can be seen in Table 2.7, the societies
established by these intellectuals carried out studies that harmed the national existence (MEB, 2016: 45).
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For example, go and do this research in Erzurum (I went to the university in Erzurum),
and you will get different results in another place. Because the swear words using
Armenians or Russians are in the foreground or the words you use if you are going to
insult someone. There, naturally, the child realizes that it is not a good thing. It also
varies according to the ethnic or cultural characteristics of the environment where the
families come from.

017, who works in a private school, gave the following example:

Being a private school, we have too many non-Muslim students or students from
different ethnicities, and you can curb your language. In the 10th grade, | have
Christian students in the same class, there are also Jews and there are Muslims. For
example, in the process of saving the Jews and Muslims who were persecuted in Spain
by the Ottomans with ships, resettling the Arabs to North Africa, and then relocating
the Jews to Istanbul, Thessaloniki, or Izmir, there can be rhetoric against the Christian
student in the classroom, even if they are mixed with jokes.

Looking at the examples given on two separate topics, it is seen that the students
reacted to the past events by identifying themselves with the side they chose.

Conclusion

In the research, the views of history teachers on the contribution of history teaching,
history textbooks, values/historical thinking skills to peace education, and their experiences
in history lessons in the context of peace education were evaluated.

The majority of the teachers stated that they thought that history teaching would
contribute to peace education. According to the teachers, history teaching contributes to the
peaceful attitudes of individuals who understand/take an example of the peace culture in the
past. Individuals with pre-acceptance and stereotyped expressions can differentiate their
perspectives on understanding 'us' and 'us’’ with multiple perspectives, empathy, and critical
thinking. Raising awareness of all aspects of violence is important in the context of peace
education. In this sub-problem, we have the following result. Teachers who express their
opinions under the theme of understanding/transmitting peace and culture of peace and
awareness against violence foresee the instrumentalization of history teaching for peace
education by highlighting non-disciplinary purposes. Only the teachers in the category of
understanding "us" and "the other" drew attention to the interdisciplinary purposes of history
teaching and made statements about the construction of the student's own historical
knowledge. The teachers, who stated that history teaching alone has little effect on the
thoughts and behaviors of the individual, stated that the identity transfer of the dominant
discourse and the concern of raising citizens could not contribute to peace education on a
macro scale; therefore, history teaching needs a universal perspective. In the study of
Demircioglu, Mutluer, and Demircioglu (2009), the conclusion that social studies teacher
candidates can contribute to peace education with history subjects overlaps with the thought
of history teachers in this study to contribute to peace education with historical subjects.

With the reflection of the changing educational paradigms on the curriculum in 2007,
some changes have occurred in the textbooks. Depending on the changes made, it was named
behavioral education before 2007 and constructivist education after 2007. In line with the
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answers given by history teachers about behaviorist history textbooks, it has been revealed
that there is a high emphasis on nationalism in general, and there are situations such as
othering, glorification, slander, negative language use, and inclusion in the enemy category
over the nationalist emphasis. In his study, Yildirnm (2014) stated that in history textbooks,
identity transfer is made through the opposition between the other, and us, and some texts
instill the feeling of exaltation and othering under the titles that change according to the
periods. From this point of view, the study of Yildirim (2014) and the views of history teachers
about behaviorist history textbooks agree. Regarding the constructivist history textbooks, it is
revealed that the teachers have two different ideas as othering language-one-sided
perspective and non-othering language-neutral/non-interpretation. Most of the teachers
stated that the textbooks after 2007 were not written with a marginalizing point of view and
that they were far from impartial and uninterpreted guidance. Some teachers, on the other
hand, think that marginalization is less than before 2007, but historical events are presented
with a one-sided perspective, and historical thinking skills are not sufficiently included. From
this point of view, it can be said that when compared to the pre-2007 period, there are no
derogatory and othering expressions, but othering is included as subtexts. However, some of
the teachers do not consider the history textbooks after 2007 as constructivist, as they do not
allow individuals to have the skills to construct their history.

Teachers mostly gave examples of historical empathy and research skills based on a
historical inquiry about the skills that should be developed in students in the context of peace
education. According to Goleman (2011), being able to see something from another's
perspective breaks [prejudiced] stereotypes and creates tolerance and acceptance of
differences. From this point of view, the historical empathy skill helps to understand the
'other' in the context of peace education and reduces the tension with the other. According
to Alpargu, Sahin, and Yazici (2009); empathy can be used for two purposes in history. The
first is to give meaning to the past actions and activities of people belonging to your culture.
The second is to understand what “other” is or what is called “other”. In the first case, the
empathizer can reconcile his or her own culture's understanding of the human being with his
or her own beliefs, values, and culture. On the other hand, he can also understand the other,
sometimes called the enemy, and fill a kind of void with it. At this point, students or teachers
gain an automatic understanding of finding and adopting their role to contribute to peace, as
in peace education. Memisoglu (2015)'s study supports the findings obtained from this
research in terms of teachers' expressing that they should gain historical empathy and critical
thinking skills toward peace education. In addition, the emphasis on empathy skills as a sub-
context of respect for differences in Pamuk (2021)'s research is significant in that it is similar
to the results of this study. Few teachers have expressed their opinions about historical
thinking skills. From this point of view, the fact that teachers cannot establish a connection
between peace education and historical thinking skills and that they cannot express their
historical thinking skills conceptually reveals that their knowledge of this subject is not
sufficient. In addition, in the other sub-problems of the research, when the answers given to
the question of historical thinking skills of the teachers, who emphasize the in-disciplinary
purposes of history lessons under the theme of understanding 'us' and 'the other’, regarding
the contribution of history teaching to peace education are examined, research based on
historical empathy and inquiry-critical thinking and historical analysis and interpretation skills.
The skill with the highest frequency among these skills is historical empathy and inquiry-based
research skill. The fact that these skills are included as responses to the skills that can
contribute to peace education as a result of the research reveals that these skills are not
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included in the current history textbooks or that the place of these skills in the textbooks is
not sufficient.

As values that can contribute to peace education, teachers; expressed respect,
tolerance, love, compassion, truthfulness, honesty, equality, kindness, environmental
awareness, and peace. In this respect, they have only established a relationship with respect,
love, and honesty, which are among the root values (justice, friendship, honesty, self-control,
patience, respect, love, responsibility, patriotism, and benevolence) in the history curriculum
of MEB (2018). According to teachers, respect stands out as a value that contributes to peace
education. These findings coincide with Galtung's view that for individuals to be peaceful
within themselves, they need to feel safe, meet their basic needs, and be respected (as cited
in Kerem and Kamaraj, 2006: 83). Most of the teachers expressed humanism, people-oriented,
human-based and similar expressions as values. In addition, the concept of conscience is
frequently expressed as a value along with the concept of compassion. When evaluated from
this point of view, teachers' conceptual knowledge about values was not found sufficient. At
the same time, some teachers emphasized the values that they consider universal in the
context of peace education. This shows that teachers believe that the values that can
contribute to peace education are universal. In the research conducted by Memisoglu (2015)
with social studies teacher candidates, the value of tolerance and respect came to the fore
among the values related to peace education, and in the same research by Memisoglu, respect
came to the fore as the characteristics of individuals with peaceful characteristics.

It may not give healthy results to refer to certain topics about the experiences of
history teachers in the lessons in the context of peace education and to generalize in terms of
the scope of the research. When we look at the situations that history teachers encounter in
the lessons in the context of peace education, rather than the topics of history lessons in
particular; Students stated that they had difficulty in explaining some subjects in the classroom
due to the identity they belong to, student prejudices, attitudes such as collective memory
and choosing sides, and they drew attention to student sensitivities by expressing that they
had tension in the classroom and made statements that they had an attitude of
marginalization. According to Egan (2010: 94), romantic understanding is created by seeing
the object in question in the context of one or more people's thoughts, intentions, hopes, or
fears. In other words, all events, objects, and processes are tried to be understood from a
romantic point of view. When evaluated in this context, what is expected from the students is
to try to understand the historical events according to the conditions of the period, but it is
seen that the students are in the attitude of othering by ignoring this. Although the classroom
environment is not homogeneous, it is an area where all kinds of contradictions or
perspectives coexist. For this reason, there should be a place where individuals in the
classroom environment can talk and question all kinds of issues as members of society in the
future. In other words, the classroom environment should be capable of acquiring these
behaviors. For individuals, the teacher-guided classroom environment can be a possible place
for discussion and questioning of different ideas and the acquisition of peaceful values and
behaviors. Thus, individuals can overcome their prejudices, prejudices, and sensitivities.

In the context of the results obtained from the research, the following suggestions are
included:

e For history teachers to establish a relationship between history lessons and peace

education, teacher candidates can be given lessons on peace education in
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undergraduate education or teachers can be supported on this subject through in-
service training.

e History textbooks can be revised and rearranged in the context of peace education.

e Course materials that can provide students with historical thinking skills and values
can be prepared in history textbooks to contribute to peace education.

e Considering the teachers' experience in peace education, action and situation research
can be conducted on history lesson subjects.
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Bu arastirmanin amaci tarih 6gretmenlerinin baris egitimine dair gorislerini ortaya koymaktir.
Arastirma dort alt problem cimlesinden olusmaktadir. Bu amagla tarih 6gretiminin/ tarih ders
kitaplarinin/ degerlerin ve tarihsel diisiinme becerilerinin baris egitimine katkisi hakkinda 6gretmen
gorislerine basvurulmustur. Ayni zamanda baris egitimi baglaminda 0Ogretmenlerin tarih
derslerindeki deneyimlerine de yer verilmistir. Arastirmanin calisma grubunu istanbul ilinin cesitli
ilcelerinde Milli Egitim Bakanlgina bagli devlet okullarinda ve 6zel okullarda gorev yapan 19 tarih
o0gretmeni olusturmaktadir. Bu arastirmada nitel arastirma yontemi tercih edilmistir ve arastirmanin
problemine taraf olabilecek 6gretmenlerin probleme iliskin yasantilarini ortaya koymak amaclh nitel
arastirma desenlerinden fenomenoloji (olgubilim) segilmistir. Arastirmanin verilerini gorliisme ve
odak grup gorismesi ile elde edilen 6gretmen goérisleri olusturmaktadir. Veriler ses kayit cihazi ile
kayit altina alinmis ve yaziya aktarilmistir. Elde edilen verilerin analizinde icerik analizi ve betimsel
analiz yontemi kullanilmistir. Bulgular, 6gretmenlerin genel olarak tarih 6gretiminin baris egitimine
olumlu katki saglayabilecegi gortisiinde olduklarini ortaya koymaktadir. Tarih ders kitaplarinin baris
egitimine katkisi baglaminda da 6gretmenler hem olumlu hem olumsuz yénde katkisinin olabilecegi
yonilinde goris bildirmislerdir. Tarih 6gretmenlerini tarih derslerindeki deneyimlerine bakildiginda
ise 6grenci 6n yargilari, 6grencinin kimligine aidiyeti, 6grencinin kolektif hafizasi ve taraf segme
kategorileri ortaya ¢ikmistir. Bu kategorilerden frekansi yiksek olan 6grenci 6n yargilari ve 6grenci
kimliklerine olan aidiyetidir. Tarihsel disiinme becerilerine bakildiginda baris egitiminin tarihsel
empati ve sorgulamaya dayall arastirma becerisine, degerler kapsaminda ise saygi degerine olumlu
katki saglayacagi 6n plana ¢itkmaktadir.

Anahtar Kelimeler: baris egitimi, tarih 6gretimi, tarih ders kitaplari, tarihsel diisinme becerileri,
degerler
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Giris

Aydinlanma Doénemi sonrasi modernite ile birlikte bilimin ideolojilere yukledigi islev
toplumlar arasi hiyerarsiye neden olmustur. 1930’lu yillarda 6zellikle antropoloji, biyoloji ve
tarih ile ideolojileri gelistirmek isteyenler, bilimi kotiye kullanarak kendi UGstlinlUklerini
temellendirmeye calismislardir (Tekeli, 2014: 3). Tarih 6zelinde bakildiginda; pozitivizmin
mutlak dogru, kesinlik ve nesnellik iddiasi, tarihin belgelerden yararlanilarak yazilmasini
saglamis ve resmi belgelere olan glvenin Simsek’in ifadesi ile “sarsilmaz bir iman ile” bagl
olmasini beraberinde getirmistir. Bu slirecte Avrupa’daki ulus duslincelerinin de es zamanli
olarak yesermesiyle birlikte tarih yazimi artik aragsal hale gelerek kendi ulusunu yiiceltme ya
da kutsama amacl olarak yazilmaya devam etmistir. Bu durum da egitim diinyasinda kendi
ulusu disinda baska devletlere karsi otekilestirmeyi ya da bir nevi olumsuz yaklasimlari
dogurmustur. Il. Dlinya Savasi ile birlikte bu durumun egitim ve toplumsal anlamda yikici bir
durumu ortaya ¢ikarmasi, sorunlarin ¢éziimiinde tarih yaziminin etkili oldugunu gozler 6niine
sermistir. Fakat yine bu yikici durumun diizeltilmesi de birlestirici bir unsur olarak tarihe biylik
bir misyon yiiklemistir (Simsek, 2011). iki diinya savasinin yarattigi tahribati egitimle ortadan
kaldirmak icin Entelektiiel is Birligi Komisyonunun calismalariyla baslayan siireg! UNESCO’nun
tarih ders kitaplarina yonelik devletler arasinda ikili anlasmalara 6nayak olmustur. Bu
anlasmalara bagh olarak ders kitaplarinda dizenlemeler yapilmistir (Safran ve Ata, 2006).

Bireyler tarih anlatilarina sadece okul ya da ders kitaplarinda degil sosyal medya, dizi-
film, tartisma programi ve meclis vs. gibi mecralarda da maruz kalirlar. Tarih derslerinin
poptler kultirin de bir parcasi olmasi 6grencilerin algi, 6n yargi ve 6n kabullerinin
sekillenmesinde etkili olmaktadir. Hi¢ tanimasak dahi “biz”in disindaki devletlere, milletlere,
kilturlere dair genelleme, 6n kabul ya da 6n yargiya sahip olabilmekteyiz (Kaya ve Topgu,
2017). Bunun yani sira sinif ortaminin kimlik, kaltlr vs. agisindan cesitlilige sahip, homojen
olmayan bir alan oldugu 6n kabulliinden hareketle; tarih derslerinin bireyler Uzerindeki
etkisinin 6nemi daha iyi anlasilacaktir. Dolayisiyla tarih 6gretim programinda yer alan amag,
degerler ve bireysel gelisimler (MEB, 2018) ele alindiginda; bireysel algilar, 6n yargilar ve 6n
kabullerin 6grenciler Uzerindeki etkileri baglaminda okul ortami icerisinde bir arada
yasayabilme becerisine sahip, saygi kiiltiirii edinmis ve farkliliklari benimseyen, siddetin bitiin
sekillerinden uzak davranis ve tutumlara sahip, catismadan uzak, baris kiltiriini benimsemis
ogrenciler yetistirmenin gerekliligi ifade edilebilir.

Davranis¢l ve yapilandirmaci 6gretim yaklasimlari pozitivist ve postmodernist bir
felsefenin Griint oldugundan birbirinden farklilik gostermektedir. Davranisci ve yapilandirmaci
egitim anlayisi iki farkh yaklasimin dogalari geregi farkli bicimlerde tanimlanmaktadir. Pamuk
(2014: 111)’a gore; “Davraniscl tarih 6gretim paradigmasi, ortak tarih anlatisini sosyallesme
ortami olan okulda 6grencilere aktararak, 6grencilerin egemen kiltiire veya alt kiltiire olan
aidiyetlerini ve bireysel kimlik insalarinda referans verecekleri tarihsel anlatiyi belirleyerek,

! Birinci Diinya Savasi’ni takip eden dénemde “siirekli ve evrensel barisi ve uluslararasi giivenligi saglamak”
amaciyla Milletler Cemiyeti kurulmus fakat bu diinyayi ikinci bir savastan kurtaramamistir (Karaman K., 2007).
Savaslarla gergeklestirilemeyecegine inanilan barisin egitim, kiltlir ve bilim vasitasiyla tesis edilmesi igcin 1925
yilinda Paris’te Fransiz Hikiimeti tarafindan kurulan (Ergun, 1985) Milletlerarasi Entelektiiel isbirligi Enstitiisii
(Institute International de Cooperation Intellectuelle) 1919’da kurulan Milletler Cemiyeti ile isbirligi yaparak
faaliyetlerini devam ettirmistir (Safran ve Ata, 2006: 61).
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kimligin bireysel insasinda 6nemli bir arag olarak kullanilmaktadir.” Davranis¢i yaklasimin bu
ozelligi gegmiste oteki olarak tanimlananin bugiin de 6teki olma halinin devamini saglayarak
baris egitimi ile bir gerilim yarattigi soylenebilir. Diger taraftan yapilandirmaci tarih
ogretiminde amag, bilgiyi aktarmak degil, 6grenciye kendi tarihsel insasini yapabilecegi
beceriler kazandirmak (Pamuk, 2014: 117) olarak tanimlandiginda yapilandirmaci
paradigmanin  bireylerin  kendi insalarina olanak saglamasi, makro soylemdeki
otekilestirmelerin azalmasi ve bireyin kendi konumlanmasina katkida bulunmasi barig egitimi
tartismalarini olanakli hale getirmektedir. Bu baglamda kolektif hafizanin sirekliligini
saglamasi agisindan tarih ders kitaplari araciligiyla ge¢miste yasananlari simdiki zamana
tasiyarak “oteki”ye karsi olan tutumunu bugiin de devam ettirmesi ile gerceklesmektedir.

Turkiye'de ilgili alanyazina bakildiginda baris egitimine dair daha c¢ok okul dncesi
(Doganay, 2018; Goktiirk ince, 2014; Kartaltepe, 2014) ve ilkégretim (Akyol, 2015; Batti, 2016;
Bozgbz, 2017; Coskun, 2012; Damirchi, 2014; Ekinci, 2010; Halce, 2018; Sagkal, 2011) gruplari
ile ilgili cahsildigi tespit edilmistir. S6z konusu ¢alismalar igerisinde baris egitimiyle ilgili olarak
O0gretmen goruslerini ele alan iki arastirmanin bulundugu goriilmektedir. Bu galismalardan ilki
Coskun (2012)’un “ilkégretim Programlarinda Baris Egitimi ve Baris Egitimine iliskin Ogretmen
Gorisleri”, ikincisi de Kartaltepe (2014)'nin “Okul Oncesi Ogretmenlerinin Baris Egitimine
Yénelik Gorislerinin incelenmesi”dir. Bu agidan bakildiginda Sagkal (2015)'in arastirmasi
disinda ortadgretim kurumlarina dair herhangi bir arastirmanin mevcut olmadig
anlasilmaktadir. Sagkal (2015), “Baris Egitimi Programinin Dokuzuncu Sinif Ogrencilerinin
Siddete Yonelik Tutumlari, Sosyal Problem Cézme Becerileri ve Sinif iklimi Uzerindeki Etkisi”
adh calhsmasinda nitel ve nicel arastirma yontemlerini kullanarak 9. sinif 6grencilerine
uygulanan baris egitimi programinin 6grenciler lzerindeki etkisini incelemistir. Arastirma
sonucunda baris egitimi programinin 6grencilerin siddet egilimlerinin azalmasinda, sosyal
problem ¢6zme becerilerinin artmasinda etkili oldugu ve yiksek oranda sinif iklimini
degistirdigi sonuclarina ulasiimistir. Buna ek olarak Aktas (2012)"in, “Tarih Egitiminde Savas ve
Baris: Ortadgretim Ogrencilerinin Savas ve Baris Konulariyla ilgili Bilgilerinin ve Tutumlarinin
Cesitli Degiskenler Agisindan Degerlendirilmesi” adl ¢alismasi da ortadgretim 6grencilerinin
barisa dair tutumlarini tespit etmesi acgisindan 6nemlidir. Fakat tim bunlar Tirkiye'de
ortadgretim kurumlarinda baris egitimine dair yapilan ¢alismalarin henliz istenilen seviyede
olmadigini gostermektedir. Bu nedenden dolayl calisma ortadgretim kurumlarinda calisan
O0gretmenlerin baris egitimine dair gorislerini ve baris egitimine dair 6grencilerin algi ve
distincelerini ortaya koyacagindan onemli gérilmektedir.

Bu arastirmada tarih derslerinin ¢atismaci, otekilestirme tutumunu benimsemis ya da
bir arada yasayabilme, farkhliklari benimseme, bariscil tutum ve becerilerine sahip, empati
kurabilen bireyler olmasinda ne derece etkili oldugu hakkinda sinif icinde 6grencileri yakindan
gozlemleyen tarih 6gretmenlerin baris egitimine dair gorusleri incelenmek istenmistir. Bu
baglamda arastirmanin problem climlesi su sekildedir: Tarih 6gretmenlerinin baris egitimi
hakkindaki gorusleri nelerdir?

Arastirmanin alt problemleri ise su sekildedir:

e Tarih 6gretmenlerine goére tarih 6gretiminin baris egitimine katkisi nedir?

e Tarih 6gretmenlerine goére tarih ders kitaplarinin baris egitimine katkisi nedir?

e Tarih 6gretmenlerine gore baris egitimine katki saglayacak degerler ve tarihsel
distinme becerileri nelerdir?
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e Tarih 6gretmenlerinin baris egitimi baglaminda sinif ortamindaki deneyimleri
nelerdir?

Yontem

Arastirma Deseni

Arastirmada nitel arastirma yontemi tercih edilmistir. Yorumlamaci paradigmayi temel
alan nitel arastirma yontemi tek bir gercgeklik tGzerinden olaylar ve degiskenler arasindaki
iliskiyi ortaya koymaktan ziyade bireylerin davranislarini ve sosyal diinyaya verdikleri anlami
ortaya c¢ikarmaya calisir. Burrel ve Morgan (1979)’a gore, “nitel arastirmada 6n plana ¢ikan
genel ve evrensel olanin degil, tek ve bireye 6zgl olanin anlasiimasidir” (akt. Balci, 2011: 5).
Dolayisiyla nitel arastirma, arastirmaya dahil olan katilimcilarin géziinden olay, olgu ve
durumlarin anlamlandiriima sirecidir. Buna ek olarak arastirmanin deseni fenomenolojidir.
Fenomenolojik arastirmada bireylerin algi ve tecriibelerinden vyararlanilarak onlarin
diinyasindan anlamlar ortaya koyarak bazi sonuclara ulasilir. Bu baglamda arastirmada tarih
derslerinin baris egitimine katkisini ortaya koymak adina; tarih 6gretmenlerinin baris egitimi
kavramini nasil algilayip anlamlandirdiklari, baris egitimine dair dislinceleri ve barig egitimi
baglaminda sinif igerisindeki 6grenci algilari hakkinda gorislerinin derinlemesine incelemek
icin nitel arastirma desenlerinden fenomenoloji tercih edilmistir.

Calisma Grubu

Arastirmada amagli 6rnekleme yontemlerinden maksimum cesitlilik 6rneklemesi
kullanilmistir. Maksimum gesitlilige dayali 6rneklem olusturmadaki amag genelleme yapmak
degil cesitlilik gosteren durumlar arasinda benzerlikleri ya da farkliliklari ortaya cikarmaktir
(Yildirnm ve Simsek, 2013: 137). Bu baglamda tarih 6gretmenlerinin baris egitimine yonelik
goruslerinin incelenmesinde maksimum cesitliligi saglamak amaciyla galisma grubunu 2017-
2018 egitim-dgretim yilinda Milli Egitim Bakanhgina (MEB) bagl, istanbul’daki devlet
okullarinda 6zel okullarda aktif olarak gorev yapan tarih 6gretmenleri olusturmaktadir.
Maksimum gesitlilik saglamak icin MEB’e bagl imam Hatip Lisesi, Meslek Lisesi ve Anadolu
Lisesinde calisan 6gretmenler tercih edilmistir. Buna ek olarak 6zel okullarda ¢alisan tarih
ogretmenleri de tercih edilmistir. Buradaki amag sonuca dair genelleme yapmak degil, devlet
okullari ve 6zel okullar arasinda problem climlesi baglaminda farkhliklar ve benzerliklerden
yararlanarak veri cesitliligini zenginlestirmektir. Arastirmaya katilan tarih 6gretmenleriyle ilgili
cinsiyet, yas, deneyim siresi ve calistigl kurumla ilgili bilgiler Tablo 1’ de yer almaktadir. Bu
calisma 2019 yilinda yapildigindan dolayi etik kurul onayi gerektirmemektedir.
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Tablo 1

Calisma Grubunda Yer Alan Ogretmenlerin Demografik Ozellikleri

Katilimci Cinsiyet Yas Deneyim Calistigi
Ogretmenler Siiresi (yil) Kurum
01 Kadin 46 22 Devlet Okulu
02 Kadin 39 17 Devlet Okulu
03 Kadin 30 3 Devlet Okulu
04 Kadin 28 2,5 Devlet Okulu
05 Kadin 28 4 Devlet Okulu
06 Erkek 46 21 Devlet Okulu
07 Kadin 45 23 Devlet Okulu
08 Kadin 32 6 Devlet Okulu
09 Kadin 53 30 Devlet Okulu
010 Kadin 39 12 Ozel Okul
011 Erkek 30 7 Ozel Okul
012 Kadin 35 10 Ozel Okul
013 Erkek 38 12 Devlet Okulu
014 Kadin 28 2,5 Devlet Okulu
015 Kadin 27 3 Devlet Okulu
016 Erkek 47 21 Devlet Okulu
017 Kadin 31 4 Ozel Okul
018 Kadin 48 26 Ozel Okul
019 Erkek 39 14 Ozel Okul

Tablo 1’de yer verildigi (izere; arastirmaya 14’0 kadin, 5’i erkek olmak tzere toplam 19
tarih ogretmeni katilmistir. Ogretmenlerin yaslani 27 ile 53 arasindadir. Katihimci
ogretmenlerin deneyim sireleri 2,5 ile 30 yil arasinda degismektedir. En az deneyim siiresine
(2,5 yil) sahip olan 6gretmenler 04 ve 014’ tiir. En fazla deneyim siiresine (30 yil) sahip olan
dgretmen ise 09’dur. Katihmci 6gretmenlerin 6’s1 6zel okulda, 13’{i ise devlet okulunda gérev
yapmaktadir. Etik kurallar geregi arastirmaya katilan tarih 6gretmenlerinin kimlikleri sakh
tutulmus ve 6gretmenler gériisme sirasina gére “01, 02, 03,...019” seklinde kodlanmustir.

Veri Toplama Araglari

Fenomenoloji arastirmalarinda bireylerin fenomeni nasil algiladigi, anlamlandirdigi,
betimledigi ya da fenomene nasil yaklastiklari Gzerine odaklanilir. Dolayisiyla fenomene dair
veriyi toplayabilmek icin fenomeni dogrudan deneyimlemis bireylerle derinlemesine milakat
yapilir (Patton, 2014: 104). Tarih 6gretmenlerinin baris egitimi hakkinda dislince ve
deneyimlerini derinlemesine 6grenmek amaciyla fenomenolojide en c¢ok kullanilan veri
toplama araclarindan gorisme tercih edilmistir. Arastirmada goriisme tlrlerinden vyari
yapilandirilmis gérisme kullaniimistir. Katilimci 6gretmenlere tarih 6gretiminin, tarih ders
kitaplarinin baris egitimine katkisi, tarihsel diisinme becerileri ile degerlerin baris egitimi
iliskisi ve tarih ogretmenlerinin baris egitimi baglaminda deneyimleri hakkinda sorular
yonlendirilmistir.

Verilerin Toplanmasi ve Analizi

Gorusme sorulariyla ilgili olarak iki uzmandan goériis alinmis ve hazirlanan sorular lg
O0gretmene yonlendirilmis, cevaplar neticesinde sorular gézden gegirilmistir. Calismanin
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verilerini 6gretmenlerle yapilan yari yapilandiriimis gériismeler ve odak grup gorismeleri
olusturmaktadir. Gortismeler 25.12.2017-17.01.2018 tarih araliginda yapiimistir. Tablo 2’de
birebir goriisme yapilan 6gretmenlere ve goriisme siirelerine yer verilmistir.

Tablo 2

Birebir Gériisme Yapilan Ogretmenler ve Goriisme Siireleri

Katihmca Ogretmenler Goriisme Siresi (dakika)
01 39.53
02 15.36
06 21.09
07 11.15
08 52.11
09 37.40
012 20.00
013 41.10
016 60.13

Tablo 2’ de yer verildigi Gizere arastirmaya katilan 9 6gretmen ile birebir gériisme
yapimistir. Birebir gérismeler en kisa 11 dakika ile en uzun 60 dakika slirmustir. Birebir
gorismelere ek olarak odak grup gorismesi yapiimistir Odak grup goriismesi birden fazla
katilimci ile ayni anda gergeklestirilen gériisme tipidir. Berg ve Lune (2015: 191)’a gore odak
grup gortismelerinde grup dinamigi s6z konusudur. Bu gériismelerde bireylerin, kendisi ile ayni
amacg icin bir araya gelmis diger bireylerle etkilesim halinde sorulan sorulara yanitlar vermesi
beklenir. Fenomenolojik arastirmalarda birebir gériismelerin yani sira odak grup gérismeleri
de kullanilabilir (Ersoy, 2016: 85). Birbirlerinin yanitlarini dinleyen katiimcilar kendi
yorumlarinin yani sira diger katihmcinin yorumuna ekleme yapabilir. Dolayisiyla grup
icerisindeki katilimcilarin ayni fikri paylasmalari ya da ihtilafa diismeleri gerekmez (Patton,
2014: 386). Ayni amag icin bir araya gelmis 6gretmenlerin birbirlerinin fikirlerine ekleme
yaparak arastirma konusunu derinlestirmesi veya konuyla ilgili farkl fikirleri ortaya ¢ikarmasi
bakimindan odak grup goriismesi tercih edilmistir. Tablo 3’te odak grup gortismesi yapilan
ogretmenlere ve goriisme slirelerine yer verilmistir.

Tablo 3

Odak Grup Goriismesi Yapilan Ogretmenler ve Gériisme Siireleri

Katihmci Ogretmenler Goriigsme Siiresi (dakika)
03, 04, 05 75.38
010, 011 44.04
014, 015 21.48
017, 018, 019 67.28

Tablo 3’ te yer verildigi tizere “010, 011” ve “014,015” ile ikiserli “03,04,05” ve “O17,
018, 019” ile de licerli olmak lizere toplamda dért tane odak grup goriismesi yapilmistir. Odak
grup goriismelerinin en kisa olani 21.48 dakika, en uzun olani ise 67.28 dakikadir. Gorismeler
katihmcilarin iznine dayanarak ses kayit cihazi ile kayda alinmistir. Arastirmaci tarafindan ses
kayit cihazi ile kaydedilen s6zli veriler yaziya aktarilarak kodlamalari yapilmis ve analiz
edilmistir. Verilerin analiz stirecinde katilimcilarin yari yapilandirilmis sorulara verdigi cevaplar,
degistirilmeden yaziya aktarilmistir. Yazili verilerin tamami toplamda 100 sayfadir.
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S6zlU halde bulunan veriler yaziya aktarildiktan sonra, ¢oziimlenme siirecinde verilerin
tamami hakkinda genel bir fikir elde edecek kadar tekrarlar halinde okunmustur. Boylece hangi
verilerin kodlanacagina hangi verilerin analizin digsinda tutulacagina karar verilmistir.
Arastirmada gortigsmelerin tamami sonlandiktan sonra katilimcilardan elde edilen veriler esas
alinarak ve tek tek katilimcilarin gorislerinin altinda yatan anlamlar ortaya cikarilmaya
¢ahsilarak tiimevarimsal bir sekilde kodlamalar olusturulmustur. Kodlamalar herhangi bir
program vasitasiyla degil elle yapilmistir. Ortaya cikan kodlamalarin benzerleri bir araya
getirilerek arastirmanin problem climlelerine uygun olarak ana ve alt temalar olusturulmus ve
veriler yorumlanmistir.

Verilerin ¢6zlimlenmesinde iki uzmandan goéris alinmis ve fenomenolojiye uygun
olarak betimsel analiz ile igerik analizi kullanilmistir. Betimsel analiz verilerin arastirmaci
tarafindan acik ve Ozet bir bicimde yorumlanmasidir. Betimsel analizde, gorisilen ya da
gozlemlenen bireylerin gorislerini ¢arpici bir bigimde yansitmak amaciyla dogrudan alintilara
stk sik yer verilir (Yildirnm ve Simsek, 2013: 256). Arastirmada katilimci 6gretmenlerden elde
edilen veriler, kodlama sonucu belirlenen temalarin altinda katilimcilarin dogrudan ifadelerine
yer verilerek agiklanmistir. Diger yandan igerik analizinde temel amag, toplanan verileri
aciklayabilecek kavramlara ve iliskilere ulagsmaktir. Betimsel analizde 6zetlenen ve yorumlanan
veriler, icerik analizinde daha derin bir isleme tabi tutulur. Betimsel yaklasimla fark edilemeyen
kavram ve temalar bu analiz sonucu kesfedilebilir (Yildirnm ve Simsek, 2013: 259). Verilerin
¢6ziimlenmesinde literatlirde tarih derslerinin baris egitimi agisindan incelenmesine dair daha
once olusturulmus teori veya model bulunmadigindan dolayi veriler tiimevarimsal icerik
analizine gore temalar haline getirilmistir. Daginik halde bulunan verilere kodlama yapilarak
veriler daha anlamli hale getirilmeye calisilmistir. Verileri kodlama isleminden sonra,
kodlamalarin ortak yonleri dikkate alinarak kodlamalar arastirmanin problemine ve alt
problemlerine uygun sekilde temalar altinda birlestirilerek yorumlanmustir.

Bulgular

Bu bollimde katilimci 6gretmenlerden yari yapilandiriimis goriisme ve odak grup
gortsmesiile elde edilen verilerin betimsel ve icerik analizi yer almaktadir. Alt probleme uygun
olmayan kisimlara yer verilmemistir. Katiimci 6gretmenlerin paylastigl gorislerin baglamini
daha dogru aktarabilmek ve verilerde s6zel olmayan ifadeleri agiklamak icin arastirmaci
tarafindan koseli parantez “[ ]” kullanilmistir. Bununla birlikte bu boélimde arastirmanin
problem ciimlelerine uygun olarak; tarih 6gretmenlerine gore tarih 6gretiminin ve tarih ders
kitaplarinin baris egitimine katkisina, baris egitimine katki saglayabilecek degerlere/tarihsel
disiinme becerilerine ve oOgretmenlerin baris egitimi baglaminda tarih derslerindeki
deneyimlerine yer verilmistir.

Tarih Ogretimi ve Baris Egitimi

Katilimci 6gretmenlere tarih 6gretiminin baris egitimine katkisi hakkinda sorular
yoneltilmistir. Ogretmenlerin biiyiik cogunlugu tarihin ve tarih gibi sosyal derslerin baris
egitimine katki saglayabilecegini ve daha fazla gorevinin oldugunu disiinmektedirler. Tablo
4’te tarih 6gretiminin baris egitimine katkisi hakkinda 6gretmen gorislerinin icerik analizine
yer verilmistir. Tablo 4’e gore; 6gretmenlerden 01, 05, 08, 010, 011, 015 barisi ve baris
kiiltiriini anlamayi/ aktarmayi, 03, 06, 08, 014, 016, 019 “biz”i ve “6teki”yi anlamayi, 011,
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016 siddete karsi farkindalik olusturmayi saglayacagl diisiincesinden yola cikarak tarih
dgretiminin baris egitimine katki saglayacagini ifade etmislerdir. Ogretmenlerden 03, 04, 05,
013, 018, 019 ise baris egitimi adina tarih 6gretiminin tek basina yeterli olmayacagi
disincesinden hareketle tarih 6gretiminde evrensel bir degisimle ancak mimkiin olacagini

belirtmislerdir.

Tablo 4

Tarih Ogretmenlerinin Tarih Ogretiminin Baris Egitimine Katkisi Hakkindaki Gériisleri
Temalar Katilimc Ogretmenler (f)
Barisi ve Baris Kiiltiiriinii Anlama/Aktarma 01, 05, 08, 010, 011, 015 6
“Biz”i ve “Oteki”yi Anlama 03, 06, 08, 014, 016, 019 6
Tarih Ogretiminde Evrensel Degisim Gerekliligi 03, 04, 05, 013, 018, 019 6
Siddete Karsi Farkindalik Saglama 011, 016 2

01, gecmisin hafizasi olarak tarih dersinin baris egitimine katki baglaminda diger

derslerden daha fazla gorevinin oldugunu belirtmis, tarih derslerinin gecmisteki barisi ve baris

kultdra

ni aktararak baris egitimine katki saglayacagini ifade etmistir:

Her brans igin gegerli. Baris degerini, tarihteki baris anlayisini, topluma barigin katkisini
anlatabilecek en iyi brans da tarihtir diye disinlyorum. Bitin 6gretmenlerin etkisi,
katkisi olacaktir ama en fazla tarih 6gretmenlerine is diistigini diistintyorum. Clnki
alan itibariyle oturup geg¢misi anlatiyorsun belki sorguluyorsun belki yargiliyorsun.

Osmanli- Rus iliskileri konusu Uzerinden &rnek veren 08, 6gretmenin konuya

yaklasiminin 6nemli oldugunu belirtmistir. 08’e gére tarihi olaylarin “biz” ve “6teki” agisindan
gerekgelendirilmesi 6grencilerin nazarinda otekilestirmeyi azaltarak baris egitimine katki

saglaya

caktir:

Rus savasini anlatiyorsun. Ruslarin iste ¢ceperini genisletme, klasik tabir —nefret ettigim
tirnak icerisinde asaglya inme- sicak denizlere inme vs. Niye istiyor bunu yani hep bu
kalip cimleyi soylersin... Mimkin mertebe soylememeye calisarak anlatmaya
calisiyorum. Sibirya soguk cografya. Niye? O nedenini anladiktan sonra ceper
genisletme, savaslar kuiltlirind c¢ocuklar anliyor ya da Osmanlhi Rus Savasi’'ni
anlatiyorsun. Ruslara dair higbir kilttrel bilgisi yok, biz vermiyoruz ¢linkli. Bu zamana
kadarki bir tarih 6gretmeni ya da yonlendiricisi 6gretmemis, bilmemis o ylizden sadece
bir Rus karakteri var, Rus kimligi var, iste Ulkesini isgale kalkiyor ya da lilkesine dogru
geliyor, onu durdurmaya calisan milli degerler olusturuyor bunun karsisinda. Burada
o0gretmenin tavri ¢cok belirleyici sanirim. Eger siz dogrudan tanimi verirseniz, disman
kavramini yaratirsaniz ¢ocuk oraya dogru kayiyor... Ama siz o diisman kelimesini
kullanmayip Osmanlinin c¢ikarlari Ruslarin ¢ikarlari, ¢cikar ¢atismasi Gzerinden konuyu
anlatirsaniz, savasin gerekgelerini anlatirsaniz, disman kimligini yaratmiyor.

Tarih 0Ogretimi icerisinde savasin boyutlarina derinlemesine yer vermenin baris

egitimine katki saglayacagini ifade eden 016’ya gére, savasin boyutlarinin anlasiimasi siddete
dair farkindalik kazandirir ve bariscil tutumlara sahip olmayi saglar. 016 bunu su sekilde dile

getirmi

Turkis

stir:

Baris dedigimiz insanla ilgili bir kavram dolayisiyla tarih dersinin konusu da insan.
..Ulkelerarasindaki savas, catisma... Su kadar milyon insan 6ldii. Sanki sinek 6liiyor,
oradaki sayisal degerler sanki sineklerden bahsediyor. Orada aileler parcalandi mi
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insanlar 6ldi mu? Geng sevgililer birbirinden ayrildilar mi? Yillarca ugrasilan bir
ekonomik deger ortaya kondu bir fabrika veya bir ev yapildi harap mi oldu? Onlar hig
g6z onilinde bulundurulmuyor. Tarih derslerinde baris egitimi baglaminda; savaslarla
sadece toprak kazanmiyoruz ekonomik bir deger bir siyasi gli¢ kazanilmiyor ayni
zamanda bir surl insani deger de yok ediliyor bunun egitimi verilebilir. Boylece
dinyanin ortak bir deger oldugu dinyadaki kaynaklarin yetebilecegi. Asil sorunun
bunun paylasmay! bilmek gerektigi vurgulanirsa tarih derslerinde yani sadece savas
tarihi degil de kiltlrel ekonomik... Bunun lzerinde durulursa insanlar da ¢atismaci bir
yapidan uzaklasmis olur.

O5’e gore dteki ve biz kurgusu diinyanin her yerinde ayni anlayisa sahiptir. Dolayisiyla
tarih 6gretiminde tek tarafli gabalardan ziyade evrensel bir degisime gereksinim vardir:

...Catismasiz bir sey yok yani her konuda her yerde. Yine ayni seye gelecegiz, bu bitin
diinyada yapilmazsa bu kez sen savunmasiz kalirsin. Sadece biz dedigimiz ve herkesi
oteki diye anlattigimiz sey, bu her yerde boyle. Biitiin tlkelerde bu sekilde anlatiliyor o
ylzden topyeklOn degisiklik olmasi gerekiyor. Eger baris egitimi olacaksa genel
anlamda, diinya kapsaminda yani daha evrensel olmasi lazim. Sen barisgisin ne giizel
¢ok ala ama Yunanistan Turkleri anlatirken o nasil anlatiyor, o da diismanca anlatiyor.
Sen baris¢l o diismanca. O da olmaz, savunmasiz kalirsin.

Tarih 6gretiminin baris egitimine katki baglaminda 6gretmenlerden bir kismi tarih
derslerindeki konularin ge¢cmisteki barisi ve baris kiltirlni, savaslari, “biz”i ve “Oteki”yi
anlamada yardimci olacagini bdylece baris egitimine katki saglayacagini ifade etmislerdir.
Diger goris bildiren 6gretmenler de toplumun tim alanlarinda barisa ve baris kiltlriine
ihtiyaci oldugunu dolayisiyla tek basina tarih 68retiminin katki saglayamayacagini ifade ederek
tarih 6gretiminde evrensel degisime ihtiyag¢ oldugunu belirtmislerdir.

Tarih Ders Kitaplari ve Baris Egitimi

Tarih ders kitaplarinin baris egitimine katkisi hakkinda 6gretmenlere, 2007 yil
sonrasinda teorik olarak davranis¢i egitim modelinin yerini yapilandirmaci egitim modeline
birakmasindan dolayi her iki egitim anlayisiyla hazirlanan tarih ders kitaplariyla ilgili sorular
yonlendirilmistir.

Davranisgi Yaklasima Gore Hazirlanan Tarih Ders Kitaplari ve Barig Egitimi

Davranisgl 6grenme kurami ve baris egitimi arasindaki iliskiyi aciklamak icin katilimci
ogretmenlere farkh kimlik ve kiltirlerin 2007 Oncesi tarih ders kitaplarinda nasil yer aldigi
(icerik veya Uslup) hakkinda sorular yoneltilmistir. Ancak yoneltilen sorular bazi katilimcilarin
yasantisinda herhangi bir gerceklige karsilik gelmedigi icin (mesleki deneyim vyillarini
kapsamamasi veya cagrisim yapamamas! gibi durumlar) degistirilerek kendi 06grencilik
deneyimlerine dair soru yoneltilmistir. Tablo 5’te tarih 6gretmenlerine gbre baris egitimi
baglaminda davranis¢i tarih ders kitaplarinin icerik analizine yer verilmistir. Katilimcilarin
verdigi cevaplar dogrultusunda genel olarak milliyetcilik vurgusunun fazla oldugu, milliyetci
vurgu lzerinden otekilestirme, yliceltme, yerme, olumsuz dil kullanma, diisman kategorisine
dahil etme gibi durumlarin s6z konusu oldugu ortaya ¢ikmistir.

Turkish History Education Journal, October 2022, 11(2), 174-194 182




Tarih 6gretmenlerinin baris egitimi hakkindaki deneyimleri

Tablo 5

Tarih Ogretmenlerinin Davranisci Yaklasima Sahip Tarih Ders Kitaplarinin Baris Egitimine
Katkisi Hakkindaki Gorisleri

Temalar Katiima Ogretmenler ()
Olumsuz Dil Kullanma- Disman 01, 69, 610, 611, 613, 016, 018 7
Kategorisine Dahil Etme

Ogretmen Tutumu: Yiiceltme- Yerme 014, 015, 019 3

Olumsuz Dil Kullanma- Diisman Kategorisine Dahil Etme temasi altinda 016; toplu
durum geregi bazi milletlere karsi 6n yargilarin var olmasindan ve bu 6n yargilarin da
otekilesmeyi beraberinde getirdiginden bahsetmistir. Bununla birlikte biz ve 6teki baglaminda
“biz"in iyi, “Oteki”nin kotl olarak konumlandirildigini dile getirmistir:

Biz ehil insanlariz hep iyilik bizden yana. Ama onlar hep kétii. Oysa hep dyle olmayabilir.
Vardi mesela; Ermenilere karsi ¢ok 6n yargi, Yunanlilara karsi Fransizlara karsi bir
onyargl vardi ama ilging bir sekilde ingilizlere karsi hicbir 6n yargi yoktu. Diinya
siyasetinde onlar ¢ok egemendi ya ders kitaplarini ingilizler hazirlamis ya da
unutmuslar [Gilimseyerek]. Ozellikle dedigim gibi ki bizim komsularimiza karsi én
yargl ¢oktu. Arap, Yunan, Ermeni, Rus. Ruslara karsi da ¢ok. O dénem komiinizm
tehlikesi var ya bizler de o 6n yargi ile bliyidik. Oysa ayni apartmandaydik ama hep
komsularimiz [devletler anlaminda] hep kotd. Bir tarafimiza bakiyoruz. Ruslar var
kuzeyde, Araplar var Suriye, Irak 6blr tarafta ayni binadayiz komsularimiz hep koéti
kotu dolayisiyla sikintili bir stire¢ yasiyorduk ve etkileniyorduk gercekten de diisman
goziyle goriyorduk.

Bunlara ek olarak 016; 2007 éncesinde ders kitaplarinda siyasi tarihin yogun oldugunu,
“biz” ve “oteki” seklinde ayrimin daha fazla oldugunu belirtmistir: “2007 6ncesinde ve daha
oncesinde daha cok savas tarihi ama su anda daha ¢ok toplumsal yonlere de 6nem veriliyor.
Ozellikle medeniyet kiiltiir kavramlari Gizerinde duruluyor. Oncesinde bu fazla yoktu. Benim
medeniyetim veya Otekilerin medeniyeti gibiydi. Daha 6ncesinde mesela sey vardi: bizler ve
onlar.”

Diger yandan 6gretmen tutumu: yiiceltme- yerme kategorisinde 019’da yiiceltilen
gruplar tzerinden otekilestirmeyi dile getirmistir:

...Bizim okudugumuz dénemde kitaplarin adi milli tarih, milli cografya, milli givenlik.
Hala var mi bilmiyorum ama. Zaten kitabi 1980 sonra darbe aliskanliklariyla asker
gelirdi dersimize. O anlamda her siireci zaten irrite ediciydi. icerik agisindan bakarsan
o donemlerin trendleri de biraz daha —sey diye 6zetliyorum biraz sert bir ifade olacak
ama- bir donem elhamdiilillah Kemalist’iz tadindaydi— biz o slirecin ¢ocuguyuz- ...0
dénem de baska bir ugluluktu. Bir kutsanma hali ve baska bir cephe agisindan kutsanma
hali.

Yapilandirmaci Yaklagima Gore Hazirlanan Tarih Ders Kitaplar ve Baris Egitimi

Tarih ders kitaplarinin baris egitimine katkisi hakkinda yapilandirmaci egitim anlayisi
baglaminda 6gretmenlere 2007 sonrasinda kullanilmaya baslanilan tarih ders kitaplarinin
farkh millet, devlet ya da kiltirlere bakigi hakkinda soru yoneltilmistir. Yapilandirmaci tarih
ders kitaplarinin baris egitimi baglaminda igerik analizine Tablo 6’da yer verilmistir. Tablo 6’ya
gore 6gretmenlerin bir kismi Uslup agisindan bir kismi da igerik agisindan cevaplamistir. Bu
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baglam

da bakildiginda 6gretmenlerin cevaplari dogrultusunda “6tekilestiren dil/ tek tarafli

bakis acisi (01, 03, 08, 010, 019), “6tekilestirmeyen dil/ yorumsuz- tarafsiz icerik (02, 06, 09,
011, 013, 014, 015, 016) olmak lizere iki ayri tema ortaya ¢ikmistir.

Tablo 6

Tarih Ogretmenlerinin Yapilandirmaci Yaklasima Sahip Tarih Ders Kitaplarinin Baris Egitimine

Katkisi Hakkindaki Gorisleri
Temalar Katiimc1 Ogretmenler ()
Otekilestiren Dil/ Tek Tarafli Bakis Agis 01, 03, 08, 010, 019 5
Otekilestirmeyen Dil/ Yorumsuz-Tarafsiz icerik 02, 06, 09, 011, 013, 014, 015, 016 8

Otekilestiren/ tek tarafli bakis acisi temasi altinda gériis bildiren O3, tarihi olaylarin ¢ok

yonli olarak ele alinmadigini, tek tarafli bir bakis agisiyla yazildigini “Ermeni Meselesi” baslgi
Uzerinden 6rnek vermistir:

baglam

...Hatta olaylar genel olarak hep siyasi yonleriyle alinmis, kiiltiirel, psikolojik, sosyal vs.
boyutlarina da pek deginilmemis. Ornegin Ermenistan ile olan iliskiler anlatilirken énce
onlarin millet-i sadika oldugundan, Tirkler ile vyizyillar boyunca kardesge
yasadiklarindan bahsedilmis. Sonra dzellikle ingilizlerin etkisiyle ayaklanma ¢ikardiklari
bagimsizlik istekleri incelenmis ve son olarak da tehcir nedeni olarak yaptiklari zuliimler
anlatilmis. Soru su kardesce yasadiklarindan bahsettikleri donemde iki toplumdaki tim
bireyler gercekten birbirlerine kardesce baktilar mi? Bu kadar homojen miydi durum
yoksa o donemde de kiiciik catismalar- 6rnegin farkh dine inanmalari Gzerinden-
yasaniyor muydu? Ayni durum sonraki donem icin de gecerli, 1915'teki olaylar
anlatilirken de bu dénemde olmasina ragmen catismalara katilmamis Ermeniler yok
muydu? Bu tarz kisilerin tutumlarindan ve onlara ne oldugundan bahsedilmiyor...

Buna ek olarak 013 ise “Otekilestirmeyen Dil/ Yorumsuz-Tarafsiz icerik” temasi
inda; tarih ders kitaplarinda milliyetci vurgunun oldugunu fakat bunun irk¢i séylemlere

varan oOtekilestiren ifadeler olmadigini dile getirmis ve ders kitabindaki ifadelerin niteliginin
artirilabilecegini vurgulamistir:

Baris egitimi ile ilgili bahsettiginiz seyle ilgili kitaplar bir defa daha iyi oluyor onu
sdyleyeyim. Daha iyi oluyor. Dil olarak étekilestirici mi? Otekilestiriyor degil égrenci
okudugunda ... O kadar degil. Daha da iyi olabilir. Daha da iyi yapilabilir. Boyle ¢ok
milliyetci séylemler hani biraz daha milliyetciligin bir (ist perdesi olarak irk¢i séylemler
yok. Olsa dikkatimi ceker. ‘Vay irkgl’, dersin ya. ‘Yazara bak neler yazmis’, dersin
ya...Oyle bir sey yok. Tabii ki milli degerlerimizden bahsedecektir kitaplar, olmasi
gereken bu zaten ama otekilestirici ifadeler yok yani... Olumlu 6n yargi yliklemeyi de
cok gérmiiyorsun aslinda su sdyledir demiyor. Otekilestiren, hasmane géren bir tavir
yok oyle séyleyeyim.

Tarihsel Diisiinme Becerileri ve Barig Egitimi

Tarih 6gretmenlerinin baris egitimine katki baglaminda en ¢ok ifade ettigi tarihsel

distinme becerisi Tablo 7’ de yer verildigi lizere tarihsel empatidir. Tarihsel empatiden sonra
frekansi en yliksek olan tarihsel diisinme becerisi ise tarihsel sorgulamaya dayali arastirmadir.

Turkis
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Tablo 7

Tarih Ogretmenlerinin Baris Egitimine Katki Saglayacak Tarihsel Diisinme Becerileri
Hakkindaki Gorusleri

Tarihsel Diisiinme Becerileri Katihmci Ogretmenler (f)
Tarihsel Empati 03, 05, 08, 014, 016 5
Tarihsel Sorgulamaya Dayali Arastirma-
Elestirel Distinme

Tarihsel Analiz ve Yorum 013 1

08, 013, 014, 018 4

08 baris egitimi baglaminda kazandirilmasi gereken en énemli becerinin tarihsel
empati oldugunu dile getirerek 6grencinin “biz”i ve “Oteki”yi anlamasinda, oteki ile bag
kurmasinda empati becerisinin yardimci olacagini ifade etmistir:

...Bana gore en elzemi en 6nemlisi empatinin kazandiriimasi. Osmanl Rus iliskisine
donip tarihsel empatiyle bakip iste o doneme dair bir niive yakalatmaya ¢alisiyorum
ve Otekilestiren bir agizdan asla sdylemem. Dogrudan tek basina empati belki sey gibi
gorilebilir: ‘Ya arkadas niye ben onu anlamak zorundayim ki. Niye anlayayim ki’, ama
anlamaya basladiginda o taraftan dislinmeye basladiginda isin asli o insani zemini
kurmaya basliyorsun. Buglin 6zelinde Suriyelilerin vatanini, tlkesini terk edip baska bir
diyara gocmesi ve yokluk icerisinde yasamasi, egitim /saghk/ kualtiir acgisindan
gercekten bir yokluk halinde olmasi. Hani séyle bir bag kurmayacak; ‘2 giin sonra benim
de Ulkem isgal edilebilir dur ben 6yle disiineyim de ona gore davranayim’, empati
demek zaten bu demek degildir, bag kurabilmek manasinda...

O8ile benzer olarak 018 de, baris egitimi baglaminda 6grencilere tarihsel sorgulamaya
dayali arastirma becerisinin kazandirilmasi gerektigini ifade etmistir: “...Cocuga nereye
bakmasi gerektigini 6gretirsek bence olur. Cocuk sorgulamayi 6grenirse, okudugu bir seyi
oturup da sorgulamayi basarabiliyorsa. Cocuklar sorgulamayi bilmiyor. Cocuk sorgulamaya
basladigl an okudugu bir seye saplanip kalmayacak. Ogretmenin soyledigine de...”.

013 baris egitimi baglaminda tarihsel analiz ve yorum ile sorgulamaya dayali arastirma
becerisinin ders kitaplarinda yer almasi gerektigini ifade etmistir. 013’e gére bahsetmis oldugu
becerileri 6grencilerin kazanabilmesi icin ©Oncelikle temel bilgilere sahibi olmalari
gerekmektedir: “Elestirel diisiinme becerisi, muhakeme edebilmesi lazim ve elestirebilmeliler.
Elestirel diisinme yetenegi analiz edebilme yetenegi kazandirilabilir. Bunlari yapabilmesi icin
cocuga bir defa okumayl 6gretmemiz lazim. Cocuk bilmeli ki elestirmeli. Okumuyorlar.
...Elestirebilmesi icin okumasi gerekiyor bilgi sahibi olmasi lazim”.

Ogretmenlere gore tarihsel diisiinme becerilerinden tarihsel empati égrencinin farkli
bakis acilarini anlamalarina dolayisiyla uzlasmaci davranislar kazanmalarina, oteki ile
duygudaslik yaparak tarihsel olaylarin neden ve sonug iliskilerini anlamalarina boylece
otekilestirme tutumundan uzaklasmalarina yardimci olur. Empati becerisi, ayni zamanda
ogrenciyi ‘Oteki’ ile kurdugu duygudaslikla saygi kiltirinin yerlesmesine béylece demokratik
sinif ortaminin olusmasina da katki saglar.

Tarih 6gretim programinda kazandirilmasi gereken beceriler baris egitimi baglaminda
genel olarak égretmenler -O8 hari¢- tarafindan uygulanabilir, kazandirilabilir seklinde dile
getirilmistir. Dolayisiyla 6gretmenlerin ifadelerinden derslerde tarihsel diisiinme becerilerini
kazandirmaya yonelik herhangi bir uygulamada bulunmadiklari ifade edilebilir. Buna ek olarak,
ogretmenlerin ¢ogu tarihsel disiinme becerilerini kavramsal olarak ifade edememislerdir.
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Baris Egitimi ve Degerler

Tarih 6gretmenlerinin baris egitimine katki baglaminda ifade ettikleri degerler Tablo

10’da verilmistir. Tablo 8’de yer verildigi Gizere 6gretmenlerin en ¢ok ifade ettigi deger saygidir.
Saygi degerinden sonra ifade edilen en ¢ok deger ise hosgori ve sevgidir.

Tablo 8

Tarih Ogretmenlerinin Baris Egitimine Katki Saglayacak Degerler Hakkindaki Gériisleri

Degerler Katihmci Ogretmenler (f)
Saygl 03, 05, 09, 014, 016, 019 6
Hosgorii 03, 09 2
Sevgi 05, 09 2
Merhamet, Dogruluk-Diiristliik, Esitlik- 03, 010, 09, 016, 08 1

lyilik, Cevreye Duyarlilik, Baris (Bariscil
Bakabilme)

Hosgorii, saygl, merhamet gibi degerlere vurgu yapan O3 baris egitimine katki

saglayacak degerlerin evrensel/zaman Ustl degerler olmasi ve sadece tarih dersiyle sinirh
kalmamasi gerektigini ifade etmistir:

... Saygl, hosgori kazandirilabilecek ya da kazandirilmasi gereken degerler. Kisi, kultir,
din, topluluk veya devlet, s6z konusu hangisi ise bunlar kazandirildigi vakit uzlasi
kiltlrl oturur ve problemler iletisim yoluyla ¢ozilebilir. ...Evrensel ve zaman Ustu
degerler olmali yani her zaman gecerli degerler olmali. Mesela insanlari daha vicdanh
ve merhametli yetistirmeliyiz... 03’e gore bireylerin sorunlarini iletisim vasitasiyla
¢0zmesine, ¢catismaci tutum ve davranislardan uzaklasmasina degerler katki saglar.

019 ise deger baglaminda saygi ve hosgorii kavramina dikkat cekerek bu kavramlari

diger dgretmenlerden farkli olarak ele almistir. 019’a gére farkliliklara saygi kavrami
konjonktiirel bir nitelige sahiptir. Bundan dolay: farkliliklara saygi kavrami yerine 6z saygi
kavramina vurgu yapmistir:

...Mesela farkliliklara saygi derken ‘ya iste o giinin kosullarina gore bir 6l¢i bunu da
sineye g¢ekelim’ gibi bir nokta mi yoksa igsellestirilmis bir sey mi? ... Hangi kiltirin
icinden hangi zeminden bakarsan bak saygi ifadesi aslinda tarihsel kosullara gore
zaman zaman Olc¢lsi degisebilecek bir nitelik tasiyor. A ya da B hiyerarsik bir tanim
olmadan evrensel bir baris ruhu adina ki bu da aslinda kisisel saygi ve 6z saygi ile ilgili
bir durum. A bireyini uzayda tanimlayan A disindaki bireyler. Aslinda benim kendime
saygl duymam farkliligima saygi duymam evrende beni tanimlayan diger durumlara da
saygl duymami ya da saygi ifadesini burada kullaniyorum ama 6zsaygi (izerinden yola
ciktigimizda saglikh bir zemine oturmus oluyor aksi hal reel politik ya da kosullara gore
sayginin dozaji ayarlanabilir gibi bir alt metin veriyor bize.

Diger ogretmenlerden farkli olarak saygi kavrami yerine 6z saygl kavramina dikkat

ceken 019’a gére kendi benligine saygi duyan birey, kendisi disindaki bireylere de saygi
duymus olacaktir. Dolayisiyla o©ncelikle bireylere 6z saygli anlayisinin kazandiriimasi
gerekmektedir.

Ogretmenlere gore saygl baris egitimine katki saglayan deger olarak 6n plana

¢ikmaktadir. Genel olarak 6gretmenlerin baris egitimine katki baglaminda 6grencilerde
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gormek istedikleri tablo su sekildedir: Siddetten uzak, ¢catismaci degil barisgil tutumlara sahip,
otekilestirmeyen, cevreye ve insanlara duyarli, farkliliklara saygili bireylerdir.

Baris Egitimi ve Tarih Dersleri

Katilimci 6gretmenlere baris egitimi baglaminda tarih derslerindeki deneyimleri
hakkinda sorular yoneltilmistir. Tablo 9°da bu baglamda 6gretmenlerin tarih derslerindeki
deneyimlerine ait konu basliklari yer almaktadir. Tablo 9’da 6gretmenlerin yasadiklari
deneyime dair verdikleri érneklere bakildiginda daha ¢ok T.C. inkilap Tarihi ve Atatiirkgiliik
Tarihi dersi konularinin oldugu gériilmektedir. T.C. inkilap Tarihi ve Atatiirkciliik Tarihi dersi
isgallerin Baslamasi ve Milli Miicadele ve Hazirlik adli Ginitesi icerisinde yer alan Milli Miicadele
slreci ve bu slrecte kurulan cemiyetlere dair konular hakkinda dérnekler fazladir. Bunun yani
sira ogretmenlerin bir kismi da Osmanli- Rus iliskileri konusunu daha c¢ok referans
gostermislerdir.

Tablo 9

Baris Egitimi Baglaminda Ogretmenlerin Deneyimlerine Dair Konu Basliklari

Konular Katihmci Ogretmenler (f)
Osmanli- Rus iliskileri/ Ruslar 01, 04, 010, 011 4
Il. Diinya Savasi (Hitler) 011, 013 2
Milli Varliga Diisman Cemiyetler- Kiirt Teali 013,04
Cemiyeti
Ermeniler 010, 011 2
Yunanhlar/ Yunan Uygarhgi, isgal ve Fetih 02, 04, 05, 08, 013, 014, 1
Kavramlari, Seyh Said isyani, Sahkulu 018

Ayaklanmasi, Yavuz Sultan Selim Dénemi/ Sah
ismail, Milli Miicadele Dénemi, |. Diinya Savasi,
Azinliklarin Kurdugu Cemiyetler

Tablo 10’da ise 6gretmenlerin baris egitimi baglaminda karsilastiklari durumlara dair
temalara yer verilmistir. Tablo 10’a goére; Ogretmenler oOgrencilerin daha c¢ok 6n
yargilardan/stereotiplerden ve aidiyet kurdugu kimliklerden kaynakl sorunlar yasadiklarini
ifade etmislerdir. Ogrencilerin 6n yargilarindan dolay! bir takim genelleme ve olumsuz
dislincelere sahip olduklarini ifade eden 6gretmenlerin yani sira 6grencilerin 6n yargilara
sahip olmadiklarini ifade eden 6gretmenler de bulunmaktadir. Ogrencinin kimlik aidiyeti ile
ilgili 6rnekler ise daha ¢ok 6grencinin derste kendisi ile iliskilendirdigi bazi konularda biz
duygusunun disa vurumuna dairdir. Bir kisim 6gretmenler de kolektif hafizanin trlini ve taraf
se¢cme tutumunun Urinl olarak o6grencilerin 6tekilestirmelere sahip olduguna dair
gozlemlerde bulunduklarini ifade etmistir.

Tablo 10

Barisi Egitimi Baglaminda Ogretmen Deneyimlerine Dair Temalar

Temalar Katiima Ogretmenler (f)
Ogrenci On Yargilari 02, 03, 05, 012, 017, 018, 019 7
Ogrencinin Kimlik Aidiyeti 01, 04, 05, 08, 013, 014, 018 7
Ogrencinin Kolektif Hafizasi 08, 010, 011 3
Taraf Secme 011, 013,017 3
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02 goézlemlerine dayanarak; égrencilerin 6n yargilardan dolay “6teki”ye dair olan ne
varsa reddettiklerini ve bilingalti olarak ‘biz’ kavramina her zaman tehlike altinda oldugu
dustincesiyle yaklastiklarini ifade etmistir:

Mesela biz Yunan uygarligini anlatirken g¢ocuklar disman gibi goriyorlar; bizim
dismanimiz. Halbuki biz bundan 2000 -2500 yil 6ncesinden bahsediyoruz. Yunan
medeniyetinde bilim adina felsefe adina demokrasi adina yapilan higbir seyi
bilmiyorlar, 6grendiklerinde de gormek istemiyorlar. Onlara gore herkes bizim
diismanimiz, giiclii olan biziz. Gli¢li oldugumuz icin de bitilin diinya milletleri devletleri
bizi kiskaniyor o ylizden reel olan seyleri de kabul etmiyorlar.

Kirt Teali Cemiyeti tizerinden farkli bir tepki ile karsilasan 013, dgrencinin kendisini
Ozdeslestirdigi kimligin konunun icinde ‘zararli’ ifadesi ile birlikte yer almasindan dolayi
incindigini belirtmis ve yasadigi deneyimi su sekilde aktarmigtir:

Birinci Dinya Savasi sonrasinda Anadolu isgal edilirken cemiyetler, yararl ve zararh
cemiyetler diyoruz. Zararli cemiyetleri’ kendi arasinda ikiye ayiriyoruz: Tirklerin
kurdugu, azinhklarin kurdugu...Azinliklarin kurdugu cemiyetler nedir sudur budur. iste
Rumlar Etnik-i Eterya, Mavri Mira, Pontus Rum... Amaglari neler, sunlar sunlar, devlet
kurmak istiyor... Ben Diyarbakir’'da; zararli cemiyetleri anlatirken Kiirt Teali Cemiyeti’ni,
-ben de Kiirdim- 6grenci bana aynen su ifadeyi kullandi: ‘Hocam biz zararl miyiz’ dedi.
Ben dersi biraktim 45 dakika ¢ocugun gonliini almaya c¢alistim. Farkinda olmadan
aslinda hig dyle bir niyetim de yok. Kirt Teali Cemiyeti diyorsun ve karsi taraf bunu
soyle algiliyor. Kirtleri yani kendisini temsil ediyormus gibi algiliyor.

Ogrenci aidiyet duydugu kimlige dair yiiklenilen olumsuz anlama dair tepki
gostermistir.

Baska bir 6rnek ise O11’e aittir; 011 6grencinin yasadig cevredeki kolektif hafizanin
aktardiklarindan etkilenerek 6n yargiya sahip olacagini dile getirmistir:

Mesela git bu arastirmayi Erzurum’da yap (Ben Erzurum’da okudum,) bir de baska bir
yerde yap farklh sonuclar elde edeceksin. Clinklii orada Ermeniler ya da Ruslar kullanilarak
yapilan kifirler 6n planda ya da birine hakaret edeceksen kullandigin kelimeler. Orada dogal
olarak ¢cocuk da onun iyi bir sey olmadigini fark ediyor zaten. Cevrenin ailelerin geldigi etnik ya
da kiltlrel 6zelliklere gore de degisir bu.

Ozel okulda calisan 017 ise su 6rnegi vermistir:

Ozel okul olma itibariyle ile cok fazla gayrimiislim ya da farkl etniselerden 6grencimiz
var ve dilinizi frenleyebiliyorsunuz. 10. siniflarda ayni sinifta Hiristiyan 6grencim de var,
Yahudi de var ve Miisliman da var. Mesela ispanya’da soykirima ugrayan Yahudi ve
Mislimanlari Osmanl’nin gemilerle kurtarip Araplari tekrar Kuzey Afrika’ya yerlestirip
sonra Yahudileri istanbul’a, Selanik’e ya da izmir’e yerlestirmesi siirecinde sinifta

2 013’lin bahsetmis bu baslhk Milli Varliga Diisman Cemiyetler olarak degistirilmistir. Basliga dair aciklama
Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiiliik ders kitabinda su sekildedir: “Halkin giiciine dayanarak
bagimsizligin saglanabilecegine inanmayan aydinlardir, Osmanli ydonetiminin politikalarini ve mandaci ¢éziimleri
savundu.” Bu agiklamanin devaminda basliga dahil olan cemiyetlere dair (Hiirriyet ve itilaf Firkasi, Wilson
Prensipleri Cemiyeti, Kiirt Teali Cemiyeti, Sulh ve Selamet-i Osmaniye Firkasi, islam Teali Cemiyeti, ingiliz
Muhipleri Cemiyeti) tablo verilmistir. Tablodaki agiklama ise su sekildedir: “Tablo 2.7’ de gorildigi gibi bu
aydinlarin kurdugu cemiyetler, milli varliga zarar veren calismalar ylruttuler (MEB, 2016: 45).
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Hiristiyan 6grenciye karsi soylemler olabiliyor, béyle sakayla da karisik olsa bunlar
yasanabiliyor.

iki ayri konu tizerinden verilen érneklere bakildiginda 6grencilerin kendilerine sectikleri
taraf ile kendilerini 6zdeslestirerek gecmis olaylar hakkinda tepki verdikleri goriilmektedir.

Sonug¢

Arastirmada tarih 6gretmenlerinin tarih 6gretiminin, tarih ders kitaplarinin,
degerlerin/tarihsel disinme becerilerinin baris egitimine katkisi hakkindaki gorusleri ile baris
egitimi baglaminda tarih derslerindeki deneyimleri degerlendirilmistir.

Ogretmenlerin biyiik cogunlugu tarih 6gretiminin baris egitimine katki saglayacagi
distincesinde olduklarini belirtmislerdir. Ogretmenlere gore tarih 6gretimi gecmisteki baris
kiiltiiriini anlayan/érnek alan bireylerin bariscil tutumlara sahip olmasina katkida bulunur. On
kabul ve kaliplasmis ifadelere sahip bireyler “biz” ve “Oteki”yi anlamaya dair ¢oklu bakis,
empati, elestirel distinme ile bakis acilarini farklilastirabilir. Siddetin her tirlG boyutuna dair
farkindalik kazandirmak baris egitimi baglaminda 6nem tasimaktadir. Bu alt problemde
karsimiza soyle bir sonug ¢ikmaktadir. Barisi ve baris kaltirini anlama/aktarma ve siddete
karsi farkindalik temasi altinda goris bildiren 6gretmenler disiplin disi amaglari 6n plana
cikartarak tarih 6gretiminin baris egitimi icin aragsallastiriilmasini 6ngérmektedirler. Yalnizca
“biz” ve “6teki”yi anlama kategorisindeki 6gretmenler tarih 6gretiminin disiplin ici amaglarina
dikkat cekerek 6grencinin kendi tarih bilgisinin insasina yonelik ifadelerde bulunmuslardir. Tek
basina tarih 6gretiminin bireyin distince ve davraniglarina etkisinin az oldugunu ifade eden
ogretmenler egemen séylemin kimlik aktarimi ve vatandas yetistirme kaygisinin makro dlcekte
baris egitimine katki saglayamayacagini bundan dolay: tarih 6gretimin evrensel bir bakis
acisina ihtiyaci oldugunu ifade etmislerdir. Demircioglu, Mutluer ve Demircioglu (2009)
calismasinda sosyal bilgiler 6gretmen adaylarinin tarih konulari ile baris egitimine katkida
bulunulabilecegi sonucu bu arastirmadaki tarih 6gretmenlerinin tarih konulari ile baris
egitimine katki saglayacagi diislincesi ile ortiismektedir.

2007 wyili ile birlikte degisen egitim paradigmalarinin 6gretim programlarina
yansimasiyla ders kitaplarinda birtakim degisiklikler meydana gelmistir. Yapilan degisikliklere
baglh olarak 2007 yili 6ncesi davranisgi, 2007 yili sonrasi ise yapilandirmaci egitim olarak
adlandirilmistir. Davranisgi tarih ders kitaplari hakkinda tarih 6gretmenlerinin verdigi cevaplar
dogrultusunda genel olarak milliyetcilik vurgusunun fazla oldugu, milliyetci vurgu {izerinden
otekilestirme, yliceltme, yerme, olumsuz dil kullanma- diisman kategorisine dahil etme gibi
durumlarin s6z konusu oldugu ortaya ¢cikmistir. Yildirim (2014) in yapmis oldugu calismada
tarih ders kitaplarinda biz- 6teki karsithgi Gizerinden kimlik aktarimi yapildigi, dénemlere gore
degisen basliklar altinda yiceltme duygusunu asilayan, otekilestiren metinlerin yer aldigini
ifade etmistir. Bu ac¢idan bakildiginda Yildirim (2014)’in ¢alismasi ile tarih 6gretmenlerinin
davranisci tarih ders kitaplari hakkindaki gorisleri uyusmaktadir. Yapilandirmaci tarih ders
kitaplari ile ilgili olarak ise o6gretmenlerin oOtekilestiren dil-tek tarafli bakis acisi ve
otekilestirmeyen dil- tarafsiz/yorumsuz seklinde iki ayri diisinceye sahip oldugu ortaya
ctkmaktadir. Ogretmenlerin cogu 2007 yili sonrasi ders kitaplarinin 6tekilestiren bir bakis
acisiyla yazilmadigini, tarafsiz ve yorumsuz sekilde yonlendirmelerden uzak oldugunu ifade
etmistir. Bazi 6gretmenler ise otekilestirmelerin 2007 yili 6ncesine gore az oldugunu fakat
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tarihi olaylarin tek tarafl bir bakis acisi ile sunuldugu, tarihsel diisinme becerilerine yeterince
yer verilmedigini dislinmektedirler. Bu acgidan bakildiginda 2007 vyl 6ncesi ile
karsilastirildiginda agik bir sekilde klglmseyici, Otekilestirici ifadelerin olmadigl fakat alt
metinler olarak 6tekilestirmenin yer aldigi séylenebilir. Ancak bireylerin kendi tarih insalarini
yapabilecek becerilere imkan vermedigi icin 2007 yili sonrasi tarih ders kitaplarini
ogretmenlerin bir kismi yapilandirmaci olarak degerlendirmemektedir.

Baris egitimi baglaminda 6grencilerde gelistirilmesi gereken beceriler hakkinda
ogretmenler daha c¢ok tarihsel empati ve tarihsel sorgulamaya dayali arastirma becerisini
ornek vermislerdir. Goleman (2011)’a gore bir seyi bir baskasinin bakis agisindan goérebilmek,
[6n yargih] kaliplari kirarak hosgoriyl ve farkhliklarin kabulini dogurur. Bu agidan
degerlendirildiginde tarihsel empati becerisi baris egitimi baglaminda “6teki”yi anlamada
yardimci olarak oteki ile gerilimi azaltir. Alpargu, Sahin ve Yazici (2009)’a gore; empati, tarihte
iki amac icin kullanilabilir. Birincisi, kendi kiltlriintze ait kisilerin gecmisteki eylem ve
faaliyetlerine anlam vermektir. ikincisi ise “teki” olan veya “6teki” olarak adlandirilani
anlamaktir. ilk durumda empati kuran kisi, kendi kiltiiriine ait insan anlayisiyla kendi
inanclarini, degerlerini ve kiltiriini uzlastirabilir. Ote yandan, bazen diisman olarak
adlandirilan digerini de anlayabilir ve onunla bir tiir bosluk doldurabilir. iste bu noktada
ogrenci veya 6gretmenler, baris egitiminde oldugu gibi barisa katkida bulunmak igin roliini
bulma ve benimseme konusunda otomatik bir anlayis kazanirlar. Memisoglu (2015)'nun
yaptigl calismada 6gretmenlerin baris egitimine yonelik tarihsel empati ve elestirel disiinme
becerisinin kazandirilmasi gerektigini ifade etmeleri bakimindan bu arastirmadan elde edilen
bulgulari desteklemektedir. Buna ek olarak Pamuk (2021)’un yaptigl arastirmada farkliliklara
saygi degerinin alt baglami olarak empati becerisinin 6n plana ¢ikmasi bu ¢alismanin sonuglari
ile benzerlik gostermesi acisindan anlamlidir. Tarihsel distinme becerileri hakkinda az sayida
o0gretmen goris bildirmistir. Bu acidan degerlendirildiginde 6gretmenlerin baris egitimi ile
tarihsel disinme becerileri arasinda bag kuramadiklari ve tarihsel diisinme becerilerini
kavramsal olarak ifade edememeleri bu konudaki bilgilerinin yeterli olmadigi sonucunu ortaya
¢cikarmaktadir. Buna ek olarak arastirmanin diger alt problemlerinde tarih 6gretiminin baris
egitimine katkisina dair “biz”i ve “6teki”yi anlama temasi altinda tarih derslerinin disiplin ici
amaclarini 6n plana gikaran 6gretmenlerin tarihsel distiinme becerileri sorusuna verdikleri
yanitlar incelendiginde tarihsel empati ve sorgulamaya dayali arastirma- elestirel diisinme ve
tarihsel analiz ve yorum becerisine dikkat ¢ektikleri tespit edilmistir. Bu becerilerden en fazla
frekansi olan beceri tarihsel empati ve sorgulamaya dayali arastirma becerisidir. Arastirma
sonucunda baris egitimine katki saglayabilecek becerilere verilen yanitlar olarak bu becerilerin
yer almasi mevcut tarih ders kitaplarinda bu becerilerin yer almadigini veya bu becerilerin ders
kitaplarindaki yerinin yeterli olmadigi sonucunu ortaya ¢ikarmaktadir.

Ogretmenler baris egitimine katki saglayabilecek degerler olarak; saygi, hosgéri, sevgi,
merhamet, dogruluk, diirtstlik, esitlik, iyilik, cevreye duyarlilik ve barisi ifade etmislerdir. Bu
acidan MEB (2018)’in tarih 6gretim programinda kok degerlerden (adalet, dostluk, diristlik,
0z denetim, sabir, saygi, sevgi, sorumluluk, vatanseverlik, yardimseverliktir) yalnizca saygi,
sevgi ve dirustliik ile iliski kurmuslardir. Ogretmenlere gére saygi baris egitimine katki
saglayan deger olarak 6n plana ¢ikmaktadir. Bu bulgular Galtung’un bireylerin kendi iclerinde
bariscil olabilmesi icin glivende olduklarini hissetmesi, temel ihtiyaclarini karsilamasi ve saygi
gormeleri gerekmekte (akt. Kerem ve Kamaraj, 2006: 83) gorisi ile ortlismektedir.
Ogretmenlerin birgogu hiimanizm, insan odakli, insani temel alma ve benzeri ifadeleri deger
olarak dile getirmislerdir. Buna ek olarak vicdan kavrami da merhamet kavramiyla birlikte
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deger olarak sik¢a ifade edilmistir. Bu agidan degerlendirildiginde 6gretmenlerin degerler
hakkinda kavramsal bilgileri yeterli bulunmamistir. Ayni zamanda bazi 6gretmenler baris
egitimi baglaminda evrensel oldugunu distindigu degerlere vurgu yapmistir. Bu durum da
ogretmenlerin baris egitimine katki saglayabilecek degerlerin evrensel olmasi inancini
tasidiklarini gostermektedir. Memisoglu (2015)'nun sosyal bilgiler 6gretmen adaylariyla
yapmis oldugu arastirmada baris egitimi ile ilgili degerlerden hosgéri ve saygi degerinin 6n
plana ¢ikmasi ve Memisoglu‘nun ayni arastirmasinda bariscil 6zelliklere sahip bireylerin
ozellikleri olarak sayginin 6n plana c¢ikmasi arastirmadan elde edilen verilerle benzerlik
gostermektedir.

Tarih O6gretmenlerinin baris egitimi baglaminda derslerdeki deneyimleri hakkinda
belirli konulari referans vermek, arastirmanin kapsami agisindan genelleme yapmak saglikh
sonuglar vermeyebilir. Ozel olarak tarih dersi konu bagliklarindan ziyade tarih 6gretmenlerinin
baris egitimi baglaminda derslerde karsilastiklari durumlara bakildiginda; 6grenci aidiyet
duydugu kimlikten, 6grenci on yargilarindan, kolektif hafiza ve taraf segcme gibi tutumlardan
otlrt sinif igerisinde bazi konulari anlatmakta zorluk gektiklerini, sinif icerisinde gerilim
yasadiklarini ifade ederek 6grenci hassasiyetlerine dikkat cekmis ve 6tekilestirme tutumuna
sahip olduklarina dair agiklamalarda bulunmuslardir. Egan (2010: 94)’a gore romantik anlama,
ozellikle, s6z konusu nesneyi bir ya da birkag kisinin distince, niyet, umut veya korkularinin
baglami icinde gorerek olusturulur. Baska bir deyisle biitiin olay, nesne ve siiregler romantik
bakis acisiyla anlasilmaya ¢alisilir. Bu baglamda degerlendirildiginde 6grencilerden beklenen
tarihi olaylari donemin kosullarina gére anlamaya calismaktir fakat 6grencilerin bunu goéz ardi
ederek 6tekilestirme tutumu icinde olduklari goriilmektedir. Sinif ortami homojen bir ortam
olmamakla beraber her tirlu geliski veya bakis acilarinin bir arada bulundugu bir alandir. Bu
sebeple sinif ortamindaki bireylerin gelecekte toplumun bir ferdi olarak her tirli konuyu
konusabilecekleri ve sorgulayabilecekleri bir yer olmalidir. Baska bir deyisle sinif ortami bu
davranislari kazandirabilecek nitelikte olmalidir. Bireyler icin 6gretmenin rehber oldugu sinif
ortami farkli duslincelerin tartisilmasi, sorgulanmasi ve bariscil deger ve davranislarin
kazanilmasi icin mimkun bir yer olabilir. Boylece bireyler 6n yargi, 6n kabul ve hassasiyetlerini
asabilirler.

Arastirmadan elde edilen sonuglar baglaminda su 6nerilere yer verilmistir:

e Tarih 6gretmenlerinin tarih dersleriyle baris egitimi arasinda iliski kurabilmesi icin
lisans egitiminde 6gretmen adaylarina baris egitimi ile ilgili ders verilebilir ya da
hizmet ici egitim ile 6gretmenlere bu konuda destek saglanabilir.

e Tarih ders kitaplari baris egitimi baglaminda gozden gecirilerek yeniden diizenlenebilir.

e Baris egitimine katki saglayabilmesi acisindan tarih ders kitaplarinda 6grenciye tarihsel
distinme becerileri ve degerleri kazandirabilecek ders materyalleri hazirlanabilir.

e Ogretmenlerin baris egitimine dair deneyimleri dikkate alindiginda tarih dersi
konulariyla ilgili olarak aksiyon ve durum arastirmasi yapilabilir.

Katki Orani Beyani: Yazarlarin galismadaki katki oranlari esittir.

Cikar Catismasi Beyani: Yazar (lar) cikar catismasi olmadigini beyan eder.
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