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From the Editor...

We are proudly present you the twentieth (May 2022) issue of the Turkish
History Education Journal (TUHED). TUHED, which is academic, and international
peer-reviewed journal, continues its publication life without compromising its quality in
its 11th year. TUHED is indexed in EBSCO's "Humanities Source Ultimate" and
ULAKBIM's TR Index.

In TUHED, articles in the field of history education, history of education, and

historiography are evaluated under the supervision of different field editors.

Starting with the May 2021 issue, we publish each article as full text in both
English and Turkish. By doing so, we aim to reach wider audiences. Our next goal is
to get our journal accepted to indexes such as Scopus, ESCI, and ERIC and thus

improve its contribution to world science literature.

In this issue of TUHED, there are 4 articles and 3 translations. Two of the articles
in this issue are in the field of history education and the other two are in the field of
history of education. We thank the authors and referees for this. Our journal will
continue to be published in the fields of history education, historiography, and

education history.

Regards,

On Behalf of TUHED Editorial Board

Prof. Dr. Ahmet Simsek

© 2012-2022 TUHED e-ISSN: 2147-4516
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Editorden...

Turkish History Education Journal'in (TUHED) yirminci (Mayis 2022) sayisiyla
birlikteyiz. 11. yilinda olan dergimiz; akademik, uluslararasi hakemlidir. Kalitesinden
taviz vermeksizin yayina devam etmektedir. TUHED, EBSCO’nun “Humanities Source
Ultimate” ve ULAKBIM'in TR Indeksi'nde taranmaktadir.

TUHED’de tarih egitimi, egitim tarihi ve tarihgilik alanindaki makaleler, farkl alan

editorleri gozetiminde degerlendirilmektedir.

Mayis 2021’den itibaren her bir makaleyi tam metin olarak hem Turk¢e hem de
ingilizce seklinde yayinlanliyoruz. Kaliteden 6din vermeden yolumuza devam
edeceg@iz. Amacimiz, dergimizin Scopus, ESCI ve ERIC gibi indekslere kabul almasi,

boylelikle dunya bilim literaturindeki katkisini gelistirmektir.

TUHED’in bu sayisinda 4 makale, 3 c¢eviriyazi yer almistir. Bu sayidaki
makalelerin ikisi tarih egitimi diger ikisi de egitim tarihi alanindadir. Bunun icin yazar ve
hakemlerimize tesekkur ederiz. Dergimiz, tarih egitimi, tarihgilik ve egitim tarihi

alanlarinda yayina devam edecektir.

Saygilarimizla,

TUHED Yayin Kurulu Adina

Prof. Dr. Ahmet Simsek
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Abstract

The consciousness of history, which is one of the most discussed topics in the philosophy of history
of the Age of Enlightenment and modernity, has been among the main goals and behaviors that
students want to gain through history education, especially since the last quarter of the twentieth
century. According to the German historical philosopher and educator, Jérn Risen, historical
consciousness establishes a connection between the past, present, and future; shapes the future
behavior of individuals. Risen, historical consciousness; He stated that he has four dimensions:
traditionalist, idealizing, critical and dynamic conceptualization and examined them in terms of time
experience, historically significant models, external life orientation, internal life orientation,
relationship with moral values, and relationship with moral reasoning. The aim of this study is to
determine which historical consciousness type Turkish articles on historical consciousness fall into
according to Jorn Risen's "History Consciousness Types Performance Indicators" (HCTPI). Within the
scope of the study, Hilmi Ziya Ulken (1948), Nihal Atsiz (1951), Osman Turan (1968), Nevzat Késoglu
(1970?), ibrahim Kafesoglu (1986), Sahin Ugar (1987), ilhan Tekeli (1998), Oktay Ekinci (1999),
iskender Oksiiz (2007) and M. Siikrii Hanioglu's (2012) articles on historical consciousness were
evaluated within the framework of Jorn Risen's “History Consciousness Types Performance
Indicators” (HCTPI). The method of the research was basic qualitative research, the technique of
data acquisition was document analysis, the technique of data analysis was content analysis, and
the sampling method was "criterion sampling". According to the results of the research, out of 10
Turkish articles, 1 article showed the features of Traditionalist Conceptualization Performance
Indicator (TCPI), 2 articles of Idealizing Conceptualization Performance Indicator (ICPI), 4 articles of
Critical Conceptualization Performance Indicator (CPCIl), and 3 articles of Dynamic Conceptualization
Performance Indicator (DCPI). As a result of the study, it has been determined that the writings of
the study group on historical consciousness, which show dynamic and critical conceptualization
features, are more than those that show traditionalist and idealizing conceptualization features.

Keywords: historical consciousness, historical consciousness, types of historical consciousness,
conceptualization, performance indicators
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Introduction

Consciousness is the ability that is accepted as the center of awareness, emotion,
perception, and knowledge in humans. It is the part of the mind that is aware of its own
contents, known through introspection, containing sensations, perceptions, and memories
(Cevizci, 1999: 145). The term conscientia, which is used as the equivalent of "consciousness"
in Latin, means solidarity and consultation between people with the same knowledge and
thoughts, the term consciousness, which corresponds to the concept of "consciousness" in
Arabic, means solidarity and consultation. Consciousness is the awareness of human
emotions, will, character, excitement, mind, opinions, and intuitions based on sociality and
mutual interaction (Ozlem, 1999: 173). Consciousness is the result of being knowledgeable.
The difference between knowledge and consciousness is that consciousness is in any case
directly knowledge (Timugin, 2004: 75).

Consciousness, according to Descartes, is self-reflection. The effort to know oneself
includes the dimensions of the past and the future, revealing the ties of man with time. The
relationship of consciousness to time is an indicator of human dependence on history and the
future. In this respect, consciousness is the most important element that represents the
human being (Bicak, 1996: 46-49). According to Bergson, “every consciousness is memory, the
incorporation and accumulation of the past into the present. Consciousness is a drawing of a
connection between what has been and what will exist; It is a bridge between the past and
the future” (Bergson, 1998: 15).

Freud, in the psychological life; states that there are three levels: conscious,
preconscious, and superconscious. The level of consciousness is a mechanism that determines
which of the impulses and stimuli coming from the outside world, how to record them, how
to direct their psychological energy and what kind of actions they will take (Tekeli, 1998: 21).
In today's psychology, there are various definitions of the concept of consciousness in line
with different approaches. According to the psychoanalytic approach, mental processes that
are compatible with facts, including all kinds of emotions, thoughts, and memories that we
are aware of; according to the cognitive approach, mental processes that we use consciously
to transform information from one form to another; according to the information processing
approach, the controlled processing of information and post-attention processes throughout
a cognitive task; according to the phenomenological approach, feelings, thoughts, and
memories that arise from being aware of subjective experiences in a certain time period and
distinguish people from others; according to the neurobiological and electrophysiological
approach, it is defined as the electrical, chemical and neural activities of the brain that cause
people to perceive and interpret the stimuli in their environment with awareness (Er, 1996:
14).

History is embodied in the consciousness of individuals and gains a specific
appearance. Every look at history is an attempt to understand (Timugin, 2010: 129). When the
place of history in human life is determined, the foundation of historical consciousness
becomes easier (Bicak, 1996: 50). Historians and history readers have turned to history to see
how to behave in situations that have arisen before, to understand where they are in the flow
of time and what kind of future may lie before them, and to guide them (Tosh, 1997: 12).
According to Collingwood, history exists for man's self-knowledge. Self-knowledge is first
knowing what it means to be human, then knowing what it means to be the person you are,
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and finally knowing what it means to be the person you are and not be someone else. To know
yourself is to know what you can do. The value of history lies in teaching what people do and
what they are (Collingwood, 1990: 29). The detailed and faithful construction of history, and
the effort to capture the essence of past periods, shows the diversity of human mentality and
what he has done. Knowledge of history is necessary to grasp what is permanent, temporary,
or dubious in current circumstances (Tosh, 1997: 30).

A real sense of history is based on the philosophy of history. Because all elements of
consciousness are historical and temporal (Timugin, 2010: 133-135). For Hegel, individual
historical consciousness is not the consciousness of the individual's relation to an objectively
existing past, but the consciousness of the fact that history is the product of the Spirit. Dilthey,
unlike Hegel, located the possibilities of knowing the past in the concept of life experience,
not in an abstract concept of Spirit. Using our own life experiences, it is possible to reconstruct
the types of experience for which a particular source is an expression, and therefore to
understand its meaning (Adriaansen and Grever, 2019: 815). According to Dilthey, the spiritual
sciences, which try to understand the wholeness of life, are more important than the natural
sciences because they serve to reach a consciousness about oneself. The spiritual sciences are
the historical sciences; because people only know themselves in history (Ozlem, 2012: 116). A
conscious person is a person who is interested in nature, social events, and spiritual life
(Toynbee, 1978: 513-522).

According to Carr, the present age is the one with the most historical consciousness of
all ages. Contemporary man is conscious of his own existence in an unprecedented way, and
therefore conscious of history. The past, present, and future are interconnected in the endless
chain of history (Carr, 2002: 152). Contemporary historical consciousness exhibits a
guestioning attitude towards everything that tradition brings. He does not listen to the voice
from the past blindly; by questioning and thinking about it, he places it in the context of its
roots and in this way determines its importance and value (Gadamer, 1990: 83-84). An
objective understanding of historical consciousness is necessary for the formation of
perspective theory (Walsh, 2006: 134-135).

Historical consciousness, the ability to see existence from three temporal dimensions
(Thorp, 2020: 54), is an intergenerational mental orientation against time. This orientation is
based on the human ability to think back and forth in time. Historical consciousness is the
interaction between making sense of the past and creating expectations for the future. For
historical consciousness, time is not just a technical measure, but a substance loaded with
meanings given by human beings and moral issues (Ahonen, 2005: 698-699). The
conceptualization of historical consciousness as a commitment to society, social unit, or
culture is a narrow definition (Ding, 2016: 75).

The concept of historical consciousness was first defined by the German researcher
Karl-Ernst Jeismann. According to Jeismann, historical consciousness consists of four
interrelated dimensions.

e Awareness that people's actions, practices, thoughts, and feelings are time-bound,
dynamically creating links between the past, present, and future.

e Recognizing how past contexts communicate with the present and making it
important to provide insight for future change.

e Awareness that current concepts, ideas, and organizations are influenced by the
past.
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e Awareness that historical consciousness is based on the connection between an
individual's emotional experience and shared knowledge (Ammert Edling, Sharp,
and Lofstrom, 2020: 339-340).

Danish researcher Bernard Eric Jensen is of the opinion that the real definition of
historical consciousness is the second dimension among the four dimensions of Jeismann.
According to Jensen, historical consciousness is a competence that includes the connection
between different temporal dimensions (Thorp, 2020: 54).

German history educator Hans-Jirgen Pandel has worked on the dimensions of
historical consciousness in history education research. The first three categories of historical
consciousness, which Hans Jirgen Pandel (1991: 3-4) classified into seven basic categories,
are historicity (Geschichtlichkeit) and four categories are sociality (Gesellschaftlichkeit).

Historicity Categories;

e Temporal Consciousness (Temporalbewuptsein)
e Reality Consciousness (WirklichkeitsbewuBtsein)
e Historicity Consciousness (HistorizitatsbewuBtsein)

Sociality Categories;

e |dentity Awareness (ldentitatbewuftsein)

e Political Consciousness (Politisches BewuBtsein)

e Economic-Social Consciousness (Okonomisch-soziales BewupBtsein)
e Moral Consciousness (Moralisches Bewusftsein)

According to Hans-Jirgen Pandel, the main field of history is the categories of
historicity. Descriptive concepts of historicity categories;

e Temporal Consciousness: Yesterday/today/tomorrow
e Reality Consciousness: Real/imaginary
e Historicity Consciousness: Static/variable

According to German history educator Bodo von Borries, when considering theories of
historical consciousness, it is important to pay attention to the complex connections between
interpretations of the past, present perceptions, and future expectations, and to examine
their cultural characteristics. Borries made the structural schema of historical consciousness
(See Figure 1) based on the study “The Experiences and Results of Adolescent History
Consciousness Experimental Pilot Study in European Cultural Comparison 1992” (Von Borries,
1994: 15).

Von Borries, who deemed it necessary to theorize historical awareness for cross-
cultural comparison, gives in Figure 1 the complex connections between interpretations of the
past and perceptions of the present, and the structure of the cultural specificity of future
expectations regarding them. According to von Borries, this structure applies to all questions
of historical consciousness. In this structure, social data and socialization variables directly
affect connections and orientation services at the time level. There is also a mutual interaction
between current perceptions and future expectations, the concepts of the past, and the
wishes of the past. This structure is dominated by a cyclical relationship in which all elements
affect each other.

Turkish History Education Journal, May 2022, 11(1), 1-20
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Figure 1
The Structure of Historical Consciousness According to Bodo von Borries! (Von Borries, 1994:
15)

1-  Social Data and
Socialization Variables

2- Current , . 3- Concepts of
Perceptions and L ' the Past and
Future - L } Wishes of the
Expectations Past

4- Time Level Links and
Orientation Services

Since the end of the 20th century, historical consciousness has been accepted as a
cognitive and epistemological category in history didactics and history education studies. For
this reason, historical consciousness is considered as an individual competence and is used for
the training of cognitive capacities that people can understand the past (Adriaansen and
Grever, 2019: 815). With history education, it is aimed that students develop metahistorical
concepts such as building history, having historical awareness (Thorp, 2020: 50), gaining
historical thinking skills, evidence, continuity, and change. According to Belgian educator Raf
de Keyser et al. (1999), the aim of history education is to develop historical consciousness
(cited in Ata, 2002: 81). Three different competencies are aimed at the development of
historical consciousness in students.

e Ability to use a historical frame of reference

e Developing the ability to critically analyze, interpret and evaluate historical sources

e Being able to reflect on the uses of history (Alvén, Eliasson, Yngvéus and Rosenlund,
2015: 171-172).

It is important in terms of history education that historical consciousness is based on
critical and solid foundations. What is essential in history education is that students
understand the nature of the discipline of history, see the difference between history and the
past, learn the working methods of the historian and meet historical sources (Kaya, 2006: 36).
Changes were made in the state curricula of England, Sweden, the Netherlands, and Germany
to strengthen the historical awareness of students. In England, as a result of the empirical
research of Lee and Ashby (2000) and Shemilt (1980, 2000), it was accepted that history
education includes more than storytelling and learning factual information. In 1980, the
Cambridge History Project developed a curriculum based on quadratic concepts (evidence,
explanation, historical account), while Lee and Ashby (2000) described a six-stage model of
historical learning. Shemilt (2000), Lee and Ashby (2000), Jérn Risen (2004) accepted the

Translated into Turkish and reused with written permission from Bodo Von Borries via e-mail on 14/3/2022.
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"pastness of the past" as quality of historical reality and argued that it can be discovered
through education in the learning process (Adriaansen and Grever, 2019: 816-818). Swedish
history educator Thorp, in his article in 2015, in which he evaluated the results of the survey
on the status of history education in Swedish secondary schools, stated that historical
awareness constitutes one of the basic concepts of Swedish history education and that the
purpose of history education in Swedish schools is to develop students' awareness of history
(Thorp, 2020: 50). In the 4th article of the objectives of the Secondary Education History
Course Curriculum (9th, 10th, and 11th grades) published by the Ministry of National
Education in Turkey in 2018, “Students will be able to interpret what is happening today and
look for the future by gaining awareness of how the society, country, and world they live in.
Developing a historical awareness that includes being able to create projections” (MEB, 2018:
12).

In the USA, history educators Stearns, Seixas, and Wineburg, influenced by Jerome
Bruner's work in the cognitive field, advocated making sense of historical narratives that were
not questioned in history classes, rather than memorizing them. According to Canadian history
educator Seixas, there is a relationship between the development of historical consciousness
and the historical thinking capacity of students. Seixas designed a history/memory matrix to
clarify the various roles of history education (Adriaansen and Grever, 2019: 819), by expanding
the scope of the term’s historical literacy and historical awareness, he saw historical
consciousness as a vital asset for orientation to life and the world (Ahonen, 2005: 698). Peter
Seixas founded the Center for the Study of History Consciousness in Vancouver to visualize
and explore its various aspects. Seixas proposes five principles to advance the theorizing of
historical consciousness (Seixas, 2004: 10-11).

Historical Consciousness According to Jorn Riisen

According to the German history educator Jorn Riisen, historical consciousness is a
special form of historical memory. It is rooted in it and largely identical to it, but also different
in some important ways. The specificity of historical consciousness lies in the fact that the past
is conceived of intricately and in detail the temporal perspective of the future through the
present and the present. Especially in the modern world, historical consciousness distances
the past from the present and gives it the appearance of something else. He does this not to
make the past meaningless for the present, but to ascribe to the past the special significance
of the historical relationship. The historical relationship is determined by a temporal tension,
a qualitative difference and its dialectic, and the argumentative-narrative mediation in time
(Riisen, 2007a: 174-175).

According to Risen, the vital power of memory lies in keeping alive the past that those
who remember really experienced in their memories. For the past to become historical, the
mental procedure of returning to time must reach beyond the biographical lifetime, down the
chain of generations. Accordingly, the future expectations of historical thought reach far
beyond the life expectancy of individuals, into the future of future generations. Thus, the
historical relationship with the past is enriched by an enormous amount of experience. It is
only in this historical memory that the weight and meaning of historical experience are
revealed and evaluated. The mental process of historical consciousness can be defined as
making sense of the time experienced by interpreting the past to understand the present and
determine the future (Riisen, 2007b: 18).

In Risen's multidimensional understanding of historical consciousness:

e Different degrees of consciousness and awareness
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Different dimensions (political, cognitive, rhetorical, and aesthetic)
Pronunciation modes ranging from ordinary to complex
Different mental structures
There are four types of the narrative construction of history.

Risen's typology is based on a restructuring of the professional historiographic

thinking styles of thinkers such as Leopold von Ranke, Johann Gustav Droysen, Hayden White,
or Frank Ankersmit. Risen typology is dominated by a progressive logic, in which the
development progresses from the lowest to the highest but does not completely abandon the
lower levels (Kolbl and Konrad, 2015: 17-24). German history educator Jorn Risen
conceptualized historical consciousness as a synthesis of moral and temporal consciousness
and developed a theoretical model that reveals the procedures of historical consciousness
(Adriaansen and Grever, 2019: 818).

Table 1

History Consciousness Types and Performance Indicators According to Rusen?

Traditional

Exemplary

Critical

Genetic

Experience
of time

Patterns of
historical
significance

Orientation
of external
life

Orientation
of internal
life

Relation to
moral
values

Relation to
moral
reasoning

Repetition of an
obligatory form of
life

The permanence of
an obligatory life
form in temporal
change

Affirmation of pre-
given orders by
consent about a valid
common life

Internalization of
pre-given life form by
limitation-role taking

Morality is dictated
by obligatory orders;
moral validity as
unqguestionable
stability by tradition

The reason for values
is their effective
prejudices, enabling
consent in moral
questions

Representing general
rules of conduct or
value systems

Timeless rules of
social life, timeless
validity of values

Relating peculiar
situations to
regularities of what
had happened and
should happen

Relating self-
concepts to general
rules and principles-
role legitimation by
generalization

Morality is the
generality of
obligation in values
and value systems

Arguing by
generalization,
referring to
regularities and
principles

Problematizing actual
forms of life and
value systems

Break of patterns of
historical significance
by denying their
validity

Delimitation of one’s
own standpoint
against pre-given
obligations

Self-reliance by a
refutation of
obligations from
outside-role making

Breaking the moral
power of values by
denying their validity

Establishing value
criticism and
ideology critique as
important strategies
of moral discourses

Change of alien forms
of life into proper ones

Developments in which
forms of life change to
maintain their
permanence

Acceptance of different
standpoints within a
comprising perspective
of common
development

Change and
transformation of self-
concepts as necessary
conditions of
permanence and self-
reliance-balance of
roles

Temporalization of
morality; chances of
further development
become a condition of
morality

Temporal change
becomes a decisive
argument for the
validity of moral values

2 Used with permission from Jérn Riisen on 12.08.2021. (Riisen, 2004:72)
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Jorn Risen has defined four types of historical consciousness: traditionalist, idealizing,
critical and dynamic conceptualization. In this way, the division of historical consciousness into
types determines the direction and purpose of individuals' use of historical knowledge in their
daily lives. There is no sharp distinction between the types of historical consciousness, and the
development is from the traditional conceptualization category to the dynamic
conceptualization category.

e The characteristic feature of the traditionalist historical consciousness category is
that it keeps alive the lifestyles, value judgments, beliefs, customs, and traditions of
the society one belongs to. Cultural transfer to future generations is aimed to ensure
the existence and continuity of these items, which are accepted as cultural heritage,
in the next centuries. In the formation of identity, value judgments and moral rules
from the past are accepted without questioning.

e The characteristic feature of the idealizing category of historical consciousness is that
one must learn from specific events in the past. There is a prevailing opinion that
social values have general rules and that these rules must be passed on to future
generations. The understanding of “Historia vitae magistra: history is the teacher of
life” is valid. Identity attributes given by society are accepted without question. No
change is needed. It is obeyed without opposing moral rules.

e In the characteristic feature of the critical historical consciousness category, the
person has a stubborn understanding that has new and different perspectives,
questions the value system, historical orientations, and lifestyle, and can say "no" to
the previously made decisions and rules. Behaves independently in identity
formation. It develops a conscious perspective by removing traditional
interpretations and behavioral patterns.

e The characteristic feature of dynamic historical consciousness is that the perspective
of change in the person is at the forefront. There is a predominant awareness that
the way of life of institutions must change over time to maintain their existence for a
long time. The person accepts different perspectives and can change and transform
himself through education when necessary. At this level, it is accepted that value
judgments and moral rules can change over time (Risen, 2004: 71-78).

The narrative technique, which is widely used in historiography, has been perceived as
the most valid and successful way of recreating the past. The narrative is a type of discourse
that deals with real or fictional events and situations in a certain period. The narrative
technique, which has many types and forms, is a communicative structure (Safran and Simsek,
2011:204-205). Jorn Risen started his article with the following narrative to embody historical
consciousness (especially moral consciousness) and to reveal the function of historical
consciousness in practical life.

According to the narrative in Samuel Johnson's Journey to the Western Islands (1775),
in the distant past, the Maclean clan chief received a grant of lands from another clan
from the Scottish king. Maclean acted with his wife to seize their new land. But he was
defeated in the war and died. He was pregnant when his wife fell into the hands of the
victors. The head of the victorious clan allowed the pregnant Lady Maclean to take
custody of the Maclonich family on one condition. If the child to be born was a boy, he
would be killed, and if it was a girl, she would be allowed to live. While Lady Maclean
gave birth to a son, Maclonich's wife also gave birth to a daughter. Two families
exchanged children. With this change, the boy Maclean escaped the death penalty
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given to him before birth and in time got his own legacy. In gratitude to the Maclonich
clan, Col designated the castle as a haven for members of the Maclonich family who
felt he was in danger, and on the stone on the castle wall the phrase "If any of the
Maclonich clan comes to this castle at midnight with a man's head in his hand, he will
find safety and protection here’ printed (Risen, 2004: 63-64).

Based on the narrative above, Riisen poses the following question to determine the
types of historical consciousness;

Imagine you are a member of the Maclean clan, currently living in your ancestral castle;
One dark night, lan, a member of the Maclonich clan, knocks on your door asking for
help and says he is wanted by the police for a crime he allegedly committed. How do
you react? Will you help him hide from the police or will you do something else? You
must be convincing and interpretable while explaining this decision to another friend”
(Risen, 2004: 64-65).

According to Jorn Riisen, there are four possible answers in this situation:

e You can hide lan Maclonich. Because; It is your binding obligation to respect the
ancient Highland Treaty. In that case, you will tell your friend—as a Maclean—that you
feel compelled to help lan. Because you see the old and still existing ties between the
two clans as binding. By hiding lan Maclonich from the police in accordance with the
old clan agreement, you will renew the long-term validity of the relationship between
the two clans and continue to tell the legend of the displaced babies.

¢ You can hide lan Maclonich because in the past a Maclonich helped a member of the
Maclean clan. Now you feel compelled to reciprocate based on the principle of mutual
kindness. Or you could say that a covenant between clans helps you fulfill your
obligation. Because agreements should be preserved as such, they are binding
agreements.

¢ You can refuse to hide lan Maclonich. Then you could argue that you don't believe the
story of the babies and the inscribed stone, that it's a "legend" devoid of any evidence
or binding validity, that the old clan agreements have become obsolete and outdated
since modern English law came into force. In this case, you present a series of critical
historical arguments for avoiding the obligation to preserve the old covenant.

¢ You may decide to convince lan Maclonich that hiding from the police is useless and it
would be better for him to turn himself into the police. You can promise to hire the
best lawyer for him and do whatever he can to help. In this case, you tell the story of
the babies, but limit it by adding the following argument: The legal system has
undergone a major transformation from pre-modern clan law to the modern era. You
still feel obligated to help someone from the Maclonich clan, but you want to do it
based on modern considerations, not as the old treaty stipulated (Riisen, 2004: 64-65).
Based on the narrative, the answer given to the question asked by Riisen and the action
of the person who gave this answer will enable the determination of which historical
consciousness type that person belongs to.

This study aims to determine the performance indicators of at least one of Riisen's four
types of history consciousness type, written on historical consciousness, the title and/or
content of the article is on historical consciousness, cited in Turkey, and Joérn Riisen's according
to “History Consciousness Types Performance Indicators” (HCTPI), it is to determine which
historical consciousness type it belongs to. Within the scope of the study, Hilmi Ziya Ulken

Turkish History Education Journal, May 2022, 11(1), 1-20




Evaluation of Turkish articles on historical consciousness according to the historical

(1948), Nihal Atsiz (1951), Osman Turan (1968), Nevzat Késoglu (1970?), ibrahim Kafesoglu
(1986), Sahin Ucar (1987), ilhan Tekeli (1998), Oktay Ekinci (1999), iskender Oksiiz (2007) and
M. Sukri Hanioglu's (2012) articles on historical consciousness were evaluated based on Jorn
Risen's “History Consciousness Types Performance Indicators” (HCTPI). When the relevant
literature in Turkey is examined, it has been determined that there has not been qualitative
research on the historical consciousness types of history educator and philosopher J6érn Riisen.
For this reason, it is thought that the study will inspire new studies in the future and contribute
to the field of historical awareness.

Method

Turkish articles are written on historical consciousness, the title and/or content of the
article is historical consciousness, cited in Turkey, and having performance indicators of at
least one of Risen's four types of history consciousness type characteristics, Jorn Riisen's
“History Consciousness Types Performance Indicators” According to "(TBTPG), document
analysis, one of the qualitative research methods, was used in this study, which aims to
determine which type of historical consciousness belongs to. This study, which was carried
out on the relevant literature and documents, does not require ethics committee approval.

Study Group

The "Criteria sampling" method was used to determine the works to be examined
among the Turkish texts that have performance indicators of at least one of Riisen's four types
of historical consciousness. In the criterion sampling method, all situations that meet a set of
criteria determined by the researcher or prepared beforehand are studied (Yildirnm and
Simsek, 2006: 112). For this purpose, articles and articles related to historical consciousness
were recorded by scanning the National Library, university databases, and newspaper
archives. Of the 23 articles that could be accessed, 10 were included in the scope of the study,
and studies that did not comply with the criteria determined for criterion sampling were
excluded. The following points were taken into consideration in the selection of the articles.

e The title and/or content of the article should be on historical consciousness (historical
consciousness/historical understanding).

e Articles must have a performance indicator of at least one of Riisen's four types of
history consciousness type characteristics.

e The articles are written in Turkish

e Authors being cited and known authors in Turkey

e The authors have conducted scientific studies in the fields of Turkish culture, history,
philosophy, and architecture in the national and international arena.

e Everyone who wants to have the opportunity to access the articles

Analysis of Data

In the study, content analysis was applied according to Jorn Risen's "History
Consciousness Types and Performance Indicators" (Table 1). In the content analysis, the
articles that have the characteristics of time experience, historically significant models,
external life orientation, inner life orientation, relationship with moral values, and moral
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reasoning, which are the sub-dimensions of Risen's four types of historical consciousness,
were classified as indicators of the relevant consciousness type.

The Turkish articles that can be accessed under the title of "historical
awareness/historical consciousness" were subjected to content analysis, considering the
chronological order of writing and Jorn Risen's "History Consciousness Types Performance
Indicators" (HCTPI). According to Blylikoztlrk, Cakmak, Akgiin, Karadeniz, and Demirel (2019:
259), “content analysis is done to determine the presence of certain words or concepts in a
text or a set of texts. Researchers determine and analyze the existence, meanings, and
relationships of these words and concepts and make inferences about the message in the
texts.

There is no sharp distinction between the types of historical consciousness identified
in the study. Examples showing both traditionalist and critical conceptualization features can
be found in an article. Information on how to make a category for articles with more than one
feature was requested by the researcher from Jérn Riisen on 5 August 2021 via e-mail.

In the researcher e-mail;

| decided to classify the writings of historians in Turkey according to the types of
historical consciousness. In some of the texts | examined, | came across sentences
containing two or three types together. An author has both dynamic and critical and
conventional sentences. So which category would you suggest | add this author to? (Ich
beschloss, die Schriften der Historiker in der Tiirkei nach den Arten des historischen
Bewusstseins zu klassifizieren. In einigen der von mir untersuchten Texte stiel8 ich auf
Satze, die zwei oder drei scheiten zu klassifizieren einigen oder drei dreischeel e
ntersuchel zu nich. konventionelle Satze. Wenn ja, welcher Category wirden Sie
vorschlagen, dass ich diesen Autor hinzuflige?) Jorn Risen in his e-mail dated 7 August
2021, "You must choose the dominant type. When in doubt, always the "higher" one."
(Sie sollten Typ wahlen, der dominiert . Im Zweifelsfalle immer den ,héheren”).

Asked by the researcher to Jorn Risen, "Which of these four types of historical
consciousness do you think you belong to?" The question (Zu welcher dieser vier Arten von
historischem Bewusstsein gehdren Sie lhrer Meinung nach?) was asked. Jorn Risen replied:
“Genetic (Dynamic) type” (zum genetischen Typ.). With the direction of the e-mail from Jorn
Risen, the texts that fall into more than one type of historical consciousness in Turkish
writings on historical consciousness have been classified based on the views of the text
writers.

Findings

Hilmi Ziya Ulken and Dynamic Conceptualization

Hilmi Ziya Ulken's views on historical consciousness in his article "History Awareness
and Homeland" (1923-19438);

But without revealing the content that we will give the shape that the new life wants,
by beating with the great works of the "shapes" that have completed the role of the
old times; If we think that we are playing our role and doing our duty, we will be making
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a big mistake. The fate of history expects us, like all nations, to have a strong sense of
our own (p. 233).

Since the consciousness of history is to recognize the roots of our own existence
and to illuminate the potential of our present life, we must know the present state of
the country with all its subtleties as well as its history. To know ourselves differently
than we are never to know ourselves. (p. 241).

Hilmi Ziya Ulken's (1923-1948) article was subjected to content analysis based on
Risen's historical consciousness types of performance indicators. In the text; “Without
revealing the content that we will give the shape the new life wants”, “To illuminate the
potential of our present life”. Based on the statements of Ulken, dynamic conceptualization
performance characteristics have been determined due to the aspects of designing future-
oriented lifestyles and considering different perspectives in Ulken's historical consciousness
thinking.

Nihal Atsiz and Idealizing Conceptualization
Nihal Atsiz's views on historical consciousness in his article "History Awareness" (1951);

The historical consciousness is a national defense weapon that determines the lines of
action of the nations. From which nation did the enmity come? Which regimen is
beneficial or dangerous? What kinds of people can do good and evil? The answer to all
of these is given by the consciousness of history. Just as a mature person is temporarily
lost with certain poisons, nations can lose their historical consciousness for a while
with propaganda, indoctrination, and slander, which are the poison of nations. But
mature folks gather themselves quickly (p. 14).

In Nihal Atsiz's (1951) article, Riisen's historical consciousness types were subjected to
content analysis based on performance indicators. In the text; “Historical consciousness is a
national defense weapon that helps determine the lines of action of nations. From which
nation did the enmity come? Which regimen is beneficial or dangerous? What kinds of people
can do good and evil? The answer to all of these is given by the consciousness of history.”
Based on the statement of Atsiz, idealizing conceptualization performance characteristics
have been determined since the idea of taking lessons from history is dominant in Atsiz's
historical consciousness thought.

Osman Turan and Dynamic Conceptualization

Osman Turan's views on historical consciousness in his article "Tarih ve Mefkure"
(1968);

The consciousness of history is as old as the sense of religion and deepens in proportion
to people's spiritual qualities and civilization levels. History, which is in the memory of
humanity and the experience of humanity, serves to develop the personalities of
nations and to strengthen their culture and ideals if they live in consciousness. Nations
that do not know their history and do not have consciousness are like bewildered
people who have lost their memory and understanding. In such a situation, it is difficult
for nations to rise or maintain their nationality or even not to disintegrate (p. 1-2).

As a matter of fact, in our age, every advanced nation or country that embarked
on a civilized move made history studies feverishly and brought it to a very high level

(p.9).
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Osman Turan's (1968) article was subjected to content analysis based on Risen's
historical consciousness types of performance indicators. In the text; “History, which is the
memory of humanity and the experience of humanity, serves to develop the personalities of
nations, to strengthen their culture and ideals, as long as they live in consciousness.”, “In our
age, every advanced nation or every country that has engaged in a civilized move has
feverishly engaged in historical studies.” Based on these statements, dynamic
conceptualization performance characteristics have been determined since the idea of change
and development is at the forefront of Turan's historical consciousness thought.

Nevzat Késoglu and Traditionalist Conceptualization

Nevzat Kosoglu's views on historical consciousness in his article "History Awareness"
(1970?);

A good history education takes the individual to a two thousand-three-thousand-year
expansion of consciousness when he says "l am Turkish"; feels as a part and owner of
this long and great accumulation. This sense of trust is an indispensable condition for
the success of society in every field. Societies that have lost their self-confidence do
not have any success they can promise for their members (p.84).

The main importance of history education is the sense of trust and identity it
brings. Reading history as an example is only for the ruling classes who can take a
lesson (p. 85).

Nevzat Kosoglu's (19707?) article was subjected to content analysis based on Riisen's
historical consciousness types of performance indicators. In the text; “A good history
education takes the individual to a two-thousand-three-thousand-year expansion of
consciousness when he says, "l am a Turk"; he feels like a part and owner of this long and great
accumulation.”, “The main importance of history education is the sense of trust and identity
it brings.” Based on these expressions, traditionalist conceptualization performance indicators
were determined due to the feeling of keeping customs alive and gaining identity in Késoglu's
historical consciousness thought.

ibrahim Kafesoglu and Idealizing Conceptualization

ibrahim Kafesoglu, in his article named “National History Consciousness” (1986), his
views on historical consciousness;

How will a nation that has fallen or fallen into disaster be saved? With the effort to
place national history in the minds, to protect the national culture, which is the essence
of historical actions in the past, to evaluate it correctly, and to glorify it. The way of this
effort is through education and then the fruits of the same effort spread and take root
in the country through literature and fine arts. This is when people all over the country
are excitedly read, listened to, and sincerely shouted at. Like a noble, magic veil, it
means that it has taken the nation under its warm, protective, reassuring, inspiring
story. History consciousness is so effective in the lives of nations that, as it is known, a
special method of studying and writing history, which is based on the idea of keeping
this consciousness alive and developing, has been formed (pragmatic style), and a
philosophical history called "expressionist" in terms of the processing of historical
consciousness.” (p.28).

ibrahim Kafesoglu's (1986) article was subjected to content analysis based on Riisen's
historical consciousness types of performance indicators. In the text;
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“With the effort to place the national history in the minds, to protect the national
culture, which is the essence of the historical actions in the past, to evaluate it correctly and
to glorify it.”, “History consciousness is so effective in the lives of nations that, as it is known,
a special method of studying and writing history, which is based on the idea of keeping this
consciousness alive and developing, has been formed.” Based on his statements, idealizing
conceptualization performance characteristics have been determined since Kafesoglu's
historical consciousness thought is dominated by the glorification of national culture and
pragmatist understanding.

Sahin Ucar and Critical Conceptualization

Sahin Ugar's views on historical consciousness in his article "Historical Perception and
Perspective" (1987);

It is not an easy thing for a person to evaluate culture, and especially to be impartial
about one's own culture. First, it is not an easy task to understand culture with all its
aspects and to make a biased assessment of its flaws or merits. For this reason, when
interpreting history, the perspective of culture or civilization does not constitute a
broad perspective; because when talking about our own culture or foreign cultures, it
will be difficult to get rid of the values of the culture we belong to (p. 65-66).

Sahin Ucar's (1987) article Riisen's history consciousness types were subjected to
content analysis based on performance indicators. In the text; “For this reason, when
interpreting history, the perspective of culture or civilization does not constitute a broad
perspective; because when we talk about our own culture or foreign cultures, it will be difficult
to get rid of the values of the culture we belong to.” Based on the statement of Ugar, critical
conceptualization performance characteristics were determined based on the idea that
individuals should make critical evaluations against their own culture in the thought of
historical consciousness.

ilhan Tekeli and Dynamic Conceptualization

ilhan Tekeli's views on historical consciousness in his book "History Consciousness and
Youth" (1998);

When we say historical consciousness of an individual, first, that individual is aware of
history, either through the influence of his socialization or his own life experience. But
as we see when examining the history of history, what history changes over time. In
that case, since what is aware of as history will change, the content of what is known
as historical consciousness will also change in these periods (p. 22-23).

In the most general terms, the historical consciousness of the individual is
formed in the socialization process of the individual in relation to the superego.
However, it would not be correct to see these socialization processes as processes that
do not leave individuals any choice, and that determine the historical consciousness of
individuals in the society uniformly. Individuals are then reified and talking about the
existence of a separate level of an individual becomes completely meaningless. For this
reason, the processes in question should be understood as processes that will allow
for the formation of individual differences (p. 24).

ilhan Tekeli's (1998) article was subjected to content analysis based on Riisen's
historical consciousness types of performance indicators. In the text; “In that case, since what
is aware of as history will change, the content of what is known as historical consciousness
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will also change in these periods.”, “The historical consciousness of the individual is formed in
the socialization process of the individual in relation to the superego”, “The processes in
guestion should be tried to be grasped as processes that will allow for the formation of
individual differences”. Based on these statements, dynamic conceptualization performance
characteristics have been determined since the change and individual development are at the
forefront in Tekeli's historical consciousness thought.

Oktay Ekinci and Critical Conceptualization

Oktay Ekinci's views on historical consciousness in his article titled "Historical
Consciousness and Cultural Responsibility in the 700th Anniversary of the Founding of the
Ottoman State" (1999);

Our main agenda for the 625-year-old Ottoman period, which we have scrutinized in
this period, in which we left 75 years of our republic behind, is to show sufficient
sensitivity and "appropriation" to the ‘'cultural, artistic and civilizational
accumulations" of the same historical period, instead of making contentless and
contradictory discussions on the political consequences of this historical process. It
should be questioned whether we are not. (p. 14).

For these reasons, the Chamber of Architects, as both a great heritage and a
strong source of inspiration in our national architecture and artistic vision, is to
guestion once again why the cultural values and accumulation that were brought to
this homeland and cities during the Ottoman period "could not be preserved" He
considered it his duty to organize this congress to demonstrate the inconsistency in
the policies of "conservative politics" based on Ottoman emulation, and in this sense,
aiming at the 700th year as a year of due diligence in terms of contemporary
responsibilities towards civilization (p. 15)

Oktay Ekinci's (1999) article Riisen's history consciousness types were subjected to
content analysis based on performance indicators. In the text; "To question once again why
the cultural values and accumulation that were brought to this land and cities in the Ottoman
period were "not preserved", and to demonstrate the inconsistency in the policies of
"conservative policies" based on Ottoman emulation, which do not have the awareness of
conservation and history.” Based on his statement, critical conceptualization performance
characteristics have been determined since Ekinci's understanding of questioning and
revealing inconsistencies in the thought of historical consciousness is dominant.

iskender Oksiiz and Critical Conceptualization

iskender Oksiiz's views on historical consciousness in his article titled "History
Awareness" (2007);

It is a task that is very simple to convey and explain, and not easy to realize - as we
have clearly seen in the Turkish experience. The astonishing fact is this: the biggest
obstacle to historical consciousness is bureaucrats who think they can arrange history
according to daily political orders. Their ignorant and unconscious interventions are
one of the major obstacles to national unity and the nation-state (p. 7).

The historical consciousness is not political history as we try to give it. Nor is it
a story of poorly told perfect supermen and black-clad villains. It's not just about
successes and victories. They are victories, but they are also defeats. They are
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successes, but they are also disasters. It is not only glory, it is suffering, it is pain. History
consciousness is not bureaucracy, it is human (p. 7).

iskender Oksiiz's (2007) article was subjected to content analysis based on Riisen's
historical consciousness types of performance indicators. In the text; “The biggest obstacle to
historical consciousness is bureaucrats who think they can arrange history according to daily
political orders. Their ignorant and unconscious interventions are one of the major obstacles
to national unity and the nation-state.”, “History consciousness is not political history as we
are trying to give it. Nor is it a story of poorly told perfect supermen and black-clad villains.”
Based on the statements of Oksiiz, critical conceptualization performance characteristics were
determined because the reasons that hinder the development of historical consciousness in
Okstiz's thought of history were questioned.

M. Siikrii Hanioglu and Critical Conceptualization

M. Sikri Hanioglu's views on historical consciousness in his column titled "Let's
increase our awareness of history and get rid of historiography" (2012);

Our society has the privilege of being a museum in the post-modern world, dominated
by nineteenth-century currents of thought. "Historicism", which is one of the
important features of this century and is confused with "historical consciousness", is
one of the important reasons why we cannot historicize the past.... As George Iggers
underlines, historiography is not "to have a historical consciousness" or "to use history
to understand our present”, but to be a part of history. It is to argue that it has a
"purpose" and an unalterable "line of progress". On the other hand, having a historical
consciousness is being able to compare the "differences" of the reality lived in and a
different reality without removing them from their context.

M. Suikrii Hanioglu's (2012) article was subjected to content analysis based on Riisen's
historical consciousness types of performance indicators. In the text; “On the other hand,
having a historical consciousness is being able to compare the "differences" of the reality lived
in and a different reality without taking them out of their contexts.” Based on his statement,
critical conceptualization performance characteristics have been identified in Hanioglu's
historical consciousness thought, since there is a criticism of the misunderstanding of
historical consciousness in the society.

Conclusion

In this study, 10 Turkish articles on historical consciousness were evaluated based on
the History Consciousness Types Performance Indicators (HCTPI) of German history
philosopher and history educator Jorn Riisen. The method of the research was basic
gualitative research, the technique of data acquisition was document analysis, the technique
of data analysis was content analysis, and the sampling method was "criterion sampling". In
the selection of the articles, qualifications such as the title or content being about historical
consciousness, having the features of at least one of Risen's historical consciousness
performance indicators, being written in Turkish, and having conducted scientific studies in
the field of Turkish history, philosophy, culture, and architecture in the field of Turkish history,
philosophy, culture, and architecture were sought.
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Jorn Risen has defined four types of historical consciousness: traditionalist, idealizing,
critical and dynamic conceptualization. In this way, the division of historical consciousness into
types determines the direction and purpose of individuals' use of historical knowledge in their
daily lives. There is no sharp distinction between the types of historical consciousness, and the
development is from the traditional conceptualization category to the dynamic
conceptualization category. According to the results of the research, out of 10 Turkish articles
on historical consciousness, which were written between 1948 and 2012 and which were the
subject of the research, 1 article was traditionalist, 2 articles idealized, 4 articles critical, and
3 articles dynamic conceptualization performance characteristics. The fact that 7 of the
analyzed texts are in the upper two stages of Riisen's historical consciousness typology,
namely critical and dynamic conceptualization type, shows that sufficient awareness of
historical consciousness in historiography has been reached within the study group. In Nevzat
Kosoglu's (19707?) article, the idea that the understanding of national history, which will bring
a national self, identity consciousness, and enthusiastic spirit, dominates education, coincides
with Risen's understanding of the internalization of predetermined life forms belonging to
the historical consciousness types of traditional conceptualization performance indicator
inner life orientation sub-dimension.

Nihal Atsiz, in his article (1951), idealizes the approach in which historical awareness is
necessary to learn from history, and it is associated with the historically significant models’
sub-dimension of the conceptualization performance indicator. In ibrahim Kafesoglu's (1986)
article, his pragmatic approach to historical consciousness is related to the historically
significant models’ sub-dimension of Riisen's idealizing conceptualization performance
indicator.

In his article, Sahin Ucar (1987) emphasized the difficulty of being objective towards
the culture to which he belongs. It has been determined that Ucar's critical conceptualization
performance indicator inner life orientation sub-dimension is compatible with self-confidence
behavior by rejecting external role-forming obligations. Oktay Ekinci (1999) criticized
traditional attitudes by discussing the reasons why cultural values and accumulation could not
be preserved in his article. Ekinci's approach is compatible with the behavior of the critical
conceptualization performance indicator time experience sub-dimension to problematize real
lifestyles and value systems. In his article, iskender Oksiiz (2007) criticized bureaucrats who
hinder the development of historical consciousness. Oksiiz's approach is compatible with the
behavior of the critical conceptualization performance indicator time experience sub-
dimension to problematize real lifestyles and value systems. M. Sikrii Hanioglu (2012)
expressed the differences between historiography and historical consciousness in his column
and stated that the concept of historical consciousness in society is misunderstood. Hanioglu's
approach is in harmony with the behavior of limiting one's own perspective against pre-given
obligations in the external life orientation sub-dimension of critical conceptualization
performance indicator.

Hilmi Ziya Ulken (1923-1948) approached the historical consciousness in terms of
adapting to the new life and increasing the potential of today's life. It has been determined
that this idea is like the time experience, which is a sub-dimension of the dynamic
conceptualization performance indicator. Osman Turan (1968) has the idea of taking the
advanced and civilized nations as an example in the subject of historical consciousness. This
idea is compatible with the understanding that the external life orientation sub-dimension of
the dynamic conceptualization indicator emerges as the acceptance of different perspectives
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within a common development perspective. ilhan Tekeli (1998) evaluated historical
consciousness as awareness in his book. This evaluation coincides with the understanding that
the historically significant models’ sub-dimension of the dynamic conceptualization indicator
has changed to maintain the permanence of lifestyles.

The most important feature of a developed historical consciousness is the ability of the
mind to move between different temporal dimensions; it is the ability to manage mental
processes between the past, present, and future and to look at events from different
perspectives. In our age, where historical consciousness is necessary for the future
perspective, it has become a necessity to accept different perspectives and adapt to temporal
change. For this, activities should be included in history education and in the memory of the
society to increase the awareness of history. Since the 1970s, intensive efforts have been
made to develop historical awareness in Europe, especially in the field of curriculum and
practice in history education. In the field of education in our country, the Ministry of National
Education has included the item of improving the history awareness of students through
history lessons in the Secondary Education History Course Curriculum (grades 9, 10, and 11)
published in 2018. The development of historical consciousness in the memory of the society
depends on historians to carry out studies that will raise awareness in this field.
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Aydinlanma ¢agi ve modernite donemi tarih felsefesinin Gizerinde en fazla tartistigi konulardan birisi
olan tarih bilinci, 6zellikle yirminci ylizyilin son geyreginden itibaren tarih egitimi ile 6grencilere
kazandiriimak istenen temel hedef ve davranislar igerisinde yer almistir. Alman tarih filozofu ve
egitimcisi Jorn Riisen’e gore tarih bilinci, ge¢mis, simdi ve gelecek zaman arasinda baglanti kurarak;
bireylerin gelecekteki davranislarina yon vermektedir. Risen, tarih bilincinin; gelenekgi,
ideallestiren, elestirel ve dinamik kavramsallastirma olmak lzere dort boyutu oldugunu ifade etmis
ve bunlari zaman deneyimi, tarihsel Gneme sahip modeller, dis yasam yonelimi, i¢ yasam yonelimi,
ahlaki degerlerle iliski ve ahlaki akil ylarGtme ile iliski alt boyutlari acgisindan incelemistir. Bu
¢alismanin amaci, tarih bilinci Gzerine yazilmis Tirkce yazilarin Jérn Risen’in “Tarih Biling Tipleri
Performans Gostergelerine” (TBTPG) gore, hangi tarih bilinci tipine girdigini tespit etmektir. Calisma
kapsaminda Hilmi Ziya Ulken (1948), Nihal Atsiz (1951), Osman Turan (1968), Nevzat Késoglu
(1970?), ibrahim Kafesoglu (1986), Sahin Ucar (1987), ilhan Tekeli (1998), Oktay Ekinci (1999),
iskender Oksiiz (2007) ve M. Siikrii Hanioglu’nun (2012) tarih bilinci ile ilgili olan yazilari J6rn Riisen’in
“Tarih Bilinci Tipleri Performans Gostergeleri” (TBTPG) c¢ercevesinde degerlendirilmistir.
Arastirmanin yontemi temel nitel arastirma, veri elde etme teknigi dokiiman incelemesi, veri analizi
teknigi icerik analizi ve 6rnekleme yontemi olarak “6l¢liit 6rnekleme” kullanilmistir. Arastirma
sonuglarina gore incelenen 10 Tirkce yazidan 1 yazi Gelenekgi Kavramsallastirma Performans
Gostergesi (GKPG), 2 yazi ideallestiren Kavramsallastirma Performans Géstergesi (IKPG), 4 yazi
Elestirel Kavramsallastirma Performans Gostergesi (EKPG) ve 3 yazi Dinamik Kavramsallastirma
Performans Gostergesi (DKPG) 6zellikleri gostermistir. Calisma neticesinde tarih bilinci konusunda
¢alisma grubuna ait tarih yaziminda dinamik ve elestirel kavramsallastirma ozellikleri gosteren
yazilarin gelenekgi ve ideallestiren kavramsallastirma 6zelligi gbsteren yazilardan daha fazla oldugu
tespit edilmistir.

Anahtar Kelimeler: tarih bilinci, tarih suuru, tarih biling tipleri, kavramsallastirma, performans
gostergeleri
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Giris

Biling, insanda farkindahgin, duygunun, alginin ve bilginin merkezi olarak kabul edilen
yetidir. Zihnin kendi igeriklerinin farkinda oldugu, igebakis yoluyla bilinen, duyumlari, algilari
ve anilari ihtiva eden bolimidir (Cevizci, 1999: 145). Latincede "biling” in karsihgl olarak
kullanilan conscientia terimi, ayni bilgi ve dislincelere sahip kisiler arasindaki dayanisma ve
danisma hali, Arapgada “biling” kavramini karsilayan suur terimi, dayanisma ve danisma
anlamina gelmektedir. Biling, toplumsallik ve karsilikli etkilesim temelinde, insanin duygulari,
iradesi, karakteri, heyecani, zihni, kanilari, sezgilerinin, farkinda olusudur (Ozlem, 1999: 173).
Bilinglilik bilgili olmanin bir sonucudur. Bilgiyle bilincin farki, bilincin her durumda dogrudan
dogruya bilgi olmasidir (Timugin, 2004: 75).

Descartes'a gore biling, kendi lizerine distinmedir. Kendini bilme cabasi gecmis ile
gelecek boyutlarini igererek, insanin zamanla olan baglarini ortaya ¢ikarmaktadir. Bilincin
zamanla iliskisi, insanin, tarihe ve gelecege bagimliliginin bir gostergesidir. Bu agidan biling,
insani temsil eden en 6nemli unsurdur (Bigak, 1996: 46-49). Bergson’a gore “her biling
hafizadir, gegmisin simdi iceri barinmasi ve yigilismasidir. Biling var olmus bulunan sey ile var
olacak sey arasinda bir baglanti gizintisi; gecmis ile gelecek arasina atilmis bir kopridir”
(Bergson, 1998: 15).

Freud, psikolojik yasamda; biling, biling 6ncesi, biling otesi olmak lzere Ug¢ dizey
oldugunu belirtir. Biling dlizeyi, insanin dis dlinyadan gelen diirtl ve uyarilarin hangilerini nasil
yorumlayarak kaydedecegini ve bunlar karsisinda psikolojik enerjisini nasil yonlendirecegini ve
ne tiir eylemlere girecegini belirleyen bir mekanizmadir (Tekeli, 1998: 21). GUnlmiz Psikoloji
biliminde farkh yaklasimlar dogrultusunda biling kavrami ile ilgili cesitli tanimlamalar
bulunmaktadir. Psikoanalitik yaklasima gore, farkinda oldugumuz her tirli duygu, diislince ve
anilari iceren, gergeklerle uyumlu zihinsel strecler; bilissel yaklasima gore, bilgileri belli bir
formdan baska bir forma dontstirebilmek i¢in farkinda olarak kullandigimiz zihinsel siiregler;
bilgi isleme yaklasimina gore, bilissel bir gérev boyunca, bilgilerin kontrolli olarak islenmesi
slreci ve dikkat sonrasi siirecler; fenomenolojik yaklasima gore, belli bir zaman dilimi igcindeki
oznel yasantilarin farkinda olunmasinda kaynaklanan ve insani digerlerinden ayiran duygu,
dislince ve anilar; norobiyolojik ve elektrofizyolojik yaklasima gére beynin, insanin farkinda
olarak cevresindeki uyaricilari algilayip, yorumlamasina yol agan elektriksel, kimyasal ve
sinirsel faaliyetleri olarak tanimlanmaktadir (Er, 1996: 14).

Tarih bireylerin bilincinde somutlasir ve 6zellikli bir gériiniim kazanir. Tarihe her bakis
her yonelis bir anlama denemesidir (Timugin, 2010: 129). Tarihin, insan hayatindaki yeri tespit
edildiginde tarih bilincinin temellendirilmesi kolaylasir (Bicak, 1996: 50). Tarihciler ve tarih
okurlari daha 6nce ortaya ¢cikmis durumlarda nasil davranilmasi gerektigini gormek, zamanin
akisi icinde hangi noktada yer aldiklarini ve 6nlerinde nasil bir gelecegin uzaniyor olabilecegini
anlamak ve kendilerine yol gostermesi icin tarihe yonelmislerdir (Tosh, 1997: 12).
Collingwood’a gore tarih, insanin kendine iliskin bilgisi icin vardir. Kendini bilme dncelikle insan
olmanin ne demek oldugunu bilmek, ardindan oldugunuz insan olmanin ne demek oldugunu
bilmek, son olarak da oldugunuz insan olmanin ve baska biri olmamanin ne demek oldugunu
bilmektir. Kendini bilmek ne yapabilecegini de bilmektir. Tarihin degeri insanin ne yaptigini ve
ne oldugunu 6gretmesinde yatar (Collingwood, 1990: 29). Tarihin ayrintili bicimde ve aslina
sadik kalinarak insa edilmesi, gecmis donemlerin 6zlinl yakalama gabasi, insanin zihniyetinin
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ve gerceklestirdiklerinin gesitliligini gosterir. Tarih bilgisi mevcut kosullarda neyin kalici, neyin
gecici veya slipheli oldugunu kavramak igin gereklidir (Tosh, 1997: 30).

Gercek anlamda bir tarih bilinci, tarih felsefesi temeline oturmaktadir. Clinki bilincin
tiim 6geleri tarihsel ve zamansaldir (Timugin, 2010: 133-135). Hegel icin bireysel tarih bilinci,
bireyin nesnel olarak var olan bir gegmisle iliskisinin bilinci degil, tarihin Tin'in Grind oldugu
gergeginin bilincidir. Dilthey, Hegel’den farkh olarak, gegmisi bilmenin olanaklarini soyut bir
Tin kavraminda degil, bir yasam deneyimi kavraminda konumlandirmistir. Kendi yasam
deneyimlerimizi kullanarak, belirli bir kaynagin ifadesi oldugu deneyim tirlerini yeniden insa
etmek ve dolayisiyla anlamini anlamak mimkiindir (Adriaansen ve Grever, 2019: 815).
Dilthey’e gbre, yasamanin bitlnligini anlamaya calisan tin bilimleri, insanin kendi hakkinda
bir bilince ulagmasina hizmet ettigi icin doga bilimlerinden daha 6nemlidir. Tin bilimleri,
tarihsel bilimlerdir; ¢linkii insan kendini ancak tarihte tanir (Ozlem, 2012: 116). Bilingli kisi
dogaya, toplumsal olaylara ve manevi hayata karsi ilgi duyan kisidir (Toynbee, 1978: 513-522).

Carr’a gore simdiki ¢cag, bitln caglar icinde tarih bilince en ¢ok sahip olunan cagdir.
Cagdas insan, daha 6nce gorilmemis bir sekilde kendi varliginin bilincindedir, bu nedenle de
tarihin bilincindedir. Gegmis, bugtin ve gelecek, tarihin sonsuz zinciri icinde birbirlerine baghdir
(Carr, 2002: 152). Cagdas tarih bilinci, gelenegin getirdigi her seye karsi sorgulayici bir tutum
sergiler. Gegmisten gelen sesi gozl kapali dinlemez; sorgulayarak ve Ustlinde disiinerek onu
koklerinin bulundugu baglama yerlestirir ve bu yolla 6nemini ve degerini saptar (Gadamer,
1990: 83-84). Perspektif teorisinin olusmasi icin objektif bir tarih bilinci anlayisi gereklidir
(Walsh, 2006: 134-135).

Tarih bilinci, varligi (¢ zamansal boyuttan gérme yetenegi (Thorp, 2020: 54), zamana
karsi nesiller arasi zihinsel bir yonelimdir. Bu yonelim, insanin zaman iginde ileri geri diisinme
yetenegine dayanmaktadir. Tarih bilinci, ge¢misi anlamlandirma ile gelecege yonelik
beklentiler olusturma arasindaki etkilesimdir. Tarih bilinci icin zaman, yalnizca teknik bir 6l¢i
degil, insan tarafindan verilen anlamlar ve ahlaki konularla yiikli bir maddedir (Ahonen, 2005:
698-699). Tarih bilincinin bir topluma, toplumsal birime veya kiltire baghlik olarak
kavramsallastirilmasi dar bir tanimlamadir (Ding, 2016: 75).

Tarih bilinci kavramini ilk kez Alman arastirmaci Karl-Ernst Jeismann tanimlamistir.
Jeismann’a gore tarih bilinci, birbiriyle baglantili dért boyuttan olusmaktadir:

e insanlarin eylemleri, uygulamalan, diisiinceleri ve duygularinin, gecmis, simdi ve
gelecek arasinda dinamik bir sekilde baglantilar olusturacak sekilde zamana bagl
oldugunun farkindahgi.

e Gegmis baglamlarin simdiki zamanla nasil iletisim kurdugunun bilincine varilmasi ve
gelecekteki degisim icin i¢ gorii saglamanin 6nemli hale getirilmesi.

e Glinuimiuzdeki kavramlarin, fikirlerin ve organizasyonlarin ge¢misten etkilendigine dair
farkindalik.

e Tarih bilincinin bireyin duygusal deneyimi ile ortak bilgi birikimi arasindaki olusan
baglantiya dayandigina dair farkindalk (Ammert Edling, Sharp ve Lofstrom, 2020: 339-
340).

Danimarkal arastirmaci Bernard Eric Jensen, Jeismann'in dort boyutu icinde tarih
bilincinin gergek taniminin ikinci boyut oldugu goérisindedir. Jensen’e gore tarih bilinci farkli
zamansal boyutlar arasindaki baglantiyi iceren bir yetkinliktir (Thorp, 2020: 54).
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Alman tarih egitimcisi Hans-Jlirgen Pandel tarih egitimi arastirmalarinda tarih bilincinin
boyutlari UGzerine galismalar yapmistir. Hans Jirgen Pandel’in (1991: 3-4) yedi temel
kategoride siniflandirdigi tarih bilincinin ilk ti¢ kategorisini tarihsellik (Geschichtlichkeit), dort
kategorisini toplumsallik (Gesellschaftlichkeit) olusturmaktadir.

Tarihsellik Kategorileri;

e Zamansal Biling (Temporalbewuptsein)
e Gergeklik Bilinci (WirklichkeitsbewuBtsein)
e Tarihsellik Bilinci (Historizitatsbewutsein)

Toplumsallik Kategorileri;

e Kimlik Bilinci (identitdtbewupBtsein)

e Siyasi Bilin¢ (Politisches Bewuptsein)

e Ekonomik-Sosyal Biling (Okonomisch-soziales Bewuptsein)
e Ahlaki Biling (Moralisches BewusBtsein)

Hans-Jirgen Pandel’e gore tarihin esas alanini tarihsellik kategorileri olusturur.
Tarihsellik kategorilerinin tanimlayici kavramlari;

e Zamansal Biling: Diin/bugiin/yarin
e Gergeklik Bilinci: Gergek/hayal
e Tarihsellik Bilinci: Duragan/degisken

Alman tarih egitimcisi Bodo von Borries’e goére, tarih bilinci teorilerini géz 6niinde
bulundurarak, ge¢cmisin yorumlari, simdiki algilar ve gelecek beklentileri arasindaki karmasik
baglantilara dikkat etmek ve bunlarin kiltlirel 6zelliklerini incelemek 6nemlidir. Borries
“Avrupa Kiltir Karsilagtirmasinda Ergenlik Tarihi Bilinci Deneysel Pilot Calismanin Deneyimleri
ve Sonuglari 1992” ¢alismasina dayanarak tarih bilincinin yapisal semasini (Von Borries, 1994:
15) yapmistir (Bkz. Sekil 1).

Kultirlerarasi karsilastirma igin tarihsel farkindaligin kuramsallastiriimasini gerekli
goren Von Borries Sekil 1’de ge¢misin yorumlari ile bugliniin algilanmasi arasindaki karmasik
baglantilari ve gelecek beklentilerinin bunlara iliskin kilttrel 6zgilliglinin yapisini vermistir.
Von Borries’e gore bu yapi, tarihsel bilingle ilgili tim sorular icin gecerlidir. Bu yapida sosyal
veriler ve sosyallesme degiskenleri zaman dilizeyinde baglantilar ve oryantasyon hizmetlerini
dogrudan etkilemektedir. Mevcut algilar ve gelecek beklentileri ile ge¢misin kavramlari ve
gecmisin dilekleri arasinda da karsilikl etkilesim durumu s6z konusudur. Bu yapiya tim
ogelerin birbirini etkiledigi cevrimsel bir iliski hakimdir.

20. yuzyihn sonlarindan itibaren tarih didaktiginde ve tarih egitimi arastirmalarinda
tarih bilinci, bilissel ve epistemolojik bir kategori olarak kabul edilmektedir. Bu nedenle tarih
bilinci bireysel bir yetkinlik olarak ele alinmakta ve insanlarin ge¢misi anlayabilecegi bilissel
kapasitelerin egitimi icin kullanilmaktadir (Adriaansen ve Grever, 2019: 815). Tarih egitimi ile
ogrencilerin, tarih insa etme, tarih bilincine sahip olma (Thorp, 2020: 50), tarihsel distinme
becerileri kazanma, kanit, streklilik ve degisim gibi meta tarihsel kavramlari gelistirmeleri
hedeflenmektedir. Belcikali egitimci Raf de Keyser ve arkadaslarina (1999) goére tarih
egitiminin nihal amaci tarih bilincinin gelistirilmesidir (akt. Ata, 2002: 81).
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Sekil 1
Bodo von Borries’e Gore Tarih Bilincinin Yapisi* (Von Borries, 1994: 15)

1- Sosyal Veriler ve
Sosyallesme
degiskenleri

2- Mevcut Algilar

3-Gecmisin
ve Gelecek

Kavramlar ve

Beklentileri Gegmisin Dilekleri

4- Zaman Diizeyinde
Baglantilar ve

Oryantasyon Hizmetleri

Ogrencilerde tarih bilincinin gelisiminde (¢ farkli yetkinlik amaglanmaktadir.

e Tarihsel bir referans ¢ergevesinin kullanilabilmesi

e Tarihi kaynaklari elestirel olarak inceleme, yorumlama ve degerlendirme yeteneginin
gelistirilmesi

e Tarihin kullanimlari tGzerinde diisinebilmesi (Alvén, Eliasson, Yngvéus ve Rosenlund
2015:171-172).

Tarih bilincinin elestirel ve saglam temellere oturmasi tarih egitimi agisindan énemlidir.
Tarih egitiminde esas olan 6grencilerin tarih disiplininin niteligini anlamasi, tarih ile gegmis
arasindaki farki gérmesi, tarihginin ¢alisma yontemlerini 6grenerek tarihi kaynaklarla
tanismasidir (Kaya, 2006: 36). Ogrencilerde tarih bilincinin giiclendirilmesi icin ingiltere, isveg,
Hollanda ve Almanya devlet miifredatlarinda degisiklikler yapilmistir. ingiltere’de Lee ve Ashby
(2000), Shemilt’in (1980, 2000) deneysel arastirmalari sonucunda tarih egitiminin, hikaye
anlatmaktan ve olgusal bilgileri 6grenmekten daha fazlasini icerdigi kabul edilmistir. 1980'de
Cambridge Tarih Projesi, ikinci dereceden kavramlara (kanit, aciklama, tarihsel hesap) dayal
bir mifredat gelistirirken, Lee ve Ashby (2000) alti asamali bir tarihsel 6grenme modeli
tanimlamislardir. Shemilt (2000), Lee ve Ashby (2000), Jorn Risen (2004) “gecmisin gecmisligi”
ni tarihsel gercekligin bir niteligi olarak kabul etmis ve 6grenme sirecinde egitim yoluyla
kesfedilebilecegini savunmuslardir (Adriaansen ve Grever, 2019: 816-818). Isve¢ tarih
egitimcisi Thorp, 2015 yilinda Isveg ortaokullarinda tarih egitiminin durumuna iliskin yapilan
anket sonuglarini degerlendirdigi makalesinde, tarih bilincinin Isveg tarih egitiminin temel
kavramlarindan birisini olusturdugunu ve isve¢ okullarinda tarih 6gretiminin amacinin
ogrencilerin tarih bilincini gelistirmek oldugunu ifade etmistir (Thorp, 2020: 50). Tirkiye'de
Milli Egitim Bakanhgr’'nin 2018 yilinda yayinladigi Ortadgretim Tarih Dersi Ogretim Programi
(9, 10 ve 11.siniflar) amaglarinin 4. maddesinde “Ogrencilerin yasadiklari toplum, ilke ve

1 Bodo Von Borries ‘ten 14/3/2022 tarihinde e-mail yoluyla alinan yazili izinle Tiirkce'ye cevrilmis ve yeniden
kullantimistir.

Turkish History Education Journal, May 2022, 11(1), 1-20




Tarih bilinci tizerine Tiirkce yazilarin Alman tarih egitimcisi Jorn Riisen’in tarih bilinci

dinyanin buginlere nasil geldiginin farkindahgini kazanarak, glinimizde olup bitenleri
yorumlamayi ve gelecege yonelik projeksiyonlar olusturabilmeyi kapsayan bir tarih bilinci
gelistirmeleri” (MEB, 2018: 12) ifadeleri yer almaktadir.

ABD'de, Jerome Bruner’in biligsel alandaki ¢calismalarindan etkilenen tarih egitimcileri
Stearns, Seixas ve Wineburg, tarih derslerinde sorgulanmayan tarihsel anlatilari ezberlemek
yerine anlamlandirma yolunu savunmuslardir. Kanadali tarih egitimcisi Seixas’a gore tarih
bilincinin gelisimi ile 6grencilerin tarihsel diisiinme kapasitesi arasinda bir iliski vardir. Seixas,
tarih egitiminin cesitli rollerini agikliga kavusturmak igin tarih/hafiza matrisi tasarlamis
(Adriaansen ve Grever, 2019: 819), tarih okuryazarhgl ve tarihsel farkindalik terimlerinin
kapsamini genisleterek, tarih bilincini, hayata ve diinyaya yonelim igin hayati bir varlik olarak
gormistir (Ahonen, 2005: 698). Peter Seixas, Vancouver'da tarih bilincini gorsellestirmek ve
cesitli yonlerini arastirmak amaciyla Tarih Bilinci Calismalari Merkezi'ni kurmustur. Seixas,
tarih bilincinin kuramsallastirilmasini ilerletmek igin bes ilke 6nermektedir.

e Akademik ve popliler tarih arasindaki iliski dikkate alinmaldir,

e Deneysel arastirma ve uygulama arasindaki iliski dikkate alinmalidir,
e Kdiltirlerarasi karsilastirma yapilmalidir,

e Acik, demokratik ve adil bir toplum tesvik edilmelidir,

e Tarih bilinci galismalari tarihsellesmelidir (Seixas, 2004: 10-11).

Jorn Riisen’e Gore Tarih Bilinci

Alman tarih egitimcisi Jorn Risen’e gore tarih bilinci, tarihsel hafizanin 6zel bir
bicimidir. Ona kok salmistir ve blylk Ol¢lide onunla 6zdestir, ancak bazi 6nemli yénlerden de
farkhdir. Tarih bilincinin 6zgulligl, gegmisin simdiki zamanla ve simdiki zaman aracihgiyla
gelecege iliskin zamansal perspektifin karmasik ve ayrintili olarak tasarlanmasi gerceginde
yatmaktadir. Ozellikle modern diinyada tarih bilinci, ge¢cmisi simdiki zamandan uzaklastirarak
ona baska bir sey goriniimu verir. Bunu ge¢misi bugiin i¢in anlamsiz kilmak igin degil, gegmise
tarihsel iliskinin 6zel 6nemini atfetmek igin yapmaktadir. Tarihsel iliski, ge¢mis ile simdi
arasindaki zamansal bir gerilim, nitel bir farkhlik ve onun diyalektigi ve zaman igindeki
tartismaci-anlatisal dolayim tarafindan belirlenmektedir (Risen, 2007a: 174-175).

Risen’e gore hafizanin hayati glicli, hatirlayanlarin gergekten deneyimledigi ge¢misi
hafizalarinda canli tutmasinda yatar. Ge¢misin tarihsel hale gelmesi igin, zamana geri
donmenin zihinsel prosediri biyografik yasam siliresinin 6tesine, nesiller zincirine ulasmasi
gerekir. Buna gore tarihsel disincenin gelecekteki beklentileri, bireylerin yasam
beklentilerinin cok otesine, gelecek nesillerin gelecegine ulasir. Boylece, gecmisle olan tarihsel
iliski, muazzam miktarda deneyimle zenginlestirilir. Tarihsel deneyimin agirhigi ve anlami ancak
bu 6zel tarihsel hafiza tlirinde ortaya cikar ve degerlendirilir. Tarih bilincinin zihinsel siireci,
bugiinii anlamak ve gelecegi belirlemek icin gecmisi yorumlayarak zaman deneyimini
anlamlandirmak olarak tanimlanabilir (Riisen, 2007b: 18).

Risen’in cok yonli tarih bilinci anlayisinda:

e Farkli biling ve farkindalik dereceleri

e Farkl boyutlar (politik, bilissel, retorik ve estetik)

e Siradan olandan karmasik olana degisen sesletim modlari
e Farkli zihinsel yapilar

e Tarihin dort tir anlati insasi yer almaktadir.
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Risen'in tipolojisi, Leopold von Ranke, Johann Gustav Droysen, Hayden White veya
Frank Ankersmit gibi disindrlerin profesyonel tarihyazimsal disinme tarzlarinin yeniden
yapilandirilmasina dayanmaktadir. Riisen tipolojisine, gelismenin en disiik olandan en yiksek
olana dogruilerledigi, ancak alt diizeylerden tamamen vazge¢medigi ilerici bir mantik hakimdir
(Kolbl ve Konrad, 2015: 17-24). Alman tarih egitimcisi Jorn Risen, tarih bilincini ahlaki ve
zamansal bilincin bir sentezi olarak kavramsallagtirmig ve tarih bilincinin prosediirlerini ortaya
¢ikaran teorik bir model gelistirmistir (Adriaansen ve Grever, 2019: 818).

Tablo 1

Risen’e Goére Tarih Biling Tipleri ve Performans Gostergeleri? (Risen, 2004:72).

Gelenekgi ideallestiren Elestirel Dinamik
Kavramsallastirma Kavramsallastirma Kavramsallastirma Kavramsallastirma
Zaman Zorunlu bir yasam Genel davranis Gergek yasam Yabanci yasam
deneyimi biciminin tekrari kurallarini veya bicimlerini ve deger bicimlerinin uygun
degerler sistemlerini  sistemlerini olanlara doniismesi
temsil eden sorunsallastirmak
Tarihsel Zamansal degisimde  Sosyal hayatin Gegerliliklerini inkar Yasam bigimlerinin
oneme zorunlu bir yasam zamansiz kurallari, ederek tarihsel kahcihgini
sahip formunun kalicilig degerlerin zamansiz oneme sahip slrdirebilmek icin
modeller gecerliligi kahiplarin kirilmasi degistigi gelismelerdir.
Dis yasam Gegerli bir ortak Tuhaf durumlariolan  Onceden verilmis Ortak bir kalkinma
yonelimi yasam hakkinda riza ve olmasi gereken yuakimlaluklere karst  perspektifi icinde farkli
ile 6nceden verilmis seylerin kisinin kendi bakis bakis acgilarinin kabuli
emirlerin dizenlilikleriyle agisinin
onaylanmasi iliskilendirme sinirlandiriimasi
i¢ yasam Onceden belirlenmis  Benlik kavramlarini Dis rol olusturma Kalicilik ve kendine
yonelimi yasam formlarinin genel kural ve yuakamlaluklerini glvenin gerekli
sinirlandirilarak ilkelerle reddederek kendine kosullari olarak benlik
icsellestirilmesi-rol iliskilendirme- glivenme kavramlarinin degisimi
alma genelleme yoluyla rol ve donlsima-roller
mesrulastirma dengesi
Ahlaki Ahlak zorunlu Ahlak, degerler ve Gegerliligini inkar Ahlakin
degerlerle emirlerle belirlenir, deger sistemlerindeki ederek degerlerin zamansallastiriimasi,
iligki sorgusuz sualsiz yukimlilugin ahlaki glicini kirmak  daha fazla gelisme
gecerlilik genelligidir. degisiklikleri bir ahlak
kosulu haline gelir
Ahlaki akil Degerlerin nedeni Kurallara ve ilkelere Deger elestirisi ve Zamansal degisim,
yiiriitmeile ahlaki sorularda atifta bulunarak ideoloji elestirisini ahlaki degerlerin
iliski rizaya izin veren etkin  genelleme yoluyla ahlaki séylemlerin gecerliligi icin belirleyici

on yargilardir

tartisma

onemli stratejileri
olarak kurmak

bir argliman haline gelir

Jorn Risen, gelenekgi, ideallestiren, elestirel ve dinamik kavramsallastirma olmak
Uzere dort tip tarih bilinci tanimlamistir. Tarih bilincinin bu sekilde tiplere ayrilmasinda,
bireylerin tarihi bilgilerini gilindelik hayatlarinda kullanimlarinin yoni ve amaci tayin

etmektedir. Tarih bilinci tipleri arasinda keskin bir ayrim s6z konusu olmayip, gelisme
gelenekci kavramsallastirma kategorisinden dinamik kavramsallastirma kategorisine
dogrudur.

2 J6rn Riisen’den 12.08.2021 tarihinde alinan yazili izinle kullaniimistir.
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e Gelenekgi tarih biling kategorisinin karakteristik 6zelligi, kisinin mensubu oldugu
toplumun yasam bicimlerini, deger yargilarini, inanglarini, 6rf ve adetlerini hafizasinda
canh tutmasidir. Kiltirel miras olarak kabul edilen bu 6gelerin gelecek yizyillarda da
var olabilmelerini ve sirekliliklerini saglamak icin gelecek nesillere kiltirel aktarim
amaglanmaktadir. Kimlik olusumunda ge¢misten gelen deger yargilari ve ahlaki kurallar
sorgulanmadan kabul edilir.

e ideallestiren tarih bilinci kategorisinin karakteristik dzelligi, kisinin gegmisteki spesifik
olaylardan ders c¢ikarmasi gerekliligidir. Toplumsal degerlerin genel-gecer kurallari
oldugu ve bu kurallarin gelecek nesillere aktarmanin zorunlu oldugu disincesi
hakimdir. “Historia vitae magistra: tarih hayatin 6gretmenidir” anlayisi gecerlidir.
Toplum tarafindan verilen kimlik 6zellikleri sorgulamadan kabul edilir. Degisime gerek
duyulmaz. Ahlaki kurallara muhalefet etmeden uyulur.

e Elestirel tarih bilinci kategorisinin karakteristik 6zelliginde, kisi yeni ve farkli bakis
acilarina sahip, degerler sistemini, tarihsel yonelimleri ve yasayis tarzini sorgulayan,
onceden verilmis karar ve kurallara karsi “hayir” diyebilen inatgi bir anlayisa sahiptir.
Kimlik olusumunda bagimsiz davranir. Geleneksel yorumlari ve davranis kaliplarini
ortadan kaldirarak bilingli bir bakis agisi gelistirir.

e Dinamik tarih bilincinin karakteristik 6zelligi, kisi de degisim perspektifinin 6n planda
olmasidir. Kurumlarin varhklarini uzun siire devam ettirebilmek igin yasam bigiminin
zaman igerisinde degismesi gerektigi bilinci hakimdir. Kisi, farkli bakis agilarini kabul
eder, gerektigi zaman egitim yoluyla kendisini degistirme, donlistirme kabiliyetine
sahiptir. Bu dlizeyde deger yargilari ve ahlaki kurallarin zaman icinde degisebilecegi
kabul edilir (Riisen, 2004: 71-78)

Tarih yaziminda yaygin olarak kullanilan anlati teknigi, ge¢misi yeniden yaratmanin en
gecerli ve basarili yolu olarak algilanmistir. Anlati, belirli bir zaman dilimi igindeki gergek ya da
kurgusal olaylari ve durumlari ele alan soylem tiridir. Pek ¢ok tirid ve formu olan anlati
teknigi, iletisime iliskin bir yapidir (Safran ve Simsek, 2011: 204- 205). Jorn Risen, tarih bilincini
(6zellikle ahlaki bilinci) somutlastirmak ve tarih bilincinin pratik yasamdaki islevini ortaya
koymak amaciyla makalesine asagida yer alan anlati ile baslamistir.

Samuel Johnson'in Bati Adalarina Yolculuk (1775) kitabinda yer alan anlatiya gore, uzak
gecmiste, Maclean klan sefi, iskog¢ kralindan baska bir klanin topraklarini hibe aldi.
Maclean, yeni topraklarini ele gecirmek icin esi ile beraber harekete gecti. Fakat
savasta yenilerek hayatini kaybetti. Karisi galiplerin eline gectigi zaman hamile idi. Galip
klanin reisi, hamile Leydi Maclean'i bir sartla Maclonich ailesinin velayetine gegmesine
izin verdi. Eger dogacak cocuk erkek olursa oldirtilecek, kiz olursa yasamasina izin
verilecekti. Lady Maclean erkek cocuk dogurdugu sirada Maclonich ’in karisi da bir kiz
cocuk dogurdu. iki aile cocuklari degistirdiler. Bu degisimle erkek ¢ocuk Maclean,
dogumdan 6nce kendisine verilen 6lim cezasindan kurtuldu ve zamanla kendi mirasina
kavustu. Maclonich klanina minnettarlikla, Col kalesini, kendisini tehlikede hisseden
Maclonich ailesinin liyeleri icin siginak olarak belirledi ve kale duvarindaki tasin (izerine
Highland anlasmasinda yer alan "Maclonich klanindan herhangi biri, gece yarisi elinde
bir adam basi ile bu kaleye gelirse, burada giivenlik ve korunma bulacaktir” ibaresini
yazdirdi (Risen, 2004: 63-64).

Risen yukarida bulunan anlatidan hareketle tarih biling tiplerini belirlemek icin su
soruyu yoneltmektedir;

Turkish History Education Journal, May 2022, 11(1), 1-20




ASAR & GUNAY

Su anda atalarinin kalesinde yasayan Maclean klaninin bir Uyesi oldugunu hayal et;
karanlik bir gecede Maclonich klaninin bir Gyesi olan lan, yardim istemek igin kapini
caliyor ve isledigi iddia edilen bir suctan dolayi polis tarafindan arandigini soyliyor.
Nasil tepki verirsin? Onun polisten gizlenmesine yardim mi edersin yoksa bagka bir
davranista mi bulunursun? Bu kararini baska bir arkadasina anlatirken de inandirici ve
yorumlanabilir olmalisin (Riisen, 2004: 64-65).

Jorn Riisen’e gore bu durumda verilecek dért muhtemel cevap vardir:

¢ lan Maclonich’i saklayabilirsin. Clinkli Antik Highland Antlasmasina saygili olmak senin
icin baglayici bir yiikiimluliik. Bu durumda arkadasina -bir Maclean olarak- lan’a yardim
etmek zorunda hissettigini sdyleyeceksin. Clinki iki klan arasinda eski ve hala var olan
baglari baglayici olarak goériiyorsun. Eski klan anlasmasina uygun olarak lan Maclonich’i
polisten gizleyerek iki klan arasindaki iliskideki uzun siireli gegerliligi yenileyecek ve yeri
degistirilmis bebeklerin efsanesini anlatmaya devam edeceksin.

e lan Maclonich'i gizleyebilirsin, ¢clinkli gegmiste bir Maclonich bir Maclean klani Giyesine
yardim etmisti. Simdi karsilikli iyilik ilkesi temelinde karsiik vermek zorunda
hissediyorsun. Ya da klanlar arasindaki bir antlasmanin yikimlGligina yerine
getirmek i¢in yardim ettigini soyleyebilirsin. Clinkli anlasmalar bu sekilde muhafaza
edilmelidir, bunlar baglayici nitelikte bir anlagsmadir.

e lan Maclonich'i saklamayi reddedebilirsin. O zaman bebeklerin dykisini ve yazitli tasa
inanmadigini, herhangi bir delilden veya baglayici gecerlilikten yoksun bir "efsane"
oldugunu, modern ingiliz hukukunun vyirirlige girmesinden bu yana eski klan
anlasmalarinin gegerliligini yitirdigini ve modasinin gectigini iddia edebilirsin. Bu
durumda, eski antlasmayi koruma ylkimliliginden kurtulmak igin bir dizi kritik
tarihsel argliman sunarsin.

e lan Maclonich'i, polisten saklanmanin yararsiz oldugu ve kendisini polise teslim
etmenin onun i¢in daha iyi olacagina ikna etmeye karar verebilirsin. Onun igin en iyi
avukati tutacagina ve yardimci olmak igin elinden geleni yapacagina soz verebilirsin. Bu
durumda, bebeklerin o6ykislini anlatirsin, ancak su argimani ekleyerek onu
sinirlandirirsin: Hukuk sistemi, modern ¢ag oncesi klan yasasindan modern déneme
kadar blyilk bir donlisim gecirdi. Hala Maclonich klanindan birine yardim etmek
zorunda hissediyorsun, ancak bunu eski antlasmanin 6ngérdigi gibi degil, modern
disincelere dayal bir sekilde yapmak istiyorsun (Risen, 2004: 64-65). Anlatidan
hareketle Riisen’in sordugu soruya verilen cevap ve bu cevabi verenin ortaya koydugu
eylem o kisinin hangi tarih biling tipine ait oldugunun belirlenmesini saglayacaktir.

Bu calismanin amaci, tarih bilinci Gzerine yazilmis, yazi basligi ve/veya icerigi tarih
bilinci konulu olan, Tirkiye’de atif alan, Riisen’in dort tir tarih biling tipi 6zelliginden en az
birisinin performans gostergelerine sahip Tiirkce yazilarin, Jorn Risen’in “Tarih Biling Tipleri
Performans Gostergelerine” (TBTPG) gore, hangi tarih bilinci tipine girdiginin tespit etmektir.
Calisma kapsaminda Hilmi Ziya Ulken (1948), Nihal Atsiz (1951), Osman Turan (1968), Nevzat
Kdsoglu (1970?), ibrahim Kafesoglu (1986), Sahin Ucar (1987), ilhan Tekeli (1998), Oktay Ekinci
(1999), iskender Oksiiz (2007) ve M. Siikrii Hanioglu’nun (2012) tarih bilinci ile ilgili olan yazilar
Jorn Rusen’in “Tarih Bilinci Tipleri Performans Gostergeleri” (TBTPG) esas alinarak
degerlendirilmistir. Turkiye’de ilgili literatiir incelendiginde tarih egitimcisi ve filozofu Jorn
Risen’in tarih biling tipleri Gizerine nitel bir arastirma yapilmadigi tespit edilmistir. Bu nedenle
calismanin ileride yapilacak olan yeni calismalara ilham kaynagi olacagi ve tarih bilinci alanina
katki saglayacagi diistintilmektedir.
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Yontem

Tarih bilinci Gzerine yazilmis, yazi bashigl ve/veya igerigi tarih bilinci konulu olan,
Turkiye’de atif alan, Risen’in dort tir tarih biling tipi 6zelliginden en az birisinin performans
gostergelerine sahip Tilrkce yazilarin, Jorn Risen’in “Tarih Biling Tipleri Performans
Gostergelerine” (TBTPG) gore, hangi tarih bilinci tipine girdigini tespit etmeyi amaglayan bu
calismada nitel arastirma yontemlerinden dokiiman incelemesi kullanilmistir. ilgili literatiir ve
belgeler lizerinden yiritilen bu calisma etik kurul onayi gerektirmemektedir.

Calisma Grubu

Rlsen’in dort tir tarih biling tipi 6zelliginden en az birisinin performans gostergelerine
sahip Turkge yazilar arasindan incelenecek eserlerin tespitinde “6lgliit 6rnekleme” yontemi
kullanilmistir. Olgiit drnekleme yénteminde, arastirmaci tarafindan belirlenmis ya da énceden
hazirlanmigs bir dizi 6lguti karsilayan bitiin durumlar ¢alisilmaktadir (Yildirim ve Simsek, 2006:
112). Bu amagla Milli Kitiiphane, Universitelerin veri tabanlari ve gazete arsivleri taranarak
tarih bilinci ile ilgili olan yazilar ve makaleler kayit altina alinmistir. Ulasilabilen 23 yazidan 10
tanesi ¢alisma kapsamina dahil edilmistir, 6lgit érnekleme igin belirlenen kriterlere uymayan
calismalar kapsam disina alinmistir. Yazilarin seciminde asagidaki hususlara dikkat edilmistir.

e Yazi bashginin ve/veya igeriginin tarih bilinci (tarih suuru/tarihi idrak) konulu olmasi

e Yazilarin Risen’in dort tlr tarih biling tipi 6zelliginden en az birinin performans
gostergesine sahip olmasi

e Yazilarin Tirkge yazilmis olmasi

e Yazarlarin Tarkiye’de atif alan ve bilinen yazarlar olmasi

e Yazarlarin ulusal ve uluslararasi alanda Turk kualtirt, tarihi, felsefesi, mimarisi
alanlarinda bilimsel ¢alismalar yapmis olmasi

e Yazilara isteyen herkesin erisebilme imkaninin olmasi

Veri Analizi

Calisma grubunu olusturan 10 yazi Uzerinde Jorn Risen’in “Tarih Biling Tipleri ve
Performans Géstergeleri” (Tablo 1) esas alinarak igerik analizi uygulanmistir. icerik analizinde
Risen’in dort tip tarih bilincinin alt boyutlari olan zaman deneyimi, tarihsel 6neme sahip
modeller, dis yasam yonelimi, i¢ yasam yonelimi, ahlaki degerlerle iliski, ahlaki akil ylritme ile
iliski 6zelliklerini tasiyan yazilar, ilgili biling tipinin gostergeleri kabul edilerek tasnif edilmistir.

Tarih bilinci/tarih suuru” bashg altinda ulasilabilen Turkce yazilar, kronolojik yazim
sirasi g6z oOninde bulundurularak ve Jorn Risen’in “Tarih Biling Tipleri Performans
Gostergeleri” (TBTPG) esas alinarak icerik analizine tabi tutulmustur. Blyukoztirk, Cakmak,
Akglin, Karadeniz, Demirel’e (2019: 259) gore “icerik analizi metin veya metinlerden olusan bir
kiimenin icindeki belli kelimelerin veya kavramlarin varligini belirlemeye yonelik yapilir.
Arastirmacilar bu kelime ve kavramlarin varligini, anlamlarini ve iliskilerini belirler ve analiz
ederek metinlerdeki mesaja iliskin ¢ikarimlarda bulunurlar”.

Calismada tespit edilen tarih biling tipleri arasinda keskin bir ayrim s6z konusu degildir.
Bir yazida hem gelenekc¢i hem de elestirel kavramsallastirma ozellikleri gosteren Orneklere
rastlanabilmektedir. Birden ¢ok 6zellik gosteren yazilarla ilgili nasil bir kategori yapilacagina
dair arastirmaci tarafindan 5 Agustos 2021 tarihinden Jérn Risen ‘den mail yoluyla bilgi
istenmistir.
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Arastirmaci mailinde;

Tirkiye’deki tarihgilerin yazilarini tarih bilinci tiplerine gore siniflandirmaya karar
verdim. Inceledigim bazi metinlerde iki ya da ¢ tipi bir arada iceren ciimlelere
rastladim. Bir yazarin hem dinamik hem elestirel hem de geleneksel cimleleri vardir.
Oyleyse bu yazari hangi kategoriye eklememi dnerirsiniz?” (Ich beschloss, die Schriften
der Historiker in der Tirkei nach den Arten des historischen Bewusstseins zu
klassifizieren. In einigen der von mir untersuchten Texte stieR ich auf Satze, die zwei
oder drei dieser Typen zusammen enthielten. Ein Autor hat sowohl genetische als auch
kritische oder konventionelle Satze. Wenn ja, welcher Kategorie wiirden Sie
vorschlagen, dass ich diesen Autor hinzufiige?) Jorn Risen 7 Agustos 2021 tarihli
mailinde “Baskin olan tiirli se¢melisiniz. Siphe durumunda her zaman “daha ylksek”
olani.” (Sie sollten Typ wahlen, der dominiert. Im Zweifelsfalle immer den ,, héheren”)
seklinde cevap vermistir.

Arastirmaci tarafindan Jorn Risen’e “Bu dort tarih bilinci tipinden hangisine ait
oldugunuzu dusliniiyorsunuz?” (Zu welcher dieser vier Arten von historischem Bewusstsein
gehoren Sie lhrer Meinung nach?) sorusu yoneltilmistir. Jorn Risen: “Genetik (Dinamik) tip”
(zum genetischen Typ.) cevabini vermistir. Jorn Riisen’den gelen mailin yonlendirmesi ile tarih
bilinci Uzerine yazilan Turkge yazilarda birden ¢ok tarih biling tipine giren metinler, metin
yazarlarinin agirlikh gérislerinden hareketle tasnif edilmistir.

Bulgular

Hilmi Ziya Ulken ve Dinamik Kavramsallastirma

Hilmi Ziya Ulken’in “Tarih Suuru ve Vatan” (1923-1948) yazisinda tarih bilinci
konusunda gorusleri;

Tarih suurunu vatanin kéklerine dogru ¢cevirmeden hakiki bir kiiltiir ve dil yaratmasina
imkan yoktur; blyuk fikir mahsulleri ise ancak kultir ve dil yaratmis milletler arasinda
dogabilir. Her cemiyet gibi biz de tarihten 6nceki devirlerden bugiline kadar icinden
gectigimiz bitlin caglarla iftihar edebiliriz. Fakat eski devirlerin roliini tamamlamis
sekillerine ait buylk eserlerle kanarak, yeni hayatin istedigi sekli verecegimiz
muhtevayr meydana c¢ikarmadan; rolimizi oynadigimizi, vazifemizi yaptigimizi
zannedersek bliylk hataya dismis oluruz. Tarihin kaderi, bitlin milletler gibi bizden
de kendi suurumuza kuvvetle sahip olmamizi bekliyor (s. 233).

Milletlerin hayatinda ristind kazanmadan atlanacak hicbir merhale,
vazgecilebilecek hicbir ceht yoktur. Buglinkii medeniyetin dayandigi iman, bitin
dikkatini kendi mazisine cevirerek, baska milletlerin numunelerinden faydalanarak,
kendi kendini yaratma imanidir (s.236).

Tarih suuru, kendi varligimizin koklerini tanimak ve buginkii hayatimizin
potansiyelini aydinlatmak olduguna goére bu iste, memleketin tarihi kadar simdiki halini
de bitln incelikleriyle bilmeliyiz. Kendimizi oldugumuzdan baska tiirlii tanimak, asla
tanimak degildir (s. 241).

Hilmi Ziya Ulken (1923-1948) yazisi Riisen’in tarih biling tipleri performans gostergeleri
esas alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “yeni hayatin istedigi sekli
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verecegimiz muhtevayl meydana c¢ikarmadan”, “buginkii hayatimizin potansiyelini
aydinlatmak”, “baska milletlerin numunelerinden faydalanarak, kendi kendini yaratma
imanidir” ifadelerinden hareketle Ulken’in tarih bilinci diisiincesinde, gelecege yonelik yasam
bicimlerinin tasarlanmasi, farkh bakis agilarinin géz éniinde bulundurulmasi yénlerinden dolayi
dinamik kavramsallastirma performans 6zellikleri tespit edilmistir.

Nihal Atsiz ve ideallestiren Kavramsallastirma
Nihal Atsiz’'in “Tarih Suuru” (1951) makalesinde tarih bilinci konusunda gorisleri;

Millet haline geldikten sonra da milletlerin basina yabanci kuvvetlerin gegmesi gliglesir.
Clnkid onda artik milli hafiza, yani tarih suuru tesekkil etmistir. Tarih suuru, milletlerin
hareket hatlarini tayine yarayan bir milli savunma silahidir. Hangi milletten diismanlik
gelmistir? Hangi rejim faydali veya tehlikelidir? Ne turli sahislar iyilik ve kotulik
edebilir? iste bitiin bunlarin cevabini tarih suuru verir. Olgun bir insana birtakim
zehirlerle muvakkaten hafizasi kaybettirildigi gibi, milletlere de milletlerin zehri olan
propaganda, telkin ve iftira ile tarih suurunu bir miiddet kaybettirmek kabildir. Fakat
olgun millet kendisini gabuk toplar. Yalan propagandanin tesiri giderilir. Hakikat
meydana gikar (s. 14).

Nihal Atsiz (1951) yazisi Risen’in tarih biling tipleri performans gostergeleri esas
alinarak icerik analizine tabi tutmustur. “Tarih suuru, milletlerin hareket hatlarini tayine
yarayan bir milli savunma silahidir. Hangi milletten diismanlik gelmistir? Hangi rejim faydali
veya tehlikelidir? Ne tiirli sahislar iyilik ve kétiiliik edebilir? iste biitiin bunlarin cevabini tarih
suuru verir.” Bu ifadeden hareketle Atsiz'in tarih bilinci diislincesinde, tarihten ders alinmasi
fikri hakim oldugu icin ideallestiren kavramsallastirma performans 6zellikleri tespit edilmistir.

Osman Turan ve Dinamik Kavramsallastirma
Osman Turan’in “Tarih ve Mefk({re” (1968) yazisinda tarih bilinci konusunda goérusleri;

Tarih suuru din duygusu kadar eski olup insanlarin manevi vasiflari ve medeniyet
seviyeleri nispetinde derinlesir. Beseriyetin hafizasi ve insanligin tecriibesi mevkiinde
bulunan tarih suurda yasadik¢a, milletlerin sahsiyetlerini gelistirmege, kiltir ve
mefkilrelerini kuvvetlendirmeye hizmet eder. Tarihini bilmeyen ve suurunu tasimayan
milletler hafiza ve idraklerini kaybetmis saskin kimselere benzer. Boyle bir durumda
milletlerin ylkselmeleri veya millet vasfini muhafaza etmeleri ve hatta dagilmamalari
zordur. Beseriyetin tekamilinde bu derece ehemmiyeti olan tarih, medeniyetin
yukselmesi ile muvazi olarak ilerler ve milletlerin istikbalini hazirlamakta yardimci olur.
Bu sebeple tarih kiltlird ve suuru cemiyetlerin idareci ve seckinleri icin rehberlik
vazifesi gorir (s. 1-2).

Zira devrimizde tarih suurunu tasiyan milletler milli kudret ve medeniyet
hamlelerinde bu hazineden faydalandikc¢a tarihin onlar icin faydasi vardir. Bu sebeple
tarih yazilip bir kiltir ve suur kaynagi olmadikca, toprak altinda kalan kiymetli
madenler gibi, hicbir mana ifade etmez. Nitekim ¢cagimizda her ileri millet veya her
medeni hamleye girisen memleket hummali bir sekilde tarih tetkiklerine girismis ve
onu cok ylksek bir seviyeye eristirmislerdir (s. IX).

Osman Turan (1968) yazisi Risen’in tarih biling tipleri performans gostergeleri esas
alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “Beseriyetin hafizasi ve insanligin
tecriibesi mevkiinde bulunan tarih suurda yasadik¢a, milletlerin sahsiyetlerini gelistirmege,

n u

kiltlr ve mefklrelerini kuvvetlendirmeye hizmet eder.”, “Cagimizda her ileri millet veya her
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medeni hamleye girisen memleket hummali bir sekilde tarih tetkiklerine girismis.”
ifadelerinden hareketle Turan’in tarih bilinci dislincesinde, degisim ve gelisim fikri 6n planda
oldugundan dinamik kavramsallagtirma performans 6zellikleri tespit edilmistir.

Nevzat Kdsoglu ve Gelenekgi Kavramsallastirma
Nevzat Késoglu’nun “Tarih Suuru” (19707?) yazisinda tarih bilinci ile ilgili gorisleri;

Tarih, yeni yetisen genglerimize bir glic kaynagi olarak, milli kiltirlerine, kendilerine
glven veren bir birikim olarak okutuldugu zaman, islenmis bir maden gibi faydal olur.
lyi bir tarih egitimi, “Turk’im” dedigi zaman ferdi, iki bin-li¢ bin yillik bir suur
genislemesine goturir; kendisini bu uzun ve biyik birikimin bir pargasi ve sahibi gibi
hisseder. Bu gliven duygusu, toplumun her alandaki basarilarinin olmazsa olmaz
sartidir. Kendine glivenini vyitiren toplumlarin da fertlerinde vadedebilecekleri bir
basari yoktur (s.84).

Tarih egitiminin asil 6nemi, kazandirdigl bu gliven ve kimlik duygusundandir.
Tarihin ibret igin okunmasi, ancak ibret alabilecek durumdaki yonetici kesimler igindir.
Temel egitimin, vatandashk egitiminin amaci isaret ettigimiz gliven ve kimlik
duygusunun kazandirilmasidir. Bu tespitler, tarih yazicilliginin ilkelerini de ortaya
koymus olmaktadir. Tarih bu suur ve gliveni verecek bigcimde yazilmali ve okutulmahdir
ki, Ziya Gokalp buna milli tarihgilik demektedir (s. 85).

Nevzat Kosoglu (19707?) yazisi Risen’in tarih biling tipleri performans gostergeleri esas
alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “iyi bir tarih egitimi, ‘Turk’Gm’
dedigi zaman ferdi, iki bin-t¢ bin yillik bir suur genislemesine goétirir; kendisini bu uzun ve
blyuk birikimin bir pargasi ve sahibi gibi hisseder”, “Tarih egitiminin asil 6nemi, kazandirdigi
bu gliven ve kimlik duygusundandir.” ifadelerinden hareketle K&soglu’nun tarih bilinci
diuslincesine orf ve adetleri canli tutma, kimlik kazandirma duygusunun hakim olmasindan
dolayi gelenekgi kavramsallastirma performans gostergeleri tespit edilmisti.

ibrahim Kafesoglu ve ideallestiren Kavramsallastirma

ibrahim Kafesoglu, “Milli Tarih Suuru” (1986) isimli makalesinde tarih bilinci ile ilgili
gorusleri;

Felakete dismis ya da disurilmus bir millet nasil kurtarilacaktir? Milli tarihin idraklere
yerlestirilmesi, mazideki tarihi aksiyonlarin 6zii durumundaki mili kiltiire sahip
¢ikilmasi, onun dogru degerlendirilmesi yasatilmasi ve yliceltilmesi gayreti ile. Bu
gayretin yolu egitimden gecer (okullarda mifredat programlari, ders kitaplari,
Universitede milli konularin, -dil, din, hukuk, sanat, gelenekler vb.- incelenip halka
aktarilmasi) ve sonra ayni gayretin meyveleri edebiyat ve giizel sanatlar araciligi ile
memlekette yayilir ve koklesir (tarihi hatiralari destanlastiran romanlar hikayeler,
kahramanliklari dile getiren siirler, sahne eserleri manzumeler, milli melodiler Gzerine
kurulu besteler vb.) Bunlar yurdun her yerinde millet tarafindan, heyecanla okunup,
dinlenip, samimiyetle bagira basildigi iste o zaman Milli tarih suuru bastan basa Ulke
sathini kaplayan asil, sihirli bir 6rti gibi milleti sicak, koruyucu, gliven verici, hamle
asilayici hikayesinin altina almis demektir. Tarih suuru milletlerin hayatinda o kadar
etkili olmaktadir ki, bilindigi Gzere, prensibini bu suurun canli tutulmasi ve gelistiriimesi
dislincesine dayandiran hususi bir tarih inceleme ve yazma metodu tesekkiil etmis
(pragmatik tarz) ve ayrica bir de tarih suurunun islenmesi bakimindan “ekspresyonist"
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diye adlandirilan felsefi tarih anlayisi ¢igiri acilmistir Milli tarih suuru milleti
olimsuzlestiren baslica manevi gl¢ kaynagidir” (s.28).

ibrahim Kafesoglu (1986) makalesi Riisen’in tarih biling tipleri performans gostergeleri
esas alinarak igerik analizine tabi tutulmustur. Metinde yer alan; “Milli tarihin idraklere
yerlestirilmesi, mazideki tarihi aksiyonlarin 6z durumundaki mili kiltiire sahip ¢ikilmasi, onun
dogru degerlendirilmesi yasatilmasi ve ylceltilmesi gayreti ile.”, “Tarih suuru milletlerin
hayatinda o kadar etkili olmaktadir ki, bilindigi Gzere, prensibini bu suurun canl tutulmasi ve
gelistirilmesi dlisiincesine dayandiran hususi bir tarih inceleme ve yazma metodu tesekkiil
etmis” ifadelerinden hareketle Kafesoglu’'nun tarih bilinci diisincesine, milli kultlirin
ylceltilmesi ve pragmatist anlayls egemen oldugu icin ideallestiren kavramsallastirma
performans Ozellikleri tespit edilmistir.

Sahin Ucar ve Elestirel Kavramsallastirma
Sahin Ugar’in “Tarihi idrak ve Perspektif” (1987) yazisinda tarih bilinci ile ilgili gdrsleri;

Tarihi perspektifin tarihi tahkiyeden 6nce geldigine dair bu kisa ihtardan sonra, icinde
yasadigimiz kiiltirel vasatin ve dlinya goruslinin (izerine ylikselebilmek sureti ile ‘kendi
kiltirimiz ve diinya gorisiimizi dahi mimkin oldugu kadar objektif bir tefsiri tabi
tutmak’ diye tarif edecegimiz bir tavrin, tarihin diger bitln disiplinlere kiyasla baslica
avantaji ve vazifesi oldugunu da ilave edelim. Elbette bu fevkalade zor bir istir: insanin
kiltari topyekOn degerlendirmesi ve bilhassa kendi kiltiri hakkinda tarafsiz
olabilmesi pek kolay bir hadise degildir. Bir kere bir kiltlra bitin vegheleri ile anlamak
ve onun kusur veya meziyet teskil eden cihetleri hakkinda bi-taraf bir degerlendirme
yapmak pek kolay bir is degildir. Bu sebeple tarihi tefsir ederken, kiltir veya medeniyet
perspektifi de kafi derecede genis bir perspektif teskil etmez; ¢linkl kendi kiiltlirimiz
veya vyabanci kiltirler hakkinda konusurken, mensup oldugumuz kiltirin
degerlerinden siyrilmak zor olacaktir (s. 65-66).

Sahin Ugar’in (1987) makalesi Riisen’in tarih biling tipleri performans gostergeleri esas
alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “Bu sebeple tarihi tefsir ederken,
kiltir veya medeniyet perspektifi de kafi derecede genis bir perspektif teskil etmez; ¢linki
kendi kiltirimiiz veya yabanci kilturler hakkinda konusurken, mensup oldugumuz kiltirin
degerlerinden siyrilmak zor olacaktir.” ifadesinden hareketle Ucar'in tarih bilinci
dislincesinde, bireylerin kendi kultirlerine karsi elestirel degerlendirmede bulunmalari
gerekliligi fikrinden hareketle elestirel kavramsallastirma performans o6zellikleri tespit
edilmistir.

ilhan Tekeli ve Dinamik Kavramsallastirma
ilhan Tekeli “Tarih Bilinci ve Genglik” (1998) kitabinda tarih bilinci ile ilgili gérusleri;

Bir bireyin tarih bilinci dedigimizde, oncelikle, o bireyin ister sosyallesmesinin ister
kendi yasam deneyinin etkisiyle, tarihin farkinda olmasi anlasiimahldir. Ama tarihin
tarihini incelerken gordiugiimiz Gizere tarihin ne oldugu zaman icinde degismektedir.
Oyle ise tarih olarak farkinda olunan sey degisecegi icin, bu dénemlerde tarih bilinci
olarak sahip olunanin da icerigi degisecektir (s.22-23).

En genel ifadesiyle bireyin tarih bilinci de stiper egoyla iliskili bicimde bireyin
sosyalizasyon sireci icinde olusmaktadir. Ama bu sosyalizasyon sireclerini, bireylere
hic secme olanagi birakmayan, toplumdaki bireylerin tarih bilinglerini tekdiize olarak
belirleyen sirecler olarak gormek dogru olmaz. O zaman bireyler seylesir ve ayri bir
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birey dizeyinin varligindan s6z etmek tamamen anlamini yitirir. Bu nedenle s6z konusu
suregler, icinde bireysel farkhliklarin olusmasina olanak verecek siiregler bigiminde
kavranmaya c¢alisiimalidir (s. 24).

ilhan Tekeli’'nin (1998) yazisi Risen’in tarih biling tipleri performans gostergeleri esas
alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “Oyle ise tarih olarak farkinda
olunan sey degisecegi icin, bu donemlerde tarih bilinci olarak sahip olunanin da icerigi
degisecektir”, “bireyin tarih bilinci de slper egoyla iliskili bicimde bireyin sosyalizasyon siireci
icinde olugmaktadir”, “s6z konusu suregler, icinde bireysel farkliliklarin olugsmasina olanak
verecek slregler bigiminde kavranmaya calisiimalidir” ifadelerinden hareketle Tekeli’nin tarih
bilinci dlisiincesinde, degisim ve bireysel gelisim 6n planda oldugundan dolayl dinamik

kavramsallastirma performans ozellikleri tespit edilmistir.
Oktay Ekinci ve Elestirel Kavramsallastirma

Oktay Ekinci’nin “Osmanh Devleti’nin Kurulusu’nun 700. Yilinda Tarih Bilinci ve Kaltirel
Sorumluluk” (1999) isimli makalesinde tarih bilinci ile ilgili gorusleri;

Cumhuriyetimizin 75 yilini geride biraktigimiz bu siregte irdeledigimiz 625 yillik
Osmanli donemine yonelik temel glindemimiz, bu tarihsel sirecin siyasal sonuglari
Uzerinde igeriksiz ve g¢agdas sorumluluklara aykiri tartismalar yapmak yerine, ayni
tarihsel dénemin "kiltur, sanat ve uygarlik birikimlerine" karsi yeterli duyarlilik ve
"sahiplenme" icinde olmadigimizin sorgulanmasi olmalidir (s. 14).

iste bu nedenlerle Mimarlar Odasi da hem biiyiik bir mirasi, hem de ulusal
mimarlik ve sanat vizyonumuzda gigli bir esin kaynagi olarak Osmanli doneminde bu
yurt cografyasina ve kentlere kazandirilmis kiltirel degerlerin ve birikimin "neden
korunamadigini" bir kez daha sorgulamak, koruma ve tarih bilincini tasimayan
"muhafazakar siyasetlerin" Osmanh 6ykiinmeciligine dayali politikalarindaki tutarsizlig
sergilemek ve bu anlamda 700. yili uygarliga karsi ¢cagdas sorumluluklar agisindan bir
durum degerlendirmesi yili olarak da hedeflemek lizere, bu kongreyi diizenlemeyi
gorev bildi (s. 15).

Oktay Ekinci’nin (1999) makalesi Risen’in tarih biling tipleri performans gostergeleri
esas alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “Osmanli doneminde bu yurt
cografyasina ve kentlere kazandirlmis kdltirel degerlerin ve birikimin  "neden
korunamadigini" bir kez daha sorgulamak, koruma ve tarih bilincini tagimayan "muhafazakar
siyasetlerin” Osmanl o6ykiinmeciligine dayal politikalarindaki tutarsizhgi sergilemek”
ifadesinden hareketle Ekinci’nin tarih bilinci dislincesine sorgulama ve tutarsizliklari ortaya
cikarma anlayisi hakim oldugu icin elestirel kavramsallastirma performans 6zellikleri tespit
edilmistir.

iskender Oksiiz ve Elestirel Kavramsallastirma
iskender Oksiiz “Tarih Suuru” (2007) isimli makalesinde tarih bilinci ile ilgili gérisleri;

Tarih suurunun verilmesi, anlatmasi ¢ok basit, gerceklestirilmesi-Tirkiye tecriibesinde
acitkca gordugiimiz gibi- pek de kolay olmayan bir is. Hayret verici gercek de su: tarih
suurunun oOnundeki en blylk engel, tarihi ginlik politik siparislere gore
diizenleyebileceklerini sanan biirokratlardir. Onlarin bilgisiz, bilingsiz miidahaleleri milli
birligin, milli devletin 6niindeki bliyik engellerden biridir (s.7).
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Tarih suuru, bizim vermeye c¢alistigimiz gibi siyasi tarih degildir. Kotl anlatiimis
kusursuz stpermenlerle, kara giysili koti adamlarin hikayesi de degildir. Sadece
basarilardan, zaferlerden ibaret degildir. Zaferlerdir ama ayni zamanda yenilgilerdir.
Basarilardir ama ayni zamanda felaketlerdir. Yalniz san seref degil istiraptir, acidir. Tarih
suuru birokrasi degildir, insandir (s.7).

iskender Oksiiz’tin (2007) makalesi Riisen’in tarih biling tipleri performans gdstergeleri
esas alinarak icerik analizine tabi tutulmustur. Metinde yer alan; “Tarih suurunun éniindeki en
blyik engel, tarihi glinlik politik siparislere gore diizenleyebileceklerini sanan birokratlardir.
Onlarin bilgisiz, bilingsiz midahaleleri milli birligin, milli devletin dniindeki blyiik engellerden
biridir.”, “Tarih suuru, bizim vermeye c¢alisti§imiz gibi siyasi tarih degildir. Kéti anlatiimig
kusursuz stpermenlerle, kara giysili kot adamlarin hikayesi de degildir.” ifadelerinden
hareketle Oksiiz’iin tarih bilinci distincesinde, tarih suurunun gelisimine engel olan nedenler
sorgulandigi igin elestirel kavramsallastirma performans 6zellikleri tespit edilmistir.

M. Siikrii Hanioglu ve Elestirel Kavramsallastirma

M. Stikri Hanioglu “Tarih bilincimizi artiralim tarihgilikten kurtulahm” (2012) isimli
kdse yazisinda tarih bilinci ile ilgili gérusleri;

Toplumumuz post-modern diinyada on dokuzuncu asir diisiince akimlarinin egemen
oldugu bir miize olma ayricaligina sahiptir. Bu asrin dnemli niteliklerinden birisi olan ve
"tarih bilinci" ile karistinilan "tarihgilik" ise ge¢misi tarihsellestiremememizin 6nemli
nedenlerinden birisidir. Georg lggers'in altini ¢izdigi gibi tarihgilik, "tarih bilincine sahip
olmak" ya da "glnlmuzl anlamada tarihten yararlanma" degil, tarihin bir "amac"
oldugu ve degistirilemez bir "ilerleme ¢izgisi” ne sahip bulundugunu savunmaktir. Buna
karsilik tarih bilincine sahip olma, icinde yasanilan gerceklik ile degisik bir gercekligin
"farkliliklarini" baglamlarindan koparmadan karsilastirabilmektir.

Tekrar altini ¢cizmemiz gerekirse bu tarih bilincine sahip olmak, tarihi anlamak
arzusu ile kanistirilmamaldir. "Tarihgi" zihniyet i¢cin 6nemli olan tarihin belirli kanunlar
cercevesinde glinimiizl ve gelecegimizi belirlemesidir. Bu diisiincenin fazlasiyla etkili
oldugu toplumumuzda tarih bilgisinin son derece sinirli olmasina karsilik, tarihin
glniimizu ve gelecegimizi belirledigine duyulan inang fazlasiyla kuvvetlidir.

M. Sikri Hanioglu (2012) yazisi Risen’in tarih biling tipleri performans gostergeleri
esas alinarak igerik analizine tabi tutulmustur. Metinde yer alan; “Buna karsilik tarih bilincine
sahip olma, icinde yasanilan gerceklik ile degisik bir gercekligin "farkliliklarini" baglamlarindan
koparmadan karsilastirabilmektir.” Ifadesinden hareketle Hanioglu’'nun tarih bilinci
dislincesinde, tarih bilincinin toplumda yanlis anlasildiginin elestirisi yer aldigindan dolayi
elestirel kavramsallastirma performans 6zellikleri tespit edilmistir.

Sonug

Bu calismada tarih bilinci tizerine yazilan 10 Tiirkce yazi, Alman tarih filozofu ve tarih
egitimcisi Jorn Rusen’in Tarih Biling Tipleri Performans Gostergeleri (TBTPG) esas alinarak
degerlendirilmistir. Arastirmanin yontemi temel nitel arastirma, veri elde etme teknigi
dokiiman incelemesi, veri analizi teknigi icerik analizi ve 6rnekleme yontemi olarak “Olgiit
ornekleme” kullanilmistir. Yazilarin se¢ciminde bashgin veya icerigin tarih bilinci konulu olmasi,
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Risen’in tarih bilinci performans gostergelerinden en az birine ait 6zellikler tagimasi, Tirkce
yazilmis olmasi, yazarlarin Tirk tarihi, felsefesi, kiltliri ve mimarisi alaninda ulusal ve
uluslararasi alanda bilimsel ¢alismalar yapmis olmasi gibi nitelikler aranmistir.

Jorn Risen, gelenekei, ideallestiren, elestirel ve dinamik kavramsallastirma olmak
Uzere dort tip tarih bilinci tanimlamistir. Tarih bilincinin bu sekilde tiplere ayrilmasinda,
bireylerin tarihi bilgilerini glindelik hayatlarinda kullanimlarinin yonii ve amaci tayin
etmektedir. Tarih bilinci tipleri arasinda keskin bir ayrim séz konusu olmayip, gelisme
gelenekgi kavramsallastirma kategorisinden dinamik kavramsallastirma kategorisine
dogrudur. Arastirma sonuglarina gore tarih bilinci konulu 1948-2012 yillarinda kaleme alinan
ve arastirmaya konu olan 10 Tirkge yazidan 1 yazi gelenekgi, 2 yazi ideallestiren, 4 yazi
elestirel, 3 yazi dinamik kavramsallastirma performans o6zelligi gdstermistir. incelenen
metinlerin 7 tanesinin Risen’in tarih biling tipolojisinin st iki basamaginda yani elestirel ve
dinamik kavramsallastirma tipinde yer almasi galisma grubu igerisinde tarih yaziminda tarih
bilinci konusunda yeterli biling diizeyine ulasildigini gostermektedir. Nevzat Késoglu (19707?)
yazisinda, milli benlik, kimlik suuru ve coskulu bir ruh kazandiracak milli tarih anlayiginin
egitime egemen olmasi distncesi, Risen’in tarih biling tipleri gelenekgi kavramsallagtirma
performans gostergesi i¢ yasam yonelimi alt boyutuna ait 6nceden belirlenmis yasam
formlarinin igsellestirilmesi anlayisi ile 6rtlismektedir.

Nihal Atsiz (1951) yazisinda, tarih bilincinin tarihten ders alinmasi i¢in gerekli oldugu
yaklasimi ideallestiren kavramsallastirma performans gostergesinin tarihsel dneme sahip
modeller alt boyutu ile iliskilidir. ibrahim Kafesoglu (1986) yazisinda, tarih bilincine pragmatik
acidan yaklasmasi Riisen’in ideallestiren kavramsallastirma performans gostergesinin tarihsel
oneme sahip modeller alt boyutu ile iliskilidir.

Sahin Ucar (1987) yazisinda kisinin mensup oldugu kiiltire karsi objektif olmasinin
zorlugu Uzerinde durmustur. Ucgar’in bu yaklasimi elestirel kavramsallastirma performans
gostergesi i¢ yasam yonelimi alt boyutunun, dis rol olusturma yukimliliklerini reddederek
kendine glvenme davranisi ile uyumlu oldugu tespit edilmistir. Oktay Ekinci (1999)
makalesinde kiltirel degerlerin ve birikimin korunamamasinin sebeplerini tartisarak
geleneksel tutumlari elestirmistir. Ekinci’nin yaklasimi elestirel kavramsallastirma performans
gostergesi zaman deneyimi alt boyutunun gercek yasam bicimlerini ve deger sistemlerini
sorunsallastirmak davranisi ile uyumludur. iskender Oksiiz (2007) yazisinda tarih bilincinin
gelismesine engel olan birokratlari  elestirmistir.  Okstiz’in  yaklasimi  elestirel
kavramsallastirma performans gostergesi zaman deneyimi alt boyutunun gercek yasam
bicimlerini ve deger sistemlerini sorunsallastirmak davranisi ile uyumludur. M. Stikr(i Hanioglu
(2012) kose yazisinda tarihcilik ve tarih bilinci arasindaki farklari dile getirerek toplumda tarih
bilinci kavraminin yanhs anlasildigini ifade etmistir. Hanioglu’'nun yaklasimi elestirel
kavramsallastirma performans gostergesi dis yasam yonelimi alt boyutunun énceden verilmis
yuktumliltklere karsi kisinin kendi bakis acisinin sinirlandirilmasi davranisi ile uyum halindedir.

Hilmi Ziya Ulken (1923-1948) yazisinda tarih bilincine yeni hayata uyum saglamak ve
bugilinkli hayatin potansiyeli artirmak acilarindan yaklasmistir. Bu dislincenin dinamik
kavramsallastirma performans gostergesinin bir alt boyutu olan zaman deneyimi ile benzestigi
tespit edilmistir. Osman Turan (1968) yazisinda tarih bilinci konusunda ileri ve medeni
milletleri 6rnek alma dislincesine sahiptir. Bu distince dinamik kavramsallastirma
gostergesinin dis yasam yonelimi alt boyutunun ortak bir kalkinma perspektifi icinde farkh
bakis acilarinin kabulii olarak ortaya ¢ikmasi anlayisi ile uyumludur. ilhan Tekeli (1998)
kitabinda, tarih bilincini farkindalik olarak degerlendirmistir. Bu degerlendirme dinamik
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kavramsallastirma gostergesinin tarihsel 6neme sahip modeller alt boyutunun yasam
bicimlerinin kalicihgini siirdirebilmek icin degistigi gelismeleri fark etme anlayisi ile
ortismektedir.

Geligmis bir tarih bilincinin en dnemli 6zelligi zihnin farkli zamansal boyutlar arasinda
hareket edebilme; gecmis, bugiin ve gelecek arasinda zihinsel siirecleri yonetebilme ve
olaylara farkli perspektiften bakabilme yetenegidir. Tarih bilincinin gelecek perspektifi igin
gerekli oldugu cagimizda farkl bakis agilarini kabul etmek ve zamansal degisime adapte olmak
bir zorunluluk haline gelmistir. Bunun igin gerek tarih egitiminde gerekse toplum hafizasinda
tarih bilincinin artirilmasina yonelik etkinliklere yer verilmelidir. 1970’li yillardan itibaren
Avrupa’da tarih bilincinin gelistirilmesine yonelik 6zellikle tarih egitiminde miufredat ve
uygulama alaninda yogun cabalar sarf edilmektedir. Egitim alaninda tGlkemizde Milli Egitim
Bakanligi 2018 yilinda yayinladigi Ortaégretim Tarih Dersi Ogretim Programi’nda (9, 10 ve
11.siniflar) 6grencilerin tarih dersleri araciligi tarih bilincini gelistiriimesi maddesine yer
vermistir. Toplum hafizasinda tarih bilincinin gelisimi ise tarihgilerin bu alanda farkindalik
yaratacak ¢alismalar yapmasina baglidir.

Katki Orani Beyani: Yazarlar; arastirmanin tasarlanma, uygulama, verilerin analiz ve
degerlendirme asamalarina esit oranda katkida bulunmuslardir.

Destek ve Tesekkiir Beyani: Yazarlar; tarih bilinci dizeylerini belirleyerek bu alanda yepyeni
ufuklarin agilmasina vesile olan, sorulan tim sorulari ictenlikle yanitlayan tarih filozofu ve
egitimcisi Essen Beseri Bilimler ileri Arastirmalar Enstitiisi Ogretim Uyesi Prof. Dr. Jérn
Risen’e, makalenin yaziminda bilgi ve tecriibeleriyle yol gosteren ve pek cok kaynaga
ulasiimasina vesile olan Gazi Universitesi Egitim Fakdiltesi Ogretim Uyesi Prof. Dr. Bahri Ata’ya
tesekkir eder.

Cikar Catismasi Beyani: Yazarlar yaptiklari calisma ile ilgili bir ¢ikar ¢catismalarinin olmadigini
beyan eder.
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Abstract

Revolution history research involves many elements—such as the teacher, student, course
curriculum, and textbook—presenting the solutions in the context of the current situation. With the
research question “What are the opinions and suggestions of teachers of the Secondary Education
Turkish Republic Revolution History and Kemalism course about the new curriculum?”, this research
examines the fulfillment of the 2018 Secondary Education Turkish Republic Revolution History and
Kemalism Course Curriculum by the case study methodology. In this context, a questionnaire
consisting of 18 open-ended questions covering the basic components of the curriculum, such as
objectives, content, instructional methods, and evaluation was developed. The questionnaire was
administered online in two academic semesters to 25 history teachers working in public and private
secondary education institutions affiliated with the Ministry of National Education (MEB) in Cankiri
who were teaching the Turkish Republic Revolution History and Kemalism course. In the current
research, the following conclusions were drawn: the duration of weekly course hours limits the
fulfillment of course goals and learning outcomes, depth of content presentation, and instructional
methodologies used; teachers have primarily favorable opinions about the objectives, but they
identify some factors that limit the achievement of the objectives; teachers draw attention to the
borders of the course, newly added topics, and the chronology in the determination, organization,
and dealing with the content; although it is stated that more than one teaching method can be used
in the instructional process, generally direct teaching is used; the traditional and alternative
approaches are preferred together by indicating variety in the evaluation; teachers explain mainly
methodological phenomena in the strengths of the curriculum, however they make explanations that
focusing on content component, in comparison of the curriculum with the previous curricula, and on
the weakness of the curriculum.

Keywords: history education, Turkish Republic Revolution History and Kemalism, opinions of
teachers

Introduction

History teaching played a key role in the nation-state building process in the early
years of the Turkish Republic. In light of this, new courses and curricula have been prepared
to train young people who adhere to the principles of revolution. Revolution history is at the
beginning of these courses. The idea of “revolution history” emerging as a part of historical
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identity, the natural function attributed to the course as part of citizenship education, and
the aim of protecting Turkish youth against the rising totalitarian regimes and other
ideologies in Europe were the three important reasons for the emergence of the Revolution
History course (Yilmaz, 2006).

Since the initial years of the Republic, like the changes in the name of the revolution
history course, revisions have been made in its curricula. The Secondary Education Turkish
Republic Revolution History and Kemalism Course Curriculum was last changed in 2018 with
decision number 45 of the Board of Education (MEB, 2018a). With this decision, the
curriculum numbered 228 in 2010 (MEB, 2010) and the curriculum numbered 68 in 2017
(MEB, 2017) was abolished, and the new curriculum was implemented as of the 2018-2019
academic year.

Since the 1990s, systematic research has been conducted in history education in
Turkey (Safran, 2014). Research with history instructors from primary to higher education
holds a special place and importance because teachers are the most important stakeholders
of the educational environment, like students, curriculum, and textbooks related to
teaching. Studies in the literature identify the problems experienced by teachers during
history instruction (Bal, 2011; Sadik Yilmaz and Avci, 2018; Yildiz, 2003), the developed
history course curricula, and teachers’ opinions (Aktas, 2020; Aktekin and Ceylan, 2012;
Turan, 2018; Simsek, 2016, 2017), as well as the instructional methods and techniques
suggested by the curriculum, assessment tools and methods, and teachers’ views and
approaches in using them (Karakus, 2020; Kaya, Giiven, Akkus and Giinal, 2013; Oztas, 2017).
Teaching revolution history is a part of history teaching because it deals with some unique
problems of recent history (Yilmaz, 2005). According to Recep Peker, who is one of the
people teaching the revolution history course first, how to teach the revolution history that
aims both “instilling the Turkish main belief in the youth” and, accordingly examining the
conditions preparing the foundation of the Republic of Turkey and the fundamental ideas of
the Republic is an important issue (Baykara, 1981; Kaymakci and Er, 2009). Research about
teachers of revolution history reflects identifies unique situations and problems related to
teaching within context of the course (Cencen and Akca Berk, 2014; Doganer, 2005;
Emiroglu, 2005; Metin and Oz, 2019; Oztiirk, 2005; Sertkaya, 2005; Sever, 2017; Sunay and
Tasgin, 2020; Simsek and Giler, 2013; Tangll, Tosun and Kocabiyik, 2014; TTKB, 2020). In
the current studies, it is seen that the variables about teaching are in interaction with each
other. For example, students might have difficulties with the course concepts (Yelbas, 2011),
and these difficulties can influence their approach to the course with the affective
characteristics, such as attitudes regarding the course, motivation, and anxiety (Kilinckaya,
2013). In addition, the primary problems related to the course could be that it is considered
a regime course, but they might also be related to the textbook, teacher, individual
differences of the students, or levels of student development and beliefs (Akbaba, 2008).
Furthermore, it was identified that direct teaching of the content using a traditional method,
and the limited use of methods such as research, examination, field trips, and observation in
secondary education revolution history courses had roles in student expectations for this
course in higher education (Doganer, 2005). In the teaching of revolution history, based on
the curriculum at the relevant education level, presentation of the content determined in
line with the objectives to students with appropriate teaching methods and techniques, and
their gain the cognitive, affective, psychomotor characteristics, achievement of field-specific
skills and competencies at the desired level, and determination the opinions of the teachers
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who play executive roles in the appropriate evaluation of them become even more
important in terms of identifying and solving the difficulties experienced in this period.

A curriculum is “a mechanism of experiences that covers all the activities related to
the teaching of a course that is planned to be taught to the individual at school or out of
school” (Demirel, 2012, p. 6). “Objectives,” “content,” “instructional methods,” and
“evaluation” are the four basic components of a curriculum. These four basic components
interact with each other, and a decision about one of them depends on the others. For this
reason, a curriculum is required to answer the following questions: “What should be done?”,
“What should the subject area contain?”, “Which instructional strategies, resources, and
activities will be used?” and “Which methods and measurement tools will be used to
evaluate the results?” (Demirel, 2012: 53). Each revision made about curricula shapes the
preparation and teaching of the course instructors. It is thought that this research would be
valuable to guide researchers, instructors, and curriculum developers and allow them to
make revisions by determining the current status based on the research question “What are
the opinions and suggestions of teachers of the Secondary Education Turkish Republic
Revolution History and Kemalism course about the new curriculum?”

Method

Research Design

In this research carried out with the case study methodology, the status of the
fulfillment of the 2018 Secondary Education Turkish Republic Revolution History and
Kemalism Course Curriculum was examined with the second dimension of Demirel’s
Analytical Program Evaluation Model (Demirel, 2012) by getting the opinions of the
stakeholders of the curriculum, who are the history teachers using the curriculum and
teaching the secondary education Turkish Republic Revolution History and Kemalism course.

A case study can be conducted by either a “qualitative or quantitative approach”
(Yildirnm and Simsek, 2005: 77). This case study, which aims at a “holistic interpretation of
the environment and events that are the subject of the study” (p. 277), was conducted in a
naturally formed environment. Therefore, the status of the new curriculum in practice was
investigated qualitatively with “situation analysis” (Blyukoztirk, Kihg Cakmak, Akgin,
Karadeniz, and Demirel, 2014: 249) by focusing on the teachers using the program.
Data Collection Instrument

One of the data collection instruments that can be used in descriptive qualitative
research is a “questionnaire” (Blylikoztirk et al., 2014: 248). Open-ended questions can be
used in a questionnaire to allow participants to answer the questions freely, thus obtaining
broader and more detailed information on the subject (Blyukoztirk et al., 2014). In this
study, a questionnaire consisting of 18 open-ended questions and covering the four
components of a curriculum was developed by the researcher.

Initially, 21 questions were prepared, and the number of questions was reduced to
14 questions by rearranging them in accordance with the opinion of an expert in the field of
revolution history/education. Expert opinion is one of the most important phenomena to
ensure internal validity by eliminating bias. For this reason, the expert opinion form and the
guestionnaire consisting of 14 open-ended questions were sent to 3 experts in the field of
social studies/history education. Each expert examined the content and face validity of the
guestions by considering the expert opinion form in terms of relevance to the aim, scope,
clarity, and intelligibility of the questions, need for rearrangement, need for addition or
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removal, appropriateness of the response time (30—45 minutes) and other issues, and then
gave their feedback to the researcher. After examining all feedback and making the
necessary adjustments, the researcher sent the finalized form of the questionnaire with 18
guestions and the expert opinion form to one of the three experts whose opinions were
previously gathered. The validity of the questionnaire was ensured after getting opinions on
the appropriateness of the 18-question data collection instrument by examination by an
expert again and the questionnaire form was finalized.

Implementation of a questionnaire via computer is a preferred method in recent
years (BlUylkoztlirk et al., 2014), and it facilitates access to participants in different
environments. The questions were transferred to the electronic environment with an
internet page in a way that would not limit the teachers’ explanations, and an address link
was created. In this study, the questions in the implemented questionnaire form are in
Appendix 1. They were implemented online in two academic semesters, 2020-2021 spring
and 2021-2022 fall, to history teachers who teach the Turkish Republic Revolution History
and Kemalism course.

In this qualitative research, the precautions considered for validity and reliability
(Yildinnm and Simsek, 2005) are as follows: (1) to get feedback from the experts by “peer
debriefing” for providing the appropriateness of the questions used in this research—both
technically and what was investigated—and the appropriateness of the codes for data
analysis; to confirm whether the data is dependent on a period by “prolonged engagement”
by pursuing the research for two academic semesters and collecting data until data
saturation; to prevent subjective assumptions or misunderstanding in the data by “member
check” by sharing general meanings extracted from the data with a research participant was
the precautions taken to ensure credibility (internal validity). (2) using “purposive sampling”,
not including all history teachers in the study, but specifying with only the teachers who
teach the Turkish Republic Revolution History and Kemalism course, and presenting the
explanations of the teachers by “direct quotations” were the precautions taken to ensure
transferability (external validity) of the conclusions. (3) In the data collection process, asking
guestions online and electronically recording the process as “being the same for the
participants” and the researchers “ensuring that the coding does not change according to
time and person” at the beginning of the data analysis were the precautions taking to ensure
dependability (internal reliability). (4) “keeping of data,” which was electronically obtained,
and providing a “detailed description” of the research procedure were the precautions taken
to ensure confirmability (external reliability).

Study Group

This research aims at determining the opinions of teachers using a qualitative
approach, the sample was determined by “purposive sampling.” In the research, maximum
variation sampling was preferred to provide various information about the case, so that it
was aimed to reach history teachers who teach Turkish Republic Revolution History and
Kemalism courses in different styles of schools (e.g., private and public), various types of
high schools (e.g., general high school, vocational high school, science high school, etc.), and
in various regions (e.g., province, district, etc.). The study group was determined with
describing the case in a wider framework by revealing a pattern and providing clues about
the population, without the aim of generalization (Biylikoztiirk et al., 2014). 25 history
teachers working in public and private secondary education institutions affiliated with the
Ministry of National Education (MEB) in Cankiri province and were teaching the Turkish
Republic Revolution History and Kemalism course participated in the research. 28% (N=7) of
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the teachers participating in the research were female, and 72% (N=18) were male. The
majority of the teachers (64%, N=16) had more than 15 years of professional experience.
The teachers with 6-15 years of professional experience followed (24%, N=6), and the
percentage of teachers with 0-5 years of professional experience was 12% (N=3).

Within the scope of the research, “Ethical Permission” was obtained from Hacettepe
University Ethics Commission (Hacettepe University Senate Ethics Commission, 23.02.2021).
After obtaining the ethical permission, to be able to administer the questionnaire to history
teachers working in secondary education institutions affiliated with the MEB and teaching
the Turkish Republic Revolution History and Kemalism course in 12t grade, it was submitted
together with the Ethical Permission taken from Hacettepe University and other necessary
documents to the Cankiri Provincial Directorate of National Education. Then the research
was started by obtaining “Permission for Implementation” (27.04.2021, E-57270673-605.01-
24671902). The ethical issues such as obtaining permission of the participants with consent
form by stating the aim of the research, stressing participants could withdraw from the
research at any time, and ensuring the participants would not be harmed physically,
mentally, or psychologically by the questionnaire to be implemented in the research, and
expressing that the information of the participants will be kept confidential and the data will
be used only for scientific purposes were considered (Fraenkel and Wallen, 2000). In the line
with these issues, the participants participated in this research by electronically approving
the research consent form.

Analysis of Data

A data file was created for each teacher by coding the data containing the opinions of
each teacher as T1 (Teacher 1), T2 (Teacher 2) ... T25 (Teacher 25). Data files prepared for
data analysis were subjected to content analysis, which is “a systematic, repeatable
technique in which some words of a text are summarized with smaller content categories
with codings based on certain rules” (Blylikoztlrk et al., 2014: 240). Sampling, developing
categories, determining the unit of analysis, and quantification steps were followed in the
content analysis (Bailey, 1982 as cited in Yildirrm and Simsek, 2005). In the sampling stage,
all of the answers given by 25 teachers to the 18 questions in the questionnaire form were
included in the analysis. In developing the categories stage, a coding table for the analysis of
teacher opinions was constructed by considering the four basic components of the
curriculum (Appendix 2). In determining the unit of analysis stage, the entire answer (word,
phrase, sentence, or paragraph) given by the teacher to a question was included in the
analysis as an analysis unit. Finally, in the quantification stage, in addition to the qualitative
findings emerging in the teacher opinions, quantitative findings (number) were also
presented. Thus, the findings of the status of the new curriculum in practice were presented
descriptively by determining the opinions about the curriculum.

Findings

Opinions of Teachers on the Objectives of the Curriculum

The first question within the scope of the “objectives,” which is the first component
of the curriculum, focuses on determining the opinions about the Secondary Education
Turkish Republic Revolution History and Kemalism course goals. The remaining 4 questions
aim to identify the opinions about the scope and quantity of the learning outcomes, their
clarity, the domains and levels of Bloom’s Taxonomy, and the explanations such as
limitations and warnings in the learning outcome statements.
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The first question posed to the teachers was, “What are your ideas about the goals of
the new curriculum?” While 17 of the 25 teachers gave favorable responses, 3 teachers
answered with “no opinion” or “I have no idea,” and 5 teachers gave unfavorable answers.
Some of the favorable opinions given about the goals of the curriculum were as follows: “I
think that it meets the objectives for students to grasp national values, reflect them on their
lives, and raise responsive citizens by gaining national consciousness.” (T4). “Favorable. They
are intended to understand the present day by learning historical events.” (T9). “Actually,
the goals were well-defined. However, | think it is necessary to reduce the time problem for
the course to provide them.” (T12). “I find them favorable in terms of national history,
national identity and raising moral, virtuous, disciplined, patriotic and loyal youth.” (T19).

It is seen that the teachers who express favorable opinions find the course goals
favorable generally in reflecting the national history, national identity, and national values.
However, although their opinions are favorable, the short duration of the course made
limitations in students gaining these values was also stated by 2 of the teachers. Some of the
unfavorable opinions of teachers on the goals of the curriculum are as follows: “They are
unfavorable because of shortenings in the course goals aiming to raise a Kemalist youth and
following his ideas.” (T20). “Goals are too theorized; there is no implementation.” (T21).

The teachers mostly stated their favorable or unfavorable approaches to the course
goals and they explained history and knowledge of historical methodology, historical
thinking skills, the nature of the science of history, and citizenship attitudes and behaviors of
the 2018 curriculum and aimed that students gain in a limited way.

In another question, the teachers were asked about their opinions on the scope and
guantity of the learning outcomes in the new curriculum. While 12 teachers thought the
scope and quantity of the learning outcomes were sufficient, 6 teachers thought they were a
bit much. Conversely, 4 teachers found the scope and quantity of the learning outcomes
insufficient, 1 teacher stated the imbalance in scope and quantity, 1 teacher did not
respond, and 1 teacher gave an irrelevant answer.

Teachers who thought that the scope and quantity of the learning outcomes were
sufficient gave responses composed of short expressions, such as “Good and sufficient.”
(T1), “I think 33 learning outcomes in the 2018 curriculum are sufficient.” (T11), “The scope
and quantity of the learning outcomes are appropriate.” (T15), and “The learning outcomes
and their quantity are sufficient.” (T17). On the other hand, the teachers who found the
scope and quantity of the learning outcomes excessive made explanations by referring to
their reasons. Some of these responses are as follows: “They are excessive according to the
duration of the course hours.” (T2). “The learning outcomes are too much; two hours weekly
are not enough.” (T10). "I think that there are too many learning outcomes for the 12 grade
Revolution History course; for this reason, it is impossible to gain all of them.” (T12). “I think
the scope and, accordingly, the learning outcomes are broad. | have to express that the
topics of the units and related learning outcomes common with CTDT [Contemporary
Turkish and World History] course make focusing on the topics and learning outcomes of the
National Struggle, Young Turkish Republic, reforms, and Kemalism difficult.” (T14).

In these explanations, some teachers stated that the quantity of the learning
outcomes was excessive when they compare them with the course hours, while others
stated that it was excessive without specifying the duration of the course hours. The
opinions of some of the teachers who explained that the scope and quantity of the learning
outcomes were insufficient are as follows: “I think that much more place should be given to
the heroes of the National Struggle.” (T4). "Not enough. In particular, | think that the
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preparation process of our War of Independence was not given enough weight and that it
did not adequately reflect the attitude of the Istanbul Government towards the National
Struggle movement.” (T5). “Some of the topics can be given a place in more detail, such as
the War of Independence, the Life of Atatlrk.” (T8).

The teachers who stated that the scope and quantity of the learning outcomes were
insufficient thought that some topics should be covered more in the course content by
emphasizing mainly the relationship between learning outcomes and content. About this
guestion, 1 teacher pointed out the unbalanced distribution by explaining that the scope and
qguantity of the learning outcomes are larger in some topics and smaller in others. In
addition, she stated that the historical background of the topics was not given. This teacher’s
response is as follows: “Unfortunately, there is no balance; some of the topics were given
too much and some of them were too little. For example, it was supposed to be the topic of
the intellectual movement in the revolution history and the Committee of Union and
Progress had to be given in more detail. Tripoli was stated as the first war, in which Mustafa
Kemal participated during his military life. What the Tripoli War was could have been
explained in more detail. If the child is wanted to make an analysis and synthesis,
preliminary knowledge is required for this.” (T25).

The teachers were asked about their opinions on the clarity and explanations of the
learning outcomes in the new curriculum. 16 teachers stated that the learning outcomes in
the curriculum were clear, and 11 teachers stated that the explanations of the learning
outcomes facilitated the comprehensibility of the learning outcomes. Some of the responses
were “Learning outcome statements were given clearly and understandably.” (T4) and
“Explanations about the learning outcome statements have a positive effect on
understanding the learning outcome.” (T18). On the other hand, 9 teachers made comments
about the clarity and explanations of the learning outcomes, such as “It should be more
understandable. We have problems about them as the teachers having professional
experience of more than 15 years.” (T23) and “It could be clear.” (T24). They stated that
learning outcome statements and explanations must be clearer.

While explaining the clarity of the learning outcome statements, it is seen that the
teachers evaluated all 33 learning outcomes in the 2018 curriculum by considering the clarity
holistically, not each learning outcome statement. In addition, 1 teacher (T25) draws
attention to the targeted student group and states that the learning outcomes and their
explanations should vary according to the different types of schools in which the students
are educated. Compared to the learning outcomes, the low number of teachers finding the
learning outcome explanations clear may be due to their negative experiences in evaluating
these explanations during the teaching process.

Another important phenomenon about the objectives is which characteristics the
objectives aim to help students gain in the cognitive, affective, and psychomotor domains
and their levels in these domains. In this context, 4 teachers expressed “normal,”
“successful,” “sufficient,” and “positive” for the question “What are your opinions on the
learning outcomes in the cognitive, affective, and psychomotor domains in the new
curriculum?” 14 teachers assessed the learning outcomes in terms of appropriateness for
the cognitive, affective, and psychomotor domains. Alternatively, some teachers emphasized
the cognitive domain and spoke about the necessity and appropriateness of affective and
psychomotor domains. Some of these explanations are as follows:

“Different from the previous curriculum, the learning outcomes are considered not
by topic but by title, and | think that this makes it difficult to gain the learning outcomes for
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the students because the students always have problems in making connections between
the topics. This means that | think they have difficulties in the learning outcomes in the
cognitive domain.” (T12). “Due to the nature of the course, learning outcomes are centered
in cognitive and sometimes affective domains.” (T14). “I believe that since history courses
are mainly verbal courses, they address the learning outcomes in cognitive and emotional
domains more. They are a bit weak in psychomotor skills." (T19).

Four teachers gave responses on student preparation or associating with daily life in
a general manner, and 3 teachers left this question unanswered as “no comment” or “no
answer.” It can be said that the teachers assessed the domains and levels of the learning
outcomes disconnected from each other in their explanations of the domains of Bloom's
taxonomy.

Opinions of Teachers on the Content of the Curriculum

For the questions about “content,” the 1%, 2", 4" and 6™ questions were about
determining the content (scope), the 3™ question concerned the arrangement of the
content, and the 5" question was about dealing with the content. The first two questions
about determining the content were about discovering the teachers’ opinions on whether
there are topics that should be added to the new curriculum and whether there are any
topics that should be removed. In this context, about the topics that should be added to the
curriculum, 9 teachers thought that the topics were sufficient and that there are no topics
that should be added to the curriculum content. These teachers gave their answers as “no,”
“not,” “adequate,” “the topics are sufficient,” and “I think not,” briefly stated. Additionally, 2
teachers gave irrelevant answers to this question, 3 did not answer, and 11 teachers
expressed their opinions that topics should be added to the curriculum content. Some of the
opinions are as follows: “Revolutions made in the economic field can be made wider.” (T3).
“l think that the Revolution History course should be started with the reforms of the last
period of the Ottoman State. | believe that this is important for the difference between
reform and revolution to be grasped.” (T4). “The rebellions that broke out during the trials of
the multi-party regime should be added.” (T10). “Where are we going to give start this
course? Did dress code innovation only begin with the Republic? Where will we put Mahmut
II’'s innovations? Therefore, topic integrity should be ensured. All this should not be left to
the personal opinion and own world of the teacher. It should take its place in curricula and
textbooks.” (T11). “Especially caught my attention that since there are too many learning
outcomes in the revolution history course, | think the removals about the topics of the
Atatirk period were too much. For this reason, | think that these should be reintroduced.”
(T12). “The importance is given to rural development and Village Institutes.” (T16). “The last
period of the Ottoman State, starting from the beginning of the XIX. century to the mid-XX.
century.” (T17). “The rebellions that prevented the transition to the multi-party period
should be added to the content again.” (T20). “For example, if capitulation is to be told, |
would like its historical background to be briefly explained. Because the revolution history is
not separate from the Ottoman history, and thus both the background can be provided, and
the target can easily be built.” (T25).

The teachers who expressed their opinions about adding a topic drew attention to 3
points. These were: (1) Including the topics of Turkish history of modernization into the
curriculum to ensure the integrity of the topics, (2) the topics of preventing the transition to
multi-party political life that existed in the 1981 (MEB, 1981), and 2010 (MEB, 2010)
curricula, the Sheikh Said Rebellion, and the Menemen/Kubilay Incident, be added again in
the 2018 curriculum, and (3) from the rural development to the establishment of heavy
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industry in the Atatiirk Period (1923-1938) and their impact on the country’s economy is
needed to be given more place. Furthermore, together with the addition of the topics
related to the determination of the content, three teachers (T4, T11, T17) drew attention to
where the boundaries of the course should start.

On the topics that should be removed from the content, 9 teachers briefly stated that
there were no topics needing to be removed by responding “no,” “not now,” “not,” and 5
teachers did not answer. Instead of removing a specific topic, 2 teachers explained that the
content could be simplified, and the number of topics could be reduced for vocational high
schools. Additionally, 9 teachers stated that the following topics could be excluded from the
curriculum’s content. Some of the opinions are as follows: “I think that the Cold War and
Softening Period, and topics after them can be removed in the Revolution History course in
12t grade, or the number of learning outcomes in these topics should be made less.” (T12).
“The Cold War Period.” (T13). “If the units after the topics of World War Il and its effects in
Turkey and the world are removed, the period of 1914-1945 could be taught in a more
comprehensive and detailed way so that more permanent learning will take place.” (T14).
“The topics after 1960 should be removed.” (T20). “The topics after 1980.” (T21). “The topics
of the contemporary world existing in the T.C. [Turkish Republic] revolution history.” (T25).

When examining the topics that the teachers stated that should be removed, it is
seen that teachers’ responses, such as “The topics after 1960 should be removed,” “The
topics after 1980,” and “The topics of the contemporary world existing in the T.C. [Turkish
Republic] revolution history” are about the borders of the Turkish Republic Revolution
History and Kemalism course. One of the teachers thinking some topics should be removed
(T11) indicated that not each topic from the recent history should not be included in the
curriculum, especially the topics of the 8" unit could be dealt with at the university level.

In determining the content, the teachers were also asked about their ideas regarding
the newly added units and topics in the curriculum. 2 teachers said they had no idea and
gave an irrelevant answer, 2 did not give any answer, and 11 teachers had favorable
opinions about the newly added topics and units. Some of these responses were as follows:
“The addition of current topics has been good.” (T2). “I find it very successful that some of
the Contemporary Turkish and World History course topics have been added to the
curriculum... These added topics need to be compatible and integrated with the exam
topics.” (T4). “It has been better for understanding recent history.” (T9). “I find it favorable
for relating the history topics with the recent history.” (T19). It is seen that one teacher
expressed a favorable opinion by talking about the new topics and concepts added to the
existing units in the 1981 and 2010 curricula rather than the units added for the first time. “It
is sound to mention the Kut al-Amara Victory in the Iraqi Front and the Defense of Medina. It
is very nice to emphasize those who contributed in different ways to the National Struggle
period... It is good to touch on the general characteristics and political effects of fascism,
Nazism, communism, socialism, liberalism, and capitalism.” (T11).

Ten teachers who presented unfavorable opinions about the newly added topics to
the curriculum explained the reasons as being that the course’s time was insufficient, the
topics did not attract students’ attention, or too many topics were added. Some of these
responses are as follows: “They do not attract the attention of the student.” (T13). “The
scope of the new curriculum of T.C. [Turkish Republic] Revolution History and Kemalism
course has been expanded by increasing the topics and adding the CTDT [Contemporary
Turkish and World History] course units as common topics. This situation makes the teaching
of the course difficult, and the units have to be passed quickly. Especially, not enough time
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can be allocated to the topics, such as the National Struggle and Atatiirk's principles and
reforms, which are the main core of the course.” (T14). “A bit much.” (T15). “Newly added
topics have taken the course away from its nature.” (T20). Two teachers (T18, T25) who
expressed unfavorable opinions about the newly added topics drew attention to the
difficulty of providing objectivity, especially on topics related to very recent history.

In the answers to the 1%, 2" and 4% questions examined within determining the
content of the curriculum, it is seen that the teachers responded without drawing specific
attention to the phenomena, such as the relationship of the content with the objectives, its
suitability for student level, validity, reliability, scientific nature, economy, and self-
sufficiency. The phenomena such as linking topics and their comprehension, relating to life in
terms of gaining national and spiritual values, or meeting student needs are mentioned
implicitly and to a limited extent. Another significant point in this section was the
explanations of some of the teachers regarding drawing the boundaries of the course, that
is, where the topics should start and where they should end. Some of the teachers expressed
their ideas about the scope of the course considering the beginning of the course (T4, T11,
T17), and some of them about the end of the course (T11, T14, T17, T20, T21, T25).

Another point considered regarding the determination of the content was the unit
analysis. For this purpose, teachers were asked to state their opinions about whether the
time allocated for the units and learning outcomes was sufficient. 15 of the 22 teachers who
answered the question stated that the time was insufficient. One of these teachers stated
that the duration of the course hours should be increased as follows: “Two hours per week
are really short for the teaching of this course and planning should be at least 4 hours.”
(T14). Furthermore, some teachers who think that the time is insufficient also commented
on the imbalance in the number of learning outcomes and the distribution of time, and the
lack of time in general. 7 teachers who answered this question stated that the time allocated
for the units and learning outcomes was sufficient. However, 3 of these teachers stated that
the time distribution was wrong, even though the time was sufficient. The teachers’
responses are in the form of a holistic evaluation, and it is seen that they do not evaluate the
duration of lesson hours determined for each unit and learning outcomes by giving specific
examples.

The 3 question in this section was about the arrangement of the content and aimed
to determine the teachers’ ideas about the distribution, balance, integration, and sequence
of the topics in the new curriculum. The content’s arrangement is as important as its
selection and is based on the organization in line with psychological principles for the
sequence of the topics to be taught in time, the distribution of the topics, the balance, and
their relationship with each other. For example, linking all kinds of knowledge and
experience in the curriculum, using what is learned in one lesson in another lesson, the
effect of new additions or removals on the existing structure, and ordering from simple to
complex, from concrete to abstract, from easy to difficult by taking into account the level of
development of the learners are related to this part.

Of the 23 teachers who answered this question, 14 had favorable opinions on the
arrangement of the curriculum content. These teachers evaluated the relevant issues
holistically and gave the following answers, briefly: “appropriate,” “very good,” “favorable,”
and “no problem.” On the other hand, 9 teachers had unfavorable opinions on the
arrangement of the curriculum’s content and stated what these negative aspects were in
their explanations. In these statements, mostly the “chronology” and the issues related to
the new topics within the scope of the “Contemporary Turkish and World History” course
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draw attention. Some opinions are as follows: “I think it is necessary to arrange the events in
chronological order.” (T5). “Attention should be paid to the chronology; this situation is also
reflected in the books.” (T11). “Starting from the 4™ Unit, which is “Turkey and the World in
the interwar period,” almost the same topics are taught with the topics of CTDT
[Contemporary Turkish and World History], and it is repeated.” (T14). “The events and
phenomena should be ordered according to their historical flow.” (T17). “Since the topics in
the textbook are thematic, the order is problematic... There is a linking problem, it is due to
including too much content.” (T25).

In this section, which is about dealing with the content, teachers were expected to
evaluate the chosen and organized content within the framework of qualifications and skills
specific to the field, values, and competencies. 21 teachers answered this question, and 13
teachers briefly described dealing with the content within the framework of qualifications
and skills specific to the field, values, and competencies as “good,” “there is no problem,”
appropriate,” and “it is linked with the learning outcomes.” In this question, 5 teachers
stated the detail in dealing with the content and their unfavorable opinions on strengthening
it further. One of these teachers explains the effect of the content in his negative approach
as follows: “Because the topics are covered in a short time and without going into details, |
have to state that there are some points that we lacked in developing adequate analysis,
synthesis, evaluation and interpretation skills in our students.” (T14). On the other hand, 3
teachers emphasize the importance of putting the skills, qualifications, competencies, and
values specified in the curriculum into practice for the process of gaining students: “When
the program is examined overall, it is observed that it has a structure associated with daily
life. However, if the teacher does not present his/her skills and abilities to the students in his
classes at this stage, the practicality of the curriculum in this context will be disputable.”
(T4). “Understanding the skills, including accessible values, and applying them to life is
clearer.” (T9). “The applicability is more important than their existence. | think they exist, but
they cannot be implemented.” (T25).

These teacher statements about dealing with the content mostly show that although
they did not specifically refer to the qualifications and skills specific to the field, values and
competencies, they took into account the emphasis in the curriculum, and also showed that
some of them had concerns about its applicability.

Opinions of Teachers on the Instructional Methods in the Curriculum

In the question about the “instructional methods,” teachers were asked to explain
which instructional methodologies and technigues the new curriculum encourages using.
While the teachers were answering this question, they stated that more than one
instructional method could be used together in revolution history instruction based on the
new curriculum, traditional and alternative methods could even be used together. Some
examples of teachers stating that more than one method can be used together are: “Direct
teaching, question-answer and discussion.” (T14), “Examination, research, analysis” (T16),
“Expression, research, on-site learning.” (T17), and “Discovery, induction, the student's
discovery of knowledge.” (T23). Among these methods, while 10 teachers clearly stated that
they turned to the “direct teaching” method, 3 teachers indirectly mentioned the use of the
traditional teacher-centered direct teaching method in the Turkish Republic Revolution
History and Kemalism course by expressions such as “shortage of duration and the topics
being too many and detailed,” “intense information overload,” and “teacher-centered.”

In their explanations, the teachers mentioned question-answer, research, learning by
discovery, dialogue, inquiry, case study, discussion, role-play, brainstorming, examination,
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analysis, reasoning, interpretation, induction, association, on-site learning methods and
techniques, and what students have expected directly or indirectly in the instructional
process. 1 teacher (T24) indirectly mentioned what students were expected with a “student-
centered” statement.

“Question-answer” is the interactive technique most mentioned by the teachers (10
teachers). Similarly, the “research” method is the second most discussed method among the
methods and techniques (5 teachers). In addition to these methods, although mentioned
much less (2 teachers), using students’ questioning and critical skills in the instructional
process is mentioned. In the explanations of the teachers, as well as the use of methods,
techniques, and skills in the activities of the instructional process, a few of them (4 teachers)
emphasizing the use of materials draws attention. These materials are clearly stated both as
“pictures, maps and videos” and “visual and audio” materials.

Teachers emphasized student activities based on the student-centered and
constructivist approach making students active, and discovering learning, and drew
attention to the support of instruction with technology, reading texts, and biographies. The
teachers’ approaches to the instructional process while implementing the curriculum are as
follows: “Teaching the topics certainly via textbook and being followed on EBA [Educational
Informatics Network].” (T3).

“I aim to make my students equipped about the Kemalism topic by using more
additional resources.” (T5). “I pay attention to the topics that may arise in the exams. | try to
draw attention to the Atatlirk’s life, the War of Independence and what he did after it, and
the importance of him.” (T8). “I teach by completing the missing topics by making students
take notes.” (T10). “Because history is an abstract field, | especially try to concretize the
topics with examples more. In this way, | think the student can clarify the topics more.”
(T12). “Implementing the activities.” (T16).

In the instructional process, it is seen that teachers’ approaches towards the
textbook, additional resources, materials in the EBA, using concrete examples, emphasis on
daily life, taking notes, and implementing the activities. Teachers considered student
participation when implementing methods. While teachers mentioned the methodological
issues in their responses, they also touched on the relationship between objectives, content,
and instructional methods. Chronological order, timelines, newspapers, worksheets,
biographies and anecdotes of important figures, stories, autobiographies, virtual trips to
Anitkabir, museums, battlefields, excerpts from sources and opinions, poetry, and apothegm
which are mentioned in the implementation of the curriculum, are also important for
historical thinking skills and specified in some of the objectives and for textbook, authors
were pointed limitedly by teachers to be used in this process. Without stating the
observation, examination, analysis, and questioning methods emphasized in the curriculum,
the effects of using visual and auditory materials on students’ historical thinking skills, and
when and for what purpose they would be used in the lessons, they were mentioned for this
process in a general manner.

Opinions of Teachers on Evaluation in the Curriculum

In the question about the “evaluation” component of the curriculum, teachers were
asked to explain what kind of methodologies and techniques the new curriculum
encouraged using in the evaluation process. As in the answers about the instructional
methods, in this part, the teachers reported using more than one method and technique
together. Some of these expressions are as follows: “Classical [open-ended], true-false, fill-
in-the-blank and test.” (T9). “Oral examination, written examination, multiple-choice,
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guestion-answer, role play, discussion.” (T12). “The scope of the topics being wide and
detailed brings the test techniques to the fore. Multiple choice, T-F [True-False], matching
test questions provide more content validity; besides them, 1-2 open-ended classical
guestions could be added.” (T14). “Open-ended questions and discussion.” (T23).

When the evaluation phenomena mutually referred to in secondary education
programs (both in the Turkish Republic Revolution History and Kemalism course and other
courses) are considered, teachers point to variety in evaluation. By using traditional
assessment methods with the terms “classical, classical written examination, written
examination” (4 teachers), “test” (4 teachers), and “oral examination” (1 teacher), the
teachers implicitly stated the use of open-ended and multiple-choice questions for
evaluation. In addition, they explicitly mentioned the use of the product- or result-oriented
guestions as short-answer, multiple-choice, fill-in-the-blank, true-false, and open-ended
guestions (7 teachers).

Among the answers of the teachers to this question, it is also seen that there were
alternative assessments. For example, they expressed using teaching methods, such as
research, discussion, and role play in the evaluation, and they indirectly drew attention to
process-oriented evaluation (2 teachers). Some teachers who participated in the research
drew attention to alternative assessment methods that are performance-based, measure
whether skills are gained, consider individual differences, and emphasize variety in
evaluation (4 teachers). Examples of these teachers’ statements are “With a style not
drawing definite boundaries, but guiding.” (T15) and “By making multidimensional,
measurement and evaluation processes should be able to reach all students.” (T19).

These statements also show that the evaluation is in harmony with the educational
process and that the relation of instructional methods used in this process and the methods
used for evaluation with each other. In her answer to the question, one of the teachers who
participated in the study criticized the fact that this part was left to teachers by not being
included concrete examples in the curriculum, and she stated the necessity of in-service
training for the evaluation dimension of the pedagogical content knowledge of history
teachers regarding this course: “The fact that concrete examples are not included in
assessment and evaluation reveals a technique that is left to the skills of the teachers. In this
regard, to train better equipped teachers, it is needed that in-service training seminars
should be given, and necessary training work should be carried out.” (T4).

Unlike the other teachers, 1 teacher participating in the research expressed the use
of questions supported by visual elements, as recommended for textbook authors in the
curriculum, and 1 teacher did not answer at all. In the implementation of the program, about
the evaluation 1 teacher explained he gave attention “To answer the questions for unit
evaluation.” (T16), and he drew attention to the evaluation issues in the textbooks written in
line with the curriculum by “There should be more examples of questions for analytical
thinking.”

Overall Opinions of the Curriculum

Compared to the previous curricula, 12 of the 25 teachers gave “favorable” answers,
indicating that they found the new program better, and 13 teachers gave unfavorable
answers. In these responses, compared to previous curricula, teachers drew attention to the
favorable features relating to topic variety, usefulness, clarity, and simplicity. On the other
hand, teachers who gave unfavorable answers stated that because of the number of topics,
the content became superficial and that the time was insufficient.

Turkish History Education Journal, May 2022, 11(1), 21-43




Opinions of teachers on the 2018 secondary education Turkish Republic Revolution

Regarding the curriculum’s strengths, 6 out of 25 teachers gave either unfavorable
answers stating it did not have any strengths, or they provided irrelevant answers not
indicating any strengths. Most of these teachers drew attention to methodological issues for
their strengths. Regarding the weaknesses of the curriculum, 1 teacher did not respond, 3
teachers stated that there were no weaknesses, and 1 teacher gave an irrelevant answer. On
the other hand, 20 teachers responded to the weaknesses of the curriculum by focusing
primarily on the content. It is seen that the teachers’ explanations focus on a large number
of topics and the period they covered in determining the content. Some teachers started the
imbalance between the learning outcomes and the course duration and the relationship
between the content and the objectives. Teachers described the insufficient course duration
allotted to teach the content as one of the curriculum’s weak points. In addition, regarding
the arrangement of the content, teachers mentioned the thematic nature of the topics and
the limitation in chronology. Other than the components of the curriculum, some teachers
explained negative experiences they encountered while implementing the new curriculum
by expressions such as the limitations of the theory in practice, students being exam-
oriented, and different student cohorts.

Regarding the other opinions and suggestions on the 2018 Secondary Education
Turkish Republic Revolution History and Kemalism Course Curriculum, 21 teachers gave
answers. The responses of 6 teachers show that, together with the statements expressing
their satisfaction with the curriculum, there is nothing more to be added. The expressions
that 15 teachers want to add are mostly those that have been previously mentioned and can
be grouped into 4 categories: The opinions about learning outcomes-the shortage of the
course duration, opinions about its rearrangement; views on learning outcomes, topics, and
scope of the content; opinions about the textbooks prepared within the framework of the
curriculum; and other opinions.

Conclusion

In this research, the answers given by 25 teachers to 18 open-ended questions
revealed the fulfillment of the curriculum within the scope of objectives, content,
instructional methods, and evaluation components, and the following results were obtained.

According to the teachers, the duration of the curriculum’s weekly course hours
limits the fulfillment of course goals and learning outcomes, depth of content presentation,
and used instructional methodologies. Most of the teachers who participated in the research
found that the 2-hour weekly course duration for the Turkish Republic History of Revolution
and Kemalism course and the 72-hour yearly total was insufficient. They stated that this
limited duration negatively affected their teaching within the scope of the course. When
evaluated within the scope of the program components, it is seen that the objectives,
content, and instructional methods were affected by this situation. Although teachers
believed that the goals were well-defined, they experienced problems, such as time
constraints in teaching goals to students; when teachers evaluated the scope and quantity of
learning outcomes, the duration of course hours was insufficient because the learning
outcomes were too much for the duration of the course hours; and they tended to use the
direct teaching method during instruction due to these time constraints. For these reasons,
they recommend increasing the duration of course hours to 3 or 4 hours per week. This
result is similar to the previous opinions of teachers regarding the weekly course hours in
the Turkish Republic Revolution History and Kemalism courses at the elementary and
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secondary education levels (Sunay and Tasgin, 2020; Simsek and Giiler, 2013; Tangill et al.,
2014; TTKB, 2020). Similarly, pre-service teachers who are educated for being history
teachers at the university mostly draw attention to the fact that 2 hours per week is
insufficient for the Atatlirk’s Principles and Revolution History course given in higher
education, and the duration should be increased (Akbaba, Demirtas, Birbudak and Kilcan,
2014). In this study, it is seen that the duration of course hours is an important variable that
limits the fulfillment of the curriculum.

Teachers have mainly favorable opinions about the objectives component of the
curriculum. However, they also point out some unfavorable situations limiting the
achievement of the objectives. The teachers who participated in the research had mainly
favorable opinions that the goals are appropriate, the learning outcome statements, and
their explanations are clear, and the learning outcomes are appropriate with Bloom’s
taxonomy. Teachers think that the course goals are favorable generally for reflecting
national history, national identity, and national values. Except for the teachers who
explained that the scope and quantity of the learning outcomes of the curriculum were
sufficient, the teachers who expressed insufficiency regarding the learning outcomes
thought that some topics should be covered more in the course content by emphasizing the
relationship between learning outcomes and content mostly, and they drew attention to the
imbalance of learning outcomes among topics and the lack of reference to the topics’
historical background. Similar to the findings in the literature (TTKB, 2020), the majority of
teachers in this study found the learning outcomes in the curriculum are clear. A small
number of teachers who did not find them clearly stated that general and stereotyped
expressions written in long sentences limit the clarity of the learning outcomes. Teachers
found the explanations of the learning outcomes as well as the learning outcomes to be
generally clear. These teachers, who did not find the learning outcome explanations clear,
drew attention to the unclarity of the limitations and warnings and also the targeted student
group similar to the clarity of the learning outcomes. In addition, they stated that the
learning outcomes and their explanations should vary according to the different types of
schools in which the students are educated. In this regard, the teacher who thought that
teachers with over 15 years of professional experience have problems with the explanations
of the learning outcomes and that they should be stated more clearly points to pedagogical
content knowledge.

The teachers did not mention the course goals’ consideration of the cognitive,
affective, and psychomotor domains and their coverage of the specific objectives of the
course, and also their direct effects on the content, instructional methods, and evaluation.
Similarly, there were no explanations stating together in which domains all 33 learning
outcomes in the curriculum (MEB, 2018) were nor at what levels they were, from simple to
complex. The fact that some of the teachers stated Bloom’s taxonomy domains of the
learning outcomes and mentioned the levels of some of them indicates that they evaluated
the domains and levels as disconnected from each other.

Teachers draw attention to the borders of the course, newly added topics, and
chronology in the determination, organization, and dealing with the content. Regarding the
topics that should be added and removed in the determined content, the teachers
considered the borders of the beginning and ending topics of the course. In this research,
some of the teachers said that there were no topics that should be added or removed from
the existing content in the new curriculum. However, expressions of some of them on
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starting the course with the topics of Turkish modernization history and removing topics
such as those after 1960, 1980, and contemporary Turkish and world history also indicated
the uncertainty about the boundaries of the end topics of the course. Although it is possible
to include the topics of recent history academically, it is not meant to include them in the
secondary education curriculum because the very recent history is in still development, its
conclusions have not emerged exactly, and questioning is at the forefront rather than
seeking an answer (Acun, 2012). In this context, it is seen that the starting and ending points
of the course are issues that need to be clarified with their reasons. In addition, the
teachers’ justification for the topics they believe should be added are to ensure the linking
and integrity among the topics and to be able to include details in the existing content of the
topics that need to be removed.

Teachers showed favorable and unfavorable opinions about the new topics and units
added to the curriculum for several reasons. Some of the teachers in the study found the
newly added topics and units positive for reasons such as being up-to-date and being recent
history. In addition to this, it is seen that the actuality phenomenon was discussed not in the
form of updating the existing content with new information, but in the form of expanding
the content by newly added topics and concepts to the existing units in the 1981 (MEB,
1981) and 2010 (MEB, 2010) curricula. In this case, it is seen that teachers’ expressions of
current issues are interpreted differently, such as “historically newer” and “making additions
to content.” On the other hand, linking the course topics with current life can be considered
as relating the events in the Republic’s history with the present and explaining the benefits
provided to the present day (Yilmaz, 2005). The reasons such as the time allocated to the
course are insufficient due to the newly added topics and units, not attracting students’
attention, adding too many topics, and difficulty in providing objectivity cause teachers to
approach these issues negatively. Although the number of learning outcomes in the new
curriculum is reduced, when the topics are added to the curriculum for the first time in line
with the new learning outcomes, the content and the duration of the course hours are
considered together, it could be said that they are limiting for the teachers. Similarly, in the
study of Sunay and Tasgin (2020), teachers thought that post-World War Il topics caused a
lack of time. In this context, it can be ensured that the topics in the 7t" and 8t units, which
are newly added to the 2018 curriculum, are associated with Atatlrk’s principles and
reforms.

Although the teachers stated that more than one teaching method could be used in
the instructional process, they generally use direct teaching. Most of the teachers expressed
that they mentioned what was expected from students directly or indirectly in the
instructional process by stating they used more than one method and technique in teaching.
This situation is important for pedagogical content knowledge, which determines which
method and how teachers will use it in a particular topic according to learning outcomes.
However, although the teachers explained that traditional and alternative methods could be
used together, they stated that they turned to the direct teaching method and generally
used it when teaching due to the insufficient duration of course hours specified in the
curriculum and the excessive number of topics. These findings are similar to the findings that
the most used methods in teaching revolution history are direct teaching, discussion, and
guestion-answer (Sunay and Tasgin, 2020). Some methods and techniques regarding the
implementation of the curriculum, where and for what purpose they will be used (for
example, as an introductory activity at the beginning of the lesson, as support for conceptual
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understanding and relating during the lesson, or as a reinforcement for learning or
improving thinking skills at the end of the lesson), the variables such as reinforcement, hints
in the instructional process, and appropriateness of mentioned methods to objectives,
student level, timing, and cost were not mentioned.

The teachers point out variety in evaluation, and they prefer process-oriented
alternative assessment approaches together with result-oriented methods and tools in the
evaluation process. While teachers explained the use of written and oral examinations
mainly in which result-oriented, short-answer, multiple-choice, fill-in-the-blank, true-false,
and open-ended questions were used, they also pointed to variety for evaluation by using
more than one result and process-oriented techniques and methods together, as in the
instructional process. In the teachers’ statements, no opinion was expressed about the
compatibility of the assessment with the learning outcomes and its appropriateness with
technical and academic standards. In addition, the necessity of in-service training was
expressed for the evaluation dimension of the pedagogical content knowledge of history
teachers of this course by criticizing that there were no concrete examples of evaluation
included in the curriculum and that this part was left to teachers.

While teachers mention mainly methodological phenomena in the strengths of the
curriculum, they make explanations focusing on the content component in comparison of
the curriculum with the previous ones and on the weakness of the curriculum. In Simsek and
Guler's (2013) study, history teachers drew attention that the problems experienced in
teaching the revolution history at the high school level are curriculum-oriented. In this
research, teachers pointed to student-centered activities that make students active in the
instructional process of the curriculum as one of the strengths of the curriculum. In addition,
compared to previous curricula, the curriculum was explained by teachers as being better
due to the variety of topics, usefulness, clarity, and simplicity. However, the multiplicity of
the topics, the superficial nature of the content, the imbalance of learning outcomes-time,
the inadequacy of the duration of course hours in the teaching of the content and the
chronological limitation of the thematic nature of the topics were described as unfavorable
features. In this study, the opinions of teachers who had unfavorable opinions based on their
reasons about chronology in the arrangement of the content are similar to the opinion that
the chronological approach is more appropriate, by half of the history teachers who
participated in Turan’s (2018) study. Additionally, the limitations of the theory in practice,
students being exam-oriented, and the situations of different student cohorts were also
stated as unfavorable reflections on the practice by the teachers.

The results of the study suggest that consideration of the various situations such as
the inability to go into detail on the topics due to the broad scope of the content and
teachers’ tendency to traditional teaching methods due to the multiplicity of newly added
units and topics is important in the determination, arrangement and dealing with the
content the curriculum developers. Especially due to the reason about the insufficient
duration of the course hours, consideration of the relevant content and time balance, the
student interests and needs, and where the topics will begin and end in a period without
entering the field of another course by drawing the boundaries of the course according to its
own main goals and philosophy, is important for the fulfilment of the objectives of the
course. In addition, for students to better understand the topics, it the necessity of; to start
the course with the reform movements in the last period of the Ottoman Empire and
provide background related to the developments in the National Struggle and the Republic
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Period by adding the topics of Turkish modernization history to the course, and putting
relations among the topics, are the other points that could be considered by the program
developers within the scope of the objectives-content relationship.

In the instructional process and evaluation, it is important to present some field-
specific examples of methods, techniques, materials and questions. With the awareness of
history and educational responsibility, teachers should not depend on books that have the
task of reflecting the curriculum; it should be provided that they can lead students to think,
research, and discuss the historical concepts by suggesting to them devices such as
publications, movies, etc. they found useful in reflecting the sense of history (Ozbaran,
1992). For this reason, it is thought that presenting concrete examples for teachers in the
curriculum aligned with the learning outcomes or topics will be beneficial for improving
teachers’ pedagogical content knowledge as well as they could be effective for encouraging
the use of process-oriented alternative methods.

The opinions of the teachers about the 2018 Secondary Education Turkish Republic
Revolution History and Kemalism Course Curriculum put forward the themes such as how
well the curriculum is understood by the teachers, how much the differences from the
previous curricula are taken into account, and to what degree the innovations in the
curriculum are assimilated as well as revealing their thoughts, feedback, and suggestions
about the curriculum. It can be said that the teachers’ explanations are limited in
theoretically dealing with the components of the new curriculum and are primarily focused
on their experiences in practice. This situation indicates teachers’ pedagogical content
knowledge. Emphasizing the aspects of the new curriculum that differ from the previous
curricula with in-service training, explaining the reasons for the need for innovations and
revisions in the curriculum, and presenting more concrete examples of methods and
materials that might be found as theoretical for teachers during the implementation of the
curriculum may be more beneficial for teachers in terms of better understanding,
assimilating, and implementing the curriculum features. In addition, in the relevant teacher
training programs, prospective teachers’ pedagogical content knowledge of revolution
history can be strengthened with micro-teaching based on all the curriculum components.

History education researchers can investigate the curriculum components and the
relationships among them in more detail within specific cases of the revolution history
context, and the findings can be considered in the later curriculum development processes.
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Opinions of teachers on the 2018 secondary education Turkish Republic Revolution

Appendices

Appendix 1. Questions in the Questionnaire Form

I- General Issues

1. When compared to previous curricula, what are your overall ideas about the new curriculum?
2, According to you, what are the top strengths of the new curriculum? Please explain.

3. According ta you, what are the top weaknesses of the new curriculum? Please explain.

4, In the implementation of the new curriculum, what do you pay attention to? What are your
recommendations in this regard?

II- Components of the Curriculum

A- Objectives

1. '"What are your ideas about the goals of the new curriculum?

2. What are your opinions on the scope and guantity of the learning outcomes in the new curriculum?
3. What are your opinions on the clarity of the learning outcome statements in the new curriculum?

4, “What are your opinions on the learning outcomes in the cognitive, affective, and psychomotar domains in
the new curriculum?

5. 'What are your opinions omn the explanations (2.g., limitations, warnings, etc.) of learning outcomes in the
new curmiculum?

B- Content
1. Are there any topics that should be added to the content of the curriculum? Please explain.
2. Are there any topics that should be removed from the content of the curriculumn? Pleass explain.

3. What are your ideas about the distribution, balance, integration, and seguence of the topics in the new
curriculum?

4. What are your ideas about the newly added units/topics to the curriculum?

5. 'What are your opinions on how skills spedfic to the field, values, and competencies existed in the new
curriculum?

6. What are your opinions on the adeguacy of the time zllocated both for the units and the learning cutcomes?
C- Instructional Methods

1. According to you, which instructional methodologies and technigues does the curriculum encourage using?
Please explain.

D- Measurement-Evaluation

1. According to you, what kind of methodologies and technigues does the curriculum encourage using for
evaluation? Please explain.

- Other Issues

1. Other than responses to the above questions, what are your opinions and suggestions about the Secondary
Education Turkish Republic Revolution History and Kemalism Course Curriculum?
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Appendix 2. The Coding Table for the Analysis of Teacher Opinions

COMPOMNENTS | THEMES Questions in the Questionnaire Form
1. Goals of the curriculum II- A- Objectives, 1
2. Characteristics wanted students being

Objectives gained (structure, scope and the domains
of the learning outcomes)
a. Scope and the quantity of the learning | 1I- A- Objectives, 2
outcomes
b. Clarity of the learning outcomes II- A- Objectives, 3
c. Domains and levels of Bloom II- A- Objectives, 4
Taxonomy
d. Explanations of the learning outcomes | Il- A- Objectives, 5

3. Determining the content (scope)
a. Features of the topics to be taught

(relationship with the objectives, II- B- Content, 1
suitability for student level, validity, II- B- Content, 2
Content reliability, actuality, scientific nature, II- B- Content, 4
meeting student needs, economy, I- General
relating to life, and self-sufficiency) Issues (1, 2, 3,
b. Unit analysis (topics-time) II- B- Content, & 4)
4. Arrangement of the content (balance, ! II- B- Content, 3
integration, and sequence) Ill- Other
5. Dealing with the content Il- B- Content, 5 Issues, 1

(qualifications and skills specific to the
field, values, and competencies)
6. Learning activities (introductory
activities, activities during lesson, and
Instructional activities at the end of lesson)
Methods 7. Theories of learning and instructional II- C- Instructional
approaches [methods and technigues) Methods, 1
8. Variables of instruction
(reinforcement, hint,
feedback/improvement, and student
participation)
Evaluation 9. Measurement and evaluation in the II- D- Measurement-
curriculum Evaluation, 1
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inkilap tarihi egitimi arastirmalari dgretmen, dgrenci, 6gretim programi, ders kitabi gibi dnemli
ogeleri ele almakta, mevcut durumu ortaya koyarak ¢6ziim onerileri sunmaktadir. Bu arastirma,
“Ortadgretim Tirkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi 6gretmenlerinin yeni dgretim
programi ile ilgili gorusleri ve onerileri nelerdir?” arastirma sorusu dogrultusunda durum c¢alismasi
yontemi ile 2018 Ortadgretim Tirkiye Cumbhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi 6gretim
programinin gercgeklestiriime durumunu incelemektedir. Bu kapsamda 6gretim programinin hedefler,
icerik, 6grenme-6gretme durumlari ve degerlendirme temel unsurlarini kapsayan 18 acik uglu
sorudan olusan anket gelistirilmistir. Anket, Cankiri ilinde Milli Egitim Bakanlhgi'na (MEB) bagh resmi
ve 6zel ortadgretim kurumlarinda goérev yapmakta olan ve Tirkiye Cumhuriyeti inkilap Tarihi ve
Atatlrkculiik dersini veren 25 tarih 6gretmenine iki akademik donemde g¢evrim ici olarak
uygulanmistir. Arastirmada haftalik ders saati sliresinin programin uygulanmasinda genel amaglar ve
kazanimlarin gerceklestirilmesini, icerigin sunumunda derinligi ve kullanilan 6gretim yontemlerini
sinirladigl; 6gretmenlerin hedeflerle ilgili cogunlukla olumlu goérislere sahip olmakla birlikte
hedeflerin kazandirilmasini sinirlayict bazi olumsuz durumlari isaret ettigi; 6gretmenlerin icerigin
belirlenmesi, dizenlenmesi ve ele alinmasinda dersin sinirlarina, yeni eklenen konulara ve kronolojiye
dikkat cektigi; 6grenme-6gretme siirecinde birden ¢ok 6gretim yontemi kullanilabilecegi belirtilse de
genellikle diiz anlatim yonteminin kullanildigl; degerlendirmede cesitliligin isaret edilerek geleneksel
ve alternatif yaklasimlarin birlikte tercih edildigi; 6gretmenlerin programinin glcli yanlarinda
¢ogunlukla metodolojik olgulara, 6nceki programlara kiyaslamalarinda ve programin zayif yanlarinda
ise icerik boyutu odakli agiklamalar yaptigi sonuglarina ulasiimistir.

Anahtar Kelimeler: tarih egitimi, Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiilik, 6gretmen
gorisleri

Giris

Tarih 6gretimi Cumhuriyetin ilk yillarinda ulus devlet insasi stirecinde 6nemli bir islev
ustlenmigstir. Bu kapsamda devrim ilkelerine bagh gengler yetistirmek amaciyla yeni dersler
ve Ogretim programlari hazirlanmigtir. Bu derslerin basinda da inkilap tarihi gelmektedir.
Tarihsel kimligin bir pargasi olarak ortaya ¢ikan “inkilap tarihi” dulstincesi, vatandaslik
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egitiminin bir parcasi olarak derse yiklenen dogal islev ve Avrupa’da yikselen totaliter
rejimlere ve diger ideolojilere karsi Tiirk gencligini koruma gayesi inkilap Tarihi dersinin
ortaya ¢ikmasindaki Gic 6nemli neden olmustur (Yilmaz, 2006).

Cumhuriyet’in ilk yillarindan bu yana inkilap tarihi ders adindaki degisiklikler gibi
ogretim programlarinda da diizenlemeler yapilmistir. Ortadgretim Tirkiye Cumbhuriyeti
inkilap Tarihi ve Atatiirkgiiliik Dersi Ogretim Programi en son 2018 yilinda Talim ve Terbiye
Kurulu 45 sayih karariyla degistirilmistir (MEB, 2018a). Bu kararla 2010 yili 228 sayilh (MEB,
2010) ve 2017 yili 68 sayih (MEB, 2017) 6gretim programi uygulamadan kaldirilarak yeni
O0gretim programi 2018-2019 6gretim yilindan itibaren uygulamaya konulmustur.

Tirkiye’de tarih egitiminde 1990’ yillardan bu yana sistematik arastirmalar
yapilmaktadir (Safran, 2014). ilkégretimden vyiiksekdgretime kadar tarih 6gretiminde
ogretmenler ile yapilan calismalar ayri bir yere ve 6neme sahiptir clinkii 6gretmenler
Ogretimle ilgili 6grenci, 6gretim programi, ders kitabi gibi egitim ortaminin en 6nemli
paydaslaridir. Alandaki calismalar oOgretmenlerin tarih Ogretimi sliresince yasadiklari
sorunlari (Bal, 2011; Sadik Yilmaz ve Avci, 2018; Yildiz, 2003), gelistirilen tarih dersi 6gretim
programlari ve 6gretmenlerin gorislerini (Aktas, 2020; Aktekin ve Ceylan, 2012; Turan, 2018;
Simsek, 2016, 2017), bununla birlikte 6gretim programinin 6ngordigi 6gretim yontem ve
teknikleri, degerlendirme arag ve yontemleri ile kullanmaya yonelik goris ve yaklasimlarini
(Karakus, 2020; Kaya, Giiven, Akkus ve Giinal, 2013; Oztas, 2017) ortaya koymaktadir. inkilap
tarihi 6gretimi, yakin donemler tarihinin bazi 6zel problemlerini ele almasindan dolayi tarih
dgretiminin bir parcasidir (Yilmaz, 2005). inkilap tarihi dersini ilk verenlerden olan Recep
Peker’e gore “Turk ana inanis istikametini genglere asilamak” ve buna uygun olarak Tirkiye
Cumbhuriyeti’nin kurulusunu hazirlayan sartlari ve Cumhuriyet’in temel fikirlerini incelemeyi
amaglayan inkilap tarihinin nasil 6gretilecegi 6nemli bir konudur (Baykara, 1981; Kaymakci ve
Er, 2009). inkilap tarihi 6gretimini saglayan dgretmenlere yonelik arastirmalar da bu ders
kapsaminda 6gretim ile ilgili cok 6zel durumlari ve sorunlari yansitmaktadir (Cencen ve Akca
Berk, 2014; Doganer, 2005; Emiroglu, 2005; Metin ve Oz, 2019; Oztiirk, 2005; Sertkaya,
2005; Sever, 2017; Sunay ve Tasgin, 2020; Simsek ve Guler, 2013; Tangulli, Tosun ve
Kocabiyik, 2014; TTKB, 2020). Mevcut arastirmalarda ele alinan 6gretim degiskenlerinin
birbiri ile etkilesim halinde oldugu gériilmektedir. Ornegin, 6grenciler dersin kavramlari ile
zorluklar yasayabilmekte (Yelbas, 2011), bu zorluklar derse karsi tutum, motivasyon ve kaygi
gibi duyussal ozellikler ile derse karsi yaklasimlarini etkileyebilmektedir (Kilingkaya, 2013).
Bunun yaninda derse iliskin temel sorunlar dersin rejim dersi olarak goriilmesi olabildigi gibi,
ders kitabi, 6gretmen, 6grencilerin bireysel farkhliklari, gelisim ve inang dizeyleri ile ilgili de
olabilmektedir (Akbaba, 2008). Ayrica, yliksekogretimde bu derste 6grenci beklentilerinde
ortadgretim inkilap tarihi derslerinde konularin geleneksel yontem ile dogrudan aktarim
yapilmasi, arastirma, inceleme, gezi ve goézlem gibi yontemlerin sinirh kullaniminin roli
oldugu ortaya konulmustur (Doganer, 2005). inkilap tarihi &gretiminde ilgili 6gretim
seviyesindeki Ogretim programi esasinda Ogrenciye hedefler dogrultusunda belirlenen
icerigin uygun ogretim yontem ve teknikleri ile sunularak istenilen diizeyde bilissel, duyussal,
psikomotor 6zelliklerle, alana 6zgl beceri ve yeterliklerin kazandirilmasi ve bunlarin uygun
sekilde degerlendirilmesinde uygulayici rolli olan 6gretmen goruslerinin belirlenmesi, bu
slrecte yasanan zorluklarin saptanmasi ve ¢o6ziimlenmesi adina daha da 6nemli olmaktadir.

Ogretim programi, “okulda ya da okul disinda bireye kazandirilmasi planlanan bir
dersin Ogretimiyle ilgili tim etkinlikleri kapsayan yasantilar diizenegidir” (Demirel, 2012: 6).
“Hedefler”, “icerik”, “6grenme-6gretme siireci” ve “degerlendirme” bir 6gretim programinin
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dort temel unsurudur. Bu doért temel oge birbiri ile etkilesim halindedir ve biri hakkindaki
karar digerlerine baglidir. Buna gore bir 6gretim programinda “Ne yapilmadir?”, “Konu alani
neler icermelidir?”, “Hangi 6gretim stratejileri, kaynaklari ve aktiviteleri kullanilacaktir?” ve
“Sonuglarin degerlendiriimesinde hangi metot ve 6lglim araglari kullanilacaktir?” (Demirel,
2012: 53) sorularinin cevaplanmasi esastir. Ogretim programlari ile ilgili yapilan her bir
degisiklik dersi veren Ogretmenlerin derse yonelik hazirhgini  ve 6gretimini
sekillendirmektedir. Bu arastirmanin, “Ortadgretim Tirkiye Cumhuriyeti inkilap Tarihi ve
Atatirkgulik dersi 6gretmenlerinin yeni 6gretim programi ile ilgili gorlsleri ve onerileri
nelerdir?” arastirma sorusu ile mevcut durumun belirlenerek diizenlemelerin yapilabilmesi
adina arastirmacilara, ogreticilere ve program gelistiricilere yol gostermesi acisindan énemli
oldugu dislntlmektedir.

Yontem

Arastirma Deseni

Durum calismasi yontemi ile ylrttilen bu arastirmada, 2018 Ortadgretim Tlrkiye
Cumhuriyeti inkilap Tarihi ve Atatiirkgiilik Dersi Ogretim Programinin gergeklestirilme
durumu, Demirel’in Analitik Program Degerlendirme Modelinin ikinci boyutu ile programdan
yararlananlarin (Demirel, 2012), yani programi kullanan ortadgretim Tirkiye Cumhuriyeti
inkilap Tarihi ve Atatirkcilik dersini veren tarih 6gretmenlerinin gérisleri alinarak
incelenmektedir.

Durum calismasi “nitel veya nicel yaklasimla” yapilabilir (Yildirim ve Simsek, 2005: 77).
“Calismaya konu olan ortam ve olaylarin bitlinciil yorumunu” (s. 277) hedefleyen bu durum
calismasi kendiliginden olusmus dogal bir cevre icinde gergeklestiriimistir. Boylece, yeni
o0gretim programinin uygulamadaki durumu, programi kullanan 6gretmenlere odaklanilarak
“durum analizi” (Blylkoztirk, Kihg Cakmak, Akglin, Karadeniz ve Demirel, 2014: 249) ile nitel
olarak arastiriimistir.

Veri Toplama Araci

Tanimlayict  (betimleyici) nitel arastirmalarda kullanilabilecek veri toplama
araclarindan biri de ankettir (Buyukozturk vd., 2014: 248). Katilimcilarin sorulara serbestce
cevap verebilmeleri, béylece konu hakkinda daha genis ve ayrintili bilgi elde edilebilmesi i¢in
ankette acik uclu sorular kullanilabilir (Blyukoztirk vd., 2014). Bu arastirmada, arastirmaci
tarafindan 6gretim programinin dort unsurunu kapsayan ve acik uglu 18 sorudan olusan
anket gelistirilmistir. ilk olarak 21 soru hazirlanmis, sorular inkilap tarihi/egitimi alaninda bir
uzman gorisi dikkate alinarak yeniden diizenlenerek 14 soruya indirilmistir. Uzman gors
yanhligin giderilerek i¢ gecerligin saglanmasinda en dnemli olgulardandir. Bu sebeple 14 acik
uclu sorudan olusan anket, uzman gorlstu formu ile birlikte sosyal bilgiler/tarih egitimi
alaninda 3 uzmana gonderilmistir. Her bir uzman, uzman gorisii formunu dikkate alarak
sorularin kapsam ve gorlnils gecerligini sorularin amaca uygunlugu, kapsami, aciklik ve
anlasilirhgl, yeniden diizenlenme gereksinimi, ekleme ya da ¢ikarma gereksinimi, cevaplama
slresinin uygunlugu (30-45 dakika) ve diger durumlar agisindan incelemis ve donutlerini
arastirmaciya iletmistir. Arastirmaci tim dondutleri inceleyip gerekli diizenlemeleri yaptiktan
sonra gorisleri alinan tic uzmandan birine 18 soru olarak son haline getirilen anket formunu
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ve uzman gorist formunu tekrar iletmistir. Tekrar bir uzman tarafindan incelenen 18 soruluk
veri toplama aracinin uygunluguna dair goruslerin alinmasiyla anket gecerligi saglanmis ve
son haline getirilmistir.

Bilgisayar yoluyla anket uygulama son yillarda tercih edilen bir yontem olup
(Buyukoztirk vd., 2014), farkli ortamlarda bulunan katilimcilara erisimi kolaylastirmaktadir.
Sorular internet sayfasi Uzerinden 6gretmenlerin agiklamalarini sinirlandirmayacak sekilde
elektronik ortama aktarilmis ve bir adres baglantisi olusturulmustur. Bu arastirmada,
uygulanan anket formundaki sorular Ek 1’deki gibi olup, Tiirkiye Cumhuriyeti inkilap Tarihi ve
Atatirkgulik dersini veren tarih 6gretmenlerine 2020-2021 bahar ve 2021-2022 gliz olmak
Uzere iki akademik dénemde ¢evrim i¢i olarak uygulanmistir.

Bu nitel arastirmada gecerlik ve glivenirlik kapsaminda alinan énlemler (Yildirim ve
Simsek, 2005) soyledir: (1) “Uzman incelemesi” ile arastirmada kullanilan sorularin
arastiriilmak istenenle ve teknik olarak uygunlugunun saglanmasina ve veri analizinde
kodlarin uygunluguna dair uzmanlardan doéndtler alinmasi; verilerin dénemsel olup
olmadiginin teyidi icin “uzun sireli etkilesim”le arastirma slresinin iki akademik dénem
surdurilerek verilerin doyuma ulasana kadar alinmasi; 6znel varsayimlar ya da veride yanhs
anlasilmanin 6nlenmesinde verilerden ¢ikarilan genel anlamlarin arastirmaya katilan bir
katilimci ile paylasilarak “katilimci teyidi” inandiricilik (i¢ gegerlik) kapsaminda alinan
onlemlerdir. (2) “Amagsal ornekleme” ile c¢alismaya tim tarih 6gretmenlerinin dahil
edilmeyerek, yalnizca Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersini veren
O0gretmenler olarak Ozellestirilmesi ve o6gretmenlerin yapmis olduklari agiklamalarin
“dogrudan alintilarla verilmesi” sonuglarin aktarilabilirligi (dis gecerlik) kapsaminda alinan
onlemlerdir. (3) Veri toplama sirecinde sorularin cevrim ici sorulmasi ile elektronik olarak
kayit edilmesi surecinin “katilimcilar icin ayni sekilde olmasi” ve veri analizinin en basinda
arastirmacinin  “kodlamanin zamana ve kisiye gore degismediginin temini” tutarlik (ig
glvenirlik) kapsaminda dikkate alinan dnlemlerdir. (4) Elektronik olarak elde edilen “verilerin
saklanmasi” ve arastirma slrecinin “detayli bir sekilde tanimlanmasi” teyit/tekrar edilebilirlik
(cis glivenirlik) kapsaminda alinan 6nlemlerdir.

Calisma Grubu

Nitel yaklasimla 6gretmen gorislerini belirlemeye yonelik olan bu arastirmada
orneklem, “amagsal érneklem” ile belirlenmistir. Arastirmada durum hakkinda gesitli bilgi
saglayacak maksimum cesitlilik 6rnekleme tercih edilmis, boylece farkli okul tiirlerinde (6zel,
resmi), farkl lise tiirlerinde (genel lise, meslek lisesi, fen lisesi vb.), farkl bélgede (il, ilce vb.)
Turkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiilik dersini veren tarih 6gretmenlerine
ulasmak hedeflenmistir. Genelleme amaci olmadan, orlintl ortaya ¢ikararak durumun daha
genis cercevede betimlenmesi ile evren hakkinda ipuclari saglayacak (Buyukoztirk vd., 2014)
sekilde calisma grubu belirlenmistir. Arastirmaya, Cankiri ilinde Milli Egitim Bakanhgi’'na
(MEB) bagl resmi ve 6zel ortadgretim kurumlarinda gérev yapmakta olan ve Tirkiye
Cumbhuriyeti Inkilap Tarihi ve Atatiirkgiilik dersini veren 25 tarih dgretmeni katilmistir.
Arastirmaya katilan 6gretmenlerin %28’i (7 kisi) kadin, %72’si (18 kisi) erkektir.
Ogretmenlerin biyik kismini %64 (16 kisi) ile 15 yil (st mesleki deneyime sahip
ogretmenler olusturmaktadir. Bunu %24 (6 kisi) ile 6-15 yil mesleki deneyime sahip
O0gretmenler takip etmekte olup, 0-5 yil arasi mesleki deneyime sahip 6gretmenlerin
arastirmadaki orani %12°dir (3 kisi).
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Arastirma kapsaminda Hacettepe Universitesi Etik Komisyonu’ndan arastirma “Etik
izni” alinmistir (Hacettepe Universitesi Senatosu Etik Komisyonu, 23.02.2021). Etik izin
alindiktan sonra MEB’e bagh ortadgretim kurumlarinda gorev yapan ve 12. sinifta Tlrkiye
Cumhuriyeti inkilap Tarihi ve Atatiirkclilik dersini veren tarih &gretmenlerine anket
uygulanabilmesi icin Hacettepe Universitesi’'nden alinan Etik izin Belgesi ve diger ilgili ve
gerekli belgelerle Cankiri il Milli Egitim Midurliigi’ne basvurulmustur ve “Uygulama izni”
(27.04.2021, E-57270673-605.01-24671902) alinarak arastirmaya baslanmistir. Katilimcilara,
arastirma amacindan bahsedilerek gonulli katilim formu ile izinlerinin alinmasi, istedikleri
zaman arastirmadan gekilebilecekleri vurgulanmasi, arastirmada katilimcilarin uygulanacak
anket ile fiziksel, zihinsel ve psikolojik zarar gérmeyecegi temin edilmesi ve katilimcilara ait
bilgilerin gizli tutulacagi ve verilerin yalnizca bilimsel amagh olarak kullanilacag belirtilmesi
seklinde etik olgular g6z 6nilinde bulundurulmustur (Fraenkel ve Wallen, 2000). Bu olgular
dogrultusunda, katiimcilar arastirma gonilli katihm (onam) formunu elektronik ortamda
onaylayarak arastirmaya katilmislardir.

Veri Analizi

Her bir 6gretmenin goérislerini iceren veri 01 (Ogretmen 1), 02 (Ogretmen 2) ... 025
(Ogretmen 25) sekilde kodlanarak her égretmen icin veri dosyasi olusturulmustur. Veri
analizi icin hazirlanan veri dosyalari “belirli kurallara dayali kodlamalarla bir metnin bazi
sozcliklerinin daha kiiglk icerik kategorileri ile 6zetlendigi sistematik, yinelenebilir bir teknik”
olan igerik analizine tabi tutulmustur (Buyikoztirk vd., 2014: 240). icerik analizinde
orneklem secme, kategorileri gelistirme, analiz birimini saptama ve sayisallastirma
basamaklari izlenmistir (Bailey, 1982, akt. Yildirm ve Simsek, 2005). Orneklem se¢cme
basamaginda 25 6gretmenin anket formundaki 18 soruya vermis oldugu cevaplarin tamami
analize katilmistir. Kategorileri gelistirme basamaginda 6gretim programinin dort temel 6gesi
dikkate alinarak 6gretmen gorisleri analizi kodlama gizelgesi olusturulmustur (Ek 2). Analiz
birimini saptama basamaginda 6gretmenin bir soru i¢cin verdigi cevabin tamami (kelime, s6z
Obegi, climle, ya da bir paragraf) analiz birimi olarak analize katilmistir. Son olarak
sayisallastirma basamaginda 6gretmen gorislerinde ortaya gikan nitel bulgular yaninda nicel
bulgular (miktar) da ortaya konulmustur. Boylece, 6gretim programi ile ilgili gorisler
belirlenerek programin uygulamadaki durumuna iliskin bulgular betimsel olarak
sunulmustur.

Bulgular

Programin Hedeflerine Yonelik Ogretmen Goriisleri

Ogretim programinin ilk unsuru olan “hedefler” kapsamindaki ilk soru 2018
Ortadgretim Tirkiye Cumbhuriyeti inkilap Tarihi ve Atatiirkgiiliik Dersi Ogretim Programinin
genel amaci ile ilgili gorusleri belirlemeye odaklanirken, diger 4 soru o6gretmenlerin
kazanimlarin kapsami ve miktari, anlasilirhgi, Bloom Taksonomisi alanlari ve dizeyleri ile
kazanim ifadelerindeki sinirlama ve uyari gibi aciklamalara dair goruslerinin belirlenmesini
amaclamaktadir. ilk olarak 6gretmenlere “Yeni 6gretim programin genel amagclari hakkindaki
dislnceleriniz nelerdir?” sorusu sorulmustur. Bu soruya 25 06gretmenin 17’si olumlu
actklama yaparken, 3 6gretmen “fikrim yok”, “hicbir diisiincem yok” seklinde, 5 6gretmen ise
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olumsuz yanit vermistir. Programin genel amaglariyla ilgili bildirilen olumlu gorislerden
bazilari séyledir: “Ogrencilerin milli degerleri kavramasi, yasamlarina yansitmasi ve milli
biling kazanarak duyarli vatandaslar yetistirme amaclarini karsiladigini diisiiniiyorum.” (04).
“Olumlu. Tarihi olaylari dgrenerek giinii anlamalarina yonelik.” (09). “Aslinda amaglar iyi
belirlenmis ancak bunlari verebilmek igin stre sikintisini azaltmak gerektigini distiniiyorum.”
(012). “Milli tarih, milli kimlik, ahlakli, erdemli, disiplinli, vatansever ve vatanina bagli genclik
yetistirme acisindan olumlu buluyorum.” (019).

Olumlu goris belirten 6gretmenlerin genel olarak dersin genel amaclarini milli tarih,
milli kimlik ve millT degerleri yansitmasi bakimindan olumlu bulduklari gérilmektedir. Ancak
gorisleri olumlu olsa da ders siiresinin kisitl olmasinin bu degerlerin 6grenciye
kazandiriimasinda sinirhliklar olusturdugu da 2 6gretmen tarafindan ifade edilmektedir.
Ogretmenlerin programin genel amagclarina dair olumsuz gériislerinden bazilari séyledir:
“Atatirk¢l ve onun izinden yiriyen bir genclik yetistiriimesine yonelik ders amaglarinda
kisaltmalar olmasi bakimindan olumsuz.” (020). “Amaglar teoride kalmis, uygulamasi yok.”
(021).

Ogretmenler 2018 programinda dersin genel amaclaryla ilgili belirtilen, dgrenciye
kazandirilmasi istenen tarih ve tarih metodolojisi bilgileri, tarihsel dlisinme becerileri, tarih
biliminin dogasi, vatandashk tutum ve davranislari sekilde genel amaglardan sinirl sekilde
bahsederek ¢ogunlukla bu amaglara iliskin olumlu ya da olumsuz yaklasimlarini
belirtmislerdir.

Bir diger soruda 6gretmenlere yeni 6gretim programindaki kazanimlarin kapsami ve
miktari hakkindaki gortsleri sorulmustur. 12 6gretmen kazanimlarin kapsamini ve miktarini
yeterli bulurken, 6 6gretmen ise fazla oldugunu disiinmektedir. 4 6gretmen kazanimlarin
kapsami ve miktarini yetersiz bulurken, 1 6gretmen kapsam ve miktarda dengesizligi
belirtmis, 1 68retmen yanit vermemis, 1 6gretmen ise ilgisiz cevap vermistir.

Kazanimlarin kapsam ve miktarinin yeterli oldugunu diisiinen dgretmenler “lyi ve
yeterli.” (01), “2018 programinda yer alan 33 kazanim bence yeterli.” (011), “kazanimlarin
kapsami da miktari da uygun.” (015), “kazanim ve miktari yeterli.” (017) gibi kisa ifadelerden
olusan vyanitlar vermislerdir. Buna karsin kazanim kapsam ve miktarini fazla bulan
ogretmenler gerekcelerine deginerek aciklama yapmislardir. Bunlardan bazilari soyledir:
“Ders saati siiresine gore fazla.” (02). “Kazanimlar cok fazla, haftalik iki saat yeterli
gelmemektedir.” (010). “12. sinif inkilap Tarihi dersi icin ¢ok fazla kazanimin oldugunu,
bundan dolayi o kazanimlari hepsinin verilmesinin imkansiz gibi bir sey oldugunu
dustntyorum.” (012). “Kapsamin ve buna bagli olarak kazanimlarin genis oldugunu
distindyorum. CTDT [Cagdas Tirk ve Dilinya Tarihi] dersiyle ortak olan tnite konularinin ve
buna bagh kazanimlarin Milli Miicadele, Geng¢ Tiirkiye Cumhuriyeti, inkilaplar, Atatirkglliik
konularina ve kazanimlarina odaklanilmasini zorlastirdigini ifade etmek durumundayim.”
(014).

Bu aciklamalarda bazi 6gretmenler kazanim sayisini ders saati ile kiyasladiginda
kazanim miktarinin fazla oldugunu aciklarken, bazilari ise ders saati siliresini belirtmeden
bunun fazla olusunu ifade etmistir. Kazanim kapsam ve miktarinin yetersiz oldugunu
aciklayan ogretmenlerin bazilarinin gorisleri ise soyledir: “Milli Miicadele Kahramanlarina
cok daha fazla yer verilmesi gerektigini diisiintiyorum.” (04). “Yeterli degil. Ozellikle Kurtulus
Savasimizin hazirlik sirecine yeterince agirlik verilmedigini ve Milli Miicadele hareketine
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karsi istanbul Hilkumetinin tutumunu yeterince yansitmadigini diisiiniilyorum.” (05). “Bazi
konulara daha ayrintili yer verilebilir. Kurtulus Savasi, Atatiirk’iin Hayati gibi.” (O8).

Kazanim kapsam ve miktarinin yetersiz olusunu dile getiren 6gretmenler daha ¢ok
kazanim-igerik iliskisine vurgu yaparak ders igeriginde bazi konularin daha fazla ele alinmasi
gerektigini disinmektedir. Bu soruda 1 6gretmen ise kapsam ve miktarin bazi konularda
fazla, bazilarinda az olusunu belirterek konulara gore dengesiz olusuna dikkat cekmis, ayrica
konularin tarihsel arka planina deginilmedigini ifade etmistir. Ogretmenin yaniti sdyledir:
“Denge yok maalesef, bazi konular asiri fazla bazi konular ¢ok az verilmis. Mesela inkilap
tarihinde fikir akimlari konusu olmasi gerekiyordu, ittihat ve Terakki’nin daha ayrintili
verilmesi gerekiyordu. Mustafa Kemal’in ilk katildigi savas Trablusgarp denip geciyor askerlik
hayatina dair. Trablusgarp Savasi nedir daha detayl anlatilabilirdi. Cocuktan analiz sentez
yapilmasi isteniyorsa bunun icin én bilgi gerekiyor.” (025).

Ogretmenlere yeni 6gretim programindaki kazanimlarin anlasihirligi ile kazanim
acitklamalari  hakkindaki gorisleri sorulmustur. 16 0Ogretmen 6gretim programindaki
kazanimlarin anlagihr oldugunu, 11 0Ogretmen kazanim agiklamalarinin kazanimlarin
anlasilirhgini kolaylastirdigini belirtmektedir. Bazi yanitlar “Kazanim ifadeleri agik ve anlasilir
sekilde verilmistir.” (04), “Kazanim ifadelerine dair aciklamalar kazanimi anlamada olumlu
etkisi vardir.” (018) seklindedir. 9 égretmen ise kazanim anlasilirhgr ve aciklamalari ile ilgili
“Daha anlasilir olmali. Bu konuda 06zellikle 15 yil Gzeri meslekte calisanlar olarak problem
yasiyoruz.” (023) ve “Daha net olabilir.” (024) seklinde aciklamalar yapmakta, kazanim
ifadeleri ve agiklamalarin daha anlasilir olmasi gerektigini belirtmektedir.

Ogretmenlerin kazanim ifadelerinin anlasilirhgini aciklarken belirli bir kazanim
ifadesinin anlasilirhgini ele alarak degil, 2018 6gretim programindaki 33 kazanimin tamamini
bitiincil olarak degerlendirdikleri gériilmektedir. Ayrica 1 6gretmen (025) égrenci hedef
kitlesine dikkat ¢cekmekte ve 6grencilerin egitim gordikleri farkli okul tiirlerine gére kazanim
ve aclklamalarin farkh olmasi gerektigini belirtmektedir. Kazanimlara kiyasla kazanim
acitklamalarini anlasilir bulan 6gretmen sayisinin az olmasi, 6gretmenlerin 6gretim silirecinde
bu aciklamalari degerlendirmede yasadiklari olumsuz deneyimlerden kaynakli olabilir.

Hedeflerle ilgili bir diger 6nemli olgu ise hedeflerin bilissel, duyussal ve psikomotor
alanlardaki hangi o6zellikleri kazandirmaya donik olusu ve bu alanlardaki dizeyleridir. Bu
kapsamda “Yeni Ogretim programindaki bilissel, duyussal ve psikomotor alanlardaki
kazanimlarla ilgili gorisleriniz nelerdir?” sorusunu 4 6gretmen “normal”, “basarih”, “yeterli”
ve “olumlu” seklinde ifade etmektedir. 14 6gretmen bilissel, duyussal ve psikomotor
alanlarina uygunluk olarak kazanimlari degerlendirmekte, bazi 6gretmenler bilissel alan
vurgusu vyaparak duyussal ve psikomotor alanlar icin gereklilik ve uygunluk hakkinda

aciklamalar yapmaktadir. Bu agiklamalardan birkaci soyledir:

“Kazanimlar eski programdan farkl olarak konu konu degil de baslhk baslik ele
alinmakta bu da kazanimlarin 6grencilere verilmesini zorlastirmakta oldugunu diistiniyorum
¢linkli 6grenci slrekli konular arasinda baglanti kurmakta sikinti yasiyor. Bu da bilissel
alanlarda kazanimlarda zorlandiklarini diisiiniiyorum.” (012). “Dersin 6zelligi dolayisiyla
kazanimlar bilissel ve yer yer de duyussal alanlarda yogunlasmaktadir.” (014). “Tarih
derslerinin sozel ders agirlikh olmasi sebebiyle bilissel ve duygusal alanlardaki kazanimlara
daha cok hitap ettigi kanaatindeyim. Psikomotor beceriler konusunda biraz zayif kaliyor.”
(019).
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Dort 6gretmen genel ifadelerle 6grenci 6n hazirligl, glinlik hayatla iliskilendirme
konularinda yanitlar vermis, li¢ 6gretmen ise bu soruyu “yorum yok”, “yanitim yok” seklinde
cevapsiz birakmistir. Ogretmenlerin, kazanimlarin Bloom taksonomisi alanlarindaki
actklamalarinda alan ve duzeyleri birbirinden kopuk olarak degerlendirdikleri séylenebilir.

Programin igerigine Yonelik Ogretmen Gériisleri

“icerik” ile ilgili sorularda 1., 2., 4. ve 6. sorular icerigin belirlenmesi, 3. soru icerigin
diizenlenmesi ve 5. soru icerigin ele alinisi ile ilgilidir. icerigin belirlenmesiyle ilgili ilk iki soru,
o0gretmenlerin mevcut durumdaki yeni programa eklenmesi ve ¢ikarilmasi gereken konularin
olup olmadigi hakkindaki gorislerini kesfetmeye yoneliktir. Bu baglamda programa
eklenmesi gereken konulara dair konularin yeterli oldugunu ve program igerigine eklenmesi
gereken bir konu olmadigini disiinen 9 6gretmen vardir. Bu 6gretmenler cevaplarini “hayir”,
“yoktur”, “yeterli”, “konular yeterli”, “bence yok” seklinde kisaca belirtmislerdir. Bu soruya 2
O0gretmen ilgisiz cevap vermis olup, 3 6gretmen yanit vermemis, 11 6gretmen program
icerigine konu eklenmesi gerektigi gorislerini belirtmislerdir. Bazi goérusler soyledir:
“Ekonomik alanda yapilan inkilaplar daha genis olunabilir.” (03). “inkilap Tarihi dersine
Osmanli son donem reformlarindan baslanmasi gerektigini diistiniyorum. Reform ile inkilap
farkinin kavratilmasi bakimindan bunun énemli oldugunun kanisindayim.” (04). “Cok partili
rejim denemeleri sirasinda ¢ikan isyanlar eklenmeli.” (010). “Bu dersi ne zaman
baslatacagiz? Kilik kiyafette yenilik sadece Cumhuriyetle mi basladi? 2. Mahmut yeniliklerini
nereye koyacagiz? Bu ylzden konu bitinligi saglanmalhdir. Tim bunlar 6gretmenin kisisel
goéris ve diinyasina birakilmamalidir. Programlarda ve kitaplarda yerini almali.” (011).
“Ozellikle dikkatimi ceken inkilap tarihi dersinde ¢ok fazla kazanim oldugu icin Atatiirk
donemi ile ilgili konularda gikarimlarin ¢ok oldugunu distiniyorum o ylizden bunlarin tekrar
konulmasi gerektigini disiniyorum.” (012). “Kirsal kalkinmaya verilen énem ve Koy
Enstitiileri.” (016). “Osmanl Devleti’nin son dénemi, XIX. yy baslarindan baslayarak XX. yy
ortalari.” (017). “Cok partili déneme gecisi engelleyen isyanlar icerige tekrar eklenmeli.”
(020). “Mesela kapitiilasyon anlatilacaksa tarihsel arka planinin kisaca anlatilmasini isterdim.
Cunkl inkilap tarihi Osmanh tarihinden ayri bir tarih degil, hem boylelikle alt yapi saglanip
hedef kolay insa edilebilir.” (025).

Konu eklenmesine dair goris bildiren 6gretmenler 3 noktaya dikkat ¢cekmektedir.
Bunlar, (1) Turk modernlesme tarihi konularinin da programa dahil edilmesi ile konu
bitlinliglinin saglanacagini, (2) 1981 (MEB, 1981) ve 2010 (MEB, 2010) programlarinda yer
alan cok partili siyasi hayata gecisi engelleyen Seyh Sait isyani ile Menemen/Kubilay Olayi
konularinin 2018 programina tekrar eklenmesini ve (3) Atatirk Doneminde (1923-1938)
kirsal kalkinmadan agir sanayinin kurulusuna ve bunun llke ekonomisine yansimasina daha
genis olarak yer verilmesi gerekliligidir. Ayrica t¢ 6gretmen (04, 011, 017) igerigin
belirlenmesine dair konularin eklenmesi ile birlikte, dersin sinirlarinin nereden baslamasi
gerektigine dikkat cekmektedir.

vy “"

icerikten cikarilmasi gereken konularda da 9 6gretmen “hayir”, “su an yoktur”, “yok”
sekilde kisaca yanitlayarak cikarilmasi gereken konu olmadigini belirtmis, 5 6gretmen yanit
vermemistir. 2 06gretmen ise 0Ozel olarak bir konu c¢ikarilmasi vyerine sadelestirme
yapilabilecegi ile meslek liselerinde konularin azaltilabilecegini aciklamistir. 9 6gretmen ise
asagidaki konularin program igeriginden c¢ikarilabilecegini belirtmekte olup, bazi goérusler
soyledir:  “12. siniflardaki inkilap Tarihi dersinde soguk savas ve yumusama dénemi ve
sonrasl konularin gikartilabilecegini ya da kazanim sayisini bu konularda daha az hale
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getirilmesi gerektigini diisiiniyorum.” (012). “Soguk Savas dénemi.” (013). “2. Diinya Savasl,
Tirkiye ve Dlinya'da etkileri konusundan sonraki Gniteler ¢ikarilirsa 1914-1945 donemi ¢ok
daha kapsamli ve ayrintili bir sekilde islenerek ¢ok daha kalici izli 6grenmeler
gerceklestirilebilecektir.” (014). “1960 sonrasi konular cikarilmali.” (020). “1980 sonrasi
konular.” (021). “Tirkiye Cumhuriyeti inkilap tarihinde yer alan ¢agdas diinya konulari.”
(025)

Ogretmenler tarafindan c¢ikarilmasi gerektigi belirtilen konular incelendiginde
o0gretmenlerin “1960 sonrasi konular c¢ikariimali”, “1980 sonrasi konular” ve “Tlrkiye
Cumbhuriyeti inkilap tarihinde yer alan ¢agdas diinya konulari” seklindeki yanitlarinin Tirkiye
Cumbhuriyeti inkilap Tarihi ve Atatiirkciilik dersi sinirlar ile ilgili oldugu goériilmektedir.
Cikarilmasi gereken konu oldugunu diisiinen 6gretmenlerden biri (011) ise yakin tarihteki
her konuya mifredatta yer verilmemesi gerektigini, 6zellikle 8. tnite konularinin Gniversite
diizeyinde ele alinabilecegini belirtmistir.

icerigin belirlenmesinde égretmenlere programa yeni eklenen initeler ve konular
hakkindaki distinceleri de sorulmustur. 2 6gretmen fikri olmadigini sdylemis ve ilgisiz yanit
vermis, 2 0gretmen yanit vermemistir. 11 6gretmen yeni eklenen konular/tnitelerle ilgili
olumlu goéruslere sahiptir. Bunlardan bazilari séyledir: “Glncel konularin eklenmesi iyi oldu.”
(02). “Cagdas Tiirk ve Diinya Tarihi dersi konularinin bir kisminin miifredata eklenmesini
oldukca basarili buluyorum... Bu eklenen konularin sinav konulari ile uyumlu olmasi ve
bitiinlesmesi gerekiyor.” (04). “Yakin tarihin anlasiimasi icin daha iyi oldu.” (09). “Yakin
gecmis ile tarih konularinin iliskili hale getirilmesi agisindan olumlu buluyorum.” (019).

Bir 6gretmenin ise ilk kez eklenen Unitelerden ziyade 1981 ve 2010 programlarinda
var olan Unitelere yeni eklenen konu ve kavramlardan bahsederek olumlu gorus bildirdigi
gortlmektedir. “lrak Cephesi’'ndeki Kut'lGl-Amare Zaferi'ne ve Medine Miidafaasina
deginilmesi yerinde bir ifade. Milli Micadele sirecine farkli sekillerde katkida bulunanlarin
vurgulanmasi oldukga gilizel... Fasizm, Nazizm, kominizm, sosyalizm, liberalizm ve
kapitalizmin genel 6zelliklerine ve siyasi etkilerine deginilmesi giizel.” (011).

Programa yeni eklenen konularla ilgili olumsuz goéris bildiren 10 6gretmen ise ders
icin slrenin yetersiz olmasi, 6grencinin ilgisini ¢ekmemesi, fazla konu eklenmesi gibi
gerekgeler aciklamislardir. Bunlardan bazilari sdyledir: “Ogrencinin ilgisini cekmiyor.” (013).

“Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkciliik dersi yeni 6gretim programi konu
olarak arttirilarak ve CTDT [Cagdas Tiirk ve Diinya Tarihi] dersi lniteleri ortak konu seklinde
eklenerek kapsami genisletilmis durumdadir. Bu durum agik¢asi dersin islenisini
zorlastirmakta tniteler hizli gecilmek zorunda kalinmaktadir. Ozellikle dersin ana damari olan
Milli Miicadele ve Atatiirk ilke ve inkilaplari konularina yeterince zaman ayrilamamaktadir.”
(014). “Biraz fazla.” (015). “Yeni eklenen konular, dersi kendi dogasindan uzaklastirmis.”
(020).

Yeni eklenen konularla ilgili olumsuz gériis bildiren 2 6gretmen (018, 025) ise
ozellikle ¢ok vyakin tarihe iliskin konularda objektiflik saglamanin zorluguna dikkat
cekmislerdir. Ogretim programin icerigin belirlenmesi kapsaminda incelenen 1., 2. ve 4.
sorulara ait yanitlarda 6gretmenlerin icerigin hedeflerle iliskisi, 6grenci diizeyine uygunluk,
gecerlik, guvenirlik, bilimsellik, ekonomiklik, kendi kendine yeterlilik olgularina 6zel olarak
dikkat cekmeden yanitladiklari goriilmektedir. Konularin iliskilendirilmesi, anlasiimasi; milli
ve manevi degerler kazandiriimasi bakimindan yasama vyatkinlik; o6grenci ihtiyaclarini

Turkish History Education Journal, May 2022, 11(1), 21-43




2018 Ortadgretim Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkgiiliik dersi 6gretim

karsilama gibi olgulara kapali olarak ve sinirli oranda deginilmektedir. Bu bolimdeki bir diger
onemli nokta ise bazi 6gretmenlerin dersin sinirlarinin gizilmesi, yani konularin nereden
baslamasi ve nerede bitmesi gerektigi ile ilgili aciklamalaridir. Ogretmenlerin bazilari dersin
baslangici (04, 011, 017) bazilar ise dersin bitisi (011, 014, 017, 620, 021, 025) ile ders
kapsamina dair duslincelerini dile getirmiglerdir.

icerigin belirlenmesi ile ilgili ele alinan bir diger nokta lnite analizidir. Bu amagla
o0gretmenlerden Uniteler ve kazanimlar igin ayrilan siirenin yeterli olup olmadigi ile ilgili
gorislerini belirtmeleri istenmistir. Soruya yanit veren 22 6gretmenin 15’i slirenin yetersiz
oldugunu ifade etmistir. Bu 6gretmenlerden biri ders saati sliresinin artirilmasi gerektigini
soyle belirtmektedir: “Haftalik 2 saatlik ders siiresi bu dersin islenisi icin gercekten azdir ve
en az 4 saat olacak sekilde planlama yapilmalidir.” (014). Siire yetersiz gériisiindeki baz
ogretmenler de kazanim sayilari ile siire dagiimindaki dengesizlik durumu ve genel olarak
slre yetersizligi seklinde agiklamislardir. Bu soruya cevap veren 7 6gretmen ise Uniteler ve
kazanimlar igin ayrilan sirelerin yeterli oldugunu ifade etmistir. Ancak bu 6gretmenlerden
3l siire yeterli olsa da siirenin dagiliminin yanlis oldugunu belirtmistir. Ogretmenlerin
yanitlari batlncil degerlendirme seklinde olup, her bir nite ve kazanim igin belirlenen ders
saati sliresini 6zel 6rnekler vererek degerlendirmedikleri gérilmektedir.

Bu bolumdeki 3. soru igerigin diizenlenmesi ilgili olup 6gretmenlerin yeni 6gretim
programindaki konularin dagilimi, dengesi, birbirleriyle iliskisi ve siralanisi hakkindaki
dusiincelerini belirlemeyi amaclamaktadir. icerigin diizenlenmesi icerigin secimi kadar
onemli olup 6gretilmek istenen konularin zaman siiresince siralanisini, konularin dagilimi,
dengesi, birbirleriyle iliskisinin psikolojik prensipler dogrultusunda organize edilmesini esas
alir. Ornegin program icindeki her tiirlii bilgi ve deneyimin birbiriyle baglanmasi, ya da bir
derste Ogrenilenin diger derste kullanilabilmesi, yeni eklenen ya da cikarilanlarin mevcut
yaplya etkisi, 6grenenlerin gelisim dizeylerinin de dikkate alinmasiyla basitten karmasiga,
somuttan soyuta, kolaydan zora seklinde siralanisi bu kisimla ilgilidir.

23 6gretmen bu soruya cevap vermis olup, bu 6gretmenlerin 14’( program igeriginin
dizenlenmesinde olumlu gorislere sahiptir. Bu 6gretmenler ilgili olgulari topluca
degerlendirmis “uygun”, “gayet iyi”, “olumlu”, “sikinti yok” seklinde kisaca agiklamistir.
Ogretim programi iceriginin diizenlenmesinde 9 d6gretmen ise olumsuz goériise sahip olup, bu
olumsuzluklarin neler oldugunu aciklamalarinda belirtmistir. Bu aciklamalarda en c¢ok
“kronoloji” ve “Cagdas Tiirk ve Dinya Tarihi” dersinin kapsamindaki yeni konular ile ilgili
durumlar dikkat cekmektedir. Bazi gorisler soyledir: “Olaylarin kronolojik siraya gore
diizenlenmesinin gerekli oldugunu distintiyorum.” (05). “Kronolojiye dikkat edilmeli bu
durum kitaplara da yansimistir.” (011). “4. Unite iki savas arasi donemde Tiirkiye ve Diinya
Unitesinden itibaren CTDT [Cagdas Tirk ve Diinya Tarihi] konulariyla hemen hemen ayni
seyler islenerek tekrara disilmektedir.” (014). “Olaylar ve olgular tarihsel akisina uygun
siralanmali.” (017). “Kitaptaki konular tematik oldugu icin siralama sikintili oluyor... Baglanti
sikintisi var bu da icerikte bogulmaktan kaynaklaniyor.” (025).

icerigin ele alinisi ile bu bélimde &gretmenlerin belirlenen ve diizenlenen igerigi
alana o6zgu yeterlilik ve beceriler, degerler ve yetkinlikler cercevesinde degerlendirmeleri
beklenmektedir. Bu soruya 21 6gretmen cevap vermis olup, icerigin alana 6zgl yeterlilik ve

UH

beceriler, degerler ve yetkinlikler gercevesinde ele alinisini 13 6gretmen “iyi”, “problem

yoktur”, “uygundur”, “kazanimlarla baglantih” seklinde kisaca ifade etmektedir. Bu soruda 5
O0gretmen igerigin ele alinisinda ayrinti durumunu ve biraz daha gliglendirmeye iliskin
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olumsuz goruslerini belirtmistir. Bu 6gretmenlerden biri olumsuz yaklasiminda igerigin
etkisini soyle aciklamaktadir:

“Konularin islenisi az zamanda, ayrintiya girilemeden yapildigi igin 6grencilerimizde
yeterli analiz, sentez, degerlendirme ve yorumlama becerilerini gelistirmekte eksik kaldigimiz
noktalar oldugunu ifade etmek durumundayim.” (014)

Ug dgretmen ise programda belirtilen beceri, yeterlilik, yetkinlik ve degerlerin
ogrencilere kazandirilmasi slireci igcin hayata gegirilmesinin O6nemine sdyle vurgu
yapmaktadir: “Genel olarak program incelemesi yapildiginda giinlik hayat ile iliskilendirilmis
bir yapida oldugu gozlemlenmektedir. Ancak sayet 6gretmen bu asamada kendi becerisini
yeteneklerini derslerinde 6grencilere sunmazsa programin bu baglamda uygulanabilirligi
tartisilir olacaktir.” (04). “Becerilerin anlasilmasi, daha kolay degerlere yer verilmesi ve
hayata tatbik edilmesi daha anlasilir.” (09). “Yer almasindan ziyade uygulanabilirligi dnemli,
bence yer aliyor lakin uygulanamiyor.” (025).

Ogretmenlerin bu aciklamalari icerigin ele alinisinda cogunlukla ézel olarak alana 6zgii
yeterlilik ve beceriler, degerler ve yetkinliklere deginmeseler de programdaki vurgusunu
dikkate aldiklarini, ayrica bazilarinin uygulanabilirlikle ilgili kaygilarini da géstermektedir.

Programda Ogrenme-Ogretme Siirecine Yonelik Ogretmen Goriisleri

“Ogrenme-6gretme siireci” ile ilgili soruda 6gretmenlerden yeni 6gretim programinin
hangi 6gretim yontem ve tekniklerinin kullanimini tesvik ettigini agiklamalari istenmistir.
Ogretmenler bu soruyu cevaplarken yeni program esasinda inkilap tarihi 6gretim siirecinde
birden ¢ok 6gretim yonteminin birlikte, hatta geleneksel ve alternatif yontemlerin bir arada
kullanilabilecegini belirtmislerdir. Birden fazla yontemin bir arada kullanilabileceginin ifade
edildigi bazi 6rnekler séyledir: “Diiz anlatim, soru-cevap ve tartisma” (014), “inceleme,
arastirma, analiz” (016), “Anlatim, arastirma, yerinde 6grenme” (017), “Bulus, tiimevarim,
dgrencinin bilgiyi kendisinin kesfetmesi” (023). Bu yéntemler arasinda 10 &gretmen “diiz
anlatim” yontemine yoneldiklerini agik sekilde belirtirken, 3 6gretmen “slirenin azligi ve
konularin ayrintili ve ¢ok olusu”, “yogun bilgi bombardimani” ve “6gretmen merkezli”
ifadeleri ile dolayli olarak Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersinde
geleneksel 6gretmen merkezli diiz anlatim yonteminin kullanimini belirtmislerdir.

Ogretmenler agiklamalarinda soru-cevap, arastirma, bulus yoluyla 6grenme, diyalog,
sorgulama, ornek olay, tartisma, drama, beyin firtinasi, inceleme, analiz, akil yliritme, yorum
yapma, timevarim, iliskilendirme, yerinde 6grenme yontem ve teknikleri ile Ogretim
sirecinde 06grencilerden dogrudan ya da dolayli olarak beklenenlere acik sekilde
deginmektedirler. 1 6gretmen (024) ise “6grenci merkezli” aciklamasi ile dolayli olarak
deginmistir.

“Soru-cevap” ogretmenler tarafindan en cok (10 6gretmen) bahsedilen etkilesimli
tekniktir. Benzer sekilde “arastirma”, yontem ve teknikler arasinda en fazla (5 6gretmen)
bahsedilen ikinci yontemdir. Bu yontemlere ek olarak 6grencilerin sorgulama ve elestirel
becerilerinin de 0Ogrenme-6gretme sirecinde kullanimina az da olsa (2 0Ogretmen)
deginilmistir. Ogretmenlerin aciklamalarinda 6grenme-dgretme siireci etkinliklerinde
yontem, teknik ve becerilerin kullanimi ile birlikte az bir kisminin (4 6gretmen) materyal
kullanim vurgusu da dikkat ¢ekmektedir. Bu materyaller hem agik sekilde “resim, harita ve
video” olarak hem de “gérsel ve isitsel” materyaller olarak belirtilmigtir.
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Ogretmenler, 8grenciyi aktif kilan 6grenci merkezli yapilandirmaci yaklasimi esas alan
ogrenci etkinlikleri ve bulus yoluyla 6grenmeye vurgu yapmakta olup, 6gretimin teknoloji,
okuma parcalari ve biyografilerle desteklenmesine dikkat cekmektedir. Ogretmenlerin
programi uygularken 6grenme-6gretme suireci ile ilgili yaklasimlari ise soyledir: “Mutlaka
ders kitabindan islenmesine ve EBA’dan [Egitim Bilisim Ag] takip edilmesine.” (03).
“Atatirkgllik noktasinda 6grencilerimi daha fazla ek kaynaklar kullanarak donanimli hale
getirmeyi amaghyorum.” (O5). “Sinavlarda ¢ikabilecek konulara dikkat ediyorum. Atatiirk’iin
Hayati, Kurtulus Savasi ve sonrasinda yaptiklari, onun 6nemi Uzerinde dikkat ¢ekmeye
calisiyorum.” (08). “Eksik konulari tamamlayarak not aldirarak isliyorum.” (010). “Ozellikle
tarih soyut bir alan oldugu icin konulari daha ¢ok 6rneklerle somutlagtirmaya galisiyorum. Bu
sekilde 6grencinin konulari daha netlestirebilecegini distiniyorum.” (012). “Etkinlikleri
uygulama.” (016).

Ogrenme-dgretme siirecinde égretmenlerin ders kitabi, ek kaynaklar, EBA’da yer alan
materyaller, somut 6rnekler kullanimi, ginlik hayat vurgusu, not aldirma ile etkinlikleri
uygulama yaklasimlari gorilmektedir. Yontem uygulamalarinda 6grenci katilimini géz éniine
almaktadirlar. Ogretmenler yanitlarinda metodolojik olgulardan bahsederken hedefler, icerik
ve oOgrenme-6gretme siireci iliskisine de deginmektedirler. Ogretim programinin
uygulanmasinda bahsedilen, tarihsel diisiinme becerileri icin de énemli olan, kazanimlarin
bazilarinda ve ders kitabi yazarlari icin belirtilen kronolojik siralama, tarih seridi, gazete,
calisma kagitlari, onemli sahsiyetlerin biyografiler ve anekdotlar, oykil, otobiyografi,
Anitkabir, miize, savas meydanlarina sanal geziler, kaynak ve goruslerden alintilar, siir, 6zIG
sozlerin Ogretmenler tarafindan bu siregte kullanilabilecegi sinirli sekilde belirtilmistir.
Ogretim programinda vurgulanan gézlem, inceleme, analiz, sorgulama ydntemleri, goérsel ve
isitsel materyal kullanimin 6grencilerin tarihsel disliinme becerilerine etkisi ile bunlarin
derste ne zaman ve ne amagla kullanilacagl belirtilmeden bu siregte genel olarak
bahsedilmistir.

Programda Degerlendirmeye Yonelik Ogretmen Goriisleri

Ogretim programinin “degerlendirme” unsuru ile ilgili soruda dégretmenlerden yeni
ogretim programinin degerlendirme silrecinde ne tir yontem ve tekniklerinin kullanimini
tesvik ettigini aciklamalari istenmistir. Ogrenme-6gretme siirecindeki yanitlar gibi bu
bélimde de 6gretmenler birden fazla yontem ve teknigin birlikte kullanimini belirtmiglerdir.
Bu ifadelerden bazilar séyledir: “Klasik, dogru-yanls, bosluk doldurma ve test.” (09). “SézIi,
yazili, coktan se¢meli, soru cevap, drama, tartisma.” (012). “Konu kapsaminin genis ve
ayrintili olusu test tekniklerini 6n plana c¢ikarmaktadir. Coktan se¢meli, D-Y [Dogru-Yanls],
eslestirme test sorulari kapsam gecerliligini daha ¢ok saglamakta, bunlarin yaninda 1-2 tane
acik uclu klasik soru eklenebilmektedir.” (014). “Acik uglu sorular ile tartisma.” (023).

Ortadgretim programlarinda (Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatirkgiiliik dersi
ve diger dersler) degerlendirmeye dair ortak olarak deginilen olgular ele alindiginda
ogretmenler degerlendirmede cesitlilige isaret etmektedir. Ogretmenler geleneksel
degerlendirme yontemlerini “klasik, klasik yazili, yazili” (4 6gretmen), “test” (4 68retmen) ve
“s0zIU” (1 6gretmen) terimleri ile degerlendirmede dolayli olarak acik uclu sorular ve ¢coktan
sec¢meli soru kullanimini belirtmislerdir. Bununla birlikte kisa cevapli, coktan se¢meli, bosluk
doldurma, dogru-yanls sorulari ve acik uclu sorular olarak da acik sekilde Urilin ya da sonug
odakh sorularin kullanimina deginmislerdir (7 6gretmen).
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Ogretmenlerin bu sorudaki yanitlari arasinda alternatif degerlendirmelerin oldugu da
gorilmektedir. Ornegin arastirma, tartisma ve drama gibi 6gretim ydntemlerinin
degerlendirmede de kullanimini ifade etmis, dolayh olarak sire¢ odakl degerlendirmeye
dikkat cekmislerdir (2 o6gretmen). Arastirmaya katilan Ogretmenlerden bazilari ise
performansa dayali, becerilerin de kazandirilip kazandirilmadigini dlgen, bireysel farkliliklari
dikkate alan, degerlendirmede gesitliligi vurgulayan alternatif degerlendirme yontemlerine
dikkat cekmislerdir (4 6gretmen). “Kesin sinirlar ¢cizmeyen, yol gdsteren tarzda.” (015) ve
“Olcme ve degerlendirme islemleri ¢cok yonli yapilarak tim dgrencilere ulasabilmeli.” (019)
bu 6gretmenlerin ifadelerine 6rneklerdir.

Bu ifadeler ayni zamanda degerlendirmenin egitim sireci ile bltinlik igerisinde olusu
ve bu silirecte kullanilan 6gretim yontemleri ile degerlendirmede kullanilan yéntemlerin
birbiri ile iliskisini de gdstermektedir. Arastirmaya katilan 6gretmenlerden biri soruya verdigi
yanitta 6gretim programinin somut O6rneklere yer vermeyerek bu kismin 06gretmene
birakilmasini elestirmis, tarih 6gretmenlerinin bu derse iliskin pedagojik alan bilgilerinin
degerlendirme boyutunda hizmet ici kurslarin gerekliligini soyle belirtmistir: “Olgme
degerlendirme konusunda somut orneklere yer verilmemesi, 6gretmenlerin becerisine
yetenegine birakilan bir uygulama ortaya koymaktadir. Ogretmenlerin bu konuda daha
donanimli olmalarini saglamak icin hizmet ici egitim seminerleri verilmesi ve gerekli egitim
calismalarinin yapilmasi gerekmektedir.” (04).

Arastirmaya katilan 1 0Ogretmen, diger ogretmenlerden farkli olarak 6gretim
programinda ders kitabi yazarlari icin onerildigi gibi gorsel 6gelerle desteklenen sorularin
kullanimini ifade etmis, 1 O0gretmen ise yanit vermemistir. Programin uygulanmasinda
degerlendirme ile ilgili olarak 1 6gretmen “Unite degerlendirme sorularini yanitlamaya.”
(016) dikkat ettigini aciklamakta, “Daha cok analitik diisinmeye yénelik soru érnekleri
olmall.” ifadesiyle program dogrultusunda vyazilan ders kitaplarindaki degerlendirme
olgularina dikkat cekmektedir.

Programin Biitiinii Hakkindaki Goriisler

Yirmibes 6gretmenin 12’si dnceki programlarla kiyasladiginda yeni programi daha iyi
buldugunu isaret eden olumlu, 13 6gretmen olumsuz yanit bildirmistir. Bu yanitlarda
o0gretmenler dnceki programlara kiyasla konu gesitliligi, kullanishlik, anlasilirhk ve sadelik gibi
olumlu 6zelliklerine dikkat ¢ekmislerdir. Olumsuz yanit veren 6gretmenler ise konularin fazla
olmasi sebebiyle icerigin ylzeysellesmesi ve sire yetersizligi seklindedir.

Programin glcli yanlariyla ilgili 25 6gretmenden 6’si gliclii yani olmadigini belirten
olumsuz ya da glicli bir yani belirtmeyen ilgisiz cevap verirken, 6gretmenlerin ¢ogu glgli
yanlarinda metodolojik olgulara dikkat c¢ekmislerdir. Programin zayif yanlar ile ilgili 1
o6gretmen yanit vermemis, 3 6gretmen zayif yoni olmadigini belirtmis, 1 6gretmen ise ilgisiz
cevap vermistir. 20 6gretmen ise programin zayif yonlerinde c¢ogunlukla icerik boélimiine
odaklanarak yanit vermislerdir. Ogretmenlerin aciklamalarinin igerigin belirlenmesinde
konularin c¢okluguna ve kapsadigi zaman araligina odaklandigi gorilmektedir. Bazi
ogretmenler kazanim-siire dengesizligi ile icerigin hedefler ile iliskisini belirtmis, icerigin
verilmesinde ders siiresinin yetersizligini programdaki zayif noktalardan birisi olarak
nitelemislerdir. Ayrica icerigin diizenlenmesinde konularin tematik olusu ve kronolojik
sinirhliktan bahsetmislerdir. Bazi 6gretmenler ise programin ogeleri disinda teorinin
uygulamadaki sinirhligi, 6grencilerin sinav odakh olusu ve farkli 6grenci gruplarina dair
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aciklamalarla yeni programin uygulanmasinda karsilastiklari olumsuz deneyimleri dile
getirmislerdir.

2018 Ortadgretim Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkctliik Dersi Ogretim
Programina iliskin diger goriis ve onerilere 21 6gretmen yanit vermistir. 6 6gretmene ait
cevaplar programla ilgili memnuniyeti dile getiren ifadelerle birlikte eklenecek baska bir sey
olmadiginin belirtilmesidir. 15 6gretmenin eklemek istedigi ifadeler ise cogunlukla daha 6nce
dile getirilen ifadeler olup 4 kategoride toplanabilir: Kazanim-ders saati sire yetersizligi ve
bunun diizenlenmesi ile ilgili gorisler; kazanim, igerik konu ve kapsamina dair gorisler;
program cercevesinde hazirlanan ders kitaplarina dair gorusler ve diger goruslerdir.

Sonug

Bu arastirmada 25 6gretmenin 18 acik uclu soruya vermis olduklari yanitlar programin
hedefler, icerik, O0grenme-O6gretme silireci ve degerlendirme unsurlari kapsaminda
gerceklestiriime durumunu ortaya koymus ve su sonuglara ulasilmistir.

Ogretim programinda haftalik ders saati siiresi 6gretmenlere goére programin
uygulanmasinda genel amaglar ve kazanimlarin gergeklestirilmesini, icerigin sunumunda
derinligi ve kullanilan 06gretim yontemlerini sinirlamaktadir. Arastirmaya katilan ¢ogu
dgretmen Tirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkcilik dersi icin haftalik 2 saatlik ders
suresi ile yil icin 72 saatlik toplam ders siiresini yetersiz bulmakta ve bu kisith strenin ders
kapsamindaki 6gretimlerini olumsuz etkilediklerini belirtmektedirler. Program unsurlari
kapsaminda degerlendirildiginde hedefler, icerik ve 06grenme-6gretme sirecinin bu
durumdan etkilendigi gériilmektedir. Ogretmenler, genel amaclarin iyi belirlenmis oldugunu
diuslinseler de bunlarin 6grencilere kazandirilmasinda sire sikintisi yasanmasi, kazanim
kapsam ve miktarini degerlendirdiklerinde kazanimlarin ders saati siresi icin fazla olmasiyla
ders saati sliresinin yetersiz kalmasi, yine slirenin azlhig sebebiyle 6gretimde diiz anlatim
yontemi kullanimina yoénelme gibi sorunlar yasamaktadirlar. Bu sebeplerle ders saati
slresinin haftallk 3 veya 4 saate cikarilmasini 6nermektedirler. Bu sonug, daha once
ilkégretim ve ortadgretim seviyesindeki Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatiirkciliik
derslerinde 6gretmenlerin haftalik ders saatine iliskin gorisleri ile benzerdir (Sunay ve
Tasgin, 2020; Simsek ve Giler, 2013; Tangili vd., 2014; TTKB, 2020). Benzer sekilde
Universitede tarih 06gretmenligi egitimi alan 06gretmen adaylari da biylk oranda
yiksekogretimde verilen Atatiirk ilkeleri ve inkilap Tarihi dersleri icin haftalik 2 ders saati
slresinin az olduguna ve sirenin artirilmasi gerektigine dikkat cekmektedir (Akbaba,
Demirtas, Birbudak ve Kilcan, 2014). Bu arastirmada ders saati sliresinin 6gretim programinin
tam olarak gerceklesmesini sinirlayan énemli bir degisken oldugu goriulmektedir.

Ogretmenler &gretim programinin hedefler unsuru ile ilgili cogunlukla olumlu
goruslere sahiptirler, ancak hedeflerin kazandirilmasini sinirlayici bazi olumsuz durumlari da
isaret etmektedirler. Arastirmaya katilan 6gretmenler cogunlukla genel amaglarin uygun,
kazanim ifadelerinin ve agiklamalarinin anlasilir ve kazanimlarin Bloom taksonomisine uygun
oldugu seklinde olumlu gériislere sahiptir. Ogretmenler genel olarak dersin amagclarinin milli
tarih, milli kimlik ve milll degerleri yansitmasi bakimindan olumlu oldugunu
disinmektedirler. Program kazanimlarinin kapsam ve miktarinin yeterli oldugunu séyleyen
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ogretmenler disinda, yetersiz olusunu dile getiren 6gretmenler daha ¢ok kazanim-igerik
iliskisine vurgu yaparak ders igeriginde bazi konularin daha fazla ele alinmasi gerektigini
disinmekte, kazanimlarin konular arasinda dengesizligine ve konularin tarihsel arka planina
deginilmedigine dikkat cekmektedirler. Alanyazindaki (TTKB, 2020) bulgulara benzer sekilde
bu arastirmada 6gretmenlerin bliylik cogunlugu 6gretim programindaki kazanimlari anlasilir
bulmaktadir. Anlasilir bulmayan az sayidaki 6gretmen ise uzun ciimlelerle yazilan, genel ve
kaliplasmis ifadelerin kazanim anlasilirhgini  sinirladigini - diisinmektedir. Ogretmenler
kazanimlar gibi kazanim agiklamalarini da genel olarak anlasilir bulmaktadir. Kazanim
actklamalarint anlasilir bulmayan 6gretmenler ise sinirlihk ve uyarilarin net olmayisi ile
kazanimlarin anlagilirhgindaki gibi 6grenci hedef kitlesine dikkat c¢ekmektedir. Ayrica
ogrencilerin egitim gordikleri farkh okul tiirlerine gére kazanim ve agiklamalarin farkl olmasi
gerektigini de belirtmektedirler. Bu konuda kazanim agiklamalariyla ilgili 15 yil Gzeri
deneyime sahip 6gretmenlerin sorun yasadigini ve daha agik belirtilmesi gerektigini diisiinen
ogretmen pedagojik alan bilgisini isaret etmektedir.

Ogretmenler, dersin genel amaclarinin bilissel, duyussal ve psikomotor alanlari
dikkate alma ve amaclarin derse ait 6zel hedefleri kapsama durumuna, ayrica icerige,
metotlara ve degerlendirme yodntemlerine dogrudan etkisine deginmemislerdir. Benzer
sekilde ogretim programindaki (MEB, 2018b) 33 kazanimin tamaminin hangi alanlarda
oldugunu ve basitten karmasiga hangi diizeylerde oldugunu birlikte ifade eden agiklamalara
rastlanmamistir. Ogretmenlerin bir kisminin kazanimlarin Bloom taksonomisi alanlarini, bir
kisminin ise dlizeylerini belirtmesi alan ve dizeyleri birbirinden kopuk olarak
degerlendirdiklerine isaret etmektedir.

Ogretmenler icerigin belirlenmesi, diizenlenmesi ve ele alinmasinda dersin sinirlarina,
yeni eklenen konulara ve kronolojiye dikkat cekmektedirler. Ogretmenler belirlenen icerikte
eklenmesi ve c¢ikarilmasi gereken konular dogrultusunda dersin baslayls ve bitis
konularindaki sinirlari ele almaktadirlar. Bu arastirmada ogretmenlerin bir kismi yeni
programdaki mevcut icerige eklenmesi ve c¢ikarilmasi gereken konular olmadigini
soylemektedir. Ancak bir kisminin dersin Tirk modernlesme tarihi konularindan baslatiimasi
ile 1960 sonrasi, 1980 sonrasi ve ¢agdas Turk ve diinya tarihi konulari seklinde ¢ikarilmasina
yonelik ifadeleri de dersin bitis konularinin sinirlariyla ilgili belirsizligi isaret etmektedir. Yakin
donem tarihi konularina akademik olarak yer vermek mimkiin olsa da ¢ok yakin tarih henliz
gelisme asamasinda oldugu, sonuglari tam olarak ortaya ¢ikmadigl ve cevap arama yerine
soru sorma On planda oldugu icin ortadgretim mifredatina dahil edilmesi anlamli degildir
(Acun, 2012). Bu dogrultuda dersin baslangic ve bitis noktalarinin gerekgeleriyle
netlestirilmesi gereken bir konu oldugu gorilmektedir. Ayrica, 6gretmenlerin eklenmesi
gereken konularla ilgili gerekgeleri konular arasinda baglanti ve butinligi saglamak oldugu
gibi, cikarilmasi gereken konularda da mevcut icerikte detaylara deginebilmek seklindedir.

Ogretmenler farkli gerekcelerle programa yeni eklenen konular ve Unitelerle ilgili
olumlu ve olumsuz yaklasimlarda bulunmaktadir. Arastirmadaki 6gretmenlerin bir kismi yeni
eklenen son konu ve (niteleri glincel olma ve yakin tarihte olma gibi gerekcelerle olumlu
bulmaktadir. Bununla birlikte gilincellik olgusunun mevcut icerigin yeni bilgilerle
glincellenmesi seklinde degil, 1981 (MEB, 1981) ve 2010 (MEB, 2010) programlarinda var
olan Unitelere yeni eklenen konu ve kavramlarla icerigin genisletiimesi seklinde ele alindigi
da gorilmektedir. Bu durumda 6gretmenlerin glincel konular ifadelerinin “tarihsel olarak
daha yeni” ve “igerige ekleme yapilmasi” gibi farkh sekilde yorumlandigi gérilmektedir. Diger
yandan dersin igerigindeki konularin glincel hayatla iliskilendirilmesi Cumhuriyet tarihinde
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yasananlarin gunimdizle iliskilendirilerek ve ginimiize sagladigi faydalarin anlatiimasi
(Yilmaz, 2005) olarak ele alinabilir. Yeni eklenen konu ve Uniteler nedeniyle derse ayrilan
surenin yetersiz kalmasi, 6grencilerin ilgisini gekmemesi, fazla konu eklenmesi, objektifligin
saglanmasinda zorluk gibi gerekceler de 6gretmenlerin bu konulara olumsuz yaklasmalarina
neden olmaktadir. Yeni programda kazanim sayisi azaltilsa da 6gretim programina yeni
kazanimlar dogrultusunda ilk kez eklenen konularin, icerik ve ders saati siliresi birlikte ele
alindiginda 6gretmenler igin sinirlayici oldugu sdéylenebilir. Benzer sekilde Sunay ve Tasgin’in
(2020) gahismasinda 6gretmenler 2. Dlinya Savasi sonrasi konularinin siire yetersizligine yol
actigini distinmektedirler. Bu dogrultuda 2018 programina yeni eklenen 7. ve 8. linitelerdeki
konularin Ataturk ilke ve inkilaplari konulariyla iliskilendirilmesi saglanabilir.

Ogretmenler dgrenme-dgretme  siirecinde  birden ¢ok &gretim  ydntemi
kullanilabilecegini belirtseler de genellikle diiz anlatim yéntemini kullanmaktadir.
Ogretmenlerin bircogu dgretimde birden fazla ydntem ve teknik kullandiklarini ifade ederek
o0gretim surecinde 6grencilerden dogrudan ya da dolayh olarak beklenenlere agik sekilde
degindiklerini agiklamaktadirlar. Bu durum o6gretmenlerin kazanim boyutunda belirli bir
konuda hangi yontemi nasil kullanacagini belirleyen pedagojik alan bilgisi agisindan
onemlidir. Ancak 06gretmenler geleneksel ve alternatif yontemlerin bir arada
kullanilabilecegini agiklasalar da 6gretim programinda belirtilen ders saati siiresinin yetersiz
olusu ve konularin fazla olusu gerekgesiyle diz anlatim yodntemine yodneldiklerini ve
ogretimde genellikle bunu kullandiklarini dile getirmislerdir. Bu bulgular, inkilap tarihi
ogretiminde en ¢ok kullanilan yontemlerin anlatim, tartisma, soru-cevap oldugu bulgularn
(Sunay ve Tasgin, 2020) ile benzerdir. Programin uygulanmasi hususundaki bazi yontem ve
teknikler, bunlarin siirecin neresinde ve ne amagla (6rnegin, dersin basinda giris etkinligi
olarak, derste kavramsal anlama ve iliskilendirmeyi destekleyici olarak ya da ders sonunda
O0grenmeyi pekistirici ya da diisinme becerilerini gelistirici olarak) kullanilacagi, 6gretim
slrecindeki pekistirecg, ipucu gibi degiskenler ile bahsedilen yontemlerin hedefler, 6grenci
diizeyi, zamanlama, maliyet icin uygunlugundan da bahsedilmemistir.

Ogretmenler degerlendirmede cesitliligi isaret etmekte, degerlendirme siirecinde
sonu¢ odakli yontem ve araglar ile birlikte sitre¢ odakli alternatif degerlendirme
yaklasimlarini da tercih etmektedirler. Ogretmenler daha ¢ok sonuc¢ odakli kisa cevapli,
¢oktan se¢meli, bosluk doldurma, dogru-yanlis sorulari ile agik uglu sorularin kullanildigi yazih
ve sozli sinav kullanimini agiklarken, 6grenme-6gretme slirecinde oldugu gibi birden fazla
sonug ve slrec¢ odakh teknik ve yontemi bir arada kullanimi ile degerlendirmede cesitliligi
isaret etmektedir. Ogretmenlerin ifadelerinde degerlendirmenin kazanimlarla uyumlulugu ile
teknik ve akademik standartlara uygunluguna dair goris belirtilmemistir. Bununla birlikte
ogretim programinda degerlendirmeye dair somut orneklere yer verilmeyip bu kismin
ogretmene birakilmasi elestirilerek, tarih 6gretmenlerinin bu derse iliskin pedagojik alan
bilgilerinin degerlendirme boyutu i¢in hizmet ici egitimin gerekliligi ifade edilmistir.

Ogretmenler programinin giicli  yanlarinda c¢ogunlukla metodolojik olgulara
deginirken, dnceki programlara kiyaslamalarinda ve programin zayif yanlarinda icerik boyutu
odakh aciklamalar yapmaktadirlar. Simsek ve Giler’'in (2013) calismasinda tarih
ogretmenleri, lise diizeyinde inkilap tarihi 6gretiminde yasanan sorunlarin miifredat odakli
olduguna dikkat ¢cekmektedir. Bu arastirmada ogretmenler, programin 6grenme-6gretme
siirecinde 6grenciyi aktif kilan 6grenci merkezli etkinlikleri programin giicli yanlari arasinda
gostermektedirler. Ayrica, 6gretmenler tarafindan programin onceki programlara kiyasla
konu cgesitliligi, kullanishhk, anlasilirhk, sadelik agisindan daha iyi oldugu ifade edilmistir.
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Ancak konularin c¢oklugu, icerigin ylzeysellesmesi, kazanim-siire dengesizligi, icerigin
verilmesinde ders saati sliresinin yetersizligi, konularin tematik olusu ile kronolojik sinirlilik
olumsuz oOzellikler olarak nitelenmistir. Bu g¢alismada igerigin diizenlenmesinde kronoloji ile
ilgili gerekcelere dayali olumsuz goriis bildiren 6gretmenlerin goérigsleri, Turan’in (2018)
calismasina katilan tarih 6gretmenlerinin yarisinin kronolojik yaklasimin daha uygun oldugu
gorusl ile benzerdir. Ayrica teorinin uygulamadaki sinirlihgl, 6grencilerin sinav odakli olusu
ve farkh 6grenci gruplarindaki durumlar da 6gretmenler tarafindan uygulamaya olumsuz
yansimalar olarak belirtilmistir.

Bu arastirmada elde edilen sonuglara dayanilarak igerik kapsaminin genis
tutulmasindan dolay! konularda ayrintiya girilememesi ve yeni eklenen lnite ve konularin
¢oklugundan dolayi 6gretmenlerin geleneksel 6gretim yontemlerine yonelmesi gibi cesitli
durumlarin igerigin belirlenmesi, dizenlenmesi ve ele alinmasinda program gelistiricilerce
dikkate alinmasi onerilebilir. Ozellikle ders saati siiresinin yetersiz kalmasi sebebiyle ilgili
icerik ve slire dengesi, 6grenci ilgi ve ihtiyaglarinin gézetilmesi ile dersin kendi temel amag ve
felsefesine gore sinirlarinin gizilerek konularin nerede baslayip nerede son bulacagi, ilgili
baska bir dersin alanina girilmeden bir zaman diliminde bitirilmesi dersin hedeflerinin
gerceklesmesi icin 6nemlidir. Ayrica, 68rencilerin konulari daha iyi kavrayabilmesinde dersin
Osmanli  Devleti’'nin son doénemlerindeki 1slahat hareketlerinden baslatilarak, Turk
modernlesme tarihi konularinin da derse eklenmesiyle Milll Micadele ve Cumhuriyet
Donemindeki gelismeler ile ilgili alt yapi saglanmasi ve konular arasinda baglanti kurulmasi
gerekliligi de hedefler-igerik iliskisi kapsaminda program gelistiriciler tarafindan géz 6nine
alinabilecek diger noktalardir.

Ogrenme-6gretme siireci ile degerlendirmede, dgretim yéntem, teknik, materyaller
ve sorularin alana 6zgl bazi 6rneklerinin sunulmasi 6nemlidir. Tarih bilinci ve egitici
sorumlulugu ile 6gretmenlerin, 6gretim programini yansitma gorevi Ustlenmis kitaplara
bagimli kalmamalari, 6grencilere tarih anlayisini yansitmada yararli buldugu yayin, film vb.
aygitlari 6nererek onlari tarih kavramlari Gzerine diisiindiirmeye, arastirmaya ve tartismaya
sevk edebilmesi saglanmalidir (Ozbaran, 1992). Bunun icin &gretim programinda
ogretmenler icin kazanimlar ya da konular dogrultusunda somut o6rnekler sunulmasi
ogretmenlerin pedagojik alan bilgilerini gelistirmek agisindan faydali olacagi gibi slire¢ odakh
alternatif yontemlerin  kullanimini  tesvik etme acgisindan da etkili olabilecegi
distnilmektedir.

2018 Ortadgretim Tiirkiye Cumhuriyeti inkilap Tarihi ve Atatirkcilik Dersi Ogretim
Programi ile ilgili 6gretmen gorisleri, 6gretmenlerin program hakkindaki dusinceleri,
dondtleri ve onerileri kadar, programin 6gretmenler tarafindan ne kadar anlasildigini, dnceki
programlardan farkliliklarinin ne kadar dikkate alindigini, programdaki yeniliklerin ne kadar
benimsendigi gibi durumlari da ortaya koymaktadir. Ogretmenlerin acgiklamalari, yeni
ogretim programinin unsurlarini teorik olarak ele almada sinirli olup, daha cok uygulamadaki
deneyimlerine odakl oldugu soylenebilir. Bu durum 6gretmenlerin pedagojik alan bilgilerine
isaret etmektedir. Hizmet ici egitim ile yeni programin onceki programlardan ayrilan
yonlerinin vurgusunun yapilmasi, programda yapilan yenilikler ve dizenlemelere duyulan
ihtiyacin gerekcelerinin acgiklanmasi, programin uygulanmasinda 6gretmenler icin teorik
bulunabilecek yontem ve materyaller ile ilgili daha somut 6rnekler sunulmasi gibi programin
niteliklerinin daha iyi anlasilmasi, benimsenmesi ve uygulanmasi acisindan 6gretmenlere
daha faydali olabilir. Ayrica ilgili 6gretmen yetistirme programlarinda 6gretim programi
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unsurlarinin tamamini esas alan mikro ogretimler ile 6gretmen adaylarinin inkilap tarihi
pedagojik alan bilgileri gli¢lendirilebilir.

Tarih egitimi arastirmacilari, 6gretim programi unsurlarini ve aralarindaki iligkileri
inkilap tarihi baglamina 6zgl durumlar kapsaminda daha detayh arastirabilir, bulgular daha
sonraki program gelistirme stireclerinde géz 6niinde bulundurulabilir.

Cikar Catismasi Beyani: Yazar ¢ikar ¢atismasi olmadigini beyan eder.
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Ekler

Ek 1. Anket Formundaki Sorular

|- Genel Konular

1. Onceki G&retim programianyla mukayese edildifinde yeni Géretim programinin geneli hakkinda
disinceleriniz nelerdir?

2. Yeni 8&retim programinin sizce en glicld vanlan nelerdir? Acklayiniz.
3. Yeni Ogretim prograrmimin sizce en zayif yanlan nelerdir? Apklayiniz.

4, Yeni 8gretim programinin uygulanmasinda nelere dikkat ediyorsunuz? Bu konuda tavsiyeleriniz nelerdir?

II- Programin Unsurlan

A- Hedefler

1. Yeni Ggretim programin genel amaclar hakkindaki disinceleriniz nelerdir?

2. Yeni 8gretim programindaki kazanimlanin kapsami ve miktan hakkindaki gérisleriniz nelerdir?
3. Yeni 8gretim programindaki kazanim ifadelerinin anlasilirhé ile ilgili gériisleriniz nelerdir?

4, Yeni dgretim programindaki bilissel, duyussal ve psikomotor alanlardaki kazamimilarla ilgili gbrisleriniz
nelerdir?

5. Yeni Sgretim programindaki kazanim ifadelerine dair apklamalarla {Srnegin sinirlilik, wyar vio.) ilgili
gdrisleriniz nelerdir?

B- ierik
L. igerik bakimindan &gretim programina eklenmesi gereken konular var midir? Aciklayiniz.
2. icerik bakimindan &gretim programindan cikartilmas: gereken kanular var ricir? Aciklayiniz.

3. Yeni 8gretim programdaki konulann dagilimi, dengesi, birbirleriyle iligkisi ve siralanisi hakkindaki
disinceleriniz nelerdir?

4, Bgretim programina yeni eklenen initelerkonular ile ilgili disinceleriniz nelerdir?

5. Alana dzgl beceriler, degerler ve yeterliklerin 8gretim programinda nasil yer aldigina iliskin gdrisleriniz
nelerdir?

6. Uniteler ve kazammlar icin aynilan siirelerin yeterliligi hakkindaki girisleriniz nelerdir?

C- Ogrenme-Ogretme Siireci

1. Ogretim programi sizce hangi 6gretim yBntem ve tekniklerinin kullanimin tesvik etmektedir? Aqklayimiz.
D- Olcme-Degerlendirme

1. Ogretim programi sizce ne tir degerlendirme yantem ve tekniklerinin kullanimini tegvik etmektedir?
Aciklayinz.

1ll- Diger

1 Yukarlda__',rer alan sorular disinda Ortadgretim Tiirkive Cumhuriyeti inkilap Tarihi ve Atatirkcildk Dersi
Ogretim Programina iliskin gdriis ve dnerileriniz nelerdir?
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Ek 2. Ogretmen Goriisleri Analizi Kodlama Cizelgesi

UNSURLAR TEMALAR Anket Formundaki Sorular
1. Programin genel amaclan II- A- Hedefler, 1
2. O@rencilere kazandinlmak istenen
Hedefler dzellikler (kazanimlann yapisi,
kapsami ve alanlar)
a. Kazanimlarin kapsami ve miktari II- A- Hedefler, 2
b. Kazanimlarin anlagihirhg II- A- Hedefler, 2
¢. Bloom Taksonomisi alanlar ve Il- A- Hedefler, 4
dizeyleri
d. Kazanim agiklamalan Il- A- Hedefler, 5
3. igerigin belirlenmesi
a. Ogretilecek konulann ézellikleri
(hedeflerle ilgililik, 68renci dizeyine IIl- B- igerik, 1
uygunluk, gecerlik, glivenirlik, II- B- igerik, 2
icerik gincellik, bilimsellik, 63renci II- B- igerik, 4
ihtiyaclarim karsilama, ekonomiklik, I- Genel
yasama yatkinlik, kendi kendine Konular (1, 2, 3,
yeterlilik) 4)
b. Unite analizi (konular-siire) II- B- igerik, 6
4. igerigin diizenlenmesi (denge, IIl- B- igerik, 3 lll- Diger, 1
bagimhlk, siralanis)
5. igerigin ele alimsi (alana dzgl Il- B- igerik, 5
yeterlilik ve beceriler, degerler ve
yetkinlikler)
6. Ofrenme yasantilan (giris
etkinlikleri, gelisme etkinlikleri, sonug
Ogrenme- etkinlikleri)
Ogretme 7. Ofrenme teorileri ve dgretim II- C- Ogrenme-
siireci yaklagimlar (yontem ve teknikler) Ogretme Sireci, 1
8. Ogretim degiskenleri (pekistirec,
ipucu, donit/dizeltme, 68renci
katilim)
Degerlendirme | 9. Programda &lgme ve degerlendirme | II- D- Olgme-
Degerlendirme, 1
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Abstract

Cultural and historical continuity is a subject that is discussed in many branches of science from the
last periods of the Ottoman Empire to the present. However, to what extent individuals perceive
cultural and historical continuity has been ignored in the domestic literature. In order to fill this gap
in the literature, the research aims to adapt the perceived collective continuity scale (PCC)
developed by Sani et al. (2007) to Turkish. The original form of the scale, which included twelve
items, consists of two dimensions: perceived cultural continuity and perceived historical continuity.
Exploratory (n=249) and confirmatory factor analyzes (n=295) were conducted on the Turkish
version in order to test the validity and reliability. According to the results of the exploratory factor
analysis, the total variance explained by the two-factor, 10-items Turkish scale form was found to
be 72.48%. The fit indices of the first-level and second-level models related to the two-factor model
in the original scale showed that the model was confirmed. In addition, the reliability values of the
scale were found at a high level. These results revealed that the Turkish version of the scale shows
the two-factor structure in its original form. In conclusion, the current research indicated that the
Turkish form of the scale (PCC) is a valid and reliable measurement tool that measures individuals'
collective continuity perceptions. It is believed that the scale (PCC) will contribute to future studies
in many fields such as history education research, identity research, migration research, and social
psychology by filling the gap in the domestic literature.

Keywords: perceived collective continuity, historical continuity, cultural continuity

Introduction

When the known first societies are studied, it is seen that older people were natural
teachers for the new generations. Teachers not only teach how to survive, but they also pass
on the culture of previous generations. Thus, cultural continuity is ensured (Akeret & Klein,
1991). Nations as a group, like the first societies, have a continuity extending from the past to
the future (Sani et al., 2007). Nations' sense of collective continuity becomes stronger when
they perceive a threat from out-groups (Smeekes & Verkuyten, 2015). In such a case,
differences or “others” (Guvenc, 1998, p.24) come together with a sense of consistency and
continuity to form identity (Bilgin, 2007). As can be seen, groups aim for continuity (Assmann,
2001), and collective identity requires continuity (Morley & Robins, 1997; Smith, 2014). This
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type of continuity is defined as collective continuity. The two main components of collective
continuity are cultural and historical continuity.

Ethnic identities are based on historical memory and common values. While historical
memory is related to historical continuity, common values are related to cultural continuity
(Smith, 2002; Smith, 2014). Culture is a continuum from the past to the future, but this is not
absolute immutability (Guvenc, 2010). Cultures are more or less integrated (Calhoun, 2007).
Cultures are the landscape of an endless march (Ulken, 2008). Cultural continuity is the
transmission of certain cultural specificity of people living together from the past to the future
(Smith, 2002). Another element of collective continuity is collective history. The type of history
necessary for the collective continuity of nations is national history (Siromahov et al., 2020).
History provides the formation of national identity by revealing the history of nations
stretching from the past to the future (Oz, 2008; Turan, 1997). In this context, historical
continuity is “a sense of perception continuity between the past and present of a nation”
(Obradovi¢, 2018). Thanks to historical continuity, the members of the nation internalize that
nation characteristics and values are maintained (Siromahov et al., 2020). Especially in
nationalist romantic historiography, the metaphor of "infancy" is used for the roots of the
nation's existence. The existence of the nation is explained continuously from the infancy of
the nation to the time lived, which is historical continuity (Simsek, 2017). Extending from the
past to the future, in other words, historical continuity presents a document of legitimacy to
national states. This document is provided with historiography. Therefore, in the emergence
of nation states, historical continuity has been the main subject of history and historiography
(Sivgin, 2009). In historiography, the others are written along with the history of the group.
Therefore, historical continuity occurs with the group, the history of the group, and “the
other” (Obradovi¢, 2018).

After discussing the definition of collective continuity and its sub-dimensions as
cultural and historical continuity, it will be necessary to look at related experimental studies.
Because how collective continuity is perceived (cultural and historical) and how collective
continuity perceptions can be measured is as important as what collective continuity is. In this
context, Sani et al.'s (2007) study is of great importance for the relevant literature. As a matter
of fact, Sani et al. (2007) propose two dimensions for perceived collective continuity.
Accordingly, the first dimension is cultural continuity; It is the perception that the basic values,
traditions, and thoughts of a group are transferred from the past to the future through
intergenerational transmission. Perceived cultural continuity refers to the perceived
continuity of norms and traditions. The second dimension is the perception of historical
continuity. The perception of historical continuity is the perception of groups that different
events and periods in the group's history are causally interconnected. So much so that
different events and periods in the group's history are a consistent story that makes the group
a group. Each phase of this consistent story is causally linked. On the other hand, although
perceived continuity is divided into cultural and historical, these two dimensions are related
to each other.

The structure of the perceived collective continuity, which concerns many branches of
science, has led to the study of this subject by different branches of science. For example,
when viewed individually, the individual's own past expresses a continuity. As with collective
continuity, the sense of self-continuity has also found a place in studies related to marketing
strategy (Ju et al., 2016). One of the main problems of historiography is historical continuity
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(Breisach, 2012). On the other hand, when it comes to national identity studies, historical
continuity is the most discussed issue (Karpat, 2009; Tirkdogan, 2005). The historical
continuity in historiography related to national history affects national education policies,
educational programs, and textbooks (Sulikovd, 2016). For example, in the textbooks for Greek
identity, the historical and cultural continuity from the Ancient Age to today's Greece is
narrated (Frangoudaki, 1998). Nonetheless, since historical continuity includes others or out-
groups (Obradovi¢, 2018), whether narratives about others are peaceful or not becomes an
inevitable problem of history education and teaching research (Safran & Ata, 1996). In order
to overcome such a situation, inquiry and evidence-based methods and techniques are
recommended in history teaching (Smeekes et al., 2017)

As can be seen, perceived collective continuity is an important subject for social
psychology, political psychology, history and historiography, immigrant research, educational
research, and historical education research. When it comes to history, history education and
teaching from the last periods of the Ottoman state to the present day, one of the focal points
of major discussions is cultural and historical continuity (Ugyigit, 1977; Inalcik, 2013, p. 467).
However, to what extent individuals perceive historical and cultural continuity has been
ignored in the domestic literature until today. Therefore, the lack of a measurement tool that
measures the perceived collective continuity (cultural and historical) in the literature in Turkey
is seen as an important gap. This research aims to adapt the “Perceived Collective Continuity
Scale” developed by Sani et al. (2007) to Turkish in order to contribute to this gap.

Method

The current research aims to test a theoretical model with confirmatory factor analysis.
Considering that confirmatory factor analysis is a type of structural equation modeling, it can
be said that the research is a correlational type of research (Aksu, Eser, and Glizeller, 2017).

Process

In the process of adapting the PCC scale to Turkish, the necessary permission was
obtained from the researcher responsible for developing the scale (Sani et al., 2007). Then,
the necessary ethical permission was obtained for the research to be carried out (Firat
University Ethics Committee decision dated 23.11.2021 and numbered 23/3). The
aforementioned scale was translated into Turkish by five experts (1 Psychological counselor,
2 Turkish language experts, and 2 English Educators). Then, the Turkish form of the scale was
translated back into English and sent to the author who developed the scale. After receiving
the author's opinions, the Turkish form of the scale was applied to university students. The
answering time of the scale lasted for an average of 4 minutes. The data obtained were
analyzed using the exploratory (n=249) and confirmatory factor analysis (n=295) of the Turkish
version of the scale.

Study Group

The convenience sampling method is the sampling method used in the research.
Research participants are students studying at different levels at Turkish state universities. In
the current study, the research group consists of two different studies. In the first research
group, data were collected for exploratory factor analysis. In the second research group, data
were collected for confirmatory factor analysis. The ages of the participants in the exploratory
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factor analysis study (n=249) ranged between 18-35 (x=22.98). The grade levels of the
students participating in the EFA study vary between the preparatory class and doctoral level.
(Preparatory class n=1 first class n=29; second class n=28; third class n=67; fourth class n=99;
master's n=21; doctoral n=4). Of the participants, 172 (69.1%) were female and 77 (30.9%)
were male.

The participants in the confirmatory factor analysis study consisted of university
students (n=295) aged between 18-39 (%x=21.60). The grade levels of the students
participating in the CFA study vary between first-class and doctoral levels (First grade n=56;
second grade n=42; third grade n=105; fourth grade n=76; master's n=8; PhD n=8). Of the
participants in the second research group, 213 (72.2%) were female, and 82 (27.8%) were
male.

This study was carried out with the approval of the ethics committee of Firat
University, dated 23.11.2021 and numbered 23.11.2021-23/3, obtained from the Social and
Human Sciences Research Ethics Committee.

Data Collection Tool

The data collection tool used in the study was the "Perceived Collective Continuity
Scale" developed by Sani et al. (2007). The PCC scale, consisting of twelve items, is in seven-
point Likert type. There are two reversed items (i6 and i12) in the original scale. However, in
the Turkish form of the scale, the reverse item was not used by also taking the author's
opinions who developed the scale. In addition, when a small group of participants does not
pay attention to these items, the items may appear as a meaningless separate dimension
(Schmitt & Stuits, 1985). Cronbach's alpha reliability coefficient was found to be .80 for the
whole scale during the development process of the PCC scale. The Cronbach's alpha reliability
coefficient for the historical continuity dimension of the scale is .77, and the Cronbach's alpha
reliability coefficient for the cultural continuity dimension is .82. The fit indices of the two-
factor model of the scale indicate that the model is confirmed (Sani et al., 2007).

Analysis of Data

SPSS 22 was used for exploratory factor analysis in the research. Confirmatory factor
analysis of the data was carried out with the AMOS 22 program. In the study, first of all, the
structure of the adapted scale was examined with exploratory factor analysis, and then
confirmatory factor analysis was performed for model fit in a different sample. For
confirmatory factor analysis, x2/sd < 5; CFIl, NFl and NNFI > .90; GFl, AGFI > .85 and RMSEA <
.80 are the accepted critical values (Karagoz, 2019; Schumacker & Lomax, 2004; Kline, 2015).
The reliability of the scale was tested by Cronbach's Alpha internal consistency coefficient.

Findings

Under this section, the findings regarding the exploratory and confirmatory factor
analysis and reliability of the Perceived Collective Continuity Scale, which was adapted into
Turkish, are included.
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Exploratory Factor Analysis

In the study, the research group for EFA was selected by the convenience sampling
method. In the 2021-2022 academic year, 249 students studying at public universities
participated in the research. Exploratory factor analysis was performed with the Principal Axis
Factoring method on the data obtained from 249 students. In the first analysis, a two-factor
structure was obtained as in the original scale. However, the tenth item on the scale states
that "The main events in Turkish history are part of an unbroken stream " (Factor loads: .629
and .554), and the twelfth item “There is a continuity between different ages of Turkish
history.” (Factor loadings: .573 and 582) were loaded into both factors. Since there was not
enough difference between the factor loads, it was decided to remove the items from the
scale (Secer, 2015). After removing the cross-loaded items, the analysis was repeated. As a
result of the analysis, Kaiser-Meyer-Olkin (KMO) was found to be .93. This value indicates that
the sample size is strong. According to the significant Barlett's test result [x2 =1706.330;
p=.000 <0.001] the data were multi-normally distributed (Secer, 2015). The rates of variance
regarding the PCC scale are presented in Table 1.

Table 1

Explained Total Variance Rates

Factors Eigenvalue  Variance (%) Cumulative Variance (%)
Perceived Historical Continuity 6,220 62,20 62,20
Perceived Cultural Continuity 1,028 10,28 72,48

As seen in Table 1, the variance explained by the first factor (Perceived historical
continuity) with an eigenvalue of 6,220 was 62.20%; the variance rate explained by the second
factor (Perceived cultural continuity) with an eigenvalue of 1.028 was 10.28%. The explained
total variance for the ten-item scale (See Appendix) was found to be 72.48%. Considering the
explained total variance, it can be thought that the factor structure of the scale is strong. Thus,
sub-factors with eigenvalues above 1 and explained variance values above 5% were obtained
(Secer, 2015; Buylikoztlirk, 2012). The scree plot indicating the two-factor structure of the PCC
scale is presented in Figure 1.

Figure 1
Scree Plot Related to the Factor Structure of the Perceived Collective Continuity Scale

Scree Plot

Eigenvalue

Component Number
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According to Figure 1, the scree plot indicated a horizontal line after the third factor.
This supports that the scale has a two-factor structure. The factor loads of the items obtained
in the scale are presented below in Table 2.

Table 2
Item Factor Loads (The PCC Scale)

Item n Factor Load Mean Sd
1 249 .78 6,03 1,15
2 249 .76 6,08 1,08
3 249 .80 5,35 1,34
4 249 .75 5,81 1,24
5 249 77 4,93 1,52
6 249 .82 5,92 1,31
7 249 .80 5,59 1,50
8 249 .80 5,83 1,23
9 249 .82 5,39 1,38

10 249 .79 5,11 1,49

According to Table 2, the lowest factor load in the scale was .75, and the highest factor
load was .82. The obtained values indicate that the factor loadings of the scale items are
strong. Finally, the data obtained from the exploratory factor analysis indicate that the two-
factor structure of the Perceived Collective Continuity Scale is provided in the Turkish version.
The first item “Turkish people have passed on their traditions across different generations”,
which was included in the dimension of cultural continuity at the original scale, was included
in the dimension of perceived historical continuity in Turkish culture. In addition, in the
exploratory factor analysis study, the Cronbach's alpha value for the internal consistency
coefficient was found to be .91 for the whole scale, .90 for the perceived historical continuity
dimension, and .90 for the perceived cultural continuity dimension (n=249). These results
indicate that the reliability of the scale is high (see Secer, 2015). In addition, communality
values of the items in the scale are presented in Table 3.

Table 3

Communality Values for the PCC Scale Items

Item Communality Values
74
.76
.69
.67
74
.69
.65
72
.80
.79
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In Table 3, it is seen that the communality values of the scale items ranged between .65
and .80. According to these values, the communality values of each item are at a good level
(>.10) (Secer, 2015).

Confirmatory Factor Analysis

Confirmatory factor analysis was performed with a different sample (n=295) to confirm
the ten-item two-factor model of the PCC scale. First, skewness and kurtosis values for
univariate normality and the value of the critical ratio (CR) for multivariate normality were
examined. The skewness values of the scale items ranged from -1.074 to -.130, and the
kurtosis values ranged from -.569 to .817. These values indicate that the univariate normality
assumption is met (Tabachnick & Fidell, 2013; Secer, 2015). On the other hand, according to
the critical ratio value of the data (c.r.=8.419), it can be said that multivariate normality is not
problematic (Kline, 2015; Karagodz, 2019). According to the confirmatory factor analysis
performed after testing the necessary assumptions, the fit index values of the two-factor
measurement model in the original scale have good fit values, except for the RMSEA value
(.93). Then, according to the modification indices, between the error variances of the first and
second items in the dimension of perceived historical continuity were made a modification.
After the modification, it was determined that the RMSEA had a good fit value. The fit index
values obtained as a result of confirmatory factor analysis are presented in Table 4.

Table 4
The Goodness of fit values for the PCC Scale

x2/sd CFI NFI NNFI GFI AGFI RMSEA
The first model 3,54 .97 .95 .96 .93 .88 .09
The modified Model 2,09 .99 .97 .98 .96 .93 .06
The Second-Order CFA 2,09 .99 .97 .98 .96 .93 .06

In Table 4, the goodness of fit values obtained as a result of the modified first and
second-order confirmatory factor analysis of the PCC scale (x2/df=2.09; CFI=.99; NFI=.97;
NNFI=.98; GFI=.96; AGFI; 93; RMSEA=.06) indicate that the scale items fitted with tested
model of the scale (Karagoz, 2019; Schumacker & Lomax, 2004; Kline, 2015). The relationships
between the first and second-order models and the factors of the scale are presented in Figure
2.

Figure 2
The First and Second-Order Confirmatory Factor Analysis Path Diagram for the PCC Scale
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Figure 2 indicates first and second-order CFA results. When the figure is examined, it
is seen that the standardized factor loads of the items under each conceptual variable ranged
between .73 and .94. Since the goodness-of-fit values of both models are acceptable, the first
and second-order models of the PCC scale can be preferred. In addition, in the confirmatory
factor analysis study, the Cronbach's alpha value for the internal consistency coefficient was
found to be .95 for the whole scale, .92 for the dimension of perceived historical continuity,
and .93 for the dimension of perceived cultural continuity (n=295). According to these results,
the PCC scale has a high level of reliability (Secer, 2015).
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Conclusion

In the current study, the two-factor model (cultural and historical continuity) of the
perceived collective continuity scale developed by Sani et al.(2007) was confirmed in the
Turkish form of the scale. This result indicates that the original scale model is confirmed in
terms of Turkish culture. In addition, the second-order factor structure of the scale also has
good fit values. The concepts of perceived collective continuity (cultural and historical) in the
present study are explained. After the concepts were explained, the PCC scale was adapted to
Turkish, and the psychometric properties of the scale were analyzed. First of all, the Turkish
translation of the PCC scale was made, and then the validity and reliability studies of the scale
were carried out through the collected data. The results of the exploratory and confirmatory
factor analysis fitted the model of two different dimensions obtained by Sani et al. (2007),
who developed the original scale. Accordingly, the scale consists of two dimensions: perceived
cultural continuity and perceived historical continuity. Similarly, Chesterman et al. (2021)
obtained a two-dimensional model in the French adaptation of the PCC scale. In the current
study, a high level of reliability was provided for the Turkish form of the scale. Ultimately, the
current research has revealed that the Turkish version of the scale is a valid and reliable
measurement tool that measures individuals' perceptions of cultural and historical continuity.

The PCC scale, which has been proven to be valid and reliable in Turkish culture, is
capable of opening the door to many new researches in different disciplines. Because
perceived collective continuity has been a topic that keeps up to date in many fields such as
historiography, textbook research, identity studies, and social psychology. Especially historical
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continuity is a subject that has been discussed from the last century of the Ottoman Empire
to the present day. For example, Fuad Koprili and Ziya Gokalp have built the center of their
studies on cultural and historical continuity (Cihan, 2014). So much so that this topic has never
been out of date (Ugyigit, 1977; Danismend, 1983; Inalcik, 2013; Inalcik, 2014). In addition,
relations between perceived historical and cultural continuity and national identity, social
essentialism, and identity fusion have been revealed (Siromahov et al., 2020). The
relationships between historical continuity and attitudes towards immigration (Jetten & Wohl,
2012; Maoulida et al., 2021), identity protection behaviors (Jetten & Hutchison, 2011), and
identity threat perceptions (Roth et al., 2017) were studied. In educational research, historical
continuity is a subject studied in textbook research (Sulikovd, 2016). Therefore, it is thought
that the PCC scale will create opportunities for new studies of various disciplines in Turkey.

Conflict of Interest Statement: The author declares that there are no conflicts of interest.
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2. Turk tarihi gegcmisten giiniimize birbirine bagl
olaylar dizisidir.
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3. Turk halkinin ortak degerleri, inanglari ve
tutumlari zaman gegse de korunmustur.

4. Ge¢cmisten glinimiize Tirk tarihinin tim
onemli donemleri birbiri ile baglantilidir.

5. Tirkler tarih boyunca egilimlerini ve diisiince
tarzlarini korumuglardir.

6. Turk tarihinin din(, buglini ve gelecegi
arasinda baglanti vardir.

7. Turkler daima kendine 6zgl gelenek ve
inanclariyla taninacaklardir.

8. Turk tarihindeki farkh olaylar arasinda nedensel
baglantilar vardir.

9. Turkler tarih boyunca gelenek ve géreneklerini
korumustur.

10. Tirk halki degerlerini zamana karsi
korumustur.

Factors:

Perceived Historical Continuity
1,2,4.,6.,and8.

Perceived Cultural Continuity

3.,5.,7.,9., and 10.
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Algilanan kolektif streklilik 6lceginin (Kiltlrel ve tarihsel stireklilik) Tiirkceye
uyarlanmasi: Gegerlik ve guivenirlik ¢calismasi

Mehmet ELBAN
Firat Universitesi, Egitim Fakiiltesi E-posta: melban111@gmail.com

Oz

Osmanli Devletinin son dénemlerinden glinimize kadar kdltiirel ve tarihsel slireklilik pek ¢ok bilim
dalinda tartisilan bir konudur. Ancak, yurtici yazinda bireylerin kiltirel ve tarihsel surekliligi ne
diizeyde algiladiklari gz ardi edilmistir. Mevcut arastirma literatirdeki bu bosluga katki saglamak
amaciyla Sani vd. (2007) tarafindan gelistirilen Algilanan Kolektif Siireklilik Olgegini (AKSO) Tiirkge’ye
uyarlamayi amaclamistir. On iki sorudan olusan 6lgegin orijinal formu, algilanan kalttrel streklilik
ve algilanan tarihsel siireklilik olmak Uizere iki boyuttan olusmaktadir. Olgegin Tiirkge formunun
gecerligi ve glvenirligini test etmek amaciyla olcegin Tirk¢ce formuna agimlayici (n=249) ve
dogrulayici faktor analizi (n=295) yapilmistir. Yapilan agimlayici faktor analizi sonucuna gore iki
faktorli 10 maddelik Tirkge 6lcek formunun agikladigl toplam varyans miktari %72,48 olarak
bulgulanmistir. Olgegin orjinalindeki iki faktérli modele iligkin birinci diizey ve ikinci diizey modelin
uyum indeksleri modelin dogrulandigini gostermistir. Ayrica 6lgegin givenirlik degerleri yuksek
dizeyde bulunmustur. Bu sonuglar 6lgegin Turkce formunun orijinal formundaki iki faktorli yapiy
gosterdigini ortaya koymustur. Nihayetinde mevcut arastirma, dlgegin (AKSO) Tiirkce formunun
bireylerin kolektif stireklilik algilarini 6lgen gegerli ve glivenilir bir 6lgme araci oldugunu gostermistir.
Olgegin (AKSO) yurtici alan yazindaki boslugu gidererek tarih egitimi arastirmalari, kimlik
arastirmalari, gb¢ arastirmalari ve sosyal psikoloji gibi pek ¢ok alanda yapilacak galismalara katki
saglayacagi disliniilmektedir.

Anahtar Kelimeler: Algilanan kolektif streklilik, tarihsel streklilik, kiilttrel stireklilik

Giris

ilk toplumlar incelendiginde yashlarin yeni nesiller icin dogal bir 6gretmen oldugu
gorulir. Ogretmenler sadece hayatta kalabilmenin yolunu 6gretmezler. Ayni zamanda énceki
nesillerin kiltirind de aktarirlar. Boylelikle kiltirel streklilik saglanir (Akeret ve Klein, 1991).
ilk toplumlar gibi bir grup olarak milletler de gecmisten gelecege uzanan bir sireklilige sahiptir
(Sani vd., 2007). Dis gruplardan bir tehdit algiladiginda milletlerin kolektif stireklilik duygusu
daha da gtliclenir (Smeekes ve Verkuyten, 2015). Boylesi bir durumda farkliliklar ya da otekiler
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(Guveng, 1998, s.24), tutarliik ve sureklilik duygusu ile bir araya gelerek kimligi olusturur
(Bilgin, 2007). Gorllecegi Gizere gruplar, stirekliligi hedefler (Assmann, 2001) ve kolektif kimlik
sureklilik gerektirir (Morley ve Robins, 1997; Smith, 2014). Bu tir sureklilik ise kolektif
surekliliktir. Kolektif stirekliligin iki temel bileseni ise kiltirel ve tarihsel stirekliliktir.

Etnik kimliklerin temelinde tarihsel bellek ve ortak degerler vardir. Tarihsel bellek
tarihsel sureklilikle, ortak degerler ise kultirel sureklilikle iligkilidir (Smith, 2002; Smith, 2014).
Kultlr, gegmisten gelecege bir stirekliliktir. Ancak bu mutlak bir degismezlik degildir (Gliveng,
2010). Kiltarler, az ¢ok butlnlesiktir (Calhoun, 2007). Kiltirler sonu olmayan bir yiirtytsiin
manzarasidir (Ulken, 2008). Kiiltiirel siireklilik ise birlikte yasayan insanlarin belirli bir kiltiirel
0zgllligunl gegmisten gelecege aktarmalaridir (Smith, 2002). Kolektif strekliligin diger bir
unsuru kolektif tarihtir. Milletlerin kolektif stirekliligi igin gerekli olan tarih tiri ise milli tarihtir
(Siromahov vd., 2020). Tarih, milletlerin gecmisten gelecege uzanan tarihini ortaya koyarak
milli kimligin olusumunu saglar (Oz, 2008; Turan, 1997). Bu baglamda tarihsel siireklilik, “Bir
ulusun gecmis ve buglinii arasinda algilanan stireklilik duygusudur” (Obradovié, 2018). Tarihsel
sureklilik sayesinde milletin tiyeleri milletin 6zelliklerinin, degerlerinin korudugunu igsellestirir
(Siromahov vd., 2020). Ozellikle milliyetci romantik tarih yaziminda milletin varliginin kékleri
icin “bebeklik” metaforu kullanilir. Milletin varligi milletin bebeklik déneminde yasanilan
zamana kadar kesintisiz anlatilir ki bu tarihsel strekliliktir (Simsek, 2017). Ge¢misten gelecege
uzanma baska bir ifadeyle tarihsel streklilik milll devletlere bir mesruiyet belgesi sunar. Bu
belge tarihyazimiyla saglanir. Dolayisiyla milli devletlerin ortaya ¢ikisinda tarihsel streklilik,
tarih ve tarih yazicihginin temel konusu olmustur (Sivgin, 2009). Tarihyaziminda grubun
tarihiyle birlikte 6tekiler de yazilir. Dolayisiyla tarihsel stireklilik grup, grubun tarihi ve 6tekiyle
birlikte gerceklesir (Obradovi¢, 2018).

Kolektif surekliligin, onun alt boyutlar kiltlrel ve tarihsel sireklilig§in ne oldugu
tartisildiktan sonra uygulamali ¢calismalara bakmak gerekecektir. Clinki kolektif strekliligin
nasil algilandigi (kltirel ve tarihsel) ve kolektif streklilik algilarinin nasil 6l¢lilebilecegi kolektif
surekliligin ne oldugu kadar 6nemlidir. Bu baglamda Sani vd.’nin (2007) ¢alismasi ilgili literattr
icin bliyik bir 6nem tasir. Nitekim Sani vd. (2007) algilanan kolektif streklilik icin iki boyut
onermektedir. Buna goére ilk boyut kiltiirel streklilik; bir grubun temel degerlerinin,
geleneklerinin, dislincelerinin nesiller arasi aktarimla gegmisten gelecege aktarildigina iliskin
algisidir. Algilanan kilturel streklilik normlarin ve geleneklerin algilanan sirekliligini ifade
eder. ikinci boyut tarihsel siireklilik algisidir. Tarihsel stireklilik algisi, gruplarin grup tarihindeki
farkli olaylarin ve dénemlerin nedensel olarak birbirine bagli olduguna iliskin algisidir. Oyle ki
grubun tarihindeki farkl olaylar ve dénemler grubu grup yapan tutarl bir hikayedir. Bu tutarli
hikayenin her evresi nedensel olarak birbirine baghdir. Ote yandan algilanan sureklilik kiiltiirel
ve tarihsel olarak ikiye ayrilsa da bu iki boyut birbirleriyle iliskilidir.

Algilanan kolektif siirekliligin pek cok bilim dalini ilgilendiren yapisi, bu konunun farkl
bilim dallarinca calisiimasina neden olmustur. Ornegin bireysel olarak bakildiginda da bireyin
kendi gecmisi bir strekliligi ifade eder. Kolektif siireklilikte oldugu gibi 6z streklilik duygusu da
pazarlama stratejisine iliskin calismalarda yer bulmustur (Ju vd., 2016). Tarihyaziminin da
temel problemlerinde biri tarihsel sirekliliktir (Breisach, 2012). Diger taraftan milli kimlik
arastirmalari s6z konu oldugunda tarihsel siireklilik en ¢ok tartisilan konu olur (Karpat, 2009;
Turkdogan, 2005). Milli tarihe iliskin tarihyaziminda tarihsel stireklilik milli egitim politikalarini,
ogretim programlarini ve ders kitaplarini etkilemektedir (Sulikovd, 2016). Ornegin Yunan
kimligi icin ders kitaplarinda Antikgagdan bugliniin Yunanistan’ina uzanan tarihsel ve kultirel
sureklilik anlatilmaktadir (Frangoudaki, 1998). Yine tarihsel streklilik beraberinde 6tekileri ya
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da dis gruplari (Obradovié¢, 2018) icerdiginden 6tekilere iliskin anlatilarin barisgi olup olmamasi
tarih egitimi ve 6gretimi arastirmalarinin kaginilmaz bir problemi haline gelir (Safran ve Ata,
1996). Boylesi bir durumun Ustesinden gelebilmek icin tarih 6gretiminde sorgulayici ve kanit
temelli yontem ve teknik tavsiye edilir (Smeekes vd., 2017).

Gorulecegi Uzere algilanan kolektif stireklilik sosyal psikoloji, politik psikoloji, tarih ve
tarihyazimi, gégmen arastirmalari, egitim arastirmalari ve tarih egitimi arastirmalari igin
onemli bir konudur. Osmanli devletinin son dénemlerinden glinimuize kadar tarih, tarih
egitimi ve 6gretimi s6z konusu edildiginde bliylk tartismalarin odak noktalarindan biri kiiltiirel
ve tarihsel siireklilik olur (Ugyigit, 1977; inalcik, 2013, s. 467). Fakat giiniimiize kadar bireylerin
tarihsel ve kulturel stirekliligi ne diizeyde algiladiklari yurtigi yazinda siirekli g6z ardi edilmistir.
Dolayisiyla Turkiye’de alanyazinda algilanan kolektif stirekliligi (kilturel ve tarihsel) dlgen bir
Olgme aracinin olmamasi onemli bir bosluk olarak gorilmektedir. Bu arastirma s6z konusu
bosluga katki sagmak icin Sani vd. (2007) tarafindan gelistirilen “Algilanan Kolektif Streklilik
Olcegini” Tirkceye uyarlamayr amaglamaktadir.

Yontem

Arastirmanin Deseni

Mevcut arastirma kuramsal bir modelin dogrulayici faktor analizi ile sinanmasini
amaclamaktadir. Dogrulayici faktor analizinin yapisal esitlik modellerinin bir tirli oldugu
disindldiaglinde arastirmanin korelasyonel tiirde bir arastirma oldugu séylenebilir (Aksu, Eser
ve Glzeller, 2017).

islem

AKSO’niin  Tirkgeye uyarlama siirecinde oncelikle 6lcegi gelistiren sorumlu
arastirmacidan gerekli izin alinmistir (Sani vd., 2007). Daha sonra arastirmanin
gergeklestirilebilmesi icin gerekli etik izni alinmistir (Firat Universitesi Etik Kurulu 23.11.2021
tarihli ve 23/3 numaral karar). S6zu edilen 6lgegin 5 uzman (1 Psikololojik danisman, 2 Tiirk
dili uzmani ve 2 ingilizce Egitimcisi) tarafindan Tiirkceye cevirisi yapilmistir. Daha sonra élcegin
Tirkce formu tekrar ingilizceye cevrilerek 6lcegi gelistiren yazara gonderilmistir. Yazarin
gorisleri alindiktan sonra 6lcegin Tiirkge formu tiniversite 6grencilerine uygulanmistir. Olgegin
cevaplama siiresi ortalama 4 dakika stirmistir. Elde edilen veriler ile 6lcegin Tiirkce formuna
acimlayici (n=249) ve dogrulayici faktor analizi (n=295) yapiimistir.

Calisma Grubu

Kolayda orneklem yontemi, arastirmada kullanilan 6rneklem yontemidir. Arastirma
katihmcilar devlet Gniversitelerinde farkli diizeylerde 6grenim goéren 6grencilerdir. Mevcut
calismada arastirma grubu iki fakli arastirmadan olusmaktadir. ilk arastirma grubunda
acimlayicl faktdr analizi icin veriler toplanmustir. ikinci arastirma grubunda ise dogrulayici
faktor analizi icin veriler toplanmistir. Agimlayici faktor analizi arastirma grubunda yer alan
katihmcilarin yaslari 18-35 (x=22,98) arasinda degismektedir (n=249). AFA uygulamasina
katilan 6grencilerin sinif diizeyleri hazirhk sinifi ve doktora diizeyi arasinda degismektedir
(Hazirlik sinifi n=1 birinci sinif n=29; ikinci sinif n=28; tclnci sinif n=67; dérdinci sinif n=99;
yiksek lisans n=21; doktora n=4). Katilimcilarin 172’si (% 69,1) kadin ve 77’si (% 30,9) erkektir.
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Dogrulayici faktor analizi arastirma grubunda yer alan katilimcilar, yaslari 18-39
(x=21,60) arasinda degisen Universite Ogrencilerinden olusmaktadir (n=295). DFA
uygulamasina katilan o6grencilerin sinif diizeyleri birinci sinif ve doktora diizeyi arasinda
degismektedir (Birinci sinif n=56; ikinci sinif n=42; lglincl sinif n=105; dérdiincl sinif n=76;
yiksek lisans n=8; doktora n=8). ikinci arastirma grubundaki katilimcilarin 213’{i (% 72,2) kadin
ve 82'si (% 27,8) erkektir.

Bu calisma, Firat Universitesi Sosyal ve Beseri Bilimler Arastirmalar Etik Kurulundan alinan,
23.11.2021 tarih ve 23.11.2021-23/3 sayi numarali etik kurul onayi ile ytrGttlmustar.

Veri Toplama Araglari

Arastirmada kullanilan veri toplama araci Sani vd. (2007) tarafindan gelistirilen
Algilanan Kolektif Sireklilik Olcegidir. On iki maddeden olusan AKSO, yedili likert tiiriindedir.
Orijinal olgekte iki ters madde (m6 ve m12) bulunmaktadir. Ancak, élgegin Tirkge formunda
Olcegi gelistiren yazarin da goérusleri alinarak ters madde kullanilmamistir. Ayrica kiguk bir
katihmci kitlesi bu maddelere dikkat etmediginde maddeler anlamsiz ayri bir boyut olarak
ortaya cikabilmektedir (Schmitt ve Stuits, 1985). AKSO’niin gelistirme siirecinde dlcegin timii
icin Cronbach’s alpha giivenirlik katsayisi. 80 bulunmustur. Olcegin tarihsel siireklilik boyutu
icin Cronbach’s alpha glivenirlik katsayisi, .77, kiltiirel stireklilik boyutu icin Cronbach’s alpha
givenirlik katsayisi .82'dir. Olcegin iki faktdrli modelinin uyum indeksleri modelin
dogrulandigini gbstermistir (Sani vd., 2007).

Verilerin Analizi

Arastirmada, agimlayici faktér analizi igin SPSS 22 kullanilmistir. Verilerin dogrulayici
faktor analizi ise AMOS 22 programi ile yapilmistir. Arastirmada dncelikle uyarlamasi yapilan
Olgegin yapisina agimlayici faktor analizi ile bakilmis, ardindan ayri bir 6rneklem grubunda
model uyumu icin dogrulayici faktér analizi yapilmistir. Dogrulayici faktor analizi igin x2/sd <
5; CFI, NFI ve NNFI 2 .90; GFI, AGFI > .85 ve RMSEA < .80 kabul edilen kritik degerlerdir
(Karagdz, 2019; Schumacker ve Lomax, 2004; Kline, 2015). Olcegin giivenirligi, Cronbach Alpa
ic tutarlihk katsayisi ile sinanmistir.

Bulgular

Bu baslik altinda Tiirkgeye uyarlamasi yapilan Algilanan Kolektif Siireklilik Olceginin
acimlayici ve dogrulayici faktor analizi ile glivenirligine iliskin bulgulara yer verilmistir.

Agimlayici Faktor Analizi

Arastirmada AFA icin arastirma grubu kolayda érneklem yontemi ile secilmistir. 2021-
2022 egitim-6gretim doneminde devlet Universitelerinde 6grenim goéren 249 O6grenci
arastirmaya katilmistir. 249 6grenciden elde edilen verilere Temel Eksen Faktorlesme yontemi
(Principal Axis Factoring) ile acimlayici faktor analizi yapilmistir. Yapilan ilk analizde 6lcegin
orjinalinde oldugu gibi iki faktorli bir yapi elde edilmistir. Ancak 6lcekteki onuncu madde “Tiirk
tarihindeki temel olaylar ‘kesintisiz bir akisin’ parcasidir.” (Faktor yikleri: .629 ve .554) ve on
ikinci madde “Turk tarihinin farkli caglari arasinda bir streklilik vardir.” (Faktor yikleri: .573 ve
582) her iki faktorde yer almistir. Faktor yiikleri arasinda yeterli fark olmadigi icin maddelerin
Olgekten cikarilmasina karar verilmistir (Secer, 2015). Binisik maddeler cikarildiktan sonra
analiz tekrar edilmistir. Yapilan analiz sonucunda Kaiser-Meyer-Olkin (KMO) .93 olarak
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bulunmustur. Bu deger orneklem buylkliginin gigli oldugunu gostermektedir. Anlamli
bulunan Barlett’s testi sonucuna gore [x2 =1706.330; p=.000 <0.001] veriler ¢coklu normal
dagilmistir (Secer, 2015). AKSQ’ye iliskin varyans oranlari Tablo 1.”de sunulmustur.

Tablo 1
AKSO Aciklanan Varyans Oranlari

Faktorler Ozdeger Varyans (%) Yigilmah Varyans (%)
Algilanan Tarihsel Streklilik 6,220 62,20 62,20
Algilanan Kilttrel Stireklilik 1,028 10,28 72,48

Tablo 1’de gorildigi gibi, 6z degeri 6,220 olan birinci faktoriin (Algilanan tarihsel
sureklilik) agikladigi varyans orani % 62,20; 6z degeri 1,028 olan ikinci faktorin (Algilanan
kiltirel streklilik) agikladigi varyans orani % 10,28’dir. On maddeden olusan Olgegin (Bkz. Ek)
acitklanan toplam varyans miktari % 72,48 olarak bulgulanmistir. Agiklanan toplam varyans goz
onitnde bulunduruldugunda, 6lcegin faktor yapisinin glicli oldugu distnilebilir. Boylelikle
O0zdegeri 1'in lizerinde ve agiklanan varyans degeri % 5’in Ustlinde alt faktorler elde edilmistir
(Seger, 2015; Biyiikéztiirk, 2012). AKSO’niin iki faktorli yapisini gésteren yamacg birikinti
grafigi (Scree plot) Sekil 1’de sunulmustur.

Sekil 1
Algilanan Kolektif Streklilik Olgeginin Faktér Yapisina iliskin Yamag Birikinti Grafigi

Scree Plot

Eigenvalue

Component Number

Sekil 1’e gére yamacg birikinti grafigi (Scree Plot) liclinci faktérden sonra yatay bir seyir
gerceklesmistir. Bu durum 6lgegin iki faktorli bir yapiya sahip oldugunu desteklemektedir.
Olcekte elde edilen maddelerin faktér yiikleri asagidaki Tablo 2’de sunulmustur.

Turkish History Education Journal, May 2022, 11(1), 44-55




ELBAN

Tablo 2
AKSO Madde Faktor Yiikleri

Madde n Faktor Yiikii Ort. Ss
1 249 .78 6,03 1,15
2 249 .76 6,08 1,08
3 249 .80 5,35 1,34
4 249 .75 5,81 1,24
5 249 77 4,93 1,52
6 249 .82 5,92 1,31
7 249 .80 5,59 1,50
8 249 .80 5,83 1,23
9 249 .82 5,39 1,38
10 249 .79 5,11 1,49

Tablo 2’ye gore olgekte en dislik faktor yiiki .75, en yiksek faktor yiiki ise .82'dir. Elde
edilen degerler 6lcek maddelerinin faktor yiklerinin glicli oldugunu gostermektedir. Nihai
olarak acimlayici faktér analizinden elde edilen veriler, Algilanan Kolektif Siireklilik Olgeginin
iki boyutlu yapisinin Tirkge versiyonunda saglandigini géstermektedir. Ayrica orijinal dlgekte
kalturel streklilik boyutunda yer alan 1. madde “Tirk halki geleneklerini farkli nesiller boyunca
aktarmistir.” Turk kiltirinde algilanan tarihsel streklilik boyutunda yer almistir. Agimlayici
faktor analizi gcalismasinda i¢ tutarlik katsayisi Cronbach alpha degeri 6lgegin timd igin .91,
algilanan tarihsel streklilik boyutu icin .90, algilanan kdlturel siireklilik boyutu icin .90 olarak
bulunmustur (n=249). Bu sonuglar, dl¢cegin guvenilirliginin yiksek oldugunu gostermektedir
(Bkz. Secer, 2015). Ayrica 6lcekteki maddelerin eskdkenlilik degerleri, Tablo 3’te sunulmustur.

Tablo 3
Algilanan Kolektif Stireklilik Olgcegi Maddelerine iliskin Eskékenlilik Degerleri

Madde Eskokenlilik degerleri
1 74
2 .76
3 .69
4 .67
5 .74
6 .69
7 .65
8 72
9 .80
10 .79

Tablo 3’te 6lcek maddelerinin eskokenlilik degerlerinin .65-.80 arasinda degistigi
gorilmektedir. S6z konusu degerlere gore her bir maddenin es kdkenlilik degeri iyi (>.10)
diizeydedir (Secer, 2015).

Dogrulayici Faktor Analizi

AKSO’niin on maddeden olusan iki faktérlii modelini dogrulamak icin ayri bir drneklemle
(n=295) dogrulayici faktér analizi yapilmistir. ilk olarak tek degiskenli normallik icin carpiklik
(skewness) ve basiklik (kurtosis) degerleri, ¢cok degiskenli normallik igin kritik oran degeri
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(critical ratio, CR) incelenmistir. Olcek maddelerinin carpiklik degerleri-1,074 ile -,130 arasinda
basikhk degerleri -,569 ile ,817 arasinda degismektedir. Bu degerler tek degiskenli normallik
varsayiminin saglandigini géstermektedir (Tabachnick ve Fidell, 2013; Secger, 2015). Diger
taraftan verilere iliskin kritik oran degerine gore (c.r.=8,419) c¢ok degiskenli normalligin
problemli olmadigi soylenebilir (Kline, 2015; Karagbz, 2019). Gerekli varsayimlar sinandiktan
sonra yapilan dogrulayici faktor analizine gore orijinal dlgekteki iki faktorli 6lcme modelinin
uyum indeksi degerleri RMSEA (.93) degeri disinda iyi uyum degerlerine sahiptir. Daha sonra
modifikasyon indekslerine gore algilanan tarihsel siireklilik boyutundaki 1. ve 2. maddenin
hata varyanslari arasinda modifikasyon (iliskilendirme) yapilmistir. Yapilan modifikasyon
sonrasi RMSEA degerinin iyi uyum degerine sahip oldugu saptanmistir. Dogrulayici faktor
analizi sonucunda elde edilen uyum indeksi degerleri Tablo 4’te sunulmustur.

Tablo 4
Olgeginin (AKSO) Uyum lyiligi Degerleri

X2/sd CFI NFI NNFI GFI AGFI RMSEA
ilk Model 3,54 .97 .95 .96 .93 .88 .09
Duzeltilmis Model 2,09 .99 .97 .98 .96 .93 .06
ikinci Diizey DFA 2,09 .99 .97 .98 .96 .93 .06

Tablo 4’te AKSO’niin dizeltilmis birinci ve ikinci dizey dogrulayici faktdr analizi
sonucunda elde edilen uyum iyiligi degerleri (x2/df=2.09; CFI=.99; NFI=.97; NNFI=.98; GFI=.96;
AGFI; 93; RMSEA=.06) oOlcek maddelerinin Olgegin test edilen modeliyle uyumlu oldugunu
gostermektedir (Karagdz, 2019; Schumacker ve Lomax, 2004; Kline, 2015). Ol¢egin birinci ile
ikinci diizey modelleri ve faktorleri arasindaki iliskiler Sekil 2’de sunulmustur.

Sekil 2
AKSO Birinci ve ikinci Diizey Dogrulayici Faktér Analizi Path Diyagrami
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Sekil 2’de birinci ve ikinci dlizey DFA sonugclari goriilmektedir. Sekil incelendiginde her
bir kavramsal degiskenin altinda bulunan sorularin standart faktor ylklerinin .73-.94 arasinda
degistigi gorilmektedir. Her iki modelin uyum iyiligi degerleri kabul edilebilir oldugundan
AKSO’ye ait birinci ve ikinci diizey modeller tercih edilebilir. Ayrica dogrulayici faktér analizi
calismasinda i¢ tutarlik katsayisi Cronbach alpha degeri 6lgegin timi icin .95, algilanan tarihsel
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sureklilik boyutu i¢in .92, algilanan kiiltlirel sureklilik boyutu icin .93 olarak bulunmustur
(n=295). Bu sonuglara gére AKSO yiiksek diizeyde bir giivenirlige sahiptir (Seger, 2015).

Sonug¢

Arastirmada Sani vd.(2007) tarafindan gelistirilen algilanan kolektif stireklilik 6lgeginin
Tirkce formunda iki faktorli model (kiltlrel ve tarihsel stireklilik) dogrulanmistir. Bu sonug
orijinal 6lcekteki modelin Turk kiltiri agisindan dogrulandigini gostermektedir. Ayrica dlgegin
ikinci diizey faktor yapisi da iyi uyum degerlerine sahiptir. Mevcut arastirmada algilanan
kolektif streklilik (kultiirel ve tarihsel) kavramlari agiklanmistir. S6z konusu kavramlar
aciklandiktan sonra dlgek (AKSO) Tiirkceye uyarlanmis ve 6lcegin psikometrik dzellikleri analiz
edilmistir. ilk olarak AKSO’niin Tiirkce cevirisi yapilmis, daha sonra toplanan veriler araciligiyla
anilan olgegin gecerlik ve givenirlik ¢galismalari yapilmistir. Agimlayici ve dogrulayici faktor
analizi sonuglari, dlgegi gelistiren Sani vd.’nin (2007) elde ettigi iki farkl boyuttan olusan model
ile uyum géstermistir. Buna gore 6lcek (AKSO) algilanan kiiltiirel siireklilik ve algilanan tarihsel
sureklilik olmak Uzere iki boyuttan olusmaktadir. Benzer sekilde Chesterman vd.(2021)
AKSO’niin Fransizca adaptasyonunda iki boyutlu bir modele ulagsmistir. Mevcut arastirmada
dlcegin (AKSO) Tirkce formu icin yiiksek diizeyde giivenirlik elde edilmistir. Nihayetinde
mevcut arastirma, olcegin Turkce formunun bireylerin kiltlrel ve tarihsel streklilik algilarini
Olgen gecerli ve guvenilir bir 6lcme araci oldugunu ortaya koymustur.

Tirk kiltirinde gegerli ve giivenilirligi kanitlanan AKSO, farkh disiplinlerde yapilacak
pek cok yeni arastirmaya kapi aralayacak niteliktedir. Clnki algilanan kolektif sireklilik,
tarihyazimi, ders kitabi arastirmalari, kimlik arastirmalari ve sosyal psikoloji gibi pek ¢cok alanda
giincelligini koruyan bir konudur. Ozellikle tarihsel siireklilik Osmanli Devletinin son
ylzyilindan giinimiize degin tartisilan bir konudur. Ornegin Fuad Képriilii ve Ziya Gokalp
calismalarinin merkezini kiltiirel ve tarihsel sireklilik Gzerine insa etmislerdir (Cihan, 2014).
Oyle ki bu konu hic giincelligini yitirmemistir (Ugyigit, 1977; Danismend, 1983; inalcik, 2013;
inalcik, 2014). Ayrica algilanan tarihsel ve kiiltiirel siireklilik ile milli kimlik, sosyal dzciiliik ve
kimlik kaynasmasi arasinda iliskiler ortaya konmustur (Siromahov vd., 2020). Tarihsel streklilik
ile goce karsi tutumlar (Jetten ve Wohl, 2012; Maoulida vd., 2021) kimlik koruma davranislari
(Jetten ve Hutchison, 2011) ve kimlik tehdidi algilari (Roth vd., 2017) arasindaki iliskiler
calisilmistir. Egitim arastirmalarinda ise tarihsel streklilik ders kitabi arastirmalarinda calisilan
bir konudur (Sulikovd, 2016). Dolayisiyla dlcegin (AKSO)Tirkiye’de zikredilen disiplinlerde
yapilacak yeni calismalar icin firsatlar olusturacag diisiiniilmektedir.

Cikar Catismasi Beyani: Yazar cikar catismasi olmadigini beyan eder.
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Abstract

In the multinational Ottoman Empire, different ethnic communities gave education according to
their own language, tradition and religious beliefs in the educational institutions they established.
In this context, Muslim Turks, who were the founding elements of the Ottoman Empire, also
established their own educational institutions. Traditionally, Muslim Turks were educated in
madrasahs and sibyan schools (primary schools). These educational institutions were based on rote
learning and partially dependent on Shaykh al-Islam in terms of their educational understanding and
system. In the 19%" century, innovations were made to save the disintegrating state. Innovations
were also made in the field of education, and Ottoman junior high schools were opened in 1838,
apart from traditional education institutions. The newly opened high school were tried to be kept
out of the traditional education system and understanding. For this reason, the different course
curriculum and application applied in high school is called the New Method. Dartlmuallimin
(Teacher's School) was opened in 1848 in order to train teachers equipped to implement the New
Method. However, the known inadequacy of primary schools was seen once again in the inadequacy
of students who came to secondary schools. Innovations at the Sibyan level have become
irrecusable. For this reason, usul-i cedit was tried to be spread in the ibtidai schools opened at the
primary education level. Then, Darulmuallimin-i Sibyan (The School of Primary Teachers’ Training)
was opened in 1868 to train teachers for primary schools. Primary schools and Darilmuallimin-i
Sibyans opened in Istanbul were tried to be popularized in the provinces. In this context, a secondary
school and a primary school were opened in Adana in 1880 and Darilmuallimin-i Sibyan School in
1892. While teachers were trained in a new way in Adana Darilmuallimin-i Sibyan school, existing
teachers and village imams were trained in a way that can be called in-service training. However,
Adana Darilmuallimin-i Sibyan was not very popular and did not have many students. This study is
primarily a historical one, and the establishment of Dartlmuallimin-i Sibyan in Adana and why it did
not have many students and the problems that arose were examined based on archival documents.
The establishment and development of Adana Dartlmuallimin-i Sibyan School between the years
1892-1908 has been tried to be explained in a cause-effect relationship with a historical perspective.
In the study, Ottoman archive documents, educational yearbooks and Adana province yearbooks
were used. In addition, copyrighted works were also used.

Keywords: the new method, teacher, Adana Darilmuallimin-i Sibyan (Primary Teachers’ Training
School), Adana Primary Teachers’ Training School
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Introduction

The Ottoman Empire started to realize the negative situation in which it was after
1699 due to military defeats and started to seek ways to save the state. It questioned the
defeats it received against Europe and felt the need to make innovations in the European style.
As Europe has now become superior to the Ottomans by the new information and technology
they have. For this reason, the concept of ali was used in the sense of a tool, to express the
new knowledge and technique of Europe, which they first started to receive in the military
field during the Tulip Period. In contrast, the old knowledge taught in the madrasah, the old
traditional educational institution of the Ottoman Empire, interpreted by comparison and
consensus from the Book and Sunnah, was called ilim (science), while the one who had this
knowledge was called dlim (scientist) (Berkes, 2008: 179).

During the 18th century, the first innovations in the Ottoman Empire generally started
in the military field, but they were not sufficient. Similarly, the innovations that were primarily
intended to be made in the military field during the reign of Selim the Third were met with the
concept of nizdm-1 cedit (new order). While the word nizdm, which comes from Arabic, means
"sequence, order, canon, arrangement, way, rule, the regulation set according to the
necessities of the time" (Develioglu, 2005: 842), cedit, which also comes from Arabic, is
defined as "new, unused, known or existing for a little while" (Develioglu, 129). Apart from the
Nizam-i Cedit Army, the establishment of the Irad-i Cedit Treasury (Turan, 2019: 37-46) or the
mention of the New Method in medicine in the opening reason of the medical school in later
times (Ergin 1977: 336) are examples of the renewal requests outside the military field of the
period. Thus, the nizam-1 cedit in the military field started to transform into a nizam-i cedit
understanding as a "system" (Berkes, 2008: 101). Due to this understanding, which can simply
be called the new order, innovations in the Ottoman Empire did not cease although Selim the
Third died.

In the 19th century, a general understanding of innovation in order to save the
disintegrating State continued increasingly in all areas such as policy, law, economy, culture
and civil education. Under these conditions, the renewal of the existing order became
necessary and the idea that the salvation of the state would be achieved with an educated
society emerged from the Tanzimat Era. Undoubtedly, this training would be a new training,
not an old one, in terms of content and organization. For this reason, it has been seen that the
concept of cedit was frequently used for the innovations in the field of education made after
the Tanzimat Edict. Since the innovation initiative came from the state, conceptualizations
emerged inevitably to distinguish between the new and the old. The word kadim (Akyol, 1993:
211-213) was used for the old, and the word cedit for the new. For example, while the medical
school was being opened, the expression "us(il-1 kadim" was used for the practice of medicine
in the old style, and the old-fashioned and new-fashioned medical education and medical
books (Ul Dec, 1992:29,49; Ergin, 1977: 336) were used together.

Madrasahs were insufficient because they did not renew their tradition and open their
doors to new knowledge of their era, and the Ottoman Empire began to open new civilian
schools outside of the military school to teach the sciences that were developing in Europe.
The Ottomans, who wanted to raise new generations who would save the state with new and
unknown information apart from the science given in the madrasah, named the new schools
“mektep”. In the new schools opened to achieve the development of the West in technology
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and science, usl-1 cedit, in other words new methods were tried in teaching Primary Teachers’
Training School and equipment. Although Usil-I Cedit (the New Method) gained a wider
meaning in different Islamic geographies over time, it was used to express innovations
especially at the basic education level in the Ottoman Empire (Erglin and Cifgi, 2006: 1-15).
Schools that gave education in the manner of usdl-1 cedit at the primary level were called
primary schools and Darllmuallimin-i Sibyan was opened to train teachers for these schools.
Then, the Ottoman Empire, which wanted to spread the New Method in the provincial region,
began to open Darulmuallimin-i Sibyan, especially in provincial centres, as well as primary
schools. In this context, the subject of the study is Adana Darulmuallimin-i Sibyan. So far, there
has been no study directly related to the subject in the literature about Adana Dartlmuallimin-
i Sibyan, which was opened to implement the New Method in primary schools, and the date
of its foundation has not been determined in indirect studies. Therefore, the opening of the
Adana Darulmuallimin-i Sibyan and the developments up to 1908 were considered as the main
problem. In this context, the answers to the following questions have been sought:

e When and how was Adana Darutlmuallimin-i Sibyan opened?

e Who are the teachers of Adana Darilmuallimin-i Sibyan and were they able to apply
the New Method?

e In accordance with the purpose of the state, between 1892-1908, could
Darulmuallimin-i Sibyan train enough teachers using the New Method?

e What kind of problems were experienced in Adana Darilmuallimin-i Sibyan between
1892-1908, what is the reason for the problems experienced?

e Why was the number of students in the school low?

Method

The Design of the Study

Although training teachers according to usll-i cedit, which is among the reforms made
to save the state in the Ottoman Empire, is essentially a pedagogical issue, in this study the
issue of us(l-1 cedit is not discussed in terms of pedagogy and educational science principles,
but in a historical way. The social and political reasons that resulted in the Us(l-1 Cedit were
emphasized. Then, the reason for the establishment of Darlilmuallimin-i Sibyan schools in
general and Adana Daritlmuallimin-i Sibyan school, in particular, has been mentioned. In this
study, the development of Adana Darllmuallimin-i Sibyan between 1892 and 1908 was
examined based on documents. The inadequacy of the teachers at the school, which was
emphasized to have been opened to develop the Us(l-iI Cedit, and the complaints about them
were reflected in the archive documents. In this context, it has been tried to explain, as much
as the archive documents allow, whether us@l-1 cedit was taught in Adana Dartlmuallimin-i
Sibyan school, why the number of students was low, and why there were complaints about
teachers. In order to reflect the conditions of the period exactly, the documents are used
chronologically in a cause-and-effect relationship. In this study, which examines the Adana
Darllmuallimin-i Sibyan school, which is a sub-title of Turkish education history, the
qualitative research method, which started to be used at the beginning of the current century,
was used. A qualitative research method is a research that is conducted more to understand
the measurable characteristics of events and phenomena, rather than trying to uncover them
with questions such as “how, why”. At the same time, in these studies, old information is also
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examined and an attempt is made to reach a synthesis (Kiral, 2020: 170-189; Yildirim and
Simsek, 2018: 37-41). In this study, Presidency of the Republic of Turkiye, Directorate of State
Archives, Ottoman Archive, The Ministry of Education, Sadaret, irade files have been used. In
addition, educational yearbooks and provincial yearbooks were obtained electronically from
the ISAM Library. The obtained archive documents and yearbooks were subjected to content
analysis and evaluated together with the information obtained in the literature review. The
study was conducted on archival documents, yearbooks and copyrighted works and does not
require ethics committee approval.

Data Collection Tools and Analysis of Data

In this study, which examines Adana Darilmuallimin-i Primary School, various
copyrighted works are used, but archival work was carried out first. The documents in the files
were obtained electronically. Presidency of the Republic of Turkiye, Directorate of State
Archives, Ottoman Archive, The Ministry of Education, Sadaret, irade files were obtained
electronically. Archive documents in Ottoman Turkish were classified in terms of chronology
and content after being transcribed. As a result of the classification, the cases were handled
in a cause-effect relationship and the questions of when, how and why were tried to be
answered. Again, the Ottoman education yearbooks and provincial yearbooks obtained
electronically from the ISAM Library were transcribed. As understood from the literature
research, a significant part of the archival documents about Adana Daruilmuallimin-i Sibyan
School was used for the first time in this study. The information obtained from the archive
documents related to Adana Darilmuallimin (Teacher Training School) and the yearbook
information were compared with each other. The existing information about Ottoman basic
education and teacher training obtained in the literature review was tried to be interpreted
by evaluating the archive and yearbook information together. In this context, first the process
leading to the need to train teachers in the field of basic education in the Ottoman Empire
was discussed, then the opening of the Adana Darillmuallimin-i Sibyan and the process until
1908 were examined. In addition, the Hijri and Rumi dates in the archive documents were
used by converting them to Gregorian dates according to the date translation guide of the
Turkish Historical Society (“Date Translation Guide”, 2021).

Findings

The Emergence of the Need for Renovation in Primary Schools and Opening of High Schools

The Ottoman State, whose founding element was Turkish and Muslim, allowed
different ethnic communities to provide education in the institutions they established
according to their own language, religion and culture within the nation system (Ortayli, 2002:
216-220). In this context, madrasahs and primary schools were established for the education
of the children of Turkish and Muslim people. Boys and girls were able to study together in
primary schools, which are related to the subject of this study. These schools were given
names such as primary school, dartttalim, school, darililim, teacher's house, and
neighborhood school. Classes were started by teaching the Qur'an without teaching reading
and writing in primary schools. There were no specific plans and programs in which basic
mathematics, geography, history and similar courses are given as today. Daily pocket-money,
clothes and food were given to the children. They were taken for a walk once a year, and the
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children were started at the school with a ceremony called the amen procession attended by
all the children. Although writing lessons were sometimes added in these schools, which were
usually established adjacent to mosques within the charitable foundation system by
philanthropists, they were not taught in the form of writing something new, but in the form
of calligraphy, that is, beautiful writing in an artistic sense. Here, the children were not taught
the spelling and writing of Turkish at the level that they would explain their problem (Ergin,
1977: 82-96; Celik, 2007: 125-135). Even this kind of literacy disappeared over time due to the
inability to find a teacher and economic reasons (Ergin, 192). Methods such as beating and
bastinado that are not suitable for today's understanding of education had also been used in
the education of children (Kansu, 2016:19). The concept of education, which did not have any
specific plan, program, regulation, was not pedagogical.

The introduction of Arabic and Persian courses in the charter of the school, which was
built by Abdulhamid Iin 1781, can be seen as the first innovation in primary schools. This was
the result of a need, and it was due to the need for this information by those who would
become officers of the Sublime Porte (Ergin: 87). In 1824, during the reign of Mahmut the
Second, an edict was published that drew attention to the responsibility of parents, who
caused ignorance, by taking their children from primary school and giving them to
apprenticeships to learn a profession at a young age. In the edict, it was forbidden for children
who had not reached the age of puberty to be apprenticed to a master in order to learn a
profession without going to primary school and learning their religion and piety. Parents or
guardians of children who had reached the age of puberty would be able to give their children
to a master, provided that they got permission from the Kadi. It was reported that the parents,
guardians, and shopkeepers and primary school teacher of children who were given to
apprenticeship without a permit would be held responsible and punished in this regard
(Mahmut Cevat, 2001: 3-5). The edict, which was obligatory only for Istanbul, was not
implemented even in Istanbul (Mahmut Cevat: 7; Alkan, 2011: 5; Karal, 1998: 159; Kansu: 39).
Rather than being an innovation, this was an order that remained on paper to get the support
of the ulema (Kodaman, 1991: 3).

The idea of making serious reforms in primary schools emerged only in the Tanzimat
Era. While reforms were mostly made in the military field in the previous century, in the
nineteenth century, political, military, legal, cultural etc. actions were taken to save the
Ottoman Empire, which began to disintegrate. Innovations began to be made in many areas.
The importance of a well-educated society in the salvation of the state was realized.

Therefore, the Ottoman Empire, which continued the reforms, gave the educational
work to the newly created “Meclis-i Umur-i Nafia” (The Council of Public Works) outside the
ulema. In the statement issued by the Board on February 5, 1839, the importance of education
for religion and the state and for salvation from poverty and ignorance was emphasized. It
was stated that there was no rule and order in the primary schools attended by young
children, that children's time was wasted with noise and that they could even learn to read
and write, and that this situation needed to be corrected. For this, it was requested that the
teachers at the school be inspected first and that those who were competent to educate
children should be employed instead of those with insufficient knowledge and ability. In this
statement, the distribution of the children in the primary school to the classes and the method
of giving lessons to the children collectively, not one by one, were in question. However, this
distribution was not like today. Small primary schools in the neighbourhood would be
allocated to syllable and Qur'an training. Children who read the Qur'an from beginning to end
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and read the catechism once or twice in the neighbourhood school would be able to move on
to higher-class schools called Selatin-i izam (Great Sultans School). Here, on the other hand,
they would read some books, dictionaries such as Turki insa, Tuhfe and Nuhbe and Siibha-i
Sibyan, Birgivi treatise and various moral books, and would be instructed some lessons such
as calligraphy and epigraphy. After the Selatin-i Izam, they would be able to go to higher
schools such as Rustiye (Ottoman secondary school) according to their merit and abilities
(Mahmut Cevat: 7-21; Koger, 1992: 41-42; Demirtas, 2007;). Although the problems in primary
schools and the desire to make innovations are seen in the correspondence between the Dar-
I Sura-yi1 Bab-1 Ali and the Meclis-i Ahkami'l-Adliye and the Meclis-i Umur-1 Nafia on the
statement of the Meclis-i Umur-i Nafia, a course curriculum other than the traditional
understanding was not revealed yet (Mahmut Cevat 7-21). At the end of the correspondence,
it was decided to open secondary schools that students would go after primary schools instead
of innovation in the lessons and education given in primary schools (“According to Archive
Documents”, 2014: 13). These correspondences and the establishment of secondary schools
were also published in Takvim-i Vekayi (Takvim-i Vekayi, 21 Zilkade 1254;). Esat Efendi, who
was appointed to the Ministry of Mekatib-i Ristiye (High School), which was also responsible
for the primary schools, published a letter that replaced the instruction. Similarly, in the letter,
the traditional understanding of how to do the education in the primary school continued, but
it was emphasized that the children should be taught writing in a way that would settle in their
minds. Expressing the teaching of writing in this way in the primary school meant that the
tradition began to change. However, the Ottoman State, which saw the need to innovate in
sibyan schools, was not yet able to put forward a modern and concrete curriculum and
method for how to do this (Mahmut Cevat: 22-23).

As a matter of fact, despite the problems mentioned in the primary school, School of
Literary Science was opened at the high school level without improving the primary schooal,
and in 1842, the students of this school were tested in the presence of the sultan. Later, the
Provisional Education Council was established in 1845 only to regulate the educational affairs.
In the bill prepared by the Provisional Education Council, it was again stated that a permanent
Education Council should be established with the reclamation of sibyan schools and riisdiye
schools according to religious procedures and the needs of the time (Mahmut Cevat: 27-29).
Being aware of the need to improve the primary schools, the Ottomans could not intervene
in these schools due to the reaction of the ulema, but tried to popularize the secondary
schools (Ergin: 443). With the establishment of the Mekatib-i Umumiye Ministry in 1847, the
main secondary school organization emerged. The schools in the capital were classified as
primary and secondary school. In the same year, the "The Instruction to Be Given to The
Teachers of the Primary School On How They Should Practice Children’s Education and
Training Discipline" was issued. Although the traditional understanding of gently beating a
guilty child or teaching the Koran continues in sibyan school, with four-year- education
according to the instruction, articles on teaching Turkish literacy quickly according to the new
procedures shown by inspectors may be considered innovations (Akytz, 1994: 1-47).

In the secondary schools, which were included in the scope of compulsory education
with the same instruction, lessons such as Birgivi epistle, Arabic grammar and syntax books,
thuluth, naskh Rik'a, Ta'lik, Divani type writings according to their wishes, four arithmetic
operations, calculation and counting would be taught (Akylz., 1994: 1-47). However, as stated
in the above-mentioned correspondence, some of these courses were intended to be taught
in primary schools. Due to the inadequacy of the children coming from the primary school, the
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lessons to be taught in the last year of the primary school were put in the first year of the
secondary school (Ergin: 444; Mahmut Cevat: 34). Even these courses had nothing to do with
the courses taught in primary education in Europe of the period (Kansu: 75). Although the
inadequacy of primary schools was emphasized in the correspondence, instead of directly
intervening in these schools, five secondary schools were opened in the capital in 1848. Here,
the New Method was applied, and at the end of six months, the exams of about twenty
children were held in the presence of the General Education Council. When they were satisfied
with the results, the children were tested again in the presence of the Sultan, and the children
and teachers were rewarded. In these newly opened secondary schools, the innovations made
in education, training, textbooks and tools with a different understanding from the madrasah
education were called us(l-i cedit (Mahmut Cevat: 34).

Opening of Dariilmuallimin

Although there are many components of education, since the most basic component
is the educator and the trainee, it was not enough to open a new school, but the need for
teachers with new knowledge and skills arose. Because the traditional educator was
insufficient to transfer the new knowledge and skills of the age to the new generations. In the
Tanzimat Era, not only the education of the child, but also the issue of the education of the
educator who would educate the children arose.

Dartlmuallimin (Male Teacher's School) was opened in Istanbul in 1848 due to the fact
that the current primary school teachers could not teach mathematics and other new courses
given in the secondary school (Unat, 1964: 31; Akyiiz, 2006: 17-58). Thus, it was tried to train
teachers, that is, teachers who could give education on the New Method. According to the
mandate dated July 25, 1847, the reason for the opening of Darllmuallimin was the
deterioration of the existing education system and madrasahs, and the inability of the current
primary school teachers to teach mathematics and other new courses in secondary schools.
This school was intended to be a place where the new sciences of the West were learned and
taught. The teachers who would be trained by learning new methods in this school would
organize the other schools (Akyliz, 2007: 1-49). The reason for the opening of Dariilmuallimin
was similarly reported in Takvim-i Vekayi. It has been mentioned the necessity of easy and fast
teaching of courses and sciences in schools. The expectation from the school to find methods
to achieve this was expressed (Ergin: 571; Akyliz, 2007: 1-49). In Dartlmuallimin, which was
opened outside the madrasah system, a different curriculum was tried to be implemented.
When the two-year Darilmuallimin-i Sibyan was established in 1868, the current
Darilmuallimin-i sibyan, which was established in 1847, was called Dartlmuallimin-i Risdi
(Unal and Birbudak, 2013:24).

The New Method and Opening of Primary Schools

The first known regulation regarding the training of teachers for primary schools in
the Ottoman Empire was made during the reign of Fatih (the Conqueror) Sultan Mehmet.
Fatih did not consider the figh courses necessary for the madrasah students to be assigned
to primary schools, and he wanted other students to teach different courses. In the
following periods, this practice disappeared (Akytz, 2012: 93). However, assignments were
made to primary schools from outside the madrasah. Those who could read and write a
little, the imam of the mosque, the muezzin, some hafiz and educated women who studied
in places where boys and girls were separated did this job (Akyliz, 1978: 41-43).
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However, since the primary school was the source of the student who came to the
secondary schools opened in the Tanzimat Era with the attempts of renewal, the complaints
about the primary schools continued. The need to appoint qualified teachers to primary
schools was reflected in the correspondence in 1858 (BOA, i. DH..203-26689). In fact, some
innovations such as teaching literacy at the primary level are present in the 1847 regulation
mentioned above. Yet, the actual implementation of the usil-i1 cedit at the primary level was
after 1860 (Akyiiz, 2012:209; Oztiirk, 1996: 8). The Ottoman Empire, which implemented a
policy of promoting literacy, attempted various quests and trials after failing in literacy classes.
Starting from 1862, primary schools, in which a new way of teaching letters were practiced,
began to be opened in Istanbul. In Istanbul, where this method was practiced, free stone
boards, stone pens and inkwells were distributed to 36 primary schools. The teachers working
here were selected through examination and paid a salary, and then sample (sample) schools
were established for the same purpose. The aforementioned sibyan schools were called
primary schools and they wanted to be expanded in the provinces (Ergin, 1977: 465; Akyliz,
2012: 209). On the other hand, textbooks in the New Method began to be written in order to
facilitate reading and writing in the mother tongue. Nuhbetti'l-Etfal, published in 1858, is the
first attempt in this direction. Later, the number of alphabet books in the new style exceeded
forty. Selim Sabit Efendi's Alphabet Booklet in 1863 and ismail Hakki Elifbasiin 1891 are among
the most important ones published in this direction (Tiirkyilmaz, 2018: 127-139; Sahbaz, 2005:
55-66).

As the number of ibtidai schools providing education according to the New Method in
Istanbul increased, legal regulation was required. in 1898, “Instructions for Dersaadet
Mekatib-i Ibtidaiyesi” was issued because these schools were separate from traditional sibyan
schools (“Dersaadet Mekatib-i Ibtidaiyesi”, 1316: 326-338). When the articles of the
instruction are examined, it is understood that the usil-1 cedit in basic education is not only
an innovation in the course contents and tools, but it also reflects the change in the view of
the child in education. Other reflections of the procedure are the prohibition of practices such
as using bastinado and saying bad words to children, monitoring the behaviour and health of
children, regulations on the behaviour of teachers and other officials and monitoring of the
state.

Opening and Dissemination of the First Dariilmuallimin-i Sibyan

While the us@l-1 cedit trials were continuing at the primary level, it became necessary
to train teachers according to usdl-1 cedit skills. In the third article of the letter prepared for
the improvement of the primary schools in 1868, it was decided that the current primary
school teachers should be trained for one year in the method of procedure by the officers to
be appointed by the Ministry. It was decided that especially the elderly and those who were
insufficient in learning the New Method should be appointed as assistants (BOA, I..MVL. 584-
26278). In 1868, the inadequacy of the children coming from primary school in reading and
that they did not know even the numbers were reiterated, and it was decided to establish
Darilmuallimin-i Sibyan in the capital to teach the Qur'an, moral treatise, and four operations
and the science of geography and calculus. Even though the state started to subject existing
primary school teachers to exams from these courses, it was aware that it would be difficult
for those who were inadequate to be replaced by qualified ones (BOA, i.SD 10-484). The old
Basmahane building around Seraskerlik in Istanbul was allocated for Dartilmuallimin-i Sibyan
(BOA, A.MHM.MKT., 437-89). It was aimed to train teachers in Istanbul Darilmuallimin-i
Sibyani for Darulmuallimins, which were thought to be widespread in the provinces in the
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future, and current teachers were asked to learn new methods in a short time (Akylz, 2012:
181; Oztiirk, 1996: 9). A sample school was opened in Nuriosmaniye for the students of
Dartlmuallimin-i Sibyan to gain experience in the style of the New Method (Ergin, 1977: 468).
According to the mandate dated 7 July 1872, Darilmuallimin-i Sibyan was abolished and
reopened due to rearrangements in the staff (BOA, MF.iBT., 1-77).

As a reflection of a general understanding of innovation in the education system,
excluding madrasahs, Public Education Act was enacted in 1869. According to the regulation,
in primary schools “alphabet in the style of the New Method, the Qur'an, Tajvid, Pamphlets
on morality, Catechism, Writing Training, Scientific Calculation, Ottoman History, Geography,
Useful Information” classes would be taught. In the same regulation, it was stated that a big
Darilmuallimin would be opened in the capital, but the branches of this Dartilmuallimin were
junior high school, high school, Sultani (School of the Sultan) and there was no primary branch.
Although the reason for this is not understood, the current Dariilmuallimin-i Sibyan continued
its activities. In the Dartilmuallimat (Teacher Training School for Girls), which would be opened
for girls with the same regulation, there are primary and secondary school branches. The
courses included in the curriculum for the primary branch of the Dariilmuallimat (“Maarif-i
Umumiye Nizamnamesi”, 1289: 184-219) are also the reflection of education in the curriculum
as a state policy.

In 1872, in order to train well-equipped teachers, the Ottoman Empire demanded that
an examination committee be formed as a temporary and free education commission in the
provincial centres and district governorships where there were secondary schools, and
Dariilmuallimi-i Sibyan (BOA, MF. iBT., 1-31). In order to popularize the Dariilmuallimin-i
sibyans in the countryside, a report was prepared on 18 July 1875, based on the letter sent to
the education council on the subject. In the report, it was stated that there would not be
teachers with the required qualifications to apply the necessary training and education,
procedures and rules in Dartlmuallimin-i Sibyan to be opened in the provinces, and it was
emphasized that it would be appropriate to procure and appoint students from Istanbul
Darilmuallimin-i Sibyan and Darilmuallimin-i Ristiye. In addition, it was requested to make
some arrangements for the teachers to be appointed. It was stated that teachers who would
work in provincial Dartlmuallimin-i Sibyan schools should be paid according to the importance
of the position they were in and that teachers with the desired characteristics could be found
if some privileges were given. It was recommended that Riistiye and sibyan teachers of the
redif (reserve soldier) class, that is, those who were demobilized and were in reserve, not be
detained and excluded from the training applied every year, reward those who served for
more than five years, allocate salaries to the children and spouses of those who passed away.
In addition, it was pointed out that the salaries and expenses of the teachers, civil servants
and servants of the Darilmuallimin-i Sibyan to be opened were left to the education funds,
but these funds should be established first, drawing attention to the fact that these funds
were not found everywhere. Until the funds were established, it was recommended that the
salaries of the teachers be paid by the treasury, at least for a temporary period (BOA,
MF.MKT., 30-67). The state gave importance to opening Darllmuallimin-i Sibyan in the
provincial centres where the education directorates were established (Kodaman, 1991: 152).
Darilmuallimin-i sibyans in the countryside started in Bosnia, Crete and Konya as of 1875.
After 1882, it was opened in Sivas, Bursa, Amasya, Kastamonu, Jerusalem, Trabzon, Edirne,
Thessaloniki, Kosovo, Manastir, Aydin, Aleppo, Elazig, Erzurum, Mosul, Van and Bolu (Akyz,
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2012: 250). The state, which tried to spread Darllmuallimin-i Sibyan in the countryside,
opened one of them in Adana in 1892.

Opening of Adana Dariilmuallimin-i Sibyan

The Ottomans, who first opened a primary school and then opened a Darilmuallimin-
i sibyan, used the same order in Adana. According to the Adana yearbook, primary schools
were opened in order to develop education, and the current education method was improved,
and it was stated that primary schools were opened in Adana since last year because the
education and training of children was a necessity of the age. From this, it is understood that
high schools and primary schools in Adana started to be opened in the new style in 1880
(“Salname-i Adana”, 1299:6-7). Again, the Islah-1 Mekatib Society was established in Adana in
order to improve the schools and popularize the New Method (“Adana Yearbook”, 1299: 29-
30).

After the primary schools were opened, the job of training teachers for the primary
schools started twelve years later in Adana. According to the correspondence regarding the
opening of Dartlmuallimin in Adana dated October 31, 1892, the education council appointed
Halil Efendi to this school with six hundred kurus. It was ordered to send the dues, which
should be deducted from his salary, together with the date of starting work, to the relevant
authority (BOA, MF.MKT., 153-118; “Salname-i Adana”, 1312: 131). In another document
dated 24 November 1892, in an answer given from the centre to the Adana education
directorate, it was stated that nothing was allocated to the regulars of the Darilmuallimin,
and it is understood from the answer that no amount was allocated from the budget for this
school and that it was experiencing economic difficulties (BOA, MF.MKT., 155-97). The
foundation date of Adana Darllmuallimin-i Sibyan school, which could not be determined
before, was determined as 1892.

Since the primary school teachers and imams in the province and its surroundings, who
were obliged to attend the Darilmuallimin-i Sibyan in order to learn the Usdl-1 cedide, were
poor people, it was written to the Ministry by the Adana Governorship to give them a monthly
salary of thirty kurus from the avariz income (the extraordinary tax in Ottoman Empire), and
the Ministry decided to pay 15 kurus (BOA, MF.MKT., 222-28). The Ottomans, who wanted to
spread the new method, did not accept the payment of the amount required by the province
due to general economic problems and determined a lower amount.

Teachers and Students at Adana Darmuallimin-i Sibyan

According to the Adana yearbook of 1894, the teacher of the Dartilmuallimin-i iptidaiye
branch was Halil Efendi, and he had 5 students and 1 janitor (“Salname-i Adana”, 1312: 131).
In 1898, teacher Hasan Saib Efendi was in charge, and the number of students is unknown
(“Salname-i Maarif”, 1317: 929). Hasan Saib Efendi continued to teach between 1899 and
1903. It had 3 students in 1899, 2 students in 1900, and 10 students in 1903. The number of
students for 1901 is not given in the yearbooks (“Salname-i Maarif”, 1318: 939; 1319: 355;
1321: 324; “Salname-i Adana”, 1318: 104). Since the yearbooks were not issued regularly, the
number of students outside of these years could not be determined, and it was understood
that there were very few students among those determined. In the general orders of the
ministry, information about when the school was founded, how many students it had, how
many students it graduated, how many people it gave certificates and diplomas were
requested (BOA, MF.MKT., 267-1). (BOA, MF.MKT., 267-1). However, for now, no information
has been found in the correspondence regarding this.
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The state opened Darilmuallimin on the one hand in order to popularize the
procedure, and on the other hand, the existing primary school teachers were given
compulsory education in Darllmuallimin, which can be called a kind of in-service training, and
gave documents such as credentials and licenses to the existing teachers who were trained. It
is useful to mention the regulations made in this regard. For this, the first legal regulation was
included in the ninth article of the "Instruction On The Formation And Duties Of The Council
Of Education And Its Branches To Be Formed From Members To Be Elected From Among The
People For The Administration Of The Primary Schools In Istanbul And Three Cities” which was
issued in 1875 (Ozalp, 1982: 673). The second regulation was made with the "Law on the
Mebadi-i Tedris of the Rumeli-i Sarki Province" dated 1881. The next regulation was made in
the fifth article of the " Instruction Regarding Darlilmuallimin-i Sibyan Branches Opened by
Special Order in Some Provinces " which was included in the Yearbook of Education dated
1898. In addition, in order to close the teacher shortage, the graduates of different schools
who wanted to become teachers were given a license or credentials by only taking exams for
the courses they did not take. As it is understood from these instructions and various
correspondences (BOA, MF.MKT., 556-29; 665-45), the concept of trust and license was not
very different at the beginning. However, there is a difference between the credentials or
certificates it gave to teachers who were on duty and to graduates of other schools, and the
certificates it gave to those who attended Darlilmuallimin for two years and passed the exams.
The main aim was to graduate from Darlilmuallimin, but since there were not enough
teachers, it was tried to teach the current teachers and other school graduates (Yanardag,
2020: 510-531). This practice was also realized in Adana Darilmuallimin-i sibyan.

ibrahim Efendi, a student of Adana Dariilmuallimin, who wanted to get a certificate of
credential, applied with a petition on 23 November 1894. ibrahim Efendi, who had been
attending Darllmuallimin for three or four months, had previously studied at the high school
for four years, and because he had passed the courses specified in his diploma and was
successful at the high school, he was tested like his peers and asked to be given a credentials.
The student's petition was answered, and it was requested that the exam be done by the
appointed committee, that is, an examination commission, and that the credentials be given
(BOA, MF.MKT., 256-42). Similarly, it was requested that the members of the examination
commission be selected for the examination of Veli bin Hasan Efendi, of the Karakdy school in
Karsindi district. It was demanded that Veli bin Hasan Efendi, who was registered in
Darilmuallimin with the signature of the deputy director of Karsindi, Salih Efendi, be tested in
accordance with the fifth article of the instruction. It was reminded that such village teachers
were not required to attend two years of education, and if it was determined that they were
sufficient to be a teacher, it was a requirement of the fifth article of the instruction to give
them a certificate of credentials. Halil Efendi, the teacher of the Dariilmuallimin, stated that
the examination was carried out according to the procedure. However, the primary and
secondary school teachers who were members of the commission informed the relevant
authorities that the situation was the opposite. During the exam, Halil Efendi took the
documents from the commission members, put them in his drawer, and left the exam,
declaring that he would not be able to take the exam. He processed the document as if it was
done even though there was no examination (BOA, MF. MKT, 256-42).

The issue was discussed in the Adana Education Council and he was questioned by the
inspectors. It was claimed that Halil Efendi did not want the number of students in the school
to be more than five. Because Halil Efendi did not register the incoming students in the registry

Turkish History Education Journal, May 2022, 11(1), 56-73




Establishment of provincial dariilmuallimin-i sibyan in the Ottoman Empire: Adana

book as he was not skilled enough to give the current program and especially the history,
geography and calculus courses and told them to leave the school. Despite all the efforts for
a year, those who came to the school earlier left the school under various pretexts because
they saw Halil Efendi's condition. Now that there was no demand for the school, the number
of students did not exceed five or even decreased to two. Halil Efendi did not open the school
8-10 days a month, and he was not busy with the lessons even when he opened it and closed
the school two hours later. Halil Efendi was content with accepting one or two of the imams
and teachers who came only to receive the credentials, causing the student's noise and
inappropriate behaviour in the classroom all day. Although he was warned about this issue,
no result could be obtained. It was understood from the inspector's reports that the
complaints were true and he was dismissed by the education council of the Adana Directorate
of Education and Ahmet Efendi, the teacher of high school education, was appointed instead
of him (January 24, 1895). This decision of the Adana education council was reported to the
Ministry in more detail by the education director. Complaints about Halil Efendi's
incompetence, inability, and absenteeism and that he did not comply with the instructions
and even insulted the examination board were written in detail (BOA, MF.MKT., 256-42).

Complaints about Halil Efendi were not limited to these. He had made cuts in the wages
of students who attend school and were paid fees that could be called a kind of scholarship.
In every complaint about Halil Efendi, his inadequacy and not being useful was mentioned.
Instead of a single accusation, multiple charges took place. All of his inadequacies and
irregularities prevented students from coming to the school. Halil Efendi, on the other hand,
argued that all of these were slander, and he claimed that he cut the student's wages because
they did not come to school (BOA, MF.MKT., 256-42).

Halil Efendi, who was dismissed, filed a complaint with the Ministry of Education with
a petition stating that he could not get along and was not given his money unjustly. While the
matter was being investigated by the Ministry, there was no reason to hasten the dismissal of
Halil Efendi, who went to Istanbul, and it was ordered to Adana province to give him back to
duty, to pay unpaid salaries, to inform the Ministry about the investigation to be made. A few
months after Halil Efendi returned to duty, the the education director of Adanastated in his
report that he sent to the Ministry that the number of teachers who would give lessons on the
method of procedure was insufficient compared to the population in the region and that
Darilmuallimin had been open in the province for this purpose for three years. Then again,
complaints were repeated that Halil Efendi never had proficiency in history, geography,
calculus, and Persian lessons and that the number of students in the school did not exceed
fifteen because he closed the school. No new students came to the school, only the existing
primary school teachers who had to attend were given a certificate or a credential. It was
demanded by the director of education in Adana that Halil Efendi exchange positions by
mutual consent with one of the teachers in cities such as Konya and Ankara (23 June 1895).
The reply on the subject was delayed by the Ministry. Since there was one month left for the
new academic year, the director of education wrote to the Ministry again. The principal, who
tried to expand new primary schools in and around Adana, tried to avoid causing delays in
training the necessary scholars while trying to improve the quality of the school due to Halil
Efendi's situation. For this reason, the Arabic lessons given by Halil Efendi were given to Akaid
teacher Riza Efendi, and the confirmation of this situation was delayed (10 August 1895). The
said request for settlement was approved by the Ministry (BOA, MF.MKT., 256-42).
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His exchange of posts with Ankara Teachers' School teacher Resat Efendi was accepted,
but because of his financial problems, Resat Efendi was delayed in going to his place of duty
because he wanted his travel expenses to be paid while he was in Ankara, before going to
Adana. On September 26, 1895, Resat Efendi's request was accepted and it was ordered that
Halil Efendi's travelling expenses be paid from Ankara, in return for Resat Efendi's expenses to
be given from Ankara. However, Rasit Efendi still did not start his duty on 7 November 1895
(BOA, MF.MKT., 256-42). Some of Rasit Efendi's salaries in Ankara were not paid and Rasit Bey,
who was suffering from economic difficulties, could not come to Adana. The unpaid salaries
of Resat Efendi, who reported the situation to the Ministry and came to Adana, were paid
upon the order of the Ministry (BOA, MF.MKT.,310-59). Complaints about Halil Efendi, who
started to work in Ankara, were not finished, and it was requested that he be appointed to
Adana or another place and Resat Efendi be brought back (BOA, MF.MKT., 336-37).

Hasan Saib Efendi was appointed at the end of 1896, after Rasit Efendi, who was
understood to have taught at Adana Dariilmuallimin for a short time. There were complaints
that Hasan Saib Efendi was the first teacher of the Bodrum middle school before, that he was
not able to teach and that he said bad words to the students. He was asked to be assigned to
a tertiary to complete his retirement period school as he was old, and not eligible to be
suspended (BOA, MF.MKT., 338-4). In an article dated December 21, 1896, it was understood
that Hasan Saib Efendi, another troubled teacher, was appointed to the Darilmuallimin of
Adana, which was vacant at that time, to complete the retirement period (BOA, MF.MKT., 345-
43). Meanwhile, Abdulhakim Efendi, one of the teachers at Adana High School, made a request
to be appointed as the teacher of Adana Darlilmuallimin, which was vacant at that time and
had a higher salary since he could not live on. However, it was reported to him that Hasan Saib
Efendi was appointed (BOA, MF. MKT., 349-23)

Although Hasan Saib Efendi was first appointed to Gediz high school (BOA, MF. iBT., 55-6), he
was later appointed to Adana Dariilmuallimin on January 18, 1897 (BOA, MF.IBT., 58-6). In
1898, the education director of Adana made an interesting offer to the Ministry. Because of
the fact that Tabib Kanber Efendi was very talented in education, it was requested that he be
brought to Adana with his travel expenses for a month in order to teach literacy methods to
primary teachers and required students. The Ministry, on the other hand, refused, stating that
this work should be done with teachers at high school and Dariilmuallimin (BOA, MF.MKT.,
406-27). During this period, Danyal Efendi, one of the teachers of Dartilmuallimin, worked as
an honorary teacher and inspector in Adana primary school and was rewarded (BOA,
MF.MKT., 401-46). Hasan Saib Efendi, who was old, requested a change of air for two months
with a doctor's report stating his illness in the summer of 1900 and this permission was given
to him (BOA, MF.MKT., 401-14). In the correspondence made the following year, the
education director of Adana asked for Hasan Saib Efendi to retire or be appointed to another
place because he did not have the power to teach due to his old age and causing the current
student to disperse, and it was reported to the Ministry of Education. Hasan Saib Efendi made
counter-claims by stating that the allegations were baseless and that his October salary was
cut on the pretext of his absenteeism. The Ministry of Finance wanted the dismissal of a civil
servant to be based on legal reasons, to act prudently, to confirm by the province with which
article and what kind of evidence the dispute between him and the director was justified and
did not find his unauthorized dismissal and salary deduction correct because the main
authority of the matter was not finalized by the Ministry. The Ministry of Finance requested
that the dismissal of a civil servant should be based on legal reasons, that they act prudently,
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and the province confirm the articles and the kind of evidence whereby the dispute between
him and the director was justified. The ministry didn't find his dismissal without permission
and salary cut right because they were not finalized by the ministry, the main authority in the
matter. The governor of Adana, on the other hand, decided that the matter was personal and
informed the Ministry that necessary warnings were made to both sides. Hasan Saib Efendi,
who was ill during these correspondences, took permission again with his doctor's report
because the weather in Adana was not good for his health. Since he did not treat the student
well due to his illness, caused the students to escape, and was on leave for a long time, the
education in Adana was damaged and there was no teacher to send to primary schools. Thus,
the education director of Adana wrote to the Ministry again. He wanted Veli Efendi, one of
the graduates of Fatih Dersiam, who understood the need of the time and was very competent
in the New Method to be appointed to replace Hasan Saib Efendi (BAO, MF.MKT., 551-19).
Hasan Saib Efendi requested a six-month leave in 1904 with a doctor's report due to his illness
and old age. The Education Council gave permission on the condition that education was not
disrupted, a deputy was appointed and Hasan Saib Efendi received half his salary (BAO,
MF.MKT., 793-42). Hasan Saib Efendi, who was ill during these correspondences, died, and
Veli Efendi, who was a lecturer of Fatih, was deputized in his place. It was requested that
someone else be appointed personally (BAO, MF. MKT., 551-19).

Bahaeddin Efendi, who was appointed as the teacher of Adana Darilmuallimin in April
1905, wrote a petition to the Ministry for his travelling expenses to be given, and the Ministry
replied that his travelling expenses would be given in the place he went (BAO, MF. MKT. 851-
63). However, sometime after he arrived at his post, Bahaeddin Efendi took a month and a
half off to go to Samsun due to his father's iliness and death in 1906 (BAO, MF. MKT. 930-68).
When the leave period expired, it was extended on the grounds that the work was not
finished, it was a holiday period and there were no students at the school (BAO. MF.MKT.,
947-9). Then, after a short while, Bahaeddin Efendi requested an exchange of posts with one
of the Samsun high school teachers, Abdullah izzet Efendi, and it was accepted by the Ministry
(BAO, MF.MKT., 954-45). However, after a short time, this time due to health reasons, the
teacher Abdullah izzet Efendi resigned from Adana Teacher School and asked for another
suitable task. Hacibektas High School teacher Feyzullah Efendi was appointed instead (BAO,
MF. MKT., 898-1;924-72). Feyzullah Efendi died on March 10, 1909, and Hiiseyin Efendi was
appointed as a proxy with a salary of two-thirds. According to the new regulation, it was stated
that college graduates would be appointed to the directorate of Darilmuallimin, and for this
reason, Hiseyin Efendi was appointed by proxy until the end of the year (BOA, MF.MKT., 1129-
59). On October 11, 1909, Hiseyin Hisni Efendi was appointed as the principal and Mustafa
Asim Efendi as the first teacher (BOA, MF.MKT., 246-54). However, Mustafa Asim Efendi
resigned in September 1909 before he took office (BAO, MF.MKT., 255-9). Sevket Efendi was
appointed in November 1909 (BAO, MF. iBT.275-30).

Adana Dariilmuallimin-i Sibyan School, which was one of the schools opened in order
to popularize the new method in the Ottoman provinces, did not have a stable period due to
the lack of trained teachers. The old age and inadequacy of the teachers and the scarcity of
students were reflected in the documents. Another issue that affects education at Adana
Darilmuallimin is the climate. Due to the hot weather from the beginning of May to the
middle of September, the education director informed the centre on April 18, 1906 that these
months should be taken into account in order not to interrupt the education of the students
going to the plateau and the farms during these times. Another issue was that the students of
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Dartlmuallimin were usually madrasah students. The fact that the students did not attend
school for three months due to their madrasah habits created a problem in Adana. Since the
Directorate of Education was aware of this fact, it wanted exams to be held in Darilmuallimin
before the month of Ramadan (BOA, MF.MKT., 931-57). Although the state tried to develop
an education system other than the madrasah understanding, the madrasah understanding
or habit did not disappear easily.

Conclusion

While the Ottoman Empire opened primary schools in the provinces to spread the New
Method, it tried to open at least one Dartilmuallimin in the provincial centres to train teachers
for these schools. One of these is Adana Darlilmuallimin-i sibyan, whose opening date as a
year was not determined before. Since the yearbooks were not published very regularly, the
date of establishment of Adana Darlilmuallimin was not included in the yearbooks. However,
in the research conducted in the archive documents, it was determined that the school was
opened in 1892. Since the day it was opened, Adana Darilmuallimin had had very few
students, as determined from the yearbooks. In some years, no number of students was given.
It is not fully understood whether this was given because of a misprint or because there were
no students. However, the probability of the lack of students was high. Such a conclusion
arises from complaints about Darilmuallimin (Teacher’s School) teachers in the
correspondence in the archival documents described in detail above. In addition, it has not
yet been determined how many students Adana Darllmuallimin graduated until 1908.
Although the state requests such information in general orders, information about this has
not been found in archival documents.

Although the local education administration dismissed the teachers about whom there
were complaints, the Supervisory Board did not take such dismissals warmly. Aware of the
difficulty of finding teachers suitable for the new method from the very beginning, the
Ottoman Empire was therefore content with changing the positions of the existing teachers
because there were not enough teachers to be appointed to replace those who were
dismissed. This inadequacy was put into writing in the general correspondence made for
Darilmuallimins to be opened in the provinces. Even incompetent ones were asked to be
appointed as assistant teachers.

From all the information and documents, it can be seen that the Ottoman State had
difficulty in finding and training teachers with usdl-1 cedit skills. The repeated complaints about
the teachers of Adana Darlilmuallimin explain why the number of students attending the
school was very low in the yearbooks. As it is also understood from the correspondence, there
was a demand for the school, but the students were running away due to the attitudes of
these teachers. Undoubtedly, it would be an incomplete evaluation to explain the fact that
the school had very few students only with the behaviour of these two teachers. Madrasah
habits due to the fact that some of the incoming students came from madrasahs, the problems
brought by the hot climate of Adana, the fact that very few teachers they had were very old,
that they experienced difficulties in this climate, the travelling expenses of the appointed
teachers were given after they went to their duty stations, economic problems, the fact that
the period when the school was opened was the harvest season, were determined as other
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reasons that prevented students from attending school. In this context, it can be said that
training teachers in the style of usll-i cedit in Adana was not very successful until 1908.
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Oz

Cok uluslu Osmanli Devleti'nde farkli etnik topluluklar kurduklari egitim kurumlarinda kendi dil,
gelenek ve dinsel inanislarina gore egitim vermislerdir. Bu baglamda Osmanli Devleti’'nin kurucu
unsuru olan Misliiman Turkler de kendine 6zgi egitim kurumlari kurmuslardir. Msliman Tirkler
geleneksel olarak medrese ve sibyan mekteplerinde egitim gérmuslerdir. Bu egitim kurumlari egitim
anlayisi ve sistemi bakimindan ezbere dayali ve kismen Seyhilislamliga bagl olmuslardir. 19.yyda
dagilan devleti kurtarmak icin yenilikler yapilmistir. Egitim alaninda da yenilikler yapilmis olup
1838’de geleneksel egitim kurumlari disinda rustiyeler acilmistir. Yeni acilan ristiyeler geleneksel
egitim sistemi ve anlayisi disinda tutulmaya calismistir. Bu nedenle ristiyelerde uygulanan farkl ders
miifredati ve uygulamasina us(l-1 cedit denilmistir. Us(l-1 cediti uygulayacak donanimda 6gretmen
yani muallim yetistirmek icin 1848’de Dariilmuallimin (Ogretmen Okulu) aciimistir. Ancak &teden beri
sitbyan mekteplerinin bilinen yetersizligi ristiyelere gelen 6grencilerin yetersizliginde bir kez daha
gorilmastiir. Sibyan dizeyinde vyenilikler ertelenemez hale gelmistir. Bu nedenle ilkdgretim
seviyesinde agilan ibtidai mekteplerde usll-1 cedit yayginlastiriimaya ¢ahsilmistir. Ardindan ibtidai
mekteplere muallim yetistirmek icin 1868’de Dariilmuallimin-i sibyan (ilk Ogretmen Okulu) agiimistir.
istanbul’da acilan ibtidai mektepler ve Dariilmuallimin-i sibyanlar tasrada yayginlastirilmaya
¢ahsiimistir. Bu baglamda Adana’da 1880’de riistiye ve ibtidai mektebi, 1892’de Darilmuallimin-i
sitbyan mektebi agilmistir. Adana Darilmuallimin-i sibyan mektebinde yeni anlayista 6gretmen
yetistirilirken diger yandan mevcut 6gretmenler ve kéy imamlari hizmet ici egitim denebilecek sekilde
egitimden gecirilmistir. Ancak Adana Darilmuallimin-i sibyan mektebi pek ragbet gérmemis, fazla
ogrencisi olmamistir. Bu ¢alisma 6ncelikle bir tarih calismasi olup Adana’da Darilmuallimin-i sibyan’in
kurulusu ve neden fazla 6grencisi olmadigl, ortaya cikan sorunlar arsiv belgelerine dayali olarak
incelenmistir. 1892-1908 yillari arasinda Adana Darlilmuallimin-i sibyan mektebinin kurulusu ve
gelismesi tarihsel bir bakisla sebep-sonug iliskisi icinde agiklanmaya calisiimistir. Calismada Osmanl
arsiv belgeleri, maarif salnameleri ve Adana vilayet salnamelerinden yararlanilmistir. Ayrica telif
eserler kullaniimistir.

Anahtar Kelimeler: usil-i cedit, muallim, Adana dartlmuallimin-i sibyan, Adana ilk 6gretmen okulu.
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Giris

Osmanli Devleti askeri yenilgiler sebebiyle 1699’dan sonra i¢cinde bulundugu olumsuz
durumu goérmeye baslamis ve devleti kurtarmak igin arayisa girmistir. Avrupa karsisinda
aldigi yenilgileri sorgulamis, Avrupa tarzinda yenilikler yapmak ihtiyaci duymustur. Zira
Avrupa artik yeni bilgi ve teknolojiye sahip olarak Osmanli’ya karsi Gstiin duruma gelmistir.
Bu nedenle Lale devrinde dncelikle askeri alanda almaya basladigi Avrupa’nin yeni bilgi ve
teknigini ifade etmek Uzere aletle ilgili anlaminda ali kavrami kullanilmigtir. Buna karsilik
Osmanli’nin eski geleneksel egitim kurumu olan medresede 6gretilen, kitap ve slinnetten
gelen kiyas ve icma ile yorumlanan eski bilgiye ise ilim denilirken bu bilgiye sahip olana alim
denilmistir (Berkes, 2008: 179).

18. yy boyunca Osmanli’da ilk yenilikler genellikle askeri alanda baslamis fakat yeterli
olmamistir. Benzer sekilde Ill. Selim déneminde oncelikle askeri alanda yapilmak istenen
yenilikler nizam-1 cedit kavrami ile karsilanmistir. Arapca’dan gelen nizam kelimesi “dizi, sira,
diizen, usul, tertip, yol, kaide, zamanin icaplarina gére konulan kaide” anlamina gelirken
(Develioglu, 2005: 842) yine Arapga’dan gelen cedit “yeni, kullanilmamis, pek az zamandan
beri bilinen veya mevcut olan” (Develioglu, 129) anlaminda tanimlanmistir. Nizam-1 cedit
ordusunun disinda irad-1 cedit hazinesinin (Turan, 2019:37-46) kurulmasini ya da sonraki
zamanlarda tip mektebinin acilis gerekcesinde tipta us(l-1 ceditten bahsedilmesini (Ergin
1977: 336) donemin askeri alan disinda da yenilesme isteklerinin 6rnekleri olarak gérmek
gerekir. Boylece askeri alandaki nizam-i cedit, “sistem” olarak bir nizam-i1 cedit anlayisina
donmeye baslamistir (Berkes, 2008: 101). Basitce yeni diizen denilebilecek bu anlayis
sebebiyle lll. Selim hayatini kaybetmisse de Osmanli’da yenilikler kesilmemistir.

Dagilmaya baslayan Devleti kurtarmak icin genel bir yenilesme anlayisi 19.ylizyilda
siyasi, hukuki, ekonomik, kultirel, sivil egitim vs. her alanda artarak devam etmistir. Bu
sartlarda mevcut diizenin yenilenmesi zorunlu hale gelmis ve Tanzimat doneminden itibaren
devletin kurtulusunun egitimli bir toplum ile saglanacagi distincesi ortaya ¢ikmistir. Siphesiz
bu egitim icerik ve teskilatlanma bakimindan eski degil yeni bir egitim olacaktir. Bu nedenle
Tanzimat Fermani’ndan sonra yapilan egitim alanindaki yenilikler i¢in de cedit kavraminin
siklikla kullanildigi géralmastir. Yenilik tesebbiisi devletten geldigi icin ister istemez yeni ve
eskiyi birbirinden ayirt edecek kavramsallastirmalar ortaya cikmistir. Eski icin kadim (Akyol,
1993: 211-213), yeni icin cedit kelimesi kullaniimistir. Mesela tip mektebi acilirken eski
usulde tip uygulamasi icin us(l-1 kadim ifadesi kullanildigi gibi eski usul ve yeni usul tip egitimi
ve tip kitaplari (Ulken, 1992:29,49; Ergin, 1977: 336) bir arada kullanilmistir.

Medreseler gelenegini yenileyip caginin yeni bilgilerine kapisini agmadigi icin yetersiz
kalmis ve Osmanl Avrupa’da gelisen fenleri 6gretmek lizere askeri okul disinda yeni sivil
okullar agmaya baslamistir. Medresede verilen ilmin disinda yeni ve bilinmeyen bilgilerle
devleti kurtaracak yeni nesiller yetistirmek isteyen Osmanli yeni okullara mektep adini
vermistir. Batinin bilim, teknoloji, fen alanindaki gelismisligini elde etmek icin acilan yeni
mekteplerde ders yontemleri ve arag gereclerinde usil-1 cedit yani yeni usuller denenmistir.
UsGl-1 cedit zamanla farkli islam cografyalarinda daha genis anlam kazanmissa da Osmanli’da
ozellikle temel egitim seviyesindeki yenilikleri ifade etmek igin kullaniimistir (Erglin ve Cifgi,
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2006: 1-15). ilkdgretim diizeyinde usil-1 cedit lizere egitim veren mekteplere ibtidai mektep
denilmis ve bu mekteplere 6gretmen yetistirmek icin Darllmuallimin-i sibyan agiimistir.
Ardindan tasrada da usdl-1 cediti yayginlastirmak isteyen Osmanli ibtidai mekteplerin yani
sira Ozellikle vilayet merkezlerinde Darllmuallimin-i sibyan agmaya baslamistir. Bu baglamda
calismanin konusunu Adana Dariilmuallimin-i sibyan olusturmustur. ibtidai mekteplerde
usQl-1 cediti uygulamak Uzere acilan Adana Darilmuallimin-i sibyan hakkinda literatiirde
konuyla dogrudan iligkili ¢calismaya su ana kadar rastlaniimadigi gibi dolayl galismalarda
kurulus tarihi tespit edilmemistir. Bu nedenle 6ncelikle Adana Darilmuallimin-i sibyanin
actlisi ve 1908 yilina kadar olan gelismeler temel sorun olarak ele alinmistir. Bu baglamda su
sorulara cevap aranmistir:

e Adana Darilmuallimin-i sibyan ne zaman ve nasil agiimistir?

e Adana Darillmuallimin-i sibyanin muallimleri kimlerdir ve usil-1 cediti uygulayabildiler
mi?

e Devletin amacina uygun olarak 1892-1908 tarihleri arasinda Adana’da
Dartlmuallimin-i sibyan usdl-i1 cedit Gzere yeteri kadar 6gretmen yetistirebildi mi?

e 1892-1908 arasinda Adana Darilmuallimin-i sibyaninda ne tlr sorunlar yasanmistir,
yasanan sorunlarin sebebi nedir?

e Okulun 6grenci sayisi neden az olmustur?

Yontem

Arastirmanin Deseni

Osmanl Devleti'nde devleti kurtarmak icin yapilan islahatlar arasinda bulunan usdl-i
cedit lizere 6gretmen yetistirmek esasen pedagojik bir mesele olmakla birlikte bu ¢alismada
usl-1 cedit meselesi pedagoji ve egitim bilimi ilkeleri agisindan degil, tarihsel bir sekilde ele
alinmistir. UsGl-1 cediti ortaya cikaran sosyal ve siyasal sebepler Uzerinde durulmustur.
Ardindan genelde Dariilmuallimin-i sibyan mekteplerinin 6zelde Adana Darilmuallimin-i
sibyan mektebinin  kurulus sebebi baglaminda deginilmistir. Calismada Adana
Dardlmuallimin-i sibyan mektebinin 1892-1908 tarihleri arasindaki gelisimi belgelere dayal
olarak incelenmistir. Us(l-1 cediti gelistirmek (izere acildigi vurgulanan okulun
ogretmenlerinin yetersizligi ve hakkindaki sikayetler arsiv belgelerine yansimistir. Bu
baglamda Adana Darilmaullimin-i sibyan mektebinde usil-1 ceditin 6gretilip 6gretilmedigi,
o0grenci sayisinin neden az oldugu, 6gretmenleri hakkinda neden sikayetler oldugu arsiv
belgelerinin izin verdigi kadar aciklanmaya calisilmistir. Donemin kosullarini aynen yansitmasi
amaciyla belgeler kronolojik olarak sebep sonug iliskisi icinde kullanilmistir. Turk egitim
tarihinin bir alt bashgl olan Adana Darilmuallimin-i sibyan mektebinin incelendigi bu
calismada icinde bulunulan ylzyilin basinda kullanilmaya baslayan nitel arastirma yontemi
kullaniimistir. Nitel arastirma yontemi olay ve olgularin dlcllebilen 6zellikleri yerine, daha ¢ok
anlamaya donuk olarak yapilan, “nasil, nigin” gibi sorularla ortaya cikarilmaya g¢alisilan
arastirmalardir. Ayni zamanda bu ¢alismalarda eski bilgiler de incelenip bir senteze varilmaya
calisihr (Kiral, 2020: 170-189; Yildirnm ve Simsek, 2018: 37-41). Calismada Cumhurbaskanhgi
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Devlet Arsivleri Baskanligi’nin Osmanl Arsivi (BOA) Maarif Nezareti, Sadaret, irade dosyalar
kullanilmistir. Ayrica maarif salnameleri ve vilayet salnameleri iSAM Kitiiphanesinden
elektronik ortamda elde edilmistir. Elde edilen arsiv belgeleri, salnameler igerik analizine
tutulmus, literatiir taramasinda elde edilen bilgilerle birlikte degerlendirilmistir. Calisma arsiv
belgeleri, salnameler ve telif eserler Uzerinden yulritilmis olup etik kurul onayi
gerektirmemektedir.

Veri Toplama Araglari ve Verilerin Analizi

Adana Darilmuallimin-i sibyan mektebinin incelendigi bu ¢alismada ¢esitli telif eserler
kullanilmakla birlikte dncelikle arsiv ¢alismasi yapiimistir. Cumhurbaskanligi Devlet Arsivleri
Baskanhginin Osmanli Arsiv (BOA) Maarif Nezareti, Sadaret, irade dosyalarindaki belgeler
elektronik ortamda elde edilmistir. Osmanlica olan arsiv belgeleri transkript edildikten sonra
kronoloji ve igerik bakimindan tasnif edilmistir. Tasnif neticesinde olgular sebep-sonug iliskisi
icerisinde ele alinmis ve ne zaman, nasil, neden sorulari cevaplanmaya calisilmistir. Yine
elektronik olarak iISAM Kiitiiphanesinden elde edilen Osmanlica maarif salnameleri ve vilayet
salnameleri transkript edilmistir. Literatlr arastirmalarindan anlasildigi kadariyla Adana
Dartlmuallimin-i sibyan mektebi hakkindaki arsiv belgelerinin énemli kismi ilk kez bu
¢alismada kullanilmistir. Adana Darilmuallimin’i ile ilgili arsiv belgelerinden elde edilen
bilgiler ile salname bilgileri birbirleriyle karsilastirilmistir. Literatlir taramasinda elde edilen
Osmanli temel egitimi ve 6gretmen yetistiriimesi ile ilgili mevcut bilgiler, arsiv ve salname
bilgileri birlikte degerlendirilerek yorumlanmaya calisiimistir. Bu baglamda 6nce Osmanli’da
temel egitim alaninda 6gretmen yetistirme ihtiyacina giden siire¢ ele alinmis, daha sonra
Adana Darulmuallimin-i sibyanin ac¢ilmasi ve 1908’e kadar olan siire¢ incelenmistir. Ayrica
arsiv belgelerindeki hicri ve rumf tarihler Tlrk Tarih Kurumu’nun tarih ¢evirme kilavuzuna
gore miladi tarihe gevrilerek kullanilmistir (“Tarih Cevirme Kilavuzu”, 2021).

Bulgular
Sibyan Mekteplerinde Yenilesme ihtiyacinin Ortaya Cikmasi ve Riistiyelerin Agilmasi

Kurucu unsuru Tirk ve Misliman olan Osmanli Devleti yonettigi farkh etnik
toplumlarin millet sistemi icerisinde (Ortayl, 2002: 216-220) kendi dil, din ve kiltliriine gore
kurduklari kurumlarda egitim vermesine misaade etmistir. Bu baglamda Tirk ve Misliiman
halkin c¢ocuklarinin egitimi icin medrese ve sibyan mektepleri kurulmustur. Calismanin
konusunu ilgilendiren sibyan mekteplerinde kiz ve erkek cocuklar beraber okuyabilmislerdir.
Bu mekteplere siibyan, dartttalim, mektep, darililim, muallimhane, mektephane, mahalle
mektebi gibi isimler verilmistir. Sibyan mekteplerinde okuma yazma 6gretilmeden Kur’an
okutmakla derse baslatilmistir. Bugiinki gibi temel matematik, cografya, tarih vs. derslerin
verildigi belli bir plan ve programlari s6z konusu degildir. Cocuklara giindelik harclik, elbise ve
yemek verilmis, senede bir kere gezintiye gotiirilmis ve cocuklar tim c¢ocuklarin katildig
amin alayr adi verilen bir térenle mektebe baslatilmistir. Hayirseverler tarafindan vakif
sistemi iginde genellikle camilere bitisik kurulan bu mekteplerde bazen yazma dersi ilave
edilmisse de yeni bir seyi yazma seklinde degil, kaligrafi yani sanatsal anlamda gizel yazi
seklinde Ogretilmistir. Burada ¢ocuga derdini anlatacak seviyede bir yazi ve Tiirk¢enin imlasi
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ogretilmemistir (Ergin, 1977: 82-96; Celik, 2007: 125-135). Bu tir bir yazi 6gretimi dahi
muallim bulamamaktan ve ekonomik sebeplerle zamanla kalkmistir (Ergin, 192). Cocuklarin
egitiminde dayak, falaka gibi glinimiiz egitim anlayisina uygun olmayan ydntemler de
kullanilmistir (Kansu, 2016:19). Belli bir plani, programi, yonetmeligi s6z konusu olmadigi
egitim 6gretim anlayisi pedagojik degildir.

1781’de I. Abdilhamit’in yaptirdigi mektebin vakfiyesinde Arapga ve Farsga derslerin
konulmasi sibyan mekteplerinde ilk yenilik gibi gorilebilir. Bu bir ihtiyacin sonucu olup
Babialiye memur olacaklarin bu bilgiye ihtiyaci olmasindan kaynaklanmistir (Ergin: 87).
1824’de gelindiginde Il. Mahmut doneminde kiigik gocuklarin sibyan mektebinden alinip
kiicik yasta meslek 6grenmek Ulizere cirakliga verilmesi nedeniyle cehalete sebep olan
ebeveynlerin sorumluluguna dikkat ¢eken bir ferman yayinlanmistir. Fermanda ergenlik
¢agina gelmemis cocuklarin sibyan mektebine gitmeden din ve diyanetlerini 6grenmeden
meslek 68renmek lizere usta yanina girakliga verilmeleri yasaklanmistir. Ergenlik ¢agina gelen
¢ocuklarin ebeveyn veya velileri kadidan izin belgesi almak sartiyla gocuklarini bir usta yanina
verebileceklerdir. izin belgesi olmadan cirakliga verilen cocuklarin ebeveynleri, velileri ve
izinsiz calistiran esnaf ile sibyan mektebi hocasi bu konuda sorumlu tutularak
cezalandirilacaklari bildirilmistir (Mahmut Cevat, 2001: 3-5). Sadece istanbul igin zorunlu olan
ferman istanbul’da dahi pek uygulanamamistir (Mahmut Cevat: 7; Alkan, 2011: 5; Karal,
1998: 159; Kansu: 39). Bu bir yenilik olmaktan ziyade ulemanin destegini almak amach kagit
Ustlinde kalan bir emir olmustur (Kodaman, 1991: 3).

Sibyan mekteplerinde ciddi bir islahat yapma distincesi ancak Tanzimat déneminde
ortaya cikmistir. Onceki yiizyilda cogunlukla askeri alanda islahatlar yapilirken 19. yiizyilda
dagilmaya baslayan Osmanli Devleti’ni kurtarmak icin siyasi, askeri, hukuki, kiltiirel vs. bircok
alanda yenilikler yapilmaya baslamistir. Devletin kurtarilmasinda iyi egitilmis bir toplumun
oneminin farkina varilmistir.

Bu nedenle islahatlara devam eden Osmanli egitim isini ulemanin disinda yeni
olusturulan “Meclis-i Umur-1 Nafia” ya vermistir. Kurulun 5 Subat 1839’da cikarttig
layihasinda yoksulluk ve cahillikten kurtulus ile din ve devlet igin egitimin dnemine vurgu
yapilmistir. Kliciik cocuklarin gittigi sibyan mekteplerinde kural ve diizen bulunmadgi,
cocuklarin vaktinin giriltiyle gectigi, okuma yazmayi dahi 6grenemedikleri bu durumun
dizeltilmesi gerektigi belirtilmistir. Bunun icin 6énce mektep muallimlerinin teftis edilmesi,
bilgisi yetersiz ve kabiliyetsiz olanlarin yerine cocuklari terbiye etmeye yeterli olanlarin
istihdam edilmesi istenmistir. Bu layihada sibyan mektebindeki cocuklarin siniflara taksimi ve
cocuklara tek tek degil toplu ders verme usulii s6z konusu olmustur. Ancak bu taksim bu
glinkl gibi degildir. Mahalle arasindaki kigilik sibyan mektepleri hece ve Kur’an talimine
tahsis olunacaktir. Mahalle mektebinde bir iki defa Kur’ani hatim etmis ve ilmihal okumus
cocuklar selatin-i izam adi verilen daha Ust sinif sayilan mekteplere gecebilecekler. Burada ise
Turki insa, Tuhfe ve Nuhbe ve Sibha-i Sibyan gibi ligat, Birgivi risalesi ile cesitli ahlak
kitaplari, hat ve kitabet dersleri goreceklerdir. Selatin-i izam’dan sonra ise liyakat ve
yeteneklerine gore ristiye gibi list mekteplere gidebileceklerdir (Mahmut Cevat: 7-21; Koger,
1992: 41-42; Demirtas, 2007;). Meclis-i Umur-1 Nafia’nin layihasi Gzerine Dar-i Sura-yi Bab-i
Ali ve Meclis-i Ahkami’l-Adliye ve Meclis-i Umur-1 Nafia arasindaki yazismalarda sibyan
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mekteplerindeki sorunlar ve yenilik yapma istegi gorilmekle beraber heniiz geleneksel
anlayisin disinda bir ders mifredati ortaya konulamamistir (Mahmut Cevat 7-21). Yapilan
yazismalar sonunda sibyan mekteplerinde verilen ders ve egitimde yenilik yerine sibyan
mektebinden sonra gidilecek ristiye mekteplerin agilmasina karar verilmistir (“Arsiv
Belgelerine Gore”, 2014: 13). Bu yazismalar ve ristiye mekteplerinin kurulusu Takvim-i
Vekayi’de de yayinlanmistir (Takvim-i Vekayi, 21 Zilkade 1254; ). Sibyan mekteplerinden de
sorumlu Mekatib-i Rlstiye Nazirligi'na getirilen Esat Efendi talimatname yerine gecen bir
layiha yayinlamistir. Layihada benzer sekilde sibyanlardaki egitimin nasil yapilacagina dair
geleneksel anlayis devam etmekle birlikte ¢ocuklara zihinlerine yerlesecek sekilde yazi
ogretilmesinin lzerinde durulmustur. Sibyan mektebinde bu sekilde bir yazi 6gretilmesinin
dile getiriimesi gelenegin degismeye baslamasi demektir. Bununla birlikte sibyan
mekteplerinde yenilik yapma zorunlulugunu géren Osmanli Devleti bunun nasil yapilacagina
dair heniz cagdas ve somut bir ders programi ve yontemi ortaya koyamamistir (Mahmut
Cevat: 22-23).

Nitekim sibyandaki belirtilen sikintilara ragmen sibyan iyilestirilmeden Ust diizeyde
ristiye seviyesinde Mekteb-i Maarif-i Adli agilmig, 1842’de bu mektep Ogrencilerinin
padisahin huzurunda imtihanlari yapilmistir. Daha sonra sadece egitim islerini dizene
koymak UGzere 1845’te Gegici Maarif Meclisi kurulmustur. Gegici Maarif Meclisi’nin hazirladigi
layihada yine sibyan mektepleri ve rlisdiye mekteblerinin dini usullere ve zamanin ihtiyacina
gore 1slahi ile daimi bir Maarif Meclisi kurulmasi geregi ifade edilmistir (Mahmut Cevat: 27-
29). Sibyan mekteplerinin islah edilmesi gerektiginin farkinda olan Osmanh aslinda ulemanin
tepkisinden dolayr buralara midahale edememistir fakat ristiyeleri yayginlastirmaya
¢ahismistir (Ergin: 443). 1847 yilinda Mekatib-i Umumiye Nazirligi’'nin kurulmasiyla asil riistiye
teskilati bundan sonra ortaya cikmistir. Baskentteki mektepler sibyan ve riistiye olarak tasnif
edilmistir. Ayni yil sibyan mekteplerine dair “Etfalin Talim ve Tedris ve Terbiyelerini Ne
Vechile icra Eylemeleri Lazim Gelecegine Dair Sibyan Mekatib-i Haceleri Efendilerine ita
Olunacak Talimat” c¢ikartilmistir. Talimatnameye gore dort yillik olan sibyan mektebinde
suglu cocuga hafifce dayak atilmasi veya Kur’an 6gretilmesi gibi geleneksel anlayis devam
etmekle beraber Tiirkce okuma yazmanin miufettisler tarafindan gosterilen yeni usullere gore
¢abucak 6gretilmesine dair maddeler yenilik sayilabilir (Akytiz, 1994: 1-47).

Ayni talimatnameyle zorunlu egitim kapsamina alinan ristiyelerde Birgivi risalesi,
Arapca Sarf ve Nahiv kitaplari, Siilis ve Nesih yazi tiirleri isteklerine gore Rik'a, Ta'lik, Divani
tur yazilar, yetecek kadar dort aritmetik islemi, hesap ve sayi sayma gibi dersler okutulacaktir
(Akylz, 1994: 1-47). Halbuki yukarida anlatilan yazismalarda ifade edildigi (izere bu derslerin
bir kismi sibyan mekteplerinde okutulmasi distnilen derslerdi. Sibyan mektebinden gelen
cocuklarin yetersizligi sebebiyle sibyanin son senesinde okutulacak dersler ristiyenin ilk
senesine konulmustur (Ergin: 444; Mahmut Cevat: 34). Bu derslerin dahi dénemin
Avrupa’sinda ilkogretimde okutulan derslerle bir ilgisi yoktu (Kansu: 75). Yazismalarda sibyan
mekteplerinin yetersizligi vurgulanmasina ragmen buralara dogrudan midahale etmek
yerine 1848 vyilinda baskentte bes tane ristiye mektebi acilmistir. Burada usdl-1 cedit
uygulanmis, alti ay sonunda yirmi kadar cocugun imtihanlari Umumi Maarif Meclisi
huzurunda yapilmistir. Sonugtan memnun kalininca padisahin huzurunda cocuklar tekrar
imtihan edilmis, cocuklar ve muallimler édillendirilmistir. iste bu yeni acilan riistiyelerde
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medrese egitiminden farkli bir anlayisla egitim, 6gretim, ders kitap ve arag gereclerinde
yapilan yeniliklere us(l-i cedit denilmistir (Mahmut Cevat: 34).

Dariilmuallimin’in Agilmasi

Egitimin bircok bileseni olmakla birlikte en temel bileseni egiten ve egitilen oldugu
icin sadece yeni mektep agmak yeterli olmamis, yeni bilgi ve becerilere sahip 6gretmen
ihtiyaci ortaya ¢ikmistir. Zira geleneksel egitimci ¢cagin yeni bilgi ve becerilerini yeni kusaklara
aktarmakta yetersiz kalmistir. Tanzimat doneminde sadece ¢ocugun egitimi degil cocuklari
egitecek egitimcinin egitimi meselesi de ortaya ¢ikmistir.

Mevcut sibyan mektebi hocalarinin ristiyede verilen matematik ve diger yeni dersleri
okutamamasi sebebiyle 1848’de istanbul’da Darilmuallimin (Erkek Ogretmen Okulu)
actimistir (Unat, 1964: 31; Akyliz, 2006: 17-58). Boylece us(l-I cedit lzere egitim verebilecek
muallim yani 6gretmen yetistiriimeye c¢alisiimistir. 25 Temmuz 1847 tarihli mazbataya gore
Dartlmuallimin’in agilma sebebi mevcut egitim sisteminin ve medreselerin bozulmasi,
mevcut sibyan mektebi hocalarinin ristiye mekteplerinin matematik ve diger yeni derslerini
okutamamasidir. Bu okulun Batinin yeni bilimlerinin 6grenilip 6gretildigi bir yer olmasi
amaclanmistir. Buradan yeni yontemleri 6grenerek yetisecek 6gretmenler mektepleri diizene
sokacaklardir (Akytiz, 2007: 1-49). Takvim-i Vekayi’de Dariilmuallimin’in agilma sebebi benzer
sekilde haber yapilmistir. Mekteplerde derslerin ve bilimlerin kolay ve hizli 6gretilmesi
zorunluluguna deginilmistir. Mektepten bunu saglayacak yontemleri bulmasi beklentisi dile
getirilmigtir  (Ergin: 571; Akylz, 2007: 1-49). Medrese sistemi diginda acilan
Darllmuallimin’de farkli bir ders programi uygulamaya calisilmistir. 1868’de iki yillik
Daridlmuallimin-i  sibyan kuruldugunda 1847'de kurulan mevcut Darilmuallimin’e
Dariilmuallimin-i Risdi denilmistir (Unal ve Birbudak, 2013:24).

Usdil-1 Cedit ve ibtidai Mekteplerin Agilmasi

Osmanli Devleti’'nde sibyan mektepleri igin 6gretmen yetistirme ile ilgili bilinen ilk
dizenleme Fatih Sultan Mehmet doéneminde yapilmistir. Fatih, sibyan mekteplerinde
gorevlendirilecek olan medrese 6grencilerine fikih derslerini gerekli gérmemis, diger
ogrencilerden farkl dersler okutulmasini istemistir. Sonraki dénemlerde bu uygulama
ortadan kalkmistir (Akytiz, 2012: 93). Bununla birlikte sibyan mekteplerine medrese disindan
gorevlendirmeler yapilmistir. Biraz okuma yazma bilenler, caminin imami, miezzini, kiz ve
erkek cocuklarin ayri oldugu yerlerde bazi hafiz ve okumus kadinlar bu isi yapmislardir
(Akylz, 1978: 41-43).

Ancak yenilesmeyle birlikte Tanzimat doneminde acilan ristiyelere gelen 6grencinin
kaynagi sibyan mektebi oldugundan sibyan mektepleri hakkindaki sikayetler devam etmistir.
Sibyan mekteplerine ehliyetli muallimler tayin edilmesi geregi 1858’deki yazismalara
yansimistir (BOA, i. DH..203-26689). Aslinda sibyan diizeyinde okuma yazmanin égretilmesi
gibi bazi yenilikler yukarida gecen 1847 talimatnamesinde vardir. Ancak us(l-1 ceditin sibyan
diizeyinde asil uygulanmasi 1860’tan sonradir (Akyiiz, 2012:209; Oztiirk, 1996: 8). Okuma
yazmayi yayginlastirma siyaseti uygulayan Osmanli’da okuma yazma derslerinde basarisiz
olunmasi (izerine cesitli arayis ve denemelere girismislerdir. 1862’den itibaren istanbul’da
yeni bir harf 6gretme bigiminin uygulandigi sibyan mektepleri agilmaya baslamistir. Bu
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usuliin uygulandig istanbul’da 36 sibyan mektebine parasiz tas tahtalar, tas kalemler ve
divitler dagitilmistir. Burada gorev yapan muallimler sinav yoluyla segilmis ve bunlara maas
baglanmis, ardindan ayni amagla numune (6rnek) mektepler kurulmustur. S6z konusu sibyan
mekteplerine ibtidai mektep denilmis ve tasrada da yayginlastiriimak istenilmistir (Ergin,
1977: 465; Akylz, 2012: 209). Diger yandan yeni usulde ana dilde okuma yazmanin
kolaylastirilmasi amaciyla ders kitaplari yazilmaya baslamistir. 1858’de basilan Nuhbett{’l-
Etfal bu yonde ilk girisimdir. Daha sonra yeni usulde elifba kitaplarinin sayisi kirki ge¢mistir.
1863’te Selim Sabit Efendi’nin Elifba Risalesi, 1891’de ismail Hakki Elifbasi bu yénde basilmis
en onemlileri arasindadir (Tlrkyilmaz, 2018: 127-139; Sahbaz, 2005: 55-66).

istanbul’da us(l-1 cedide iizere egitim veren ibtidai mekteplerin sayisinin artmasi
Uzerine hukuki dizenleme yapilmasi gerekmistir. 1898’de bu okullar geleneksel sibyan
mekteplerinden ayri olduklari icin “Dersaadet Mekatib-i ibtidaiyesi icin Talimat-1 Mahsusa”
cikarilmistir  (“Dersaadet Mekatib-i ibtidaiyesi”, 1316: 326-338). Talimatin maddeleri
incelendiginde temel egitimde usil-1 cedit sadece ders igerikleri ve ara¢ gereglerinde bir
yenilik olmayip egitimde ¢ocuga bakisin degismesini de yansitmaktadir. Falakanin, ¢cocuklara
kotlu sozler séylenmesinin yasaklanmasi, cocuklarin hal ve hareketlerinin ve saglklarinin
takip edilmesi, muallim ve diger gorevlilerin hal ve hareketleri hakkinda diizenlemeler ve
devletin takibi gibi uygulamalar us@l-i ceditin diger yansimalaridir.

ilk Dariilmuallimin-i Sibyan’in Ag¢ilmasi ve Yayginlastiriimasi

Sibyan diizeyinde us(l-1 cedit denemeleri devam ederken us(l-1 cedit becerisine sahip
muallim yetistirmek zorunlulugu ortaya cikmistir 1868’de sibyan mekteplerini islah igin
hazirlanan layihanin Uglincii maddesinde mevcut sibyan hocalarinin Nezaret tarafindan
gorevlendirilecek memurlar vasitasiyla bir sene usil-1 cedit Gizere egitilmesi kararlastiriimistir.
Bunlardan ozellikle yash ve usQl-1 cediti 68renmekte yetersiz kalanlarin muavin olarak
gorevlendirilmesi kararlastirilmistir (BOA, i..MVL. 584-26278). 1868’de sibyan mektebinden
¢ikan cocuklarin okumadaki yetersizlikleri, rakamlari dahi tanimadiklari tekrar dile getirilmis,
sibyan mekteplerinde Kur’an talimiyle birlikte ahlak risalesi ve cografya ve hesap ilminden
dort islem 6gretilmek Uzere baskentte Dartlmuallimin-i sibyan kurulmasi kararlastiriimistir.
Devlet mevcut sibyan hocalarini bu derslerden sinava tabi tutmaya baslamissa da bunlardan
yetersiz olanlarin yerlerine yeterlilerinin bulunmasinin miskil olacaginin farkindadir (BOA,
I..SD 10-484). istanbul’da Seraskerlik civarinda eski Basmahane binasi Dariilmuallimin-i
sibyan icin tahsis edilmistir (BOA, A.MHM.MKT., 437-89). istanbul Dariilmuallimin-i
sibyani’'ndan ilerde tasrada vyayginlastiriimasi disinilen Darldlmualliminlere muallim
yetistirmesi amaclanmis ve mevcut muallimlerin kisa zamanda yeni yontemleri 6grenmesi
istenmistir (Akyiiz, 2012: 181; Oztiirk, 1996: 9). Dariilmuallimin-i sibyan 6grencilerinin usdl-i
cedide lizere deneyim kazanmasi icin Nuriosmaniye’de numune mektebi acilarak bir tiir staj
gormeleri saglanmistir (Ergin, 1977: 468). 7 Temmuz 1872 tarihli mazbataya gore kadrolarda
yeniden diizenlemeler sebebiyle Darilmuallimin-i sibyan lagv edilmis ve tekrar aciimistir
(BOA, MF. iBT., 1-77).

Medreseler hari¢ egitim sisteminde genel bir yenilesme anlayisinin yansimasi olarak
1869'da Maarif-i Umumiye Nizamnamesi ¢ikarilmistir. Nizamnameye gore sibyan
mekteplerinde “us(l-i cedide tarziyla elifba, Kur’an-1 Kerim, Tecvid, Ahlaka iliskin resail, iim-i
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hal, Yazi talimi, Fenn-i hesap, Tarih-i Osmani, Cografya, Mallmat-1 Nafia” dersleri
okutulacaktir. Ayni nizamnamede baskentte blyik bir DarGlmuallimin agilacagi belirtilmis
ancak bu Darllmuallimin’in subeleri riisdiye, idadi, sultani olup sibyan subesi yoktur. Bunun
sebebi anlasiimamakla birlikte mevcut Dariilmuallimin-i sibyan ise faaliyetlerine devam
etmistir. Ayni nizamnamede kizlar igin agilacak Darilmuallimat’ta ise sibyan ve risdiye
subeleri vardir. Dartlmuallimat’in sibyan subesi icin programa konulan dersler de (“Maarif-i
Umumiye Nizamnamesi”, 1289: 184-219) us(l-1 cedit lzere egitimin bir devlet politikasi
olarak mifredata yansimasidir.

Osmanli Devleti 1872 yilinda donanimh muallimler yetistirmek igin vilayet merkezleri
ile ristiye mekteplerinin bulundugu mutasarriflik ve kaymakamliklarda gecici ve Ucretsiz
olarak maarif komisyonu adiyla imtihan heyeti olusturulup Darilmuallimi-i sibyan teskil
edilmesini istemistir (BOA, MF.iBT., 1-31). Tasrada Darilmuallimin-i sibyanlari
yayginlastirmak icin maarif meclisine konu ile gonderilen yazi lizerine 18 Temmuz 1875
tarihinde rapor hazirlanmistir. Raporda tasrada agilacak Darilmuallimin-i sibyanlarda gerekli
talim ve tedrisi, usul ve kurallari uygulamak (zere istenilen 6zelliklere sahip muallimler
bulunamayacagi belirtilerek istanbul Dariilmuallimin-i sibyan ve Darilmuallimin-i riistiye
talebesinden tedarik ve tayin edilmesinin uygun olacagl vurgulanmistir. Ayrica
gorevlendirilecek muallimler igin bir takim diizenlemelerin yapilmasi istenmistir. Tasra
Darllmuallimin-i sibyan mekteplerinde goérev alacak muallimlerin bulunduklari mevkiin
onemine gore Ucretlendirilmesi gerektigi, bazi imtiyazlar verildigi takdirde istenilen 6zellikte
muallimler bulunabilecegi belirtilmistir. Ristiye ve sibyan hocalarinin redif sinifi yani terhis
olup ihtiyatta bulunanlarinin silahaltina alinmamasi ve her sene uygulanan talimden istisna
edilmeleri, bes seneden fazla hiisnli hizmette bulunanlarin édillendirilmesi, vefat edenlerin
cocuk ve eslerine maaslar tahsis edilmesi gibi uygulamalar tavsiye edilmistir. Ayrica acilacak
Dartlmuallimin-i sibyanlarin 6gretmen, memur ve hizmetlilerinin maas ve masraflarinin
maarif sandiklarina birakildigi ancak her yerde bu sandiklarin bulunmadigina dikkat ¢ekilerek
once bu sandiklarin teskil edilmesi gerektigi belirtilmistir. Sandiklar teskil edilene kadar gecici
bir sire icin hi¢ olmaz ise muallim-i evvellerinin maaslarinin hazine-i celileden verilmesi
tavsiye edilmistir (BOA, MF.MKT., 30-67). Devlet oncelikle maarif madurliklerinin kuruldugu
yerlerde vilayet merkezlerinde Darilmuallimin-i sibyan agmaya dnem vermistir (Kodaman,
1991:152). Tasrada Dartilmuallimin-i sibyanlar 1875’ten itibaren 6nce Bosna, Girit, Konya’da
baslamistir. 1882°den sonra Sivas, Bursa, Amasya, Kastamonu, Kudis, Trabzon, Edirne’de,
Selanik, Kosova, Manastir, Aydin, Halep, Elazig, Erzurum, Musul, Van ve Bolu’da acilmistir
(Akytz, 2012: 250). Tasrada Darilmuallimin-i sibyani yayginlastirmaya calisan devlet
bunlardan birisini de 1892’de Adana’da agcmustir.

Adana Dariilmuallimin-i Sibyan’in Agilmasi

ilk dnce ibtidai mektep acip sonra Dariilmuallimin-i sibyan acan Osmanli ayni
siralamayi Adana’da uygulamistir. Adana salnamesine goére maarifi gelistirmek icin sibyan
mektepleri acilarak mevcut egitim usulii 1slah edilmis, cocuklarin talim ve terbiyesinin ¢cagin
geregi oldugu bu nedenle gecen seneden beri Adana’da ibtidai mektepler acildig
belirtilmistir. Buradan Adana’da yeni usulde risdiye ve ibtidai mekteplerin 1880’den itibaren
acllmaya baslandigi anlasilmistir (“Salname-i Adana”, 1299:6-7). Yine mektepleri islah etmek
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ve yeni usull yayginlastirmak icin Adana’da Islah-1 Mekatib Cemiyeti kurulmustur (“Adana
Salnamesi”, 1299: 29-30).

ibtidai mektepler acildiktan sonra Adana’da ibtidailer icin 6gretmen yetistirme isine
on iki yil sonra baslanmistir. 31 Ekim 1892 tarihli Adana’da Darilmuallimin agilmasina dair
yazismalara gére maarif meclisi alti ylz kurusla Halil Efendi’'nin bu okula tayinini yapmistir.
ise baslama tarihiyle birlikte maasindan kesilmesi gereken aidatin ilgili makama génderilmesi
emredilmistir (BOA, MF.MKT., 153-118; “Salname-i Adana”, 1312: 131). 24 Kasim 1892 tarihli
bir diger belgede merkezden Adana maarif midirlGgune verilen bir cevapta Dartlmuallimin
mudavimlerine bir sey tahsis edilmedigi bildirilmis olup cevaptan bu okul igin bitceden bir
miktar ayrilmadigi, ekonomik sikintilar yasadigi ¢ikarimi yapilmistir (BOA, MF.MKT., 155-97).
Bu yazismalardan daha once tespit edilememis olan Adana Darilmuallimin-i sibyan
mektebinin kurulus tarihi 1892 olarak tespit edilmistir.

Usal-1 cedide 6grenmek lizere Darilmuallimin-i sibyana devama zorunlu olan vilayet
ve cevresindeki sibyan mektebi hocalari ve imamlar fakir kimseler olduklari i¢in bunlara
avariz varidatindan ayda otuz kurus maas verilmesi icin Adana valiligi tarafindan Nezarete
yazilmis, Nezaret ise 15 kurus verilmesini kararlastirmistir (BOA, MF.MKT., 222-28). Usl-I
cedideyi yayginlastirmak isteyen Osmanli genel ekonomik sikintilar sebebiyle vilayetin
istedigi miktarda Gcret 6denmesini kabul etmemis, daha disiik bir rakam belirlemistir.

Adana Dariilmuallimin-i Sibyan’da Muallimler ve Ogrenciler

1894 yilina ait Adana salnamesine gore Darlilmuallimin-i iptidaiye subesi muallimi
Halil Efendi olup 5 talebesi 1 hademesi vardir (“Salname-i Adana”, 1312: 131). 1898’de
muallim Hasan Saib Efendi gorevlidir, 6grenci sayisi belli degildir (“Salname-i Maarif”, 1317:
929). 1899-1903 yillari arasinda Hasan Saib Efendi muallimlige devam etmistir. 1899’da 3,
1900’da 2, 1903’te 10 6grencisi vardir. 1901 yili 6grenci sayisi salnamelerde verilmemistir
(“Salname-i Maarif”, 1318: 939; 1319: 355; 1321: 324; “Salname-i Adana”, 1318: 104).
Salnameler dizenli ¢gikmadigi icin bu yillar disindaki 6grenci sayisi tespit edilememis, tespit
edilenlerden ¢ok az 6grencisi oldugu anlasilmistir. Nezaretin genel emirlerinde okulun ne
zaman kuruldugu kag talebesi bulundugu, kac¢ talebe mezun ettigi, kag kisiye sehadetname
ve ehliyetname verdigine dair bilgiler istenilmistir (BOA, MF.MKT., 267-1). Ancak simdilik
buna dair yazismalarda herhangi bir bilgiye rastlanilmamistir.

Devlet usdl-1 cediti yayginlastirmak icin bir yandan Darllmuallimin agcmis, diger
yandan mevcut sibyan mektebi hocalarini bir tir hizmet ici egitim denilebilecek sekilde
Darilmualliminlerde mecburi egitimden gecirmis, egitimden gecirilen mevcut hocalara
itimatname, ehliyethame gibi belgeler vermistir. Bu konuda vyapilan dizenlemelere
deginmekte fayda vardir. Bunun icin ilk yasal dizenleme 1875’te “Dersaadet ve Bilad-I
Selasede Bulunan Mekatibi Sibyaniyenin idaresi icin Ahalice intihdb Olunacak A’zadan
Miirekkeb Olmak Uzere Teskil Olunacak Mecélis-i Tedrisiye ve Su’belerinin Suret-i Teskili ile
Vazifeleri Hakkinda Talimat”in dokuzuncu maddesinde yer almistir (Ozalp, 1982: 673). ikinci
dizenlemeyi 1881 tarihli “Rumeli-i Sarki Vilayeti’'nin Mebadi-i Tedris Hakkinda Kanun” ile
yapmistir. Daha sonraki dizenleme ise 1898 tarihli Maarif Salnamesinde yer alan “Bazi
Vilayatda Ba-irdde-i Seniyye Kiisad Olunmus Olan Darilmuallimin-i Sibyan Su’belerine Dair
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Talimat”in besinci maddesinde yapmistir. Ayrica muallim agigini kapatmak i¢cin muallim
olmak isteyen farkli okul mezunu olanlari Dariilmualliminlerde sadece almadigi derslerden
sinav yaparak ehliyethame veya itimatname vermistir. Bu talimatnamelerden ve cesitli
yazismalardan (BOA, MF.MKT., 556-29; 665-45) anlasildigi (izere baslangigta itimatname ve
ehliyetname kavrami ¢ok farkl degildir. Ancak gorevde bulunan muallimlere ve baska okul
mezunlarina verdigi itimatname veya ehliyetnamelerle iki yil DarGImuallimin’e devam eden
ve sinavlarda basarili olanlara verdigi sahadetname arasinda fark vardir. Asil amag
Dartlmuallimin mezunu olmaktir ancak yeterli 6gretmen olmadigi icin mevcut muallimlere
ve baska okul mezunlarina us(l-i cedit 6gretilmeye ¢alisilmistir (Yanardag, 2020: 510-531). Bu
uygulama Adana Dariilmuallimin-i sibyanda da gerceklesmistir.

itimatname almak isteyen Adana Dariilmuallimin dgrencisi ibrahim Efendi 23 Kasim
1894’te dilekge ile miiracaatta bulunmustur. U¢ dért aydir Dariilmuallimin’e devam eden
ibrahim Efendi daha 6nce riistiyede dort sene okumus Dariilmuallimin programinda bulunan
ve diplomasinda belirtilen dersleri ristiyede alip basarili oldugu icin benzerleri gibi imtihan
edilerek itimatname verilmesini istemistir. Ogrencinin dilekgesine cevap verilmis, tayin edilen
miimeyyiz heyeti yani bir sinav komisyonu tarafindan sinavinin yapilmasi ve itimatnamesinin
verilmesi istenmigtir (BOA, MF.MKT.,256-42). Yine benzer sekilde Karsindi nahiyesi Karakoy
mektebi Veli bin Hasan Efendi’'nin imtihaninin yapilmasi igin sinav komisyon Uyelerinin
secilmesi istenmistir. Karsindi midur vekili Salih Efendi’nin imzasiyla Darilmuallimin’e kayd
olunan Veli bin Hasan Efendi’nin talimatnamenin besinci maddesine gore imtihaninin
yapilmasi bildirilmistir. Bu gibi kdy hocalarinin iki sene tahsile zorunlu olmadiklari muallimlige
yeterli olduklarina kanaat edinildigi takdirde kendilerine birer itimatname verilmesi talimatin
besinci maddesinin geregi oldugu hatirlatiimistir. Darllmuallimin muallimi Halil Efendi
imtihanin usuliine gore yapildigini bildirmistir. Fakat komisyon Uyesi ibtidai mektebi ve idadi
mektebi muallimleri durumun aksi yonde oldugunu ilgili makamlara bildirmislerdir. Halil
Efendi imtihan sirasinda evraki komisyon Uyelerinden almis, cekmecesine koyarak imtihanda
bulunamayacagini bildirerek imtihani birakip gitmistir. imtihan yapilmadigi halde yapilmis
gibi evraki isleme koymustur (BOA, MF. MKT, 256-42).

Mesele Adana maarif meclisinde ele alinmis ve mifettisler tarafindan sorgulanmistir.
Halil Efendi’nin okul mevcudunun besten fazla olmasini istemedigi iddia edilmistir. Clnku
Halil Efendi mevcut programi ve 6zellikle tarih, cografya, hesap derslerini vermeye yeterli
olmadigi icin gelen talebeleri sicil defterine kaydetmemis ve bunlara gitmelerini soylemistir.
Bir senedir butlin cabalara ragmen daha once mektebe gelenler Halil Efendi’'nin bu
durumunu gordiiklerinden cesitli bahanelerle okulu terk etmislerdir. Artik okula talebe
gelmedigi icin talebe sayisi besi gecmemis, hatta ikiye diismustiir. Halil Efendi ayda 8-10 giin
mektebi agcmamis, actigl zaman dahi ders ile mesgul olmamis, iki saat sonra okulu
kapatmistir. Sadece itimatname almak icin gelen bazi imam ve muallimlerden biri ikisini
kabul etmekle yetinmis, tim giin dershanede talebenin giriltlsi ve uygunsuz davranislarina
meydan vermistir. Bu konuda kendisine uyarida bulunuldugu halde bir sonu¢ alinamamistir.
Mifettis raporlarindan sikayetlerin dogru oldugu anlasilmis ve Adana Maarif Muduriyeti
maarif meclisi tarafindan gérevden el cektirilip yerine idadi akaid-i diniye muallimi Ahmet
Efendi atanmistir (24 Ocak 1895). Adana maarif meclisinin bu karari maarif muddri
tarafindan daha ayrintih sekilde Nezarete bildirilmistir. Halil Efendi’'nin, yetersizligi,
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iktidarsizhgi, devamsizligi hakkindaki sikayetler, talimatnameye uymadigi hatta imtihan
heyetine hakaret ettigi ayrintilariyla yazilmistir (BOA, MF.MKT., 256-42).

Halil Efendi hakkindaki sikayetler bunlarla sinirh degildir. Mektebe devam eden ve
kendilerine bir tlr burs denilebilecek Ucretler 6denen 6grencilerin Ucretlerinde kesintiler
yapmistir. Halil Efendi hakkindaki her sikayetin icinde mutlaka onun yetersizligine faydali
olmadigina deginilmistir. Tek bir suglama yerine birden ¢ok suglamalar yer almistir. Onun
bitlin bu yetersizlik ve usulsiizlikleri okula 6grenci gelmesine engel olmustur. Halil Efendi ise
tim bunlarin iftira oldugunu savundugu gibi lcret kesintisi konusunda 6grencinin okula
gelmedigi icin Ucretini kestigini iddia etmistir (BOA, MF.MKT., 256-42).

Gorevden alinan Halil Efendi geginemedigini haksiz yere parasinin verilmedigini ifade
eden bir dilekce ile Maarif Nezareti’'ne sikayette bulunmustur. Mesele Nezaret tarafindan
sorusturulurken istanbul’a giden Halil Efendi’nin isten el ¢ektirilmesinde acele edilmesinde
bir sebep goriilmemis, gorevine iade edilmesi, 6denmemis maaslarinin 6denmesi, yapilacak
tahkikatin Nezarete bildirilmesi Adana vilayetine emredilmistir. Halil Efendi goreve
dondikten birka¢ ay sonra Adana maarif midirid Nezarete gonderdigi raporunda bolgedeki
nifusa nisbetle ushl-1 cedit lzere ders verecek muallim sayisinin yetersiz oldugunu, tg yildir
bunun igin vilayette DarlGlmuallimin agildigini belirtmistir. Ardindan yine Halil Efendi’nin
tarih, cografya, hesab, Farsca derslerine asla yeterliligi olmadigi gibi okulu kapatmasi
sebebiyle okul mevcudunun on besi gegcmedigi azaldigi seklindeki sikayetler tekrar edilmistir.
Mektebe yeni 6grenci gelmemis, sadece devam etmesi mecburi olan mevcut ibtidai
muallimlerine sahadetname veya itimatname verilmistir. Halil Efendi’nin Konya ve Ankara
gibi sehirlerdeki muallimlerden biriyle becayis edilmesi Adana maarif mudiri tarafindan
istenilmistir (23 Haziran 1895). Konu ile ilgili cevap Nezaretten gecikmis, yeni ders dénemine
bir ay kaldigi icin maarif miduirl tekrar Nezarete yazmistir. Adana ve g¢evresinde yeni ibtidai
mektepleri yayginlastirmaya calisan mudir, Halil Efendi’nin bu durumu sebebiyle okulun
kalitesini arttirmak isterken ihtiyac duyulan muallimleri yetistirmede gecikmeye sebep
olmaktan kaginmaya calismistir. Bu nedenle Halil Efendi’nin verdigi Arapga dersleri Akaid
muallimi Riza Efendi’ye verilmis, bu durumun onaylanmasi gecikmistir (10 Agustos 1895). S6z
konusu becayis istegi Nezaret tarafindan uygun gorialmistir (BOA, MF.MKT., 256-42).

Ankara Daridlmuallimin muallimi Resat Efendi ile becayisi kabul edilmis fakat Resat
Efendi maddi sikintilari sebebiyle harcirahinin Adana’ya gitmeden Ankara’da iken verilmesini
istedigi icin gorev yerine gitmesi gecikmistir. 26 Eylil 1895’te Resat Efendi’nin istegi kabul
edilmis Resat Efendi’'nin harcirahinin Ankara’dan verilmesine karsilik Halil Efendi’nin
harcirahinin Ankara’dan verilmesi emredilmistir. Ancak Rasit Efendi 7 Kasim 1895’te hala
gorevine baslamamistir (BOA, MF.MKT., 256-42). Rasit Efendi’nin Ankara’daki maaslarinin bir
kismi 6denmemis ve ekonomik sikinti ceken Rasit Bey Adana’ya gelememistir. Durumu
Nezarete bildiren ve Adana’ya gelen Resat Efendi’nin 6denmemis maaslari Nezaretin emri
Uzerine odenmistir (BOA, MF.MKT.,310-59). Ankara’da goreve baslayan Halil Efendi
hakkindaki sikayetler ise bitmemis, Adana’ya ya da baska bir yere tayin edilmesi ve Resat
Efendi’nin geri getirilmesi istenmistir (BOA, MF.MKT., 336-37).

Kisa bir siire Adana Dartlmuallimin’de muallimlik yaptig anlasilan Rasit Efendi’den
sonra 1896 yili sonlarinda Hasan Saib Efendi tayin edilmistir. Hasan Saib Efendi’nin daha 6nce
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Bodrum riisdiyesi muallim-i evveli oldugu, derse muktedir olmadigi ve 6grencilere kotu
sozler soyledigine dair sikayetler olmustur. Yash oldugu, agiga alinmasi uygun olmadigl ve
emeklilik stiresini doldurmasi igin Uglinci derecede bir mektebe tayin edilmesi istenmistir
(BOA, MF.MKT., 338-4). 21 Aralik 1896 tarihli bir yazida emeklilik stiresini doldurmak {izere o
sirada bogs bulunan Adana Darilmuallimin’ine yine sorunlu bir muallim Hasan Saib Efendi’nin
tayin edildigi anlasiimistir (BOA, MF.MKT., 345-43). Bu sirada Adana idadi mektebi
muallimlerinden Abdilhekim Efendi aldigi lcretin az oldugu, gecinemedigi icin maasi daha
yuksek olan ve o sirada bos olan Adana Darilmuallimin muallimligine tayin edilmek igin
talepte bulunmustur. Fakat kendisine Hasan Saib Efendi’nin atandigi bildirilmistir (BOA, MF.
MKT., 349-23)

Hasan Saib Efendi 6nce Gediz riisdiye mektebine tayin edilmisse de (BOA, MF. iBT.,
55-6) sonra 18 Ocak 1897’de Adana Dariilmualliminine tayin edilmistir (BOA, MF.IiBT., 58-6).
1898 yilinda Adana maarif miidiirii Nezarete ilging bir teklifte bulunmustur. Tabib Kanber
Efendi’nin egitimde cok yetenekli oldugu bu sebeple ibtidai muallimleriyle gereken talebeye
okuma yazma usullerini 6gretmek Uzere bir ayligina harcirahinin verilerek Adana’ya
getirilmesi istenmistir. Nezaret ise bu isin idadi ve Dartlmuallim muallimleriyle yapilmasi
gerektigini bildirerek reddetmistir (BOA, MF.MKT., 406-27). Bu dénemde Darilmuallimin
muallimlerinden Danyal Efendi Adana ibtidai mektebinde fahri olarak muallimlik ve
mifettislik yapmakta olup odullendirilmistir (BOA, MF.MKT., 401-46). Yash olan Hasan Saib
Efendi 1900 yili yaz déneminde hastaligini belirten doktor raporuyla iki ay hava degisimi
istemis ve bu izin kendisine verilmistir (BOA, MF.MKT., 401-14). Ertesi yil yapilan
yazismalarda Hasan Saib Efendi hakkinda yashligindan dolayi ders vermeye iktidari olmadigi
ve mevcut 6grencinin dagilmasina sebep oldugu icin emekli edilmesi ya da baska bir yere
tayin edilmesi Adana maarif mudiri tarafindan istenmis ve Maarif Nezaretine bildirilmistir.
Hasan Saib Efendi iddialarin asilsiz oldugunu, devamsizligi bahanesiyle tesrinievvel maasinin
kesildigini ifade ederek karsi iddialarda bulunmustur. Maliye Nezareti bir memurun azlinde
kanuni sebeplere dayanmasi, ihtiyatli hareket edilmesi, midur ile arasindaki ihtilafin hangi
madde ve nasil delillerle hakli oldugunun vilayet tarafindan kesinlestiriimesi istenmis ve
izinsiz azlini, maas kesintisini meselenin asil mercii nezaret tarafindan kesinlestirilmedigi icin
dogru bulmamistir. Adana valisi ise meselenin sahsi olduguna karar vermis, iki tarafa gerekli
uyarilar yapildigini Nezarete bildirmistir. Bu yazismalar sirasinda hasta olan Hasan Saib Efendi
doktor raporuyla Adana’nin havasi iyi gelmedigi icin tekrar izin almistir. Hastaligi sebebiyle
talebeye iyi davranmadigl, talebeyi kacirdigi, uzun siire izinli oldugu icin Adana’da egitimin
zarar gordugl, ibtidai mekteplere gonderecek muallim bulunamadigl icin Adana maarif
mudurd tekrar Nezarete yazmistir. Yerine us(l-1 cedideye vakif ve zamanin ihtiyacini anlayan
Fatih Dersiam mezunlarindan Veli Efendi’nin Hasan Saib Efendi’nin yerine tayin edilmesini
istemistir (BAO, MF.MKT., 551-19). Hasan Saib Efendi hastalgl ve yaslhg sebebiyle 1904
yilinda doktor raporuyla alti ay izin istemis, maarif meclisi egitimin aksamamasi, vekil
atanmasi ve Hasan Saib Efendi’'nin yari maas almasi sartiyla izin vermistir (BAO, MF.MKT.,
793-42). Bu yazismalar sirasinda hasta olan Hasan Saib Efendi 6lmus, yerine Fatih dersiami
Veli Efendi vekalet etmistir. Bagka birinin asaleten tayin edilmesi istenmistir (BAO, MF. MKT.,
551-19).
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1905 Nisan ayinda Adana Darilmuallimin muallimligine atanan Bahaeddin Efendi
harcirahinin verilmesi icin Nezarete dilek¢e yazmis, Nezaret harcirahinin gittigi yerde
verilecegi cevabini yazmistir (BAO, MF. MKT. 851-63). Ancak Bahaeddin Efendi gorev yerine
geldikten bir slire sonra 1906 yilinda babasinin hastaligi ve 6limiu dolayisiyla Samsun’a
gitmek Uzere bir buguk ay izin almistir (BAO, MF. MKT. 930-68). izni sona erdiginde ise isleri
bitmedigi ve artik tatil donemi oldugu ve okulda 6grenci olmadigi gerekgesiyle izin slresi
uzatilmistir (BAO. MF.MKT., 947-9). Ardindan kisa bir siire sonra Bahaeddin Efendi Samsun
idadisi muallimlerinden Abdullah izzet Efendi ile becayis istemis, Nezaret kabul etmistir
(BAO, MF.MKT., 954-45). Ancak kisa bir siire sonra bu kez saglik sebepleriyle muallim
Abdullah izzet Efendi Adana Dariilmuallimliginden istifa etmis ve baska uygun bir gorev
verilmesini istemistir. Yerine Hacibektas Rustiyesi muallimi Feyzullah Efendi atanmistir (BAO,
MF. MKT., 898-1;924-72). Feyzullah Efendi 10 Mart 1909’da 6Imis yerine Hiseyin Efendi
Ucte iki maasla vekaleten tayin edilmistir. Yeni dlzenlemeye goére Darilmuallimin
mudurlGgiine ylksekokul mezunlarinin tayin edilecegi ifade edilmis ve bu nedenle sene
sonuna kadar Huseyin Efendi vekaleten tayin edilmistir (BOA, MF.MKT., 1129-59). 11 Ekim
1909’da Huseyin Husnu Efendi midir, muallim-i evvelligine Mustafa Asim Efendi tayin
edilmistir (BOA, MF.MKT., 246-54). Ancak Mustafa Asim Efendi géreve baslamadan Eylil
1909’da istifa etmistir (BAO, MF.MKT., 255-9). Kasim 1909’da Sevket Efendi tayin edilmistir
(BAO, MF. iBT.275-30)

Osmanl tasrada usul-1 cediti yayginlastirmak lzere agtigl okullardan biri olan Adana
Darilmuallimin-i sibyan mektebi yetismis muallim yetersizlig§inden dolayi istikrarli bir donem
gecirmemistir. Muallimlerin yashhgi ve yetersizligi ve talebenin azlig1 belgelere yansimistir.
Adana Darllmuallimin’de egitimi etkileyen bir baska mesele iklimdir. Mayis basindan Eylll
ortasina kadar havanin sicak olmasi sebebiyle talebenin yaylaya, ciftliklere gittigi egitimin
aksamamasi igin bu aylarin bolgenin 6zelliginin dikkate alinarak tatil edilmesi maarif miduri
tarafindan 18 Nisan 1906’da merkeze bildirilmis ve uygun gérilmdistir. Bir baska mesele ise
Darilmuallimin 6grencilerinin genellikle medrese talebesinden gelmis olmalaridir. Medrese
aliskanliklari sebebiyle talebelerin (¢ aylarda mektebe devam etmemeleri Adana’da sikinti
olusturmustur. Maarif muduarligt bu gercegin farkinda oldugu icin ramazan ayi gelmeden
Darilmuallimin’de imtihanlarin yapilmasini istemistir (BOA, MF.MKT., 931-57). Devlet usl-i
cedit Uzere medrese anlayisi disinda bir egitim sistemi gelistirmeye calismakla birlikte
medrese anlayisi yada aliskanhgi kolaylikla ortadan kalkmamustir.

Sonug

Osmanl Devleti usul-i cediti yayginlastirmak (izere tasrada ibtidai mektepler acarken
bu mektepler icin muallim yetistirmek (zere vilayet merkezlerinde hi¢c degilse bir tane
Darilmuallimin agmaya calismistir. Bunlardan biri de daha 6nce agilma tarihi yil olarak tespit
edilmemis olan Adana Dariilmuallimin-i sibyanidir. Salnameler ¢ok diizenli ¢ikmadigi igin
Adana Darilmuallimini’nin  kurulus tarihi salnamelerde yer almamistir. Ancak arsiv
belgelerinde yapilan arastirmada okulun 1892’de acildigi tespit edilmistir. Acildigi glinden
itibaren Adana Darlilmuallimini salnamelerden tespit edildigi lizere ¢ok az sayida 6grenciye
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sahip olmustur. Bazi yillarda hi¢ 6grenci sayisi verilmemistir. Bunun baski hatasindan mi
yoksa 6grenci olmadigl icin mi verilmedigi tam olarak anlasilamamistir. Bununla birlikte
o0grencinin olmama ihtimali yliksek gorilmustir. Clinkl yukarida ayrintilariyla agiklanan arsiv
belgelerindeki yazismalardan Dariilmuallimin muallimleri hakkindaki sikayetlerden bdyle bir
sonu¢ ortaya c¢ikmaktadir. Ayrica Adana Darlilmuallimin’in 1908 yilina kadar kac¢ 6grenci
mezun ettigi de simdilik tespit edilememistir. Genel emirlerde devlet bu tiir bilgileri
istemekle birlikte buna dair bilgilere arsiv belgelerinde rastlaniimamistir.

Hakkinda sikayet olan muallimleri yerel maarif idaresi goérevden alsa da Nezaret bu
tlr gérevden almalara sicak bakmamistir. Bastan beri us@l-1 cedide Gzere muallim bulmanin
zorlugunun farkinda olan Osmanh bu nedenle mevcut muallimlerin goérev yerlerini
degistirmekle yetinmistir. Zira gérevden aldiklarinin yerine atanacak yeterli sayida muallim
yoktur. Tasrada acilacak Dartlmualliminler igin yapilan genel yazismalarda bu yetersizlik
yaziya dokiilmustlir. Hatta yetersiz olanlarin muavin olarak gorevlendirilmesi istenmistir.

Tim bu bilgi ve belgelerden anlasilan sudur; Osmanh Devleti us(l-1 cedit becerisine
sahip muallim bulmakta ve yetistirmekte zorluk ¢ekmistir. Adana Darilmuallimin muallimleri
hakkindaki defalarca yapilan sikayetler salnamelerde ¢ok az olan okul mevcudunun neden az
oldugunu agiklamaktadir. Yine yazismalardan anlasildigina gore okula talep olmakta ancak bu
muallimlerin tutumu sebebiyle talebe kagmaktadir. Stiphesiz okulun gok az 6grencisi olmasini
sadece bu iki muallimin davranisiyla aciklamak eksik bir degerlendirme olacaktir. Gelen
ogrencilerin bir kisminin medreselerden gelmesi nedeniyle medrese aliskanliklari, Adana’nin
sicak ikliminin getirdigi sikintilar, ¢cok az sayida olan muallimlerin ¢ok yash olmasi bu iklimde
sikinti yasamalari, atanan o6gretmenlerin harcirahinin gorev yerlerine gittikten sonra
verilmesi, ekonomik sikintilar, okulun acildigi dénemin hasat mevsimi olmasi 6grencilerin
okula devam etmesini engelleyen diger sebepler olarak tespit edilmistir. Bu baglamda
Adana’da 1908 yilina kadar usdl-1 cedit tGzere muallim yetistirmenin fazla basarilh olmadigi
soylenebilir.

Cikar Catismasi Beyani: Yazar c¢ikar ¢atismasi olmadigini beyan eder.
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Abstract

When the Republic of Turkey was founded, the population in the country was rapidly decreasing
due to adverse sanitary conditions and many infectious diseases, especially malaria. This was not
in line with the economic, national, and social objectives of the founding elites. Being aware of this
situation, the founders of the state started sanitary and social geography studies in provinces
before the republic was established, made the population issue their basic policy and launched a
national struggle to increase the population and make it healthy. In this process, the founders
used education as a tool, which is the most effective way to reach children, which they considered
the main channel of modernization. Revised curricula and related textbooks gained an important
place in this struggle. However, the fight against malaria, namely sanitation, formed an aspect of
modernization by associating it with issues related to the new order targeted by the revolution,
such as the teaching of civilized principles and the distancing from superstitions. At this point,
teachers were brought to a key point and played an active role in the fight against malaria,
especially in the villages. This struggle found a place more in the curriculum of primary schools,
which were given more importance in the Early Republican Period compared to middle and high
schools. The malaria fight was most commonly included in the 1926 curriculum among the four
curricula for primary schools between 1923 and 1948. The elites who directed the education
emphasized the national and civil aspect of the struggle by taking part in the malaria fight not in
courses of Tabiat Tedkiki, Ziraat, Hifzissihha (Nature Studies, Agriculture and Sanitation), but in the
course called Musahabat-1 Ahlakiye ve Malumat-1 Vataniye (Civics). However, the visibility of the
malaria fight in education gradually decreased until 1948.

Keywords: fight against malaria, malaria, sanitation, population, well-being
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“Fighting an enemy called malaria

was inherited in the Republican era...”

Millet Mektepleri ile Halk Dershanelerine Mahsus Saglik Bilgisi, 1930.
(Muhittin Celal, 1930: 93).

Introduction

Although the effect of malaria has diminished today, it was one of the oldest and
deadliest known diseases in the history of the world. With the evidence of existence dating
back to six to seven million years, malaria entered a lethal new phase four thousand to
hundred thousand years ago in Africa, when hunter-gatherers made short-term settlements
for fishing. The environment created by hunter-gatherers for feeding purposes caused
mosquitoes to multiply and find many hosts so that malaria spread through the human
channel first to Eurasia and then to the whole world over centuries (Packard, 2021: 16;
Webb, 2009: 1).

In the scientific literature, expressed by the word malaria (Campbell, 1895: 295)
which was coined from the combination of the Italian word “mala” meaning bad, and the
word “aria” meaning air, the cause of this disease could not be determined for centuries. It
was believed that the disease was transmitted by inhaling bad air and living near bad water,
or the disease was tried to be explained with divine reasons. The relationship of malaria with
mosquitoes was first addressed in 1707 by Giovanni Maria Lancisi, but only two centuries
later, when anopheles mosquitoes carried the malaria parasite, it was proved at the
beginning of the twentieth century (Tekeli and ilkin, 2004: 113-115). Only after this date was
it able to begin to destroy swamps or puddles where mosquitoes could breed and fight
malaria.

During the history of the Ottoman Empire, malaria was one of the most common
infectious diseases faced by the people. However, the last half of the 19th century and the
first half of the 20th century were the peaks of malaria in the region despite the struggle.
The main reasons for this were mass migration movements such as exchange and the
transport of malaria parasites by soldiers returning from battlefields. Excluding the casualties
of the Dardanelles Front, the number of soldiers killed by the disease in the nine armies of
the Ottoman Empire in World War | was 401.859, while the number of soldiers wounded and
killed was 59.462. Malaria was one of the leading diseases. Of the 461.799 cases, 23.351
resulted in death (Yalman, 2019: 294-295). It was no different in the cities. During the same
period, according to the results of blood examinations, 70% of malaria was detected in the
Samsun region, 50% in Ordu, 50% in workers working in Taurus tunnels, and 44% in the Soke
region (“Saglik Hizmetlerinde 50”, 1973: 103). In 1921, Dr. Ekrem Hayri Bey, the director of
sanitation at the time, detected malaria in 172.000 of Antalya’s population of around
200.000. In the same region, some villages were completely emptied due to malaria, while
others had a reduced population. For example, the ElImali town had a population of 25.826
in 1914, while, in 1921, there were only 20.021 left in the town. The situation was the same
in Fenike. Moreover, there were 1.299 births, 2.597 deaths in the region in 1920, and 1.056
births, and 2.684 deaths in 1921 due to the effects of war conditions (Styev, 1953: 32). This
difference in the number of births and deaths was similar throughout the country, and
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Turkey’s population was gradually reduced by infectious diseases, poor sanitation and the
devastation brought on by war.

Data on the population of the Ottoman Empire do not provide precise figures due to
deficiencies and method problems, but can be given based on some estimates. Sevket
Pamuk considers Turkey’s population within today’s borders at 16.5 million for 1914, taking
into account the figures given by researchers such as Vedat Eldem, Justin McCarthy, Frederic
C. Shorter. However, since then, by 1927, the population had decreased by 20% and
decreased to 13.9 million with the influence of wars and mass population movements
(Pamuk, 2020: 64-70). Most of the population lost in this whole process was young,
especially from the educated. The existing population faced serious health problems,
especially malaria, syphilis, trachoma and tuberculosis. For this reason, the priorities of the
founding elites of the Republic of Turkey were to increase the population and make this
population healthy. The initial steps towards this goal were to provide incentives to increase
fertility and reduce deaths by improving sanitary conditions. For this reason, a serious and
all-out war against infectious diseases such as malaria was started, and education became
one of the main tools in this struggle, which was seen as a national war. The aim of this
research is to reveal the aspect of this war, which was fought in the Early Republican Period
(1923-1948), reflected in education on the scale of malaria.

Method

This study, which focuses on the reflection of the malaria struggle on education in the
Early Republican Era, is qualitative research. In the study, a historical research model was
used from qualitative research patterns. The main data of the study are the curricula and
textbooks used in primary and secondary schools and high schools between 1923 and 1948
when the fight against malaria was most intense in education. In addition, educational
instructions, the Prime-Ministry Republican Archives (BCA), the Turkish Grand National
Assembly Minutes, the newspapers published in the period in question, the Official Gazette
for the determination of the laws related to the subject, and the copyrights written in the
period were used as data sources. Since the study is prepared based on archival data and
historical sources, it does not require ethics committee approval.

Findings

Robust Sons, Merry Race and Malaria

When the Republic of Turkey was founded, the entire population within the country
faced serious health problems, especially infectious diseases. Moreover, the decade-long
war environment brought about a system in which the people could not meet their basic
needs. The rulers of the Republic were aware of the problem they faced in terms of
population and health from the beginning. This population was of number and quality that
would not allow the creation of the country they were targeting. The founding elites come
from a generation that has personally experienced the consequences of external
dependence in economic terms. Developing a national economy, ensuring economic
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development, making a national industrial move were among their main objectives.
Achieving this would only be possible with a healthy army of workers. However, the concern
about the future of the second world war demonstrated the necessity of a national economy
and war industry in this process, while also pointing to the need for a healthy, strong army,
and therefore the need for healthy, strong soldiers. In addition, in the modern nation-state
that the founding elites would create, they needed citizens who would provide belonging to
that state, nation and land (Arpaci, 2015: 7). These were expected to be supported, not
burdens, to the state, and to be individuals who would increase production and multiply. All
this could only be achieved with a strong number and health. Aware of this, the founders of
the state had started to research sanitary and social geography in the provinces during the
War of Independence, and after the republic was declared, the issue of population and
health became their main policies (Tekeli and ilkin, 2004: 109).

The young Republic expected the desirable citizen to “fill and celebrate the Turkish
homeland”, as Mustafa Kemal Pasha put it, and even did not doubt that they would do so
(TBMM Zabit Ceridesi, 1924). Manifestations of this idea included laws and decrees such as
“No road tax for fathers with more than six children” (Resmi Gazete, 1925), “Awarding
medals and financial awards to mothers with many children” (BCA 30-18-1-2/92-73-9; Resmi
Gazete, 1930, Madde 156), “Activities, discourses and laws on the prohibition of abortion”
(Resmi Gazete, 1930, Madde 152; Resmi Gazete, 1926), and “the bachelor tax” that came up
all the time?. During this period, society and magazines and the books published to inform
the public had the idea of achieving this goal.

Himaye-i Etfal Cemiyeti (Turkey Child Protection Agency) was one of the institutions
that expressed this idea most clearly. The Society was trying to adopt the idea that “we are
obliged to multiply and have children for the country” and supported the population policy
of the state. “Gurbiz Tirk Cocugu Dergisi (Magazine of the Robust Turkish Children’s)”
issued by the same society was a periodical that both tried to increase the population and
ensure that this population was physically and mentally healthy. The magazine, which
appealed to mothers and young girls, often featured pictures of robust children, there were
big children’s competitions held by the society, and the magazine published photos of
children who won the competition to encourage other mothers to raise such children that
“the country is in desperate need” (Sarikaya, 2011: 84, 258- 259).

During this period, the population was constantly on the agenda not only in the social
field, but also in the medical field, and was one of the main issues of the country’s
distinguished doctors. Assembled on 1-3 September 1925 in Ankara, the main topics of the
National Turkish Medical Congress were child mortality, population issues and malaria
(“Birinci Millt Turk”, 1925). The situation was similar at the 6th National Turkish Medical
Congress held in 1935. Much of the congress was devoted to infectious diseases, which had
the greatest impact on the decline of the population. In his opening speech, then-Minister of
Health and Social Assistance Dr. Refik Saydam emphasized the great duty of physicians in the

! The first proposed law on taxing singles in the context of population policy was submitted to parliament on
October 19, 1920 by Canik MP, Hamdi Bey (TBMM Zabit Ceridesi, 1336/1920: 93). A year later, on February 22,
1921, Erzurum MP, Salih Efendi, submitted a similar proposed law (TBMM Zabit Ceridesi, 1337/1921: 301), but
both resolutions were rejected. In 1929, the issue was raised again by Mr. Siileyman Sirri. Yozgat MP, Sileyman
Suri Bey prepared a more detailed proposed law and submitted it to parliament on March 18, 1929 (TBMM
Zabit Ceridesi, 1929: 22; BCA 30-10-0-0/ 4-19-3]. That offer was also rejected, but this time the issue resonated
widely in the press.
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republican government’s efforts to increase the population and raise a solid generation, and
called on medical people to take office, saying that “in both their official and private lives,
our physicians are the greatest helpers and intrusion of the state’s robust population
politics” (“Altinci Ulusal Turk”, 1936: 32). During this period, doctors such as Resit Galip
Baydur, lhsan Hilmi Alantar, Mazhar Osman Usman, Besim Omer Akalin were working in line
with the healthy population politics and pronatalist policy of the state and making
informative publications. Besim Omer Akalin’s book, “Tiirk Cocugunu Nasil Yasatmali? (How
to Keep the Turkish Child Alive?)” was one of the works that clearly expressed the
population policy, pronatalist approach and eugenics of the period. While Akalin regarded
motherhood as a national duty, he regarded every solid individual as a capital for the nation
and believed that the interest of the money spent on the individual could be taken by the
work of the person’s body and opinion (Akalin, 1938: 16, 26). The expression that the
individual was a capital for the nation was also included in the textbooks of the period. The
1934 high school History IV textbook? stated that the population was the main national
wealth, and underlined that census work should be perceived as a patriotic duty (Tarih 1V,
1934: 328).

The issue of the population had entered curriculum programs from the first years of
the republic. In 1926 Primary Schools Curriculum, 5th-grade Yurt Bilgisi (Civics) curriculum, it
was indicated, “The population in Turkey is few. The progress of the country is with the
population multiplicity”, the issue of the population was associated with health, malaria and
employment. In the curriculum, which emphasized that maintaining health and strength is a
national duty, malaria and employment were considered as the leading factors that reduced
both the working ability and the population of the nation (“ilk Mektepler Miifredat”, 1927:
91). The same phrases were reflected in the textbooks of the period. In the 5th grade Yurt
Bilgisi (Civics) book written by Ali Kami [Akyliz], the author states that malaria is one of the
leading evils that reduces the ability of the nation to work; also he indicates “once the
malaria microbe settles in the blood of man, it frustrates him. The person with malaria grows
pale, his knees are cut off, he is all done in when the seizure comes, a tremor, then a fever, a
fever... After that, bruised and broken bones”, then the author emphasized several times
that malaria reduces the ability of man to work day by day (Ali Kami, 1927-1928: 123).

According to the textbooks, malaria both diminished the ability of the public to work
and disrupted the race. The general health of the country and the health of the race were
threatened by malaria, syphilis and tuberculosis. At the very beginning of these was malaria,
which “spared no age class from child to old, and made everyone anemic, skinny and
debilitating." Malaria had affected almost half the population due to the “lack of care and
protection” in the country. “Many citizens are hurt by malaria every year, and when a
malaria sufferer was not working due to seizures, at least 29-30 million working hours were
reduced annually when taken into account according to millions of malaria sufferers” (Tarih
IV, 1934: 336-337). This prevented the country from making a fortune. In an anonymous
article addressed to the Maarif-i Umumiyye Vekili (Deputy Chairman of Ministry of National
Education), in 1925, at the Hilal-i Ahmer Journal of Turkey, one of the reasons for America’s
“annual manifestation and astonishing wealth” was indicated as the malaria course and
application of this course “given in national schools at secondary schools and high schools

2 Four volumes of history textbooks prepared by the Tiirk Tarihi Tetkik Cemiyeti (the Association for the Study
of Turkish History) for teaching in high schools on the orders of Mustafa Kemal Atatilirk were first introduced in
1931. Since these books were added later, the 1934 edition of these textbooks was preferred in this study.
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level” and the content of this course should be translated and wished to “include such
knowledge in all levels of education” (Mekatibde Sitma Tedrisati, 1340/1925: 217-229).

Malaria was also seen as a threat to the country's wealth as well as its defense.
Because in some areas, 20% or even 40% of the military examinations encountered young
men with malaria. “The reed-nosed, thin-necked, skinny-legged, bulging-bellied and hugely
spleen, exhausted parents bear not an element of strength for society, but offspring that
would be a matter of mercy, thus the Turkish race, which was highly famous for its strength,
was melting from generation to generation” (Tarih IV, 1934: 336-337). The way to protect
the race was possible through state treatment, sanitation and all-out fight against malaria,
which were neglected under previous governments.

The Healing Hand of the Republic Against the Sultanate Administration: State
Administration in the Fight against Malaria

Especially in the early Republican Period, comparing the Ottoman Empire to its
administration was a method that the republic used frequently to ensure its legitimacy.
According to the saying in the high school History IV textbook, malaria was not fought in the
Ottoman Era, and even it was indicated “during the years of national struggle, the
battlefront against rodent diseases could not be expanded as the Government of Istanbul
and the occupying forces tried not to enter Anatolia with weapons and ammunition as well
as physicians and medicines.” In the same textbook, a graphic was given on the introduction
of quinine used to treat malaria between 1921 and 1931 (Figure 1).

Figure 1

Quantity and Consumption of Quinine Imported to Turkey from 1921 to 1931 (Tarih IV,
1934: 333)
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The role of the Ottoman Government in “keeping the sick of the Anatolian people
who want nothing but dignity and independence without medicine and treatment” was
stated in this graphic and presented as proof of how the republic extended its hand of care
and healing to the people. These allegations did not reflect the truth. The origin of the
Turkish Republic’s fight against malaria was an extension of the Ottoman vision of
“civilization” (Gratien, 2018: 42). In the Ottoman Period, malaria was fought in the 19th
century, but especially at the beginning of the 20th century, and free rations were
distributed to the public from 1910 onwards. For this purpose, some arrangements were
introduced for the acquisition of quinine from Europe and distribution to the public. From
1910 to the end of 1914, a total of 2000 kilograms of quinine was purchased annually.
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However, with the onset of World War |, the amount of quinine purchased decreased due to
both the increase in prices and the conditions of war. In 1915, 308 kilograms of quinine was
purchased, and in 1916, only 608 kilograms of quinine was purchased (Sert and Dolen, 2013:
72-73). These amounts were not enough to combat malaria, but malaria further expanded
its domain.

Inadequate doctors and medical personnel, economic hardships, war conditions and
ignorance of hygiene were the main reasons why malaria could not be fought. An all-out
fight against malaria was only achieved in the Republican Period. This was often reflected in
textbooks. It was reported to the students that the Republic “advanced upon race-killing
ilinesses with weapons of science and regular organization after the treaty of Lausanne” and
began the fight against malaria in 1925, and again the concrete results of state treatment
with figures and graphs were presented to the appreciation of the students (Figure 2-3).
Accordingly, the Republic, which expands its field of struggle every year, established a
malaria institute and opened 11 dispensaries (Tarih 1V, 1934: 337).

Figure 2

Amount of Quinine Distributed to the Public free of charge by the Anti-Malaria Organization
from 1925 to 1931 (Tarih 1V, 1934: 334)
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Figure 3
Seven-Year Study of the Anti-Malaria Organization (Tarih 1V, 1934: 334)
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The aforementioned institute was opened in Adana, one of the cities with the highest
concentration of malaria, in 1928. However, as stated in the textbook, the struggle and the
establishment of regional agencies began in 1925. The establishment of the organizations
was influenced by the 1924 report on the malaria geography of Turkey presented at the First
National Medical Congress held on September 1-3, 1925 with a map showing malaria and
swamp regions prepared by the Ministry of Health based on the reports of the Provincial
Medical Directorates. Meanwhile, on October 5, 1924, a Malaria Commission consisting of
eleven experts was established, which made detailed decisions on the laws, organizations
and methods of combating malaria. Although the laws to combat malaria were passed by
the Parliament in 1926, they had already been implemented before this (Tekeli and ilkin,
2004: 135). Since then, the struggle that had taken place in the legal framework accelerated,
and one aspect of the struggle was to raise public awareness. For this reason, the struggle of
the state began to be frequently mentioned in informative books and textbooks. Because
the state existed for everyone's health. “The well-being of the patients, the eradication of
contagious diseases, the absence of contagious and epidemic diseases in the country, the
birth of solid-bodied and strong-spirited children, the fact that the young people were
strong-bodied were all things that the state always thought of.” It was stated that all this
was carried out by the Ministry of Health and Social Help (Behaddin Faik, 1932: 6), which
was founded thanks to the “all-creating genius of the great leader” (Yurt Bilgisi, 1933: 61). It
was stated in the textbooks that the Republican government had great success in health
affairs as in every field, distributing free quinine, drying up swamps (Mithat Sadullah, 1931-
1932: 125-126), doing its part in the division of labor between the state and the people, and
the state expected the students to do their homework. Because the “sacrifices” made by the
state alone were not enough. Students should also do their best to protect themselves and
their relatives from these diseases. They could only do this by the laws of health (Yurt Bilgisi,
1933: 62).

Racial Sanitation, Civilization and Malaria

One of the words used in the context of public interest, especially since the years of
the First Constitutionalist Period, was cleanliness. In the textbooks of the period, the concept
associated with religion with the motto “cleanliness is part of faith” was also shown as a way
to gain respect in society (Dogan, 1994: 59). This discourse was also included in the context
of public interest, especially in the Malumat-1 Medeniyye (Civics) in the years of the Second
Constitutional Period (Ustel, 2014: 75). Being clean was also given in the context of civics
courses in the curricula of primary schools used just before the Republic (“Maarif-i
Um0Omiyye Nezareti.. bir ve”, 1913: 63; “Maarif-i Um(miyye Nezareti... alti”, 1913: 6-7). This
point of view continued with the Republic. Being clean was associated with the word
sanitation, which was frequently used in the Early Republican Period and has both medical
and social ties. However, it became the protection of race with the expression of racial
sanitation.

The main condition for protection from malaria and many infectious diseases are
seen all over Anatolia during the period was sanitation. However, sanitation was also a sign
of civilization, and the civilization of Anatolia, especially the villagers, was only possible with
sanitation. Throughout the 1920s and 30s, the founding elites tried to shape children

3 Musahabat-1 Ahlakiyye (Civics), which was the civic course of the period, was taught within the scope of
course in the 1913 Primary School Curriculum: For One and Two Classroom Schools.
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through education, which they saw as the main conduit for modernization and believed that
they would shape society. To change the common habits related to sanitation, thus
preventing infectious diseases and creating a clean, civilized society, sanitation had taken
many courses in curricula since 1924, especially in the curricula of the primary schools that
were given the most important in the Early Republican Period, and had taken their place in
textbooks.

The Republic's first Primary Schools Curriculum was the 1924 Primary Schools
Curriculum, which was put forward by forty-three people after a twenty-four-day study. This
program was prepared to take into account the fact that most of the children will not
continue their education after graduating from primary school. Therefore, the curriculum
was expected to provide students with basic civic issues and the information they would
need in life when they were introduced (Alp, 2017: 46-47). The curriculum underlined the
need to give moral and spiritual reassuring to children and to achieve this, it was requested
that the school’s material and spiritual life be regulated in such a way as to “establish trusts
such as cleanliness, induction, kindness, truth, prayer and dignity in children, conversation
against good and good things, and duty” (“ilk Mekteplerin Mifredat”, 1340/1924: 29).
Although there was a course called Tabiat Tetkiki, Ziraat ve Hifzissihha (Nature Knowledge,
Agriculture and Sanitation) in the curriculum, the issue of sanitation would be mainly given
within Musahabat-1 Ahlakiyye ve Malumat-1 Vataniyye (Civics) course. Tabiat Tetkiki, Ziraat
ve Hifzissthha (Nature Knowledge, Agriculture, Sanitation) curriculum stated that only
children would be “instructed of sanitary measures” and in the fourth grade, under the
heading of sanitary principles and advice, “germs, waters, clean and bad waters, measles,
flowers, tuberculosis, typhus, cholera, dysentery, malaria” (“ilk Mekteplerin Mifredat”,
1340/1924: 40, 42). Despite this, the Curriculum for Musahabat-1 Ahlakiyye ve Malumat-i
Vataniyye (Civics) was much broader and more detailed in terms of sanitation and malaria.
Because sanitation and malaria were seen as a matter of not only medical but also social
fields, it was considered a way to protect the race and to civilize the country. Therefore, in
addition to sanitary issues concerning the individual such as observance of sanitary rules in
homes, body sanitation, body cleaning, fighting against germs, preventing mosquitoes from
entering homes, “strictly observing the sanitary measures of municipalities”, attitudes
identified with civilization such as not spitting on the road, in the car, train, tram, tunnel,
ferry; peeling fruits, not to throw paper, trash on the streets, not touching the grass and
keeping the front of the house clean were also covered within the rules of sanitation (“ilk
Mekteplerin Miifredat”, 1340/1924: 33-34). In the 1926 curriculum, this understanding was
more clearly visible. Yurt Bilgisi (Civics) 4th-grade curriculum included the rules of living in a
spiritual life within “the principles that everyone will be aware of in town and city life” and
“considerations for the health of the public”, among them the sanitary rules came first (“ilk
Mektepler Mifredat”, 1927: 87). In the life information course given in the first three classes
in the same curriculum, sanitation was one of the most commonly included concepts.
Almost every unit had subjects related to the cleanliness of the body, school, house, clothes.
However, among the primary school curricula of 1924, 1926, 1936 and 1948, the curriculum
with the most places for malaria and sanitation was the 1926 Primary Schools Curriculum.
Especially in the Hayat Bilgisi (Life Sciences) course, in the 2nd and 3rd-grade curriculum, the
topics of protection from infectious diseases, mosquitoes and their destruction, fighting
swamps were repeated several times, each time the cleanliness was underlined (“ilk
Mektepler Mifredat”, 1927: 18-27). However, the curriculum was requested to be shaped
by the scholar according to the content, for example, the fight against malaria was included
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in the Hayat Bilgisi (Life Sciences) course with the expression “the disease, prevention and
treatment of this disease should be properly taught to children in malaria districts” (“ilk
Mektepler Mifredat”, 1927: 10).

All-Out Fight Against Mosquitoes, Swamps and Superstitions

There were two aspects to the fight against malaria in the Early Republican Era. The
first was the struggle against nature, anopheles, malaria parasites, swamps. The second was
the struggle against superstitions, which were much more prevalent than malaria (Tekeli and
ilkin, 2004: 137).

For the struggle to be launched, the country’s malaria geography had to be
established first. For this purpose, the Sihhiyye ve Muavenet-i ictimaiye Vekaleti (Ministry of
Health) prepared a map showing malaria areas and swamps based on the reports of the
medical directors. In addition, on September 15, 1924, a commission was formed under the
chairmanship of Refik Saydam, and the commission was asked to prepare reports stating the
limits of the struggle, the determination of the organization and equipment, the
determination of the necessary measures, the principles of the activities to be carried out,
treatment methods, how to fight mosquitoes, and it was decided to draw up a ten-year road
map. At the end of September, the Commission drafted a directive that included measures
to prevent the reproduction of mosquitoes, the destruction of mosquitoes and prevention
measures. However, when necessary to dry the marshes, the decisions were taken to
employ the village men free of charge and mandatory for five days on the government
account, to plant willows, ash trees for drying wetlands, to multiply fish such as carp, to have
them have to dry the marshes along the routes of the train administrations, to have rice,
self-fields 3 kilometers away from the villages and, if necessary, to change the village
locations (Malkog, 2017: 173-176). According to the 1937-1938 statistical reports, 57.607
hectares of swamps dried between 1925 and 1936 (Kiicik istatistik Yilligi, 1937-1938: 191),
all defined by a national expression of cooperation that the nation would achieve together
(Malkog, 2017:176), similar statements were included in the textbooks.

The fight against malaria could only be won by fighting “the whole community
together” (“Yeni Biyoloji ve”, 1936: 74). In this struggle, some duties were also assigned to
the students within the community. One of them was first and foremost to know about the
disease. Because it was only possible to fight the malaria enemy by knowing it and knowing
the ways to fight it. For this reason, detailed information about what malaria is and how it is
transmitted is given in the textbooks, students were expected to recognize the anopheles
mosquito and distinguish it from others (Figure 4, 5).

Figure 4
The appearance of Anopheles (Behaddin Faik, 1932: 168)
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The anopheles breed is depicted with words “leaded brown color, and its proboscis is
long, it is the lone female mosquitoes that transmit malaria. When this fly is placed on the
wall, the head, chest and abdomen are found to be flat”, it is also emphasized that they lay
eggs in stagnant waters or damp meadows, wetlands and living there (Behaddin Faik, 1932:
167), students were asked to wear gloves in malaria places, dry stagnant waters and swamps
by digging trenches, to close fountain troughs or move them away from the vicinity of
houses and villages, to fill potholes to prevent puddles from forming, to pour oil into non-
drying puddles, to keep things such as cisterns, pools, buckets covered with lids from fly wire
for a long time, to keep things with constant water away from female mosquitoes, to
demolish the sets that prevented the water currents, to grow water fish that ate the squash
in stagnant waters, to close the windows of the house with a very thin wire cage and use
mosquito nets (Ali Ridvan and Midhat Sadullah, 1926: 114; Behaddin Faik, 1932: 168; Fuat
Minir and ibrahim Hilmi, 1932: 120; Kiiley, 1938: 235; Muhittin Celal, 1930: 93; Naime Halit,
1930-1931: 159; “Yeni Biyoloji ve”, 1936: 74; Yurt Bilgisi, 1930-1931: 92).

Figure 5

The Difference Between a Normal Mosquito and a Malaria-Infusing Mosquito (Kiiley, 1938:
234).
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The malaria struggle and the drying of the swamps even found their place in
mathematics classes. In the 3rd grade Hayat Hesabi (mathematics) textbook, which was
written based on the First Schools Curriculum, the process of addition was taught with
guestions such as the following;

There are two marshes between a few villages close to each other. One is 580 acres
and the other is 360 acres. How many acres are both swamps? In one summer, 250
adults, 380 children contracted malaria. How many people have got sick? The doctor
gave 170 grams of quinine to the elders and 150 grams to the children. How many
grams are they all? 450 people from one village and 370 from the other came to work
to dry the swamps. How many peasants have worked? They opened a 1,000-foot
canal from the swamp to the nearby river one week and 430 meters the next. How
many meters long canal has been opened in two weeks? Instead of the drying
swamp, they built 350 acres of fields and 390 acres of gardens. How many acres have
been gained from the swamp? (Muhsin Ahmet and Mesrur, 1932-1933: 37-38).

Besides, “why is it understood that mosquitoes are dangerous? How can we
distinguish between the genus of the mosquito that is dangerous and the type of mosquito,
which is only acoustic trouble? At what time in their lives can mosquitoes be easily
destroyed? Why? Why is it understood that it is possible to completely remove mosquitoes
from the earth? How to prove that the survival of mosquitoes will reduce malaria? (“Yeni
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Biyoloji ve”, 1936: 77.) “How do mosquitoes transport malaria? How to fight to destroy
mosquitoes? What measures do you take in your home, school, playgrounds when
epidemics reign?” (Ortamektep Biyoloji Sorulari, 1935: 13-14) such unit finals were included,
or within the unit, “Teacher: If you were a member of the village council, what would you do
to keep the villager from getting sick? Student: | would dry up the nearby swamps” (Refik
Ahmet, 1928: 45) such question-and-answer methods were used to reinforce students’
knowledge about the fight against malaria.

One issue students should pay attention to in the fight against malaria was the old
measures such as drinking wine, cognac, raki to get rid of malaria; tying pieces of fabric to
trees; carrying amulets written in pigeon or blackbird blood; tying a bullet fragment on the
spleen; drinking water from the vicinity of the saint’s tomb; burning incense; cutting the
spleen; having three-knot ropes tied to their hands and ankles (Resit Galip, 1933: 74; Sitma,
1938: 6; Suyev, 1953: 13-18; Tevfik Rusdi, 1330/1914: 14). It was stated in the textbooks
that the only way to get rid of malaria was to go to the doctor, to get quinine as the doctor
indicated. It was emphasized that the quinine was the only drug for the spleen to melt, and
its influence was strict. Some textbooks give examples of quinine cards (Behaddin Faik, 1932:
169), in some of them however, it was reported that quinine is taken as a precautionary
measure before the disease (Ali Ridvan and Mithat Saddullah, 1926: 114). It was stated that
everything recommended except quinine was absurd and that spending time with old crony
medicine would only lead to disasters (Mithat Sadullah, 1931-1932: 126; Muhittin Celal,
1930: 95). One of the most important characteristics that children who would be the main
element of the change targeted by the founding elites should have was to avoid these
disasters and to fight the old faiths. In this war, besides curricula and textbooks, there was
also a teacher who would teach the “schooled” child how to fight.

The Most Obvious Man of the Struggle: Teacher, Health and Malaria

The teacher was considered one of the elements that would create change especially
in the villages during the Early Republican Period, introduce the people to the goals of the
revolution, and indoctrinate these goals to the people. The client was expected to create a
civilized environment in the school and teach the student the principles that the student
would observe throughout his life. One of these social principles was a sanitary way of life.
This issue was mentioned in the directives of the primary schools, as in the curricula. First
and foremost, the teachers had to set an example for the student. Therefore, they had to
“take care of their hair, shaves, teeth and nails”. The teacher was also responsible for
keeping the student clean. Teachers should do a cleaning poll every morning, often warning
children about things like brushing teeth, washing hair. However, it was the duty of the
teacher to follow up the child who had the contagious disease, to bring a report that there
was no danger of transmission, to wait twenty days after the child’s illness if there was no
medical examiner where he could receive this report, but after that it was the duty of the
teacher to take the child to school (ilk Mektepler Talimatnamesi, 1938: 49, 70-71).

At the same time, teachers were intermediaries between the state and the people in
illiterate villages. In the Early Republican Era, many works were written informing the public
about health and malaria. However, these artifacts could not reach the public. In Anatolia,
the literacy rate was low, especially in provinces such as Trabzon, Ordu, Samsun, lzmir,
Mersin, Adana, Marash, Diyarbakir and Mardin, where malaria was prevalent. The authors
and publishers of the works were aware that the works were prepared for teachers,
governors, soldiers, clergymen and that they should act as an intermediary between books
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and the public, and warn the public about this issue and raise awareness (Aydin and Ertas,
2017: 363). This position of the teacher was also included in the textbooks, where he was
introduced to the students as the most well-known man in the village. In particular, in this
title, the village teacher was tasked with exposing the villagers, saving them from old and
wrong ideas, giving them modern and sanitary, social and civilized ideas (Yurt Bilgisi, 1930-
1931: 72-73). In addition, the village teacher was tasked with “assisting malaria fighting
doctors in the village where he is located and inciting and reinforcing the villagers in places
where there is no incentive to fight” (Resit Galip, 1933: 90).

Teachers could also be commissioned by the Republican People’s Party (CHF) in the
fight against malaria. On June 20, 1933, an “anti-malaria commission” was established and a
directive was issued to “address as much as possible the suffering and suffering” suffered by
the people due to malaria and to provide the basis for the struggle of the state until the
Bakirkdy CHF Kaza Heyeti (Bakirkdy CHF District Team) “promoted the state malaria struggle
in the Bakirkdy region”. In the same year, the directive was revised in more detail at the
second congress of the CHF Bakirkoy Kazasi Sitma ve Saglk Koruma Savasi Teskilati (CHF
Bakirkdy District Malaria and Health Protection War Organization) published on January 1,
1934 with the title “CHF Bakirkdy Kazasi Sitma ve Saglik Koruma Savasi Calisma Programi ve
Firka Koy Savas Hey’etlerine Klavuz (CHF Bakirkody District Malaria and Health Protection War
Working Program and Guide to Village War Teams)”. The aim of the program was explained
by the statements of “understanding and rooting the sanitary ways of living in the villages,
ensuring the health protection (sanitation) cleanliness needed in the community, family and
residence and village, and gradually informing the old and bad customs and opinions that are
opposed to the real health information among the people.” The committee consisted of a
member of the CHF district management committee, an accident government physician, the
first inspector of the Bakirkoy district and the chief executive officer of Bakirkdy, headed by
the head of the CHF accident management committee. The committee established a science
delegation at the district center and formed fight delegations to work with the science
delegation in villages and districts where malaria was present. The village’s primary school
headteachers were in charge of the fighting delegations in the villages, and the delegation
selected the minors from other scholars, the head of the village squadron quarry, the mayor
and the delegation of elders. Village schools were described as the most important source of
the malaria war in the struggle by the village’s primary school head teacher. The head
teacher had to submit a report of his work for the fight every month and the program he
would do the following month to the accident science committee in the Bakirkdy party hall.

The legal infrastructure of the program was built on the Kéy Kanunu (Village Law)
adopted on March 18, 1924 and the Umumi Hifzissthha Kanunu (General Public Health Law)
of 1930. The headteacher was asked to inspect the work that the villager had to do
according to the Village Law, such as drying out puddles and swamps that contain and
produce mosquitoes within the village boundaries and preventing the accumulation of water
in fountains to produce mosquitoes. In addition, the task of keeping a record of the drugs
given to malaria people in the village, maintaining them, not challenging abuses in the
distribution of the drugs, registering the malarious was also given to the headteacher and
the delegation that would work accordingly.

Some works had no place in the law but were taught and menstruated “for the
health and comfort of the villagers”. It was desirable for the teacher to obtain them with
“showing true paths, warnings and spiritual influences”, and to spend “tirelessly on influence
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and occupation”. Revolution aimed at creating modern villages, which was the equivalent of
completely changing the structure and customs that existed in the villages. It was expected
that teachers would bring to the villagers’ habits such as making stables outside the house,
placing double windows in the houses, using iron spoons instead of wooden spoons that are
“a nest of germs”, eliminating the tradition of eating the same captain, bringing tables to eat
instead of floor tables, taking toilets out of the house and building them as specified in the
Village Law. In doing so, they were asked to stick to science and to take a “relentless front
against the quack doctors and healers” and to ensure the villagers’ faith in medical science
and medical practitioners. In this process, the village school and the “valued representative”
of the village school were considered the leading source of this war in the malaria war by
gaining sanitary habits, and it was expected that the teacher would set an example for the
village with his family and raise the offspring in a way that would revolutionize the lives of
the families (BCA 490-1-0-0/1464-6-1). It was believed that the teacher would change the
whole village by giving the students sanitary habits and teaching them malaria prevention
remedies.

Conclusion

The health policy of the Early Republican Period was an extension of the Ottoman
Empire’s vision of civilization and population policy. The malaria struggle was fed by this
vision and politics, the struggle was identified with being civilized, and it was addressed in
connection with the population issue. Malaria was regarded as an obstacle to the economic
development targeted by the young republic, it was thought to disrupt race and reduce the
ability of the nation to work, also considered a problem that should be prevented
immediately. For this reason, an infrastructure was prepared to fight against malaria during
the War of Independence, and when the republic was founded, the malaria struggle began.
Laws were immediately drafted for the fight, malaria areas were mapped, measures were
taken to prevent the spread of malaria. One of these measures was to work to raise public
awareness. However, since some of Turkey’s literacy sector was lost in a decade-long war
environment and the literacy rate was already low among the public, efforts to raise public
awareness began from educational institutions. At this point, the target audience was
especially the primary school students. Compared to middle schools and high schools, the
fight against malaria and the civilized principles evaluated in the same context found a wider
place in the primary schools. The malaria fight was used as a tool to turn children into the
type of citizens targeted by the revolution. Teachers were placed in a key position in
redirection and controlling of this tool. The fact that malaria was especially prevalent in
villages made the mission of the teacher more valuable. The malaria fight was part of the
civilization of villages.

The curriculum with the most malaria fight was the 1926 Primary Schools Curriculum.
The textbooks written following this curriculum provided extensive information in many
areas from the stages of malaria to prevention remedies, from the recognition of the malaria
mosquito to the fight against superstitions. In high schools, the textbook on malaria was the
fourth volume of high school history books prepared with the directives of Mustafa Kemal
Atatirk. In this textbook, the statements that the Ottoman Empire, which also appeared in
the primary schools, did not fight against malaria and other infectious diseases, and that the
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people would get rid of malaria thanks to the sacrifices of the republican government, were
expressed in a broader and more detailed way.

The visibility of the malaria fight in education decreased from the mid-1930s
onwards. The main reasons for this were that the economic crisis that came with the 1929
depression reduced the resources allocated to the malaria fight, and with the impact of the
upcoming world war, the emphasis was on military courses and militaristic practices such as
military service and gas protection in education. However, the information provided to the
students, the legal infrastructure prepared for the fight against malaria and the facilities
used in the fight were used in this struggle made it easier and faster to deal with malaria
epidemics during World War 1.

Conflict of Interest Statement: The author declares that there is no conflict of interest.
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Turkiye Cumhuriyeti kuruldugunda dlke sinirlari icindeki niifus, olumsuz sihhi kosullar ve sitma basta
olmak Uizere pek cok bulasici hastalik sebebiyle hizla azalmaktaydi. Bu durum kurucu elitlerin
iktisadi, milli ve ictimai hedeflerine uygun degildi. Devletin kuruculari bu durumun bilincinde olarak
daha cumhuriyet kurulmadan evvel vilayetlerde sihhi ve ictimai cografya arastirmalarina baslamis ve
nifus meselesini temel politikalari haline getirmisler, ntfusu arttirmak ve saglkli kilmak amaciyla
milli bir muicadele baslatmislardi. Kurucular, bu sirecte modernizasyonun ana kanal olarak
gordukleri cocuklara ulasmanin en etkin yolu olan egitimi bir ara¢ olarak kullanmislardi. Yeniden
diizenlenen mifredatlar ve bunlara bagh olarak hazirlanan ders kitaplari bu miicadelede 6nemli bir
yer edindi. Bununla birlikte sitma micadelesi; hifzissihha, medeni kaidelerin 6gretilmesi, batil
itiyatlardan uzaklasma gibi inkilabin hedefledigi yeni dizenle ilgili meselelerle iliskilendirilerek
modernizasyonun bir yonini olusturdu. Bu noktada muallim kilit bir noktaya getirildi ve bilhassa
koylerde sitma ile micadelede etkin rol oynadi. Miicadele, ortaokul ve liselerden ziyade Erken
Cumhuriyet Dénemi’nde daha fazla 6nem verilen ilk mekteplerin mifredatinda kendine daha fazla
yer buldu. Sitma miicadelesi, 1923-1948 yillari arasinda ilk mektepler icin diizenlenen dort miifredat
icerisinde en ¢ok 1926 mifredatinda yer aldi. Egitimi yonlendiren elitler, sitma micadelesine bu
mifredatta yer alan Tabiat Tedkiki, Ziraat, Hifzissihha dersinde degil Musahabat-1 Ahlakiye ve
Malumat-1 Vataniye dersinde yer vererek miicadelenin milli ve medeni yonline vurgu yaptilar.
Bununla birlikte sitma micadelesinin egitimdeki gortiniirligli 1948’e kadar giderek azaldi.

Anahtar Kelimeler: sitma micadelesi, malarya, hifzissihha, niifus, sithhat
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“Sitma denilen diismanla ¢arpismak
Cumhuriyet devrine miras kaldi...”

Millet Mektepleri ile Halk Dershanelerine Mahsus Saglik Bilgisi, 1930.
(Mubhittin Celal, 1930: 93).

Giris

Buglin etkisi azalmis olsa da sitma, diinya tarihinin bilinen en eski, en o6limcdl
hastaliklarindan biriydi. Bundan alti ila yedi milyon yil éncesinde var olduguna dair kanitlar
olan sitmanin, insani éldurici yeni bir evreye girmesi dort bin ila yiiz bin yil énce Afrika’da
avci toplayicilarin balik tutmak igin kisa sireli yerlesimler yapmasi ile ortaya ¢ikmisti. Avci
toplayicilarin beslenme amaciyla olusturduklari ortam, sivrisineklerin gogalmasina ve pek ¢ok
konak bulmasina sebep olmus, sitma boylece insan kanali ile 6nce Avrasya’ya ardindan
ylzyillar iginde diinyanin tamamina yayilmisti (Packard, 2021: 16; Webb, 2009: 1).

Bilimsel literatiirde, italyanca kétii anlamina gelen “mala” ile hava anlamindaki “aria”
kelimelerinin birlesiminden dogan malaria kelimesi (Campbell, 1895: 295) ile ifade edilen
hastaligin sebebi ylzyillarca tespit edilememisti. Hastaligin kéti havanin solunmasi, koti
suyun vyakininda yasanmasi ile bulastigina inanilmis yahut hastalik, ilahi sebeplerle
aciklanmaya calisilmisti. Sitmanin sivrisineklerle iliskisi ilk kez 1707’de Giovanni Maria Lancisi
tarafindan kurulmus, bununla birlikte anofel cinsi sivrisineklerin sitma parazitini tasidigi iki
ylzyil sonra, yirminci ylizyihn basinda ispatlanmisti (Tekeli ve ilkin, 2004: 113-115). Ancak bu
tarihten sonra sivrisineklerin Ureyebilecegi bataklik yahut su birikintilerini yok etmeye ve
sitma ile miicadele etmeye baslanabilmisti.

Osmanli imparatorlugu’nun tarihi boyunca halkin en sik karsilastigi bulasici
hastaliklardan biri sitma olmustu. Ancak 19. yizyilin son yarisi ile 20. ylzyilin ilk yarisi
miuicadeleye ragmen bdlgede sitmanin doruga ciktigl dénemlerdi. Bunun en temel sebepleri
mubadele gibi kitlesel go¢ hareketleri ve savas alanlarindan doénen askerlerin sitma
parazitlerini tasimasiydi. Canakkale Cephesi’ndeki kayiplar harig, |. Diinya Savasi’nda Osmanli
imparatorlugu’nun dokuz ordusunda hastalik sonucunda élen askerlerin sayisi 401.859 iken
yaralanarak 6len askerlerin sayisi 59.462 idi. Hastaliklarin basinda sitma geliyordu. 461.799
vakanin 23.351’i 6limle sonuclanmisti (Yalman, 2019: 294-295). Sehirlerde de durum farkh
degildi. Ayni donemde kan muayene sonuglarina gére Samsun bolgesinde %70, Ordu’da %50,
Toros tunellerinde calisan iscilerde %50, Soke civarinda %44 oraninda sitmali tespit edilmisti
(“Saglik Hizmetlerinde 50”, 1973: 103). Dénemin Hifzissthha Umumiye Midurd Dr. Ekrem
Hayri Bey, 1921’de 200.000 civarindaki Antalya nifusunun 172.000’inde sitma tespit etmisti.
Ayni bolgede bazi koyler sitma yliziinden tamamen bosalmis, bazilarinin ise ntfusu azalmisti.
Ornegin Elmali kazasi 1914 senesinde 25.826 niifusa sahipken, 1921’de kdyde ancak 20.021
kisi kalmisti. Fenike’de de durum benzerdi. Ustelik savas sartlarinin da etkisi ile bdlgede
1920’de 1.299 dogum, 2.597 6lim, 1921’de ise 1.056 dogum, 2.684 6lim yasanmisti (Styeyv,
1953: 32). Dogum ve o6lim sayilarindaki bu fark Glke genelinde benzer seyretmis, tilke nifusu
bulasici hastaliklar, kot sihhi ortam ve savasin getirdigi yikimla giderek azalmisti.

Osmanl Imparatorlugu’nun niifusuna dair veriler, eksikler ve y&ntem sorunlari
nedeniyle kesin rakamlar sunmamakla birlikte bazi tahminlere dayali olarak verilebilir. Sevket
Pamuk, Turkiye'nin buginki sinirlar icerisindeki niifusu, Vedat Eldem, Justin McCarthy,
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Frederic C. Shorter gibi arastirmacilarin verdigi rakamlari géz éniine alarak 1914 yih igin 16,5
milyon diizeyinde kabul eder. Ancak bu tarihten sonra 1927’ye kadar olan siiregte, savaslarin
ve kitlesel nifus hareketlerinin etkisi ile niifus %20 oraninda azalmis ve 13,9 milyona inmisti
(Pamuk, 2020: 64-70). Tim bu siregte kaybedilen nifusun biiyik kismi geng, 6zellikle egitim
gormuis kesimden olmustu. Var olan nifus ise ciddi saglk sorunlari, bilhassa sitma, frengi,
trahom, verem gibi hastaliklar ile karsi karsiya kalmisti. Bu sebeple, Tlrkiye Cumhuriyeti’nin
kurucu segkinlerinin oncelikleri nifusu ¢ogaltmak ve bu nifusu saghkli kilmak olmustu. Bu
amaca giden yolda atilacak ilk adimlar dogurganligi arttiracak tesviklerde bulunmak ve sihhi
kosullar iyilestirerek olimleri azaltmakti. Bu sebeple sitma gibi bulasici hastaliklara karsi
ciddi ve topyekln bir savas baslatiimis, milli bir savas olarak goriilen bu miicadelede egitim
temel aracglardan biri olmustu. Bu arastirmanin amaci, Erken Cumhuriyet Dénemi’nde (1923-
1948) verilen bu savasin sitma 6lceginde egitime yansiyan yonini ortaya koymaktir.

Yontem

Erken Cumhuriyet Devri’'nde sitma miuicadelesinin egitime yansimasini konu alan bu
¢alisma nitel bir arastirmadir. Calismada, nitel arastirma desenlerinden tarihsel arastirma
modeli kullanilmistir. Arastirmanin ana verileri, sitma micadelesinin egitimde en yogun
oldugu dénem olan 1923-1948 yillari arasinda kullanilan ilk ve orta mektepler ile liselerde
kullanilan mufredatlar ve ders kitaplaridir. Bunlarin yani sira egitimle ilgili talimatnameler,
Basbakanlik Cumhuriyet Arsivi, TBMM Zabit Cerideleri, s6z konusu déonemde yayinlanmis
gazeteler, konu ile ilgili kanunlarin tespiti icin Resmi Gazete ve donemde yazilmis telif eserler
veri kaynaklari olarak kullanilmistir. Calisma, arsiv verileri ile tarihsel kaynaklara dayali olarak
hazirlandigi icin etik kurul onayi gerektirmemektedir.

Bulgular

Giirbiz Evlatlar, Sen Irk ve Sitma

Turkiye Cumhuriyeti kuruldugunda tlke siniri igerisindeki nifusun tamami ciddi saglk
sorunlari, bilhassa bulasici hastaliklar ile karsi karsiyaydi. Ustelik on yil siiren savas ortami,
halkin temel ihtiyaclarini karsilayamayacagi bir diizen getirmisti. Cumhuriyet’in yoneticileri
en basindan niifus ve saglik konusunda karsi karsiya olduklari problemin bilincindeydiler. Bu
nifus, hedefledikleri (lkenin yaratiimasina imkan vermeyecek sayi ve nitelikteydi. Kurucu
elitler, ekonomik anlamda disa bagimliigin sonuglarini bizzat deneyimlemis bir nesilden
geliyorlardi. Milli bir iktisat gelistirebilmek, iktisadi kalkinmayi saglamak, milli bir sanayi
hamlesi yapabilmek temel amaclarindan biriydi. Bunu saglamak ancak saglikh bir is¢i ordusu
ile mimkdin olabilirdi. Bununla birlikte ikinci diinya savasinin gelecegi endisesi, bu siirecte
milli bir ekonominin ve savas sanayisinin gerekliligini ortaya koyuyor, bununla birlikte saglikl,
kuvvetli ordu ihtiyacini, dolayisiyla saglikh, kuvvetli askerlere ihtiyaci isaret ediyordu. Ayrica,
kurucu elitlerin yaratacaklari modern ulus devlette, o devlete, ulusa ve topraga aidiyet
saglayacak vatandaslara ihtiyaci vardi (Arpaci, 2015: 7). Bunlarin da devlete yik degil, destek
olmasi bekleniyor, Uretimi arttiracak, cogalacak bireyler olmalari hedefleniyordu. Tim
bunlarin saglanabilmesi ancak sayi ve saglikca kuvvetli bir nifus ile mimkiin olabilirdi.
Devletin kuruculari bunun bilincinde olarak daha Kurtulus Savasi yillarinda vilayetlerde sihhi
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ve ictimai cografya arastirmalarina baslamislardi ve cumhuriyet ilan edildikten sonra da
niifus ile saglk konusu temel politikalari olmustu (Tekeli ve ilkin, 2004: 109).

Gen¢ Cumbhuriyet, makbul vatandastan Mustafa Kemal Pasa’nin ifadesi ile “Tirk
vatanini doldurmasini ve senlendirmesini” bekliyordu, hatta bunu yapacagindan kugku
duymuyordu (TBMM Zabit Ceridesi, 1340/1924: 5). Altidan fazla ¢ocugu olan babalardan yol
vergisi alinmamasi (Resmi Gazete, 1925), ¢cok cocuklu annelere madalya ve maddi éduller
verilmesi (BCA 30-18-1-2/92-73-9; Resmi Gazete, 1930, Madde 156), kirtajin yasaklanmasina
dair faaliyet, soylem ve kanunlar (Resmi Gazete, 1930, Madde 152; Resmi Gazete, 1926),
strekli giindeme gelen bekarlik vergisi' bu fikrin tezahurleriydi. S6z konusu dénemde
cemiyet ve dergiler ile halki bilgilendirmek amaciyla basilan kitaplar da bu amaci
gerceklestirme Ulkisi tasiyordu.

Tirkiye Himaye-i Etfal Cemiyeti bu Ulkiiyi en net sekilde ifade eden kurumlardan
biriydi. Cemiyet, “biz memleket icin cogalmaya ve cocuk yapmaya mecburuz” dislincesini
halka benimsetmeye c¢alisiyor, devletin niifus politikasina destek oluyordu. Ayni cemiyet
tarafindan cikarilan “Gurbiz Tirk Cocugu Dergisi” de hem ntfusu arttirma hem de bu
nifusun bedenen ve ruhen saglikli olmasini saglamaya ¢alisan bir sireli yayindi. Annelere ve
geng kizlara hitap eden dergide siklikla glirblz ¢ocuk resimlerine yer veriliyor, cemiyet
tarafindan glirbiiz cocuk musabakalari yapiliyor, dergide diger anneleri de “vatanin siddetle
muhtac¢ oldugu” boyle girblz cocuklar yetistirmeye tesvik etmek icin miisabakayi kazanan
cocuklarin fotograflari yayinlaniyordu (Sarikaya, 2011: 184, 258-259).

S6z konusu donemde nifus sadece toplumsal degil, tibbi sahada da surekli
glindemdeydi ve Ulkenin seckin doktorlarinin temel meselelerinden biriydi. 1-3 Eylil 1925’te
Ankara’da toplanan 1. Milli Tiirk Tip Kongresi’nin ana konulari gcocuk 6liimleri, niifus meselesi
ve sitmaydi (“Birinci MillT Ttirk”, 1925). 1935’te diizenlenen 6. Ulusal Tirk Tip Kurultay’'nda
da durum benzerdi. Kurultayin blyldk kismi nifusun azalmasinda en biylk etkiyi yapan
bulasici hastaliklara ayrilmisti. Agilis konusmasinda dénemin Saglik ve Sosyal Yardim Bakani
Dr. Refik Saydam “Cumhuriyet Hikiimeti’nin nifusu arttirmak ve saglam nesil yetistirmek”
hususundaki ¢abasinda hekimlere disen buyilk vazifeyi vurgulamis ve “gerek resmi gerek
hususi hayatlarinda hekimlerimiz devletin saglam niifus siyasasinin en biylk yardimcisi ve
istinatkahidir” diyerek tip insanlari géreve cagirmisti (“Altinci Ulusal Tirk”, 1936: 32). So6z
konusu dénemde Resit Galip Baydur, ihsan Hilmi Alantar, Mazhar Osman Usman, Besim
Omer Akalin gibi doktorlar, devletin saghkli niifus siyasasi ve pronatalist politikasi
dogrultusunda calismalarda bulunuyor ve halki bilgilendirici yayinlar yapiyorlardi. Bunlardan
Besim Omer Akalin’in “Tirk Cocugunu Nasil Yasatmali?” bashkl eseri, dénemin niifus
politikasini, pronatalist yaklasimini ve 6jeni disiincesini acikca ifade eden eserlerden biriydi.
Akalin, anneligi milli bir vazife olarak addederken, her saglam bireyi millet icin bir sermaye
olarak gérmekte, birey icin harcanan paranin faizinin kisinin beden ve fikirce calismasiyla
alinabilecegine inanmaktaydi (Akalin, 1938: 16, 26). Bireyin millet icin bir sermaye oldugu

! Nufus politikasi baglaminda bekarlardan vergi alinmasina dair ilk kanun teklifi 19 Ekim 1920’de Canik
Milletvekili Hamdi Bey tarafindan meclise sunuldu (TBMM Zabit Ceridesi, 1336/1920: 93]. Bir yil sonra 22 Subat
1921’de Erzurum milletvekili Salih Efendi de benzer bir kanun teklifi sundu (TBMM Zabit Ceridesi, 1337/1921:
301) ancak her iki telif de reddedildi. 1929’da konu Siileyman Sirri Bey tarafindan tekrar glindeme tasindi.
Yozgat milletvekili Stileyman Sirri Bey, daha ayrintili bir kanun teklifi hazirlayip 18 Mart 1929’da meclise sundu
(TBMM Zabit Ceridesi, 1929: 22; BCA 30-10-0-0/ 4-19-3]. Bu teklif de reddedildi ancak bu sefer konu, basinda
genis yanki buldu.
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ifadesi donemin ders kitaplarinda da yer aliyordu. 1934 lise Tarih IV ders kitabinda? nifusun
baslica milli servet oldugu belirtiliyor, niifus sayimi isinin vatani bir vazife olarak algilanmasi
gerektiginin alti giziliyordu (Tarih 1V, 1934: 328).

Nufus meselesi cumhuriyetin ilk yillarindan itibaren mifredat programlarina girmisti.
1926 ilk Mektepler Miifredat Programi 5. sinif Yurt Bilgisi miifredatinda “Tiirkiye’de niifus
azdir. Memleketin ilerlemesi niifus ¢oklugu ile olur” deniliyor, niifus meselesi sihhat, sitma ve
isret ile iliskilendiriliyordu. Sihhati ve kuvveti muhafaza etmenin milli bir vazife olduguna
vurgu yapilan mifredatta, sitma ve isret hem milletin ¢alisma kabiliyetini hem de niifusunu
azaltan unsurlarin basinda sayiliyordu (“ilk Mektepler Miifredat”, 1927: 91). Ayni ifadeler
doénemin ders kitaplarina da yansimisti. Ali Kami [Akylz] tarafindan yazilan 5. sinif Yurt Bilgisi
kitabinda yazar, milletin ¢alisma kabiliyetini azaltan fenaliklarin basinda sitmanin oldugunu
belirtiyor, “sitma mikrobu bir kere insanin kanina yerlestimi onu canindan bezdirir. Sitmali
kimsenin rengi sapsari olur, dizleri kesilir, dermani kalmaz, nébet geldigi zaman bir titreme,
bir titreme, sonra bir ates, bir ates... Ondan sonra her tarafi berelenmis, kemikleri kirllmis
gibi bir halsizlik” ifadeleriyle hastahgn tarif ettikten sonra sitmanin, insanin ¢alisma
kabiliyetini glinden gline azalttigina birkag¢ kez vurgu yapiyordu (Ali Kami, 1927-1928: 123).

Ders kitaplarina gore sitma halkin hem ¢alisma kabiliyetini azaltiyor ve hem de irki
bozuyordu. Ulkenin genel saghig ve irkin saghg sitma, frengi ve veremin tehdidi altinda
bulunuyordu. Bunlarin en basinda da “cocugundan ihtiyarina kadar higbir yas sinifini
esirgemeyen, yakaladigini kansiz, cihz ve dermansiz disliren sitma geliyordu”. Sitma,
memlekette “bakim ve korunma eksikliginden” neredeyse nifusun yarisini etkisi altina
almisti. “Sitmadan her yil ¢cok vatandas kiriliyor ve bir sitmalinin ¢ektigi ndbetler yiiziinden
¢alismadigl zamanlar milyonca sitmaliya gore hesaba alininca yilda en az 29-30 milyon is saati
eksiliyordu” (Tarih 1V, 1934: 336-337). Bu durum (lkenin servet edinmesine engel oluyordu.
1925’te Tirkiye Hilal-i Ahmer Mecmuasi’nda Maarif-i Umumiyye Vekili muhterem Bey
Efendi'ye hitaben yazilan isimsiz bir makalede Amerika’nin “her sene tezayld eden
nifasunun ve akillara hayret verecek servetinin” bir sebebinin de “risdi, i'dadi lise
derecesinde olan bi'l-umim mekatib-i umdmiyyede” verilen sitma dersi ve dersin tatbikati
oldugu belirtilmis, bu dersin mifredati tercime edilerek “bltiin mekatib-i umamiyye ve
hus(siyye programlarina idhali” temenni edilmisti (Mekatibde Sitma Tedrisati, 1340/1925:
217-229).

Sitma ayni zamanda llke serveti icin oldugu gibi midafaasi icin de bir tehdit olarak
goriliyordu. Zira askerlik muayenelerinde bazi bolgelerde %20 hatta %40’a kadar sitmali
gencg erkeklerle karsilasiliyordu. “Saz benizli, ince boyunlu, ciliz bacakl, siskin karinli ve
kocaman dalakli, bitkin ana babalardan toplum icin kuvvet unsuru degil, ancak merhamet
konusu olacak yavrular doguyor, boylece kuvvetiyle bliyik Gn almis Tirk irki nesilden nesile
eriyordu” (Tarih IV, 1934: 336-337). Irki korumanin yolu, dnceki hiikimetler devrinde ihmal
edilen devlet tedaviciligi, hifzissihha ve sitmayla topyekn miicadele ile mimkind.

Saltanat idaresi’ne Karsi Cumhuriyet’in Sifal Eli: Sitma ile Miicadelede Devlet idaresi

Bilhassa erken Cumhuriyet Devri'nde Osmanli Devleti ile kendi idaresinin
karsilastirmasini yapmak cumhuriyetin mesruiyetini saglamak icin sik basvurdugu bir
yontemdi. Lise Tarih IV ders kitabinda karsimiza ¢ikan séyleme gére Osmanli Devri’'nde sitma

2 Mustafa Kemal Atatiirk’iin emri ile liselerde okutulmak tizere Tiirk Tarihi Tetkik Cemiyeti tarafindan hazirlanan
dort ciltlik tarih ders kitaplar ilk olarak 1931 tarihinde kullanilmaya baslanmistir. Bu kitaplar Gzerinde daha
sonra eklemeler yapildigi icin bu ¢alismada s6z konusu ders kitaplarinin 1934 baskisi tercih edilmistir.

Turkish History Education Journal, May 2022, 11(1), 74-90




“Cocuklar, gordiigiiniiz her sivrisinegi oldiiriiniiz!” Erken Cumhuriyet Donemi’nde sitma ile

ile miicadele edilmemis hatta “milli miicadele yillarinda istanbul Hiikiimeti ve isgal kuvvetleri
Anadolu’ya silah ve cephane girmemesine calistiklari kadar hekim ve ilag girmemesine de
ugrastiklarindan kemirici hastaliklara karsi carpisma cephesi genisleyememisti”. Ayni ders
kitabinda s6z konusu donemde sitma tedavisinde kullanilan kininin 1921-1931 yillari arasinda
memlekete girisine dair bir grafik verilmisti (Sekil 1).

Sekil 1
1921’den 1931’e Kadar Tiirkiye’ye ithal Edilen Kinin Miktar ve Tiketimi (Tarih IV, 1934: 333)

1921'den 193 1'e kadar kinin tiketimi
kilo
29 OO0
2R 000

27 000

I
26 000 y & :
¥y %
25 000 v A
| —
\. 24 000
| 23 000 N
22 000 ,
21 000 i
¥
20 000
19 000
-
18 000 ' |
17 000 #
16 000
= A
15 000 r
14 000
13 000 ¥
v 4
12 000
11 000
10 000
9 000 v 4
R 000 i
7 000
& 000
-+
5 000
y i
4 000
3 000
2 000 v 4

1 000
500
o

N|
M

19,
19!

Y

9
1926
192
192
199
1930
1931

Osmanli Hikimetinin “haysiyet ve bagimsizliktan baska bir sey istemeyen Anadolu
halkindan hasta disenlerin ilagsiz ve tedavisiz kalmasindaki” roli bu grafikle belirtilirken,
cumhuriyetin halka bakim ve sifa elini nasil uzattiginin da kaniti olarak sunulmustu. Bu
iddialar gercegi yansitmiyordu. Aslinda cumhuriyet Tirkiye’sinin sitma ile micadelesinin
kokeni Osmanli’'nin “medeniyet” vizyonunun bir uzantisiydi (Gratien, 2018: 42). Osmanli
Donemi’nde 19. ylzyilda, ancak ozellikle 20. ylzyilin basinda sitmayla micadele edilmis,
1910’dan itibaren de halka Ucretsiz kinin dagitilmaya baslanmisti. Bu amag¢ dogrultusunda
Avrupa’dan kinin alinmasi ve halka dagitilmasi icin bazi diizenlemeler de getirilmisti. 1910
yihindan 1914 yili sonuna kadar yilda toplam 2000 kilogram kinin alinmisti. Ancak Diinya
Harbi’'nin baslamasi ile satin alinan kinin miktarinda hem fiyatlarin artmasi hem de savas
sartlarindan dolayl disls yasandi. 1915’te 308 kilogram, 1916'da ise 608 kilogram kinin
alinabilmisti (Sert ve Dolen, 2013: 72-73). Bu miktarlar sitma ile miicadele etmek icin yeterli
olmamis, sitma etki sahasini daha da genisletmisti.

Kinin miktarinin azhg ile birlikte doktor ve saglk personelinin yetersiz olmasi,
ekonomik sikintilar, savas sartlari ve hijyen konusundaki Dbilgisizlik sitma ile
savasilamamasinin en temel sebepleriydi. Sitma ile topyek{n bir miicadeleye girilmesi ancak
Cumhuriyet Dénemi’nde saglanabilmisti. Bu durum ders kitaplarina siklikla yansitiliyordu.
Cumhuriyet’in “Lozan’dan sonra, ilim ve fen silahlari ve diizenli tegkilat ile irk kemiren illetler
Uzerine ylradigu” ve sitma ile miicadeleye 1925te basladigi 6grencilere bildiriliyor ve yine
rakamlar ve grafiklerle devlet tedaviciliginin somut sonuglari 6grencilerin takdirine
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sunuluyordu (Sekil 2-3). Buna gére micadele sahasini her yil genisleten Cumhuriyet, bir
sitma enstitlsi kurmus ve 11 dispanser agmisti (Tarih IV, 1934: 337).

Sekil 2
Sitma Miicadele Teskilatinca 1925’ten 1931 Yilina Kadar Halka Parasiz Dagitilan Kinin Miktari

(Tarih IV, 1934: 334)
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Sekil 3
Sitma Miucadele Teskilat’nin Yedi Senelik Calismasi (Tarih 1V, 1934: 334)
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Bahsi gecen enstitl, sitmanin en yogun oldugu kentlerden Adana’da 1928 tarihinde
aciimisti. Ancak ders kitabinda da belirtildigi gibi miicadeleye ve bdlge teskilatlarinin
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kurulmasina 1925’ten itibaren baslanmisti. Teskilatlarin kurulmasina Sihhiyye ve Muavenet-i
ictimaiye Vekaleti'nin 1924’te Vilayet-i Sihhiye Midiriyetlerinin raporlarina dayanarak
hazirladigi sitma ve bataklik bolgelerini gdsterir harita ile 1-3 Eyliil 1925’te diizenlenen Birinci
Milli Tip Kongresi’nde sunulan Tiirkiye'nin Sitma Cografyasi Hakkindaki Rapor etkili olmustu.
Bu sirada 5 Ekim 1924’te on bir uzmandan olusan bir Sitma Komisyonu kurulmus, bu
komisyon sitma miicadelesi icin yasa, orglitlenme ve miicadele yontemleri konusunda
ayrintili kararlar almigti. Sitma ile miicadele igin ¢ikarilan yasalar ancak 1926’da TBMM’den
gecmis olsa da bunun dncesinde uygulamaya konulmustu (Tekeli ve ilkin, 2004: 135). Bu
tarihten itibaren yasal cerceveye oturan miicadele hizlandi ve miicadelenin bir yoniini de
halki bilinglendirmek olusturdu. Bunun igin devletin miicadelesi halki bilgilendirici kitaplarda
ve ders kitaplarinda siklikla dile getiriimeye baslandi. Zira devlet herkesin saghgi igin vardi.
“Hastalarin iyi edilmesi, bulasik hastaliklarin kdklerinin kurutulmasi, memleket igine bulagik
ve salgin hastaliklarin girmemesi, saglam bedenli ve saglam ruhlu gocuklarin dogmasi,
genclerin saglam bedenli olmasi hep devletin distindiga seylerdi”. Bitlin bunlarin “Blyuk
Gazi’nin her seyi yaratan dehasi” sayesinde kurulan (Behaddin Faik, 1932: 6) Sihhat ve ictimai
Muavenet Bakanhgi tarafindan yurutialdGgu belirtiliyordu (Yurt Bilgisi, 1933: 61). Ders
kitaplarinda Cumhuriyet hikimetinin her sahada oldugu gibi sihhat islerinde de buylk
basarilar gosterdigi, bedava kinin dagittigi, batakhklar kuruttugu (Mithat Sadullah, 1931-
1932: 125-126), devletle halk arasindaki is boliminde Uzerine diiseni yaptig belirtiliyor,
devletin de 6grencilerden Uzerlerine diisen ddevleri yapmalarini bekledigi ifade ediliyordu.
Zira devletin yaptigl “fedakarliklar” tek basina yeterli degildi. Ogrenciler de bu hastaliklardan
korunmak ve kurtulmak icin ellerinden geleni yapmali, kendini ve yakinlarini hastaliklardan
korumaliydi. Bunu ancak sihhat kanunlarina uyarak yapabilirlerdi (Yurt Bilgisi, 1933: 62).

Irk Hifzissihhasi, Medeniyet ve Sitma

Bilhassa |. Mesrutiyet vyillarindan itibaren kamusal yarar baglaminda kullanilan
kelimelerden biri temizlikti. Donemin ders kitaplarinda “temizlik imandandir” distdru ile din
ile iliskilendirilen kavram, ayni zamanda toplum igerisinde sayginlik kazanmanin bir yolu
olarak gosteriliyordu (Dogan, 1994: 59). Bu sdylem, Il. Mesrutiyet yillarinda da bilhassa
Malumat-1 Medeniye dersleri icinde yine kamusal yarar baglaminda yer almisti (Ustel, 2014:
75). Temiz olmak, ibtidai mekteplerin Cumhuriyetin hemen oOncesinde kullanilan
miufredatlarinda da yine yurttashik dersleri baglaminda veriliyordu (“Maarif-i UmGamiyye
Nezareti... bir ve”, 1913: 63; “Maérif-i Umimiyye Nezéreti... alti”, 1913: 6-7). Bu bakis agisi
Cumbhuriyetle devam etti. Temiz olmak, Erken Cumhuriyet Dénemi’nde sik kullanilan ve hem
tibbi hem toplumsal baglari olan hifzissihha kelimesi ile iliskilendirildi. Bununla birlikte irk
hifzissthhasi ifadesi ile irkin korunmasi anlamina birtinda.

Sitmadan ve dénemde Anadolu’nun doért bir yaninda gorilen pek cok bulasic
hastaliktan korunmanin temel kosulu hifzissihhaydi. Ancak hifzissihha ayni zamanda bir
medeniyet gostergesiydi ve Anadolu’nun, Ozellikle de koylilerin medenilestirilmesi ancak
hifzissihha ile mimkin goriliyordu. Kurucu elitler, medeni bir toplum yaratabilmek icin
1920’ler ve 30’lar boyunca modernizasyonun ana kanali olarak gordikleri cocuklari egitim
yoluyla bicimlendirmeye calismislar, onlarin da toplumu bicimlendirecegine inanmislardi.
Hifzissihha ile ilgili yaygin aliskanliklari degistirmek, bu sayede bulasici hastaliklari 6nlemek
ve temiz, medeni bir toplum ortaya cikarmak icin hifzissihha, 1924’ten itibaren

3 Dénemin yurttashk dersi olan Musahabat-1 Ahlakiyye dersi konulari 1913 Mekatib-i ibtidaiyye Bir ve ki
Dershaneli ve Muallimli Mekteplere Mahsus Ders Miifredati’'nda Kiraat dersi kapsaminda okutulmustur.
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mifredatlarda -bilhassa Erken Cumhuriyet Donemi’'nde en ¢ok ehemmiyet verilen ilk
mekteplerin mifredatlarinda- pek ¢ok derse girmis ve ders kitaplarina yerini almisti.

Cumhuriyet’in ilk ilk Mektepler Miifredat Programi kirk (i¢ kisi tarafindan yirmi dort
giinliik bir calisma sonucunda ortaya konulan 1924 ilk Mektepler Mifredat Programiydi. Bu
program, cocuklarin buayik kismi ilkokuldan mezun olduktan sonra egitime devam
etmeyecekleri gergegi géz dniline alinarak hazirlanmisti. Bu nedenle mifredatin 6grencilere
temel vatandaslik konularini ve hayata atildiklari zaman igtimai yasamda ihtiya¢ duyacaklari
bilgileri vermesi bekleniyordu (Alp, 2017: 46-47). Mifredatta cocuklara ahlaki ve ictimai
itiyatlar kazandirilmasi gerektiginin alti giziliyor, bunun saglanabilmesi i¢cin mektebin maddi
ve manevi hayatinin “cocuklarda temizlik, intizam, nezaket, dogruluk, tedviin ve tesanid,
glzel ve iyi seylere karsi muhabbet, vazifesinaslk gibi itiyadlari tesis edebilecek” sekilde
diizenlenmesi isteniyordu (“ilk Mekteplerin Miifredat”, 1340/1924: 29). Miifredatta Tabiat
Tedkiki, Ziraat, Hifzissihha adli bir ders olmasina karsin hifzissihha meselesi agirlikli olarak
Musahabat-1 Ahlakiye ve Malumat-i Vataniye dersi iginde verilecekti. Tabiat Tedkiki, Ziraat,
Hifzissihha ders mifredatinda sadece, cocuklara “sihhi itiyadlar telkin edilecektir” ifadesi yer
aliyor ve dordiinct sinifta hifzissihha kaideleri ve telkinler bashg altinda “mikroplar, sular,
temiz ve fena sular, kizamik, cicek, verem, tifls, kolera, dizanteri, sitma gibi sari
hastaliklardan korunma careleri” yer aliyordu (“ilk Mekteplerin Miifredat”, 1340/1924: 40,
42). Buna ragmen Musahabat-i Ahlakiye ve Malumat-i Vataniye ders mifredati hifzissithha ve
sitma acisindan ¢ok daha genis ve ayrintiliydi. Clinkl hifzissihha ve sitma sadece tibbi degil
ictimai bir mesele olarak goriliyor hem irki korumanin hem de tlkenin medenilestirilmesinin
yolu olarak kabul ediliyordu. Bu nedenle evlerde sihhi kurallara riayet, beden hifzissihhasi,
vlicudun temizligi, mikroplara karsi micadele, sivrisineklerin evlere girmesini dnlemek gibi
bireyi ilgilendiren sihhi meselelerin yani sira “belediyelerin hifzissihhaya ait tenbihlerine
harfiyen riayet etmek”, yolda, arabada, simendiferde, tramvay, tinel, vapur gibi yerlerde
tikirmemek, sokaklara meyve kabugu, kagit, slprinti atmamak, sokak ve caddeleri
bozacak seyler yapmamak, sokaklarda oyun oynamamak, agaclara, ¢cimenlere dokunmamak,
evin 6nlinl temiz tutmak gibi medeniyetle 6zdeslestirilen tavirlar da hifzissihha kurallari
icinde ele aliniyordu (“ilk Mekteplerin Miifredat”, 1340/1924: 33-34). 1926 miifredatinda bu
anlayis daha net bir sekilde goriliyordu. Yurt Bilgisi 4. sinif mifredatinda “kasaba ve sehir
hayatinda herkesin riayet edecegi medeni kaideler” igerisinde ictimai hayatta yasama dair
kurallar ve “umOmun sihhatinin vikayesi icin dikkat olunacak noktalar” yer aliyor, bunlarin
basinda hifzissihha kurallari geliyordu (“ilk Mektepler Mifredat”, 1927: 87). Ayni miifredatta
ilk Gg¢ sinifta verilen Hayat Bilgisi dersinin icerisinde de hifzissihha en ¢ok yer alan
kavramlardan biriydi. Neredeyse her lnitede viicudun, okulun, evin, kiyafetlerin temizligi ile
ilgili konular vardi. Bununla birlikte 1924, 1926, 1936 ve 1948 ilkokul mifredatlari arasinda
sitmaya ve hifzissthhaya en ¢ok yer veren miifredat da 1926 ilk Mektepler Mifredati’ydi.
Ozellikle Hayat Bilgisi dersinde 2. ve 3. sinif miifredatinda bulasici hastaliklardan korunma,
sivrisinekler ve imhasi, batakliklar ile micadele konulari birka¢ kez tekrarlaniyor, her
defasinda temizligin alti ¢iziliyordu (“ilk Mektepler Miifredat”, 1927: 18-27). Bununla birlikte
muifredatin muallim tarafindan muhite goére bicimlendirilmesi isteniyor, mesela “sitma
mintikalarinda bu hastaligin esbabi, korunma ve tedavi careleri cocuklara layikiyla
ogretilmelidir” ifadesi ile sitma miicadelesi Hayat Bilgisi dersi kapsamina aliniyordu. (“ilk
Mektepler Mifredat”, 1927: 10).
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Sivrisinekler, Batakliklar ve Batil inanglara Karsi Topyekdn Miicadele

Erken Cumhuriyet Devri'nde sitmaya karsi verilen micadelenin iki yoni vardi.
Bunlarin ilki dogaya, anofellere, sitma parazitlerine, batakliklara karsi verilen miicadele idi.
ikincisi ise sitmadan ¢ok daha yaygin olan batil inanglara karsi verilen miicadeleydi (Tekeli ve
ilkin, 2004: 137).

Micadelenin baslatilabilmesi icin dncelikle Glkenin sitma cografyasinin olugturulmasi
gerekiyordu. Bu amacla Sihhiyye ve Muavenet-i ictimaiye Vekaleti, Sthhiye muddrlerinin
raporlarina dayanarak sitma alanlarini ve batakliklari gésterir bir harita hazirlamisti. Ayrica 15
Eylil 1924’te Refik Saydam bagkanhginda bir komisyon olusturulmus ve komisyondan
micadelenin sinirlarini, 6rglitlenme ve donanimin belirlenmesi ¢alismalarini, gerekli
onlemlerin tespitini, yuritilecek faaliyetlerin esaslarini, tedavi yontemlerini, sivrisineklerle
miicadelenin nasil yapilacagini belirten raporlar hazirlanmasi istenmis, on senelik bir yol
haritasi ¢izilmesi kararlastirilmisti. Komisyon, Eyliil ay1 sonunda sivrisineklerin iremesine
engel olacak tedbirler, sivrisineklerin imhasi ve korunma énlemlerini igerir bir talimatname
hazirlamisti.  Bununla birlikte batakhklarin  kurutulmasinda gerekli durumlarda koy
erkeklerinin bes gin hiikiimet hesabina Ucretsiz ve zorunlu g¢alistiriimasi, sulak arazilerin
kurutulmasi icin ségut, disbudak agaclarinin ekilmesi, sazan gibi baliklarin cogaltilmasi,
simendifer idarelerinin glzergahlarindaki batakliklari kurutma zorunlulugunda olmalari,
piring, kendir tarlalarinin koylerden 3 kilometre uzakta bulunmasi ve gerekirse koy
mevkilerinin degistirilmesi kararlari alinmisti (Malkog, 2017: 173-176). 1937-1938 istatistik
raporlarina gore 1925-1936 vyillari arasinda 57.607 hektar bataklik kurutulmus (Kigik
istatistik Yillig1, 1937-1938: 191), tiim bu miicadele milletin el birligiyle basaracagi milli bir is
ifadesi ile tanimlanmis (Malkog, 2017: 176), benzer ifadeler ders kitaplarina da yansimisti.

Sitma ile miicadele ancak “bitiin camianin el birligi ile simulli bir surette” miicadele
etmesi ile kazanilabilirdi (“Yeni Biyoloji ve”, 1936: 74). Bu miicadelede camia igerisindeki
O0grencilere de bazi gorevler diisiiyordu. Bunlarin basinda her seyden dnce hastalik hakkinda
bilgi sahibi olmak vardi. Zira sitma dismani ile savasmak ancak onu tanimakla ve miicadele
carelerini bilmekle mimkindi. Bu sebeple ders kitaplarinda sitmanin ne oldugu, nasil
bulastigl hakkinda ayrintili bilgiler veriliyor, 6grencilerin anofel cinsi sivrisinegi tanimalari ve
digerlerinden ayirt edebilmeleri bekleniyordu (Sekil 4, 5).

Sekil 4
Anofelin Gortiinim (Behaddin Faik, 1932: 168)

“"f" 1&1.9‘&.. nmu (w: n)‘— mﬁ: vuumm
Anofel cinsi sivrisinegin “Kursuni esmer renkte blylicek ve hortumu uzuncadir,
sitmayi nakleden yalniz disi sivrisineklerdir. Bu sinek duvara kondugu zaman bas, gogus ve
karin kismi diiz olmak Gzere bulunur” ifadeleri ile betimlemesi yapiliyor, durgun sulara yahut
rutubetli cayirlara, sulak arazilere yumurtladigl ve buralarda yasadiklarinin alti ciziliyor
(Behaddin Faik, 1932: 167), 6grencilerden sitmali yerlerde eldiven giymeleri, durgun sulari,
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batakliklari hendekler kazarak kurutmalari, cesme yalaklarini kapatmalari veya ev ve koy
civarindan uzaklastirmalari, ¢ukurlari su birikintisi olusmasini dnlemek lizere doldurmalari,
kurutulamayan su birikintilerine petrol dokmeleri, iglerinde uzun middet su duran sarnig,
havuz, kova gibi seyleri sinek telinden kapaklarla daima ortalu tutmalari, iglerinde sirekli su
bulunan kaplari disi sivrisineklerin erisemeyecegi yerlerde tutmalari, su akintilarina mani olan
setleri yikmalari, durgun sularda siirfeleri yiyen su baliklar yetistirmeleri, evin pencerelerini
gayet ince tel kafesle kapatmalari ve cibinlik kullanmalari isteniyordu (Ali Ridvan ve Midhat
Sadullah, 1926: 114; Behaddin Faik, 1932: 168; Fuat Miniir ve ibrahim Hilmi, 1932: 120;
Kiley, 1938: 235; Mubhittin Celal, 1930: 93; Naime Halit, 1930-1931: 159; “Yeni Biyoloji ve”,
1936: 74; Yurt Bilgisi, 1930-1931: 92).
Sekil 5
Adi Sivrisinek ile Sitma Agilayan Sivrisinek Arasindaki Fark (Kiley, 1938: 234).
ad ‘
.S_IVRIS[NEK |

Sitma miicadelesi ve batakliklarin kurutulmasi matematik derslerinde dahi kendine
yer bulmustu. 1926 ilk Mektepler Miifredati’na bagh olarak yazilan 3. sinif hayat hesabi ders
kitabinda toplama islemi su tarz sorularla 6gretilmisti;

Birkag koyin arasinda birbirine yakin iki bataklik var. Biri 580, digeri 360 donimdiir.
Her iki bataklik ka¢ donliimdir? Bir yaz mevsiminde 250 buyiik, 380 cocuk sitmaya
tutulmus. Kac kisi hastalanmistir? Doktor glinde bliyiklere 170, cocuklara 150 gram
kinin vermis. Hepsi kag gramdir? Batakliklarin kurutulmasi igin bir kéyden 450, diger
kdyden 370 kisi calismaya gelmis. Kag koyll ¢ahsmistir? Batakliktan yakin nehre bir
hafta 380, diger haftada 430 metrelik kanal acmislar. iki haftada ka¢ metre
uzunlugunda kanal agilmistir? Kuruyan batakligin yerine 350 dénim tarla, 390
donim de bahge yapmislar. Batakliktan ka¢ donimlik yer kazanilmistir? (Muhsin
Ahmet ve Mesrur, 1932-1933: 37-38).

Ayrica “sivrisineklerin tehlikeli oldugu neden anlasilir? Tehlikeli olan sivrisinegin cinsi
ile sadece miuiz'ic bir beliyye olan sivrisinegin cinsini birbirinden nasil ayirabiliriz? Hayatlarinin
hangi devresinde sivrisinekler kolayca imha edilebilirler? Nigin? Sivrisineklerin yeryliziinden
tamamiyla kaldiriimasi mimkin oldugu neden anlasilir? Sivrisineklerin imhasinin sitmayi
azaltacagi nasil ispat edilir? (“Yeni Biyoloji ve”, 1936: 77.) “Sivrisinekler sitmayi nasil
naklederler? Sivrisinekleri yok etmek icin nasil micadele edilmelidir? Salgin hastaliklar
hiikiim slrdigl zaman evinizde, mektebinizde, oyun yerlerinde ne gibi tedbirler alirsiniz?”
(Ortamektep Biyoloji Sorulari, 1935: 13-14) gibi lnite sonu sorulari yahut Unite icinde
“Muallim: siz kdy meclisinde a’za olsaydiniz kdyliiniin hastalanmasina meydan vermemek
icin ne yapardiniz? Ogrenci: civardaki batakliklari kuruturdum” (Refik Ahmet, 1928: 45) gibi
soru-cevap yontemi ile sitma ile micadele hakkinda bilgi veriliyor, 6grencilerin 6grendikleri
bilgiler pekistiriliyordu.
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Ogrencilerin sitma ile miicadelede dikkat etmeleri gereken bir mesele de sitmadan
kurtulmak icin sarap, konyak, raki icme, agaclara kumas parcalari baglama, glivercin veya
karatavuk kaniyla yazilmis muskalar tasima, dalagin lizerine kursun parcasi baglama, evliya
mezari civarindan alinmis yedi tasin atildigl suyu icme, titst yakma, dalak kesme, el ve ayak
bileklerine U¢ diGgimlu ipler baglattirma gibi eski itiyatlardi (Resit Galip, 1933: 74; Sitma,
1938: 6; Slyev, 1953: 13-18; Tevfik Risdi, 1330/1914: 14). Sitmadan kurtulmanin tek
caresinin doktora gitmek, onun belirttigi sekilde kinin almak oldugu ders kitaplarinda
belirtiliyordu. Kininin dalagin erimesi igin biricik ilag oldugu ve tesirinin kati oldugu
vurgulaniyordu. Bazi ders kitaplarinda kinin karti érnekleri veriliyor (Behaddin Faik, 1932:
169), bazilarinda ise kininin sitmaya tutulmadan once 6nlem amacgh alinmasi gerektigi
bildiriliyordu (Ali Ridvan ve Mithat Saddullah, 1926: 114). Kinin disinda tavsiye edilen her
seyin sacma oldugu ve kocakari ilaclari ile vakit gecirmenin ancak felaketlere yol acacagi
belirtiliyordu (Mithat Sadullah, 1931-1932: 126; Mubhittin Celal, 1930: 95). Kurucu elitlerin
hedefledigi degisimin ana unsuru olacak cocuklarin sahip olmalari gereken en 6nemli
Ozelliklerden biri bu felaketlerden kaginmalari, eski itiyatlarla savasmalariydi. Bu savasta
miufredatlar ve ders kitaplarinin yaninda “mektepli” cocuga nasil savasmasi gerektigini
O0gretecek bir de muallim vardi.

Miicadelenin En Malumathi Adami: Muallim, Sthhat ve Sitma

Muallim, Erken Cumhuriyet Devri’'nde bilhassa kdylerde degisimi yaratacak, inkilabin
hedefleri ile halki tanistiracak, bu hedefleri halka telkin edecek unsurlardan biri olarak kabul
ediliyordu. Muallimin mektepte medeni bir ortam yaratmasi, talebenin hayati boyunca riayet
edecegi ictimai kaideleri talebeye 6gretmesi bekleniyordu. Bu ictimai kaidelerden biri de
sthhi bir yasam bicimi idi. Bu husus, mifredatlarda oldugu gibi ilk mektepler
talimatnamelerinde de belirtiliyordu. Muallimler her seyden evvel talebeye 6rnek olmak
zorundaydilar. Bu sebeple “saclarina, tiraslarina, dislerine ve tirnaklarina ihtimam etmeleri”
gerekiyordu. Talebenin temiz olmasindan da muallim sorumluydu. Her sabah temizlik
yoklamasi yapmali, cocuklari dis fircalamak, saclari yikamak gibi konularda sik sik
uyarmaliydi. Bununla birlikte bulasik hastalik geciren ¢ocugun takibini yapmak, bulasma
tehlikesi kalmadigina dair rapor getirmesini saglamak, bulundugu yerde bu raporu alabilecegi
tabip yoksa ¢ocugun hastaliginin lzerinden yirmi giin gecmesini beklemek ancak bundan
sonra cocugu okula almak muallimin vazifeleri arasindaydi (ilk Mektepler Talimatnamesi,
1938: 49, 70-71).

Muallim ayni zamanda halkin biyik kismi okuma yazmasi olmayan koylerde devletle
halk arasinda araci konumundaydi. Erken Cumhuriyet Devri’nde sihhat ve sitma ile ilgili halki
bilgilendirici pek cok eser kaleme alinmisti. Ancak bu eserler halka ulasamiyordu.
Anadolu’da, bilhassa sitmanin yaygin oldugu Trabzon, Ordu, Samsun, izmir, Mersin, Adana,
Maras, Diyarbakir, Mardin gibi illerde okuma yazma orani distktd. Eserleri kaleme alanlar ve
yayimlayanlar bunun bilincindeydiler ki eserlerin 6gretmen, kaymakam, asker, din gorevlisi
gibi kimselere yonelik hazirlandigini ve o kimselerin de kitaplarla halk arasinda bir araci
olarak gorev almalari, halki bu konuda uyarip bilinglendirmeleri gerektigini ifade etmislerdi
(Aydin ve Ertas, 2017: 363). Muallimin bu konumu ders kitaplarinda da yer aliyor, muallim
ogrencilere koyin en malumath adami olarak tanitiliyordu. Bilhassa koy muallimi bu sifatla,
koyluleri irsad etmek, eski ve yanlis fikirlerden kurtarmak, onlara asri ve sihhi, ictimai ve
medeni fikirler vermekle gorevliydi (Yurt Bilgisi, 1930-1931: 72-73). Bunun yani sira koy
muallimi, “bulundugu kdyde sitma micadele doktorlarina yardimci olmak ve micadele
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teskilati olmayan yerlerde koyliiyl bu hususta irsad ve tenvir etmekle” vazifelendirilmisti (Dr.
Resit Galip, 1933: 90).

Muallim sitma micadelesinde Cumhuriyet Halk Firkasi (CHF) tarafindan da
gorevlendirilebiliyordu. 20 Haziran 1933’te Bakirkdy CHF Kaza Heyeti “devlet sitma
micadelesini Bakirkdy mintikasinda tesmil edinceye kadar” halkin sitma ylzinden ugradig
“elem ve istiraplari mimkin oldugu kadar telvin etmek” ve devletin miicadelesine zemin
olusturmak maksadiyla bir “sitma miicadele komisyonu” olusturulmus ve bu komisyon bir
talimatname yayinlanmigti. S6z konusu talimatname ayni yil CHF Bakirkdy Kazasi Sitma ve
Saglk Koruma Savasi Teskilati’nin ikinci kurultayinda daha ayrintili bir sekilde diizenlenerek
tekrar hazirlanmis ve 1 Kanun-i sani 1934’te “CHF Bakirkdy Kazasi Sitma ve Saglik Koruma
Savasl Galisma Programi ve Firka KOy Savas Hey’etlerine Klavuz” bashgi ile yayinlanmisti.
Programin gayesi “koylerde biyik inkildbin istemekte oldugu sihhi yasama yollarinin
anlasilmasi ve koklestirilmesi, fertte, ailede ve meskende ve kdyde lazim olan saglik koruma
(hifzissihha) temizliginin temini ve halk arasindaki hakiki saglik bilgilerine muhalif eski ve kotu
adet ve kanaatlerin yavas yavas tebdili” ifadeleriyle aciklanmisti. Komite, CHF kaza idare
heyeti reisi baskanlhginda, CHF kaza idare heyetinden bir kisi, kaza hiikiimet hekimi, Bakirkdy
mintikasi ilk tedrisat mufettisi ve Bakirkdy maarif memurundan olusuyordu. Komite, kaza
merkezinde bir fen heyeti kurmus, sitma hastaliginin oldugu koy ve mintikalarda da fen
heyetine baglh ¢alisacak miicadele heyetleri olusturmustu. Koylerdeki miicadele heyetlerinin
basina koy ilk mektep basmuallimlerini getirmis, heyet azalarini diger muallimler, koy firka
ocak reisi, muhtar ve heyet-i ihtiyariye azalarindan se¢misti. Koy ilk mektep basmualliminin
ylritecegi micadelede koy mektepleri sitma savasinin en mihim kaynag olarak
tanimlanmisti. Bagsmuallim, her ay miicadele icin yaptigi islerin raporunu ve bir sonraki ay
yapacaklarini iceren programi kaza fen heyetine Bakirkdy firka salonunda sunmak
zorundaydi.

Programin hukuki alt yapisi 18 Mart 1924’te kabul edilen Kéy Kanunu ve 1930 tarihli
Umumi Hifzissihha Kanunu {zerine insa edilmisti. Basmuallimden, koyliniin koéy sinirlari
icerisinde sivrisinek barindiran ve Ureten su birikintilerini ve batakliklari kurutma, cesmelerde
sularin sivrisinek Uretecek sekilde birikmesini engelleme gibi Koy Kanunu’'na gére yapmak
zorunda oldugu isleri teftis etmesi isteniyordu. Ayrica kdoyde sitmalilara verilen ilaglarin
kaydini tutma, bunlari muhafaza etme, ilaglarin dagitiimasinda suistimallere meydan
vermeme, sitmalilari kayit altina alma gorevleri de basmuallim ve ona bagh olarak calisacak
heyetteydi.

Bunlarla birlikte bir de kanunda yeri olmayan ancak “koylinin saglik ve rahati
namina” onlara 6gretilip adetlestirilmesi istenen isler vardi. Muallimin bunlari “irsad ve
fkazlar ve manevi tesirlerle” elde etmesi, bu ugurda “usanmaksizin sarf-1 nifuz ve mesai”
harcamasi isteniyordu. inkilap, modern kéyler olusturmak amacindaydi ki bu istek kdylerde
var olan yaplyl ve adetleri tamamen degistirmekle esti. Muallimden ahirlarin ev disina
yapilmasi, evlere tek degil cift pencere konulmasi, “bir mikrop yuvasi olan” tahta kasiklar
yerine demir kasiklar kullanilmasi, ayni kaptan yemek yeme adetinin ortadan kaldiriimasi,
evlere yer sofralari yerine yemek yenecek masalarin getirilmesi, tuvaletlerin ev disina
cikarilmasi ve koy kanununda belirtildigi sekilde insa edilmesi gibi aliskanliklari koylilere
kazandirmasi bekleniyordu. Butin bunlari yaparken de bilimden ayrilmamasi ve
“mutetabbipler ve Uflirikcllere karsi amansiz bir cephe” alarak koyliniin tip ilmine ve
tabiplere inancini saglamalari isteniyordu. Bu slrecte kdy mektebi ve “onun degerli
mimessili olan” muallim, hem koyu sihhi aliskanlklar kazandirarak medenilestirmede hem
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sitma savasinda bu savasin feyiz veren kaynagi sayiliyor ve muallimden ailesi ile birlikte koye
ornek olmasi, elindeki yavrulari da ailelerin hayatinda inkilap yapacak sekilde yetistirmesi
bekleniyordu (BCA 490-1-0-0/1464-6-1). Muallimin talebeye sihhi aliskanliklar kazandirarak,
onlara sitmadan korunma carelerini 6greterek bitin kéyl degistirecegine inaniliyordu.

Sonug¢

Erken Cumhuriyet Donemi’nin saglik politikasi Osmanli Devleti’'nin medeniyet
vizyonunun ve nifus politikasinin bir uzantisiydi. Sitma miicadelesi de bu vizyondan ve
politikadan beslenmis, micadele medeni olmakla 6zdeslestiriimis, nifus meselesi ile
baglantih olarak ele alinmisti. Sitma, gen¢ cumhuriyetin hedefledigi iktisadi kalkinmanin
oniinde bir engel olarak goriliyor, irki bozdugu ve milletin ¢alisma kabiliyetini azalttig
duslintluyor, derhal 6niline gecilmesi gereken bir problem olarak kabul ediliyordu. Bu
sebeple daha Kurtulus Savasi yillarinda sitmaya karsi micadele edebilmek icin bir altyapi
hazirlandi ve cumhuriyet kuruldugunda sitma miicadelesi baslamis oldu. Micadele igin
derhal kanunlar hazirlandi, sitmali alanlarin haritasi ¢ikarildi, sitmanin yayilmasini 6nlemek
Uzere onlemler alindi. Bu onlemlerden biri de halki bilinglendirmek igin ¢alismakti. Ancak
Ulkenin okuma vyazma bilen kesiminin bir kismi on vyl sliren savas ortaminda
kaybedildiginden ve zaten halk arasinda okuma yazma orani disik oldugundan halki
bilinclendirme galismalarina egitim kurumlarindan baslandi. Bu noktada hedef kitle bilhassa
ilk mektep 6grencileri idi. Ortaokul ve liseler ile karsilastirildiginda sitma miicadelesi ve
onunla ayni baglamda degerlendirilen medeni kaideler ile hifzissihha ilk mekteplerde
kendine daha genis bir yer buldu. Sitma miicadelesi, ¢cocuklari inkilabin hedefledigi vatandas
tipine donustirmek igin bir arag¢ olarak kullanildi. Bu araci yonlendirme ve kontrol etmede
muallim kilit noktaya getirildi. Sitmanin bilhassa kdylerde yaygin olmasi, muallimin gorevini
daha degerli kildi. Sitma micadelesi kdylerin medenilestirilmesi ¢alismalarinin bir pargasi
oldu.

Sitma miicadelesinin en fazla yer aldigi mifredat, 1926 ilk Mektepler Miifredati’ydh.
Bu miifredata bagl olarak yazilan ders kitaplari sitmanin evrelerinden korunma carelerine,
sitmali sivrisinegin taninmasindan batil itiyatlarla miicadeleye pek ¢ok alanda genis bilgilere
yer verdi. Liselerde ise sitmayl en ¢ok konu alan ders kitabi Mustafa Kemal Atatlirk’in
direktifleri ile hazirlanan lise Tarih kitaplarinin IV. cildiydi. Bu ders kitabinda, ilk mekteplerde
de karsimiza ¢cikan Osmanli Devleti’'nin sitmaya ve diger bulasici hastaliklara karsi miicadele
etmedigi, halkin sitmadan cumhuriyet hiikimetinin fedakarliklari sayesinde kurtulacagi
soylemleri daha genis ve detayli bir dille ifade ediliyordu.

Sitma miicadelesinin egitimdeki gorintrligi 1930’larin ortalarindan itibaren azaldi.
Bunun, temel sebepleri 1929 bunalmi ile birlikte gelen ekonomik buhranin sitma
miucadelesine ayrilan kaynaklari azaltmasi ve yaklasan diinya savasinin etkisi ile egitimde
askerlik, gazdan korunma gibi savasa yonelik derslere ve militarist uygulamalara agirhk
verilmesiydi. Bununla birlikte o6grencilere kazandirilan bilgiler, sitma miuicadelesi igin
hazirlanan hukuki altyapi ve miicadelede kullanilan tesisler 2. Diinya Savasi sirasinda yasanan
sitma epidemileri ile daha kolay ve hizli bas edilmesini sagladi.

Cikar Catismasi Beyani: Yazar cikar ¢catismasi olmadigini beyan eder.
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Modern Akademik Kitlphane, tniversitelerin 6gretme ve 6grenme misyonlarinda ¢cok 6nemli bir
rol oynamaktadir. Bu merkeziyet, belki de en iyi "Kiitiphane Universitenin kalbidir." séylemiyle
orneklerdirilebilir. Ama bu, Yiksek Orta Cag'da Universitelerin baslangicindan beridir hep boyle
miydi? Bu soruyu cevaplamak igin, ilerleyen tartisma Orta ¢ag dilinyasinda Universitelerin
kurulusunu, okullagmalarini ve pedagojilerini bilgilendiren yazisal gelenekleri ve daha sonra
Universite ve kolej sisteminde akademik kitiiphanelerin dogusunu inceliyor. Yazar, akademik
kiitiphanenin yikselisinin kaginilmaz olmadigini, daha ziyade her biri kitiphanenin nihai
gelisimine katkida bulunan sayisiz makro ve mikro diizey kuvvetin etkilesiminin Griini oldugunu
gostermeye calisiyor. Bunu basarmak igin, orta ¢ag akademik kiitliphanelerinin ortaya gikisini
cevreleyen fenomenler, Robert Darnton'un Communion Circuit (iletisim Devresi) modelinin bir
uyarlamasi igine yerlestirilmistir. Yazarin umudu, meslegin tarihi hakkinda daha iyi bir anlayisa
sahip olmanin, mevcut kitiiphane ve bilgi bilimi profesyonellerinin daha saglam mesleki kimlikler
ve daha derin uygulama felsefelerinin gelisimine olanak saglamaktir.

Anahtar Kelimeler: kiitiphane tarihi, akademik kiitliphaneler, Orta Cag Universiteleri, iletisim
devresi, 6grenme ve 6gretme
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Akademi’nin kalbi: Orta Cag tiniversiteleri, ders kitaplar1 ve akademik kiittiphanelerin

Abstract

The contemporary academic library occupies a crucial role in the teaching and learning mission of
universities. This centrality is perhaps best exemplified by the popular saying that the library is the
heart of the university. But has this always been the case since the inception of universities in the
High Middle Ages? To help answer this question, the following discussion traces the creation of
universities within the medieval world, the textual traditions that informed their scholarship and
pedagogy, and the later birth of academic libraries within the college and university system. The
author attempts to demonstrate that the rise of academic libraries was not inevitable but, rather,
the product of the interplay of myriad macro- and microlevel forces, each contributing to the
library’s eventual development. To accomplish this, the phenomena surrounding the emergence
of medieval academic libraries are embedded within an adaptation of Robert Darnton’s model, the
Communications Circuit. It is the hope of the author that having a better sense of the history of
the profession will allow current library and information science professionals to develop more
robust professional identities and deeper philosophies of practice.

Keywords: library history, academic libraries, medieval universities, communications circuit,
learning and scholarship

Giris

Birgogu yillardir kiitiiphanelerin akademinin temel kurumlari oldugunu, ¢ogu zaman
UnlG "Kditiphane lniversitenin kalbidir." soylemiyle iddia ettiler (e.g., Proctor, Block, and
Hughes, 2021; Himmelfarb, 1997; Leupp, 1924). Her kiitiiphaneci olmasa da c¢ogu
kiitiphaneci muhtemelen bu duyguyu paylasiyor ve bazilari kitGphanelerin
yuksekogretimde her zaman merkezi bir 6neme sahip oldugunu iddia ediyor. Hatta bazi
yazarlar daha ileri giderek kitliphanelerin (Universite oldugunu iddia etmislerdir
(Himmelfarb, 1997). Yine de digerleri, kltUphanelerin tarihinin "akademisyenlik ve
medeniyet tarihinin kendisi" oldugunu séyleyerek daha da giiglt iddialar sunmuslardir (Irwin,
1966: 21). Ama bu Ustlnlik gercekten Orta Cag’ da Universitelerin ilk ¢iktigi andan beri olan
durum mudur? Yoksa, kitliphanelerin yilksekogretimdeki merkeziyeti sadece sonraki
zamanda kurumsal olarak (niversiteler ile mi gelisti? Asagidaki tartisma bu soruya- ne kadar
miutevazi olsa da- 1sik tutmaya calisacaktir.

Tartismanin 6zlne girmeden o©nce, hangi sorularin, verilerin ve aciklamalarin
gorintilendigi mercek olarak secilen teorik cerceveden bahsetmek gerekir. 1982'de tinli bir
kiiltir ve kitap tarihgisi Robert Darnton iletisim Devresini (Communications Circuit) tanitan
ve Ozetleyen Kitabin Tarihi (What Is The History Of Books?), seminal olarak taninan makaleyi
yayinladi. fletisim Devresini (Communications Circuit) kitaplarin hayat déngiisiinii kapsayan
ayri ancak birbirine bagimli bélimlerden olusan, kendi kendini devam ettiren teorik bir
modeldir. Ornegin, vyazarlarin, yayincilarin, matbaacilarin, nakliyecilerin, kitapcilarin,
(kutuphanelerin de rolt dahil olmak Gzere) okuyucularin etkilesimini ve bunlarin her birinin
icine nasil yerlestirildigini inceler ve dolayisiyla sosyal yapilar, siyaset, ekonomi, hukuk ve
entelektiiel gelismelerin daha biiyiik makro kiltiirel siireclerini etkiler. fletisim Devresinin
(Communications Circuit) bagimli dogasi nedeniyle bir bilesenin degistirmek diger her birinin
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etkilenmesi demektir (Darnton, 1982). Bu nedenle, bu tartismanin amaglari dogrultusunda,
ilgili Okuyucu Kitlesi, Uretim, Diizenleme ve Erisim kategorileri arasindaki etkilesim
entelektlel gelisimin daha genis Orta Cag kilturel baglamiyla anlasiimistir, yeni olusan
Universite sistemi ve sosyoekonomik gereklilik tarafindan somutlastirildigi gibi. Seffaflik igin,
Darnton modelinin dncelikli olarak basili bilgilerin yasam dongtisiine odaklandigina dikkat
edilmelidir. Yani bu on besinci yuzyilin ortalarinda Gutenberg Devrimi’nden? sonra ortaya
¢itkmistir ve Orta Cag donemi boyunca yaygin olan el yazmasi gelenegi degildir, ancak hafif
degisiklerle model faydali oldugunu kanitladi.

Asagidaki paragraflar tematik olarak diizenlenmistir. ilk bolim Orta Cag’da
Universitelerin dogusu, 6nemli Orta Cag kurumlari olan Universitelerin kurulusuna,
karakterine ve evrimine genel bir bakis saglar. ikincisi, Giniversite metin geleneklerini Orta
Cag baglaminda mifredat, O6gretim ve egitim alaninda ne kadar yetkili olduguna
odaklanirken her birini nasil etkilendigini genis 6l¢lide inceler. Gerekli ders kitaplarina gére
olgunluk ve dgretimi etkileyen ekonomik faktérler de burada ele alinmaktadir. Ugiincii
bolimde ise Orta Cag ylksek 6gretimde Universite ve kolej kiitiphanelerinin dogusu ve bir
onceki bolimde 6zetlenen ekonomik gereklilik arasindaki iliskiyi arastirir. Bir sonraki ve
sondan dnceki béliim Orta Cag Akademik Kiitiiphaneler ve iletisim Devresi (Communications
Circuit), 6zetlenen olgu lletisim Devresinden (Communications Circuit) alinan béliimler ile
yeniden konumlandirir. Bu bélimiin amaci birbirleriyle iliskili fenomenlerin birbirlerini nasil
etkiledigini ve akademik  kitlphanelerin  blylmesini  sinirsiz  etkileyenleri
kavramsallastirmamiza yardimci olmaktir. Son béliimde tartisma bilgi uzmanlari kiitiiphane
tarihini incelemeye tesvik edilmek icindir. Umarim bu tartisma kitiphanelerin tarihine bir
katkida bulunacaktir.

Orta Cag Universitelerinin Dogusu

Birkag yazar Orta Cag dinyasindaki Universitelerin tarihini ve gelisimini izlemek igin
muthis calismalar yapmistir: Haskins (1962), Janin (2008), Pedersen (2009) ve Riiegg (2003).
Bu ve sonraki boliimlerdeki tartismalarin cogu bu yetkililerden alinacaktir (izole vakalarda ek
yazarlara atif yapilabilir) ve daha derinlemesine bir analiz icin bunlara danisilmasi onerilir.
Neredeyse 1000 ila 1300 yillarini kapsayan Yiksek Orta Cag Bati Avrupa’da yogun bir
gelisme, bliyime ve goreceli refah zamaniydi. Isinma iklimleri ve teknolojik yeniliklerle
beslenen bir tarim devrimi, bir sonraki Orta Cag devriminde ticari devrimine dolayisiyla da
Orta Cag toplumunda olusan bir degisime yol acti (Bennet ve Barsley, 2021). Ek olarak; Bati
Avrupa, komsu Mausliiman kralliklarla olan temasi, Hacli Seferi ve Bizans imparatorlugu
sayesinde az da olsa kiiclik bir entelektiiel devrim yasiyordu.

Bu temaslar sayesinde Bati Avrupa on ikinci ylzyilda sadece cagin en Ustlin
akillarinca dretilen ilerlemis 6gretimi degil ayrica Misliman ve Bizans akademisyenler
tarafindan tutulan klasik Greko-Romen distndrlerin yazilarina da ulasabilmisti. Boylece,
onemli klasik yazarlarin yeniden kesfedilmesine ek olarak, yeni fikir ve yontemlerin akini
(6rnegin, tiptaki gelismeler, matematik ve Arap rakamlarinin hantal Roma meslektaslarinin
yerini almasi durumunda kullanilmasi), tarihcilerin “On ikinci Yizyilin Rénesans’t” olarak
adlandirdiklari entelektiiel bir ciceklenmenin yolunu acti. Universiteler bu baglamda
dogmustu.

3 C.N. Gutenberg’in 15. yizyilda oynar harfli matbaayi gelistirmesini izleyen dénem Gutenberg Devrimi olarak
ifade edilir. Gutenberg devrimiyle beraber iletisim alaninda 6nemli gelismeler yasanmis ve kitlesel okuma
yayginlasmaya baslamistir. Bu durum ekonomik, siyasal, sosyal yeniliklerin de tetikleyicisi olmustur (Oztiirk,
2017).
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Bu bilgi akisi, egitimin manastir ve katedral okullarindaki geleneksel bakis agisindan
uzaklasarak sehirden sehre seyahat eden ve yol boyunca 6grenciyi ceken 6nde gelen gezgin
O0gretmenlere kaymasiyla iyi bir sekilde kullanilmaya baslandi. Bu okullarin veya kurumlarin
toplu birimleri degil bireysel 6gretmenlerin GstinlGgu tuttugu ve sadece tek bir (nli
O0gretmenin belirli bir sehri, manastiri veya katedral okulunu eger oraya yerlesmeye karar
verirse esit seviyede Unli yapabildigi bir donemdi (Pedersen, 2009). Tahmin edebileceginiz
gibi, tim Avrupa'da okumak icin seyahat eden 6grencilerden elde edebilecekleri gelir
nedeniyle sehirler Ozellikle 6nde gelen 6gretmenleri tutmaya istekliydi. Daha sonra
tiniversite diye anilacak olan kolektifin gelismesine yol agacak olan bu digkinlikta.

Aslinda, Unli ya da cok (inli olmayan 6gretmenler, ayni konulari ayni yerlerde
Ogretirken bile birbirlerinden bagimsiz olarak faaliyet gosterdiler. Ancak, 6gretmenler daha
cok O6grenciyi cekmeye devam ettikce bu yeni durumdan avantaj saglamaya calisabilecek
yerli insanlarin somirgesinden hem 6gretmenleri hem de 6grencileri korumaya on ikinci
ylzyil boyunca ihtiyag duyuldu. Kiralar veya gida maddelerinin veya diger temel Urinlerin
fiyati icin egitim talep edenlerden daha fazla kar elde etme umuduyla haksiz oranlarda
sisirilmesi yaygindi. Ogretmenler ve égrenciler sahip olduklar tek giicle savastilar: Sehri
terk etmek ve baska bir yere yerlesmek. Bu tir bir grev, siiphesiz icinde bulunanlara
ekonomik bir darbe indirdi ve sonug olarak, bir zamanlar bagimsiz olan bu 6gretmen ve
o0grenci gruplari kasaba ve sehirlerde halihazirda gelisen geleneksel komiin ve lonca sistemi
cizgileri boyunca dahil edildiler. Bu tlr bir birlesme Orta Cag Avrupasi i¢in yeni degildi.
Persona ficta'nin* yaratilmasi, kékleri Roma hukukuna dayanan ve bireylerin, s6z konusu
sirketi olusturan bireyler disinda, milkiyet hakki da dahil olmak lizere yasal statiiye ve
ayricaliga sahip anonim bir varlik olusturmasina izin veren yasal bir kavramdi. Bu 6ziinde
loncalarin ve komiinlerin dogasiydi. Birlestikten sonra, bireyler daha sonra toplu pazarlik
glcline sahipti. Bu tir bir sirketi belirtmek icin kullanilan birka¢ Latince terimden biri
universitas'tr’ (Pirenne, 1956). Baslangicta toplam veya biitiin anlamina gelen, yasal olarak
taninan sirketleri temsil etmeye basladi ve zamanla tniversitelerin miinhasir tanimi haline
gelecekti.

Universitelerin gelisimi ve idaresinin incelikleri bu tartismanin kapsami disinda kalsa
da ek baglam saglayacak birka¢ ©6nemli gercekten bahsetmeye deger. Birincisi;
Universitelerin ilerici kurumlar oldugu, toplumun tim katmanlarina fayda saglayabilecek
tamamen yeni bir egitim sistemi sagladigi iddia edilebilse de ne yazik ki, Orta Cag diinyasinda
daha yiksek diizeyde toplumsal cinsiyet esitligi yaratma yolunda ilerleme kaydetmediler.
Bu, yalnizca erkeklerin sunulan cesitli ileri derecelere kayit olmalarina ve kazanmalarina izin
verildigi gercegiyle gosterilmektedir. Kadinlarin bunu yapmasi yasaklandi. Bunun bir nedeni,
Universite 6grencilerinin ve 6gretmenlerinin cogunlugunun ordo clericalis'in (din adamlari
diizeni) yasal statlistini Ustlenmesiydi. Bu, bilim adamlari tarafindan giyim gereklilikleri ve
tonsurin giyilmesi (yani bir manastirin diinyadan vazgecmesini temsil eden basin tstlindeki
temiz trash kisim) ile ifade edilirken, buyilk cogunluk icin bunun yalnizca yasal bir atama

4C.N. “Kurgusal kisi” (persona ficta) terimi ilk olarak Papa IV. Innocent tarafindan 1245’te Lyon Konsil’inde, bircok
kisiden olusan “hayali temsili bir kisi” anlaminda universitas ile esanlamh bir terim olarak kullaniimistir
(zeybekoglu, 2009).

5 C.N. Universitas terimi Roma hukukunda genis anlamda kollektiviteyi tanimlamak icin kullaniliyordu. Bu terimi;
ruhani meclis toplantilari, dinsel 6rgitler ve zamanla kilisenin kendisi i¢in de kullaniimistir. Terimin zamanla, bu
ruhani kullanim alaninin yaninda, hak ve yikiamluliklerle donanmis bazi birlikleri (loncalari, sehirleri) ifade etmek
icin kullanilir oldugu séylenmektedir (Zeybekoglu, 2009).
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oldugu vurgulanmalidir. ” Kilise yasalarina gore, bir kadin din adami olamazdi ve pratikte
niversite 6grencisi olmasi imkansizdi" (Janin, 2008: 32). ikincisi, Gniversite yapilari genis
anlamda iki farkh yoriinge boyunca gelisti:

Biri Akdeniz'de, digeri Kuzey Avrupa'da yer almaktadir. Birincisi, Avrupa'nin en eski
Universitesi olan Bologna Universitesi tarafindan temsil edildigi gibi, idari giici
ogrencilerinin elinde yogunlastirdi. Aslinda, 6grenciler Universiteyi yonetti, politika belirledi
ve gozetim sagladi, 68retmenler ise yalnizca sinavlar lizerinde 6zerk bir glice sahipti. Bir
digeri, Avrupa'nin en eski ikinci Giniversitesi olan Paris Universitesi tarafindan temsil edildigi
gibi, cagdas okuyuculara daha asina olacaktir. Paris'te 6gretmenler, kendi fakilteleri
aracihgiyla (daha sonra olanlar hakkinda daha fazla bilgi) hakim oldular. Paris, Fransa,
ingiltere, AlImanya ve Kuzey Avrupa kitasinin diger bélgelerinde kullanilan ve sonunda Yeni
Diinya'ya giden model olacakti. Bu nedenle, asagidaki tartismanin cogunlugu, bu Kuzey
Avrupa modeli igcindeki akademik kiitliphanelerin yikselisine odaklanacaktir.

Son olarak, kolektif kurumlar olarak, Universitelere kraliyet, imparatorluk veya
papalik kararnamesi ile 6z yonetim, yerel yargi makamlarindan 6zgirlik ve miilk sahibi olma
hakki da dahil olmak Uzere ¢ok sik hak ve ayricaliklar verildi. Bazi ayricaliklar, yerel
ekonomiye dogrudan miidahale edebilmek icin genisletildi: Ornegin, tiniversite liyelerine
konaklama ve diger temel ihtiyaglar icin tahsil edilebilecek maksimum (cretlerin
sabitlenmesi. Asagida gorecegimiz gibi, bu ayricalik genellikle kitap ticaretine de uzaniyordu.
Bu ayricaliklar 6ncelikle papalar veya imparatorlar tarafindan somutlastirilan evrensel bir
hiukimdar tarafindan verildiginde, en azindan magister artium® derecesine sahip mezunlara
licentia docendi” (6gretme lisansi) verildi ve ius ubique docendi® (her yerde 6gretme hakki)
verildi (Riegg, 2003). Baska bir deyisle; 6gretmenler, tamamen imtiyazli ustalar ve
dolayisiyla Universite loncasinin bir pargasi olarak, artik cemaat, piskoposluk veya hatta
egitim ve 6gretim bilgilerini kazandiklari (ilke tarafindan korseli degildi; en azindan prensip
olarak entelektliel zanaatlarini Hristiyanlik boyunca kullanabildiler, boylece meslege
uluslararasi bir lezzet kattilar (Nardi, 2003). Bu da 6nde gelen bir (iniversiteye sahip tek bir
sehrin Bati Avrupa'nin her yerinden ¢ok sayida akademisyeni c¢ekebilecegi anlamina
geliyordu.

Universite Metin Gelenekleri

Orta Cag uUniversitesi mifredatlari, her biri kendi yari 6zerk fakiiltesine sahip dort
konu alani arasinda genis ol¢lide bollinmistir: liberal sanatlar, tip, hukuk (hem medeni hem
de kanun) ve teoloji. Bunlardan, artes liberales® (liberal sanatlar) temel egitim kursunu

6 C.N. MA (Master of Arts, Magister Artium), BA (Bachelor of Arts,Baccalaureus Artium) 6- 8 yariyillik bir egitimden
sonra alinan meslege hazirlayici nitelikteki ilk akademik unvandan sonra yapilan ve genelde 2 ya da 3 yariyil siiren
Universite egitimidir (Eruz, 2013).

7 C.N. ilk kuruldugu yillarda iniversiteye uluslararasi nitelik kazandirmak igin papalik veya krallik tarafindan
ogretmenlere her yerde 6gretebilme “licentia docendi” belgesi verilirdi. Bu nedenle Universitenin kuruldugu
yillarda bile ayricalikli ve prestijli bir kurum olma 6zelligini kazandigi ifade edilir (Gunal, 2006).

8 C.N. Universiteler, taninmak icin resmi bir onaya veya sertifikasyona ihtiyac duymuslardir. Ortacagda Papa veya
imparatorluk tarafindan verilen “studium generale” sertifikasyonu, bu belgeyi alabilen Universitelere bir sayginlik
kazandirmistir. Bu unvan ile Gniversiteler uluslararasi statiye kavusmus ve verilen “ius ubique docendi” unvani
ile mezunlari her yerde egitim verme yetkisine sahip olmustur (Haskins, 1941).

9 C.N. Antik Yunan’da Romalilarin “artes liberales — artes mechanicae” seklinde bir ayrimi mevcuttur. “Artes
mechanicae” (Latince Mekanik sanatlar) tip, tarim, demircilik, mimarlik, terzilik gibi teknik bir ustalik ve bilgi
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olusturuyordu ve gelen tim 6grenciler, daha yliksek fakiltelerden birine yiikselmelerine izin
verilmeden oOnce bir dizi derece boyunca ilerlemek zorunda kalacaklardi. Yukarida atifta
bulunulan Orta Cag Universiteleri hakkinda yazan yazarlara ek olarak, Wagner (1986) Orta
Cag 6grenimi icindeki artes liberales'in kapsamli bir incelemesini sunmaktadir. Kisaca, artes
liberales iki ana kategoriye ayrilmis yedi ana konudan olusuyordu: trivium ve quadrivium.
Trivium, grammatica (dilbilgisi), dialectica (mantik) ve retorica (retorik) 'den olusuyordu.
Genel olarak konusursak, trivium 6grencileri bilgi almayi, analiz etmeyi ve Gretmeyi 6greterek
hazirladi. Cogunlukla matematigin farkh uygulamalarina dayanan quadrivyum, geometria
(geometri), arithmetica (aritmetik veya soyut matematik), astronomia (astronomi) ve
harmonia (muzikal uyum) konu uzmanliklarindan olusuyordu. Universiteye giren dgrenciler
bu alanlara yogunlasacak ve Baccalaureus artium'u kazanmak igin yaklasik dort yil
harcadiktan sonra, devam etmeyi secen 6grenciler Artes liberales'i incelemek icin iki yil daha
ayiracak ve Magister artium derecesi ile sonuglanacakti. Ogrencinin akademik kariyerinin bu
noktasinda, Licentia docendi verilecek ve Universitas magistrorum'a’® (yani resmi
ogretmenler birligi) girmesine izin verilecektir. Simdi, yeni mezun olan idareci, liberal sanatlar
fakdiltesinin bir Gyesi olarak 6gretmenlik yapma hakkina sahipti ve — eger segtiyse — egitimini
tip, hukuk veya teolojinin yiksek fakultelerinden birinde 6grenci olarak sirdiirmeye devam
etti. Hukuk ve teolojinin ¢ok daha popiler oldugu bu son (g fakiilte, ilerlemis konu uzmanlari
yaratti ve dort ila sekiz yillik titiz bir calisma gerektirdi (Janin, 2008; Pedersen, 2009).

Bu disiplinlerin her birinde, mifredat, Yiksek ve Ge¢ Orta Cag’lar tarafindan yetkili
bir statii kazanmis belirli metinler etrafinda olusturulmustur. Ornegin, Trivium diyalektik'te!
yer alan (¢ konudan yalnizca birine baktigimizda, on Uglincl ylzyllin ortalarinda Paris
Universitesi'nde ya da Oxford Universitesi'nde Magister artium'u takip eden 6grencilerin,
¢ogu sirasiyla Aristoteles ve Boethius tarafindan yazilmis dokuz belirtilen metni kapsayan
resmi dersleri okumak ve katilmak zorunda kalacaklarini tahmin edebiliriz (Janin, 2008;
Pedersen, 2009). Diger her konunun da kendi okuma listesi vardi. Universite ders
¢alismasinin ana odagi olan metnin kendisi oldugunu ve mutlaka bir biitiin olarak konu
olmadigini vurgulamakta fayda var. Baska bir deyisle, 6grenciler Diyalektika'yi kendi basina
bir konu olarak incelemediler, aksine Diyalektika'nin yetkili vyazarlar tarafindan
yorumlanmasini incelediler. "Orta Cag lniversitesinde 6gretimin ve bursun temel amaci,
Orta Cag dinyasinin Yunan, Roma, Arapca ve erken Hristiyan otoritelerden gelen (miras
alinan) 6grenme organinin elestirel olmayan segilmis kisimlarini 6grencilere aktarmakti"
(Janin, 2008: 30). Benzer sekilde, Haskins'in (1962) gosterdigi gibi, egitmenler bu belirtilen
metinlere goére ders vermek zorundaydilar ve bir profesér —en azindan Bologna
Universitesi'nde- dénem sonuna kadar uygun metinden gecemedigi icin para cezasina
carptirilabilirdi ya da bir ders sirasinda konudan cok uzaklasirsa. Bu, perspektifte ince bir

gerektiren sanatlari ifade ederken “Artes liberales” (Latince Ozgiir sanatlar) ise Astronomi, Mantik, Matematik,
Geometri, Miizik, Dilbilgisi ve Retorik sanatlari ifade eder (Westfall, 1969).

10 C.N. Orta Cag Latincesinde universitas, bir konu etrafinda birlesen herhangi topluluk ya da kurum icin
kullanilmistir. Universite kelimesinin modern anlami universitas magistrorum et scholarium yani "dgrenciler ve
o6gretmenler toplulugu" anlamina gelen deyisten tliremistir (Yanardag, 2020).

11 C.N. Sebetci’nin (2016) ifadesine gore, Orta Cag’in ilk ddnemlerinde geleneksel manastir ve katedral okullarinin
egitim programlari retorik, gramer ve diyalektikten olusan trivium ve ileri diizeyde aritmetik, geometri, astronomi
ve miizikten olusan qudrivium’dan meydana gelmekteydi. Bu tiniversitelerde de gegerliydi. Universitelerde alinan
ilk derece “bachelor of arts - baccaleuriat” idi ve 6grencinin “bachelor” oldugu yedi 6zgiir sanat (trivium +
quadivium) ikiye ayrilmaktaydi. Dille ilgili dersleri, gramer, diyalektik ve retorik olustururken, sayilarlailgili dersler
aritmetik, geometri, astronomi ve muzik olusturuyordu (Burke, 2010: 100).

Turkish History Education Journal, May 2022, 11(1), 91-122 96



PROCTOR

degisimdir, ancak Orta Cag universite sistemi icindeki metinsel geleneklerin 6nemi
konusundaki tartismamiza devam ederken hatirlamaya deger bir degisimdir.

Metinsel 6grenmeye odaklanmalk, sirasiyla, siniftaki egitmenler tarafindan kullanilan
pedagojik yontemleri etkiledi; bunlardan oncelikle ikisi vardi: Lectio ve disputatio. Birincisinin
adi olan lectio, bu etkiyi vurgulamaktadir. ingilizce sézciik dersinin tiiretildigi lectio, sadece
okuma anlamina gelir ve (niversite dersleri, 6grencilerine metinleri satir satir yiksek sesle
okuyan profesorlerden olusuyordu. Bunu yaparken, profesorler gerektiginde acgiklamalar ve
aciklamalar da sunabilir. ikinci yéntem olan disputatio, muhataplar arasindaki resmi
tartismalardan olusuyordu. “Yanit verenler bir soruna belirli bir ¢6ziim igin olumlu bir sekilde
tartisirken, bir muhalif ona buna bagh olarak olumsuz argiimanlar kazandirdi. Bu bir sire
devam ettiginde ya da argimanlar tilkenmek lizereyken, 6gretmen miidahale eder ve soruyu
bir ¢6zim ya da cevapla ¢ozer ya da belirlerdi.” (Pedersen, 2009: 259-260). Burada bile
arglimanlar, karsi arglimanlar ve tespitler gelisiglizel yapilmadi ve her birinin gegerliligi, her
bir noktayr ve karsi noktayi desteklemek icin yetkili metinler kullanilarak belirlendi. Bu
nedenle, gorevlerini iyi yerine getirebilmek i¢in (hem lectio'da hem de disputatio),
egitmenlerin mufredatta belirtilen yetkili metinlerle donatilmasi gerekiyordu ve bu
metinlerle istisare yoluyla hazirlik cok dnemliydi (Lovatt, 2006; Verger, 2003b). Bu, Orta Cag
egitimindeki kitaplarin merkeziyetini daha da vurgulamaktadir.

Metinler Orta Cag Universitesinin gergcek can damari oldugu icin hem 06grencilerin
hem de egitmenlerin farkh fakiltelerin gereklerine erisebilmeleri cok dnemliydi. Bir sonraki
bolimde ele alinacagi gibi, Universite kitliphaneleri Universitelerin kurum olarak ortaya
¢ikmasindan yizyillar sonrasina kadar ortaya c¢ikmaya baslamadi, peki erken Orta Cag
bilginleri ticaretlerinin edebi araglarina nasil eristiler? Kisacasi, onlari satin aldilar. Ancak bu
kendi icinde erisim icin bir engel haline geldi. Universiteler, on besinci yiizyilin ortalarinda
Baski Devrimi’nin gelismesinden yaklasik lg yiiz yil 6nce ortaya ¢ikmis ve sonug olarak, Orta
Cag ders kitaplarinin maliyeti fahis derecede pahali olma egilimindeydi (Gieysztor, 2003).
Aslinda, genel olarak 6grenci olmanin maliyeti pahaliydi ve 6grencilerin ebeveynlerinden
para talep ederek eve yazdiklarina dair pek ¢ok 6rnek var:

B. Saygideger efendisi A'ya. Selamliyorum. Bu (mektup) size Oxford'da en biyuk
gayretle okudugumu bildirmek igindir, ancak para meselesi terfi etmeme biyilk olclde
engel oluyor, ¢lnki bana gonderdiklerinizin sonuncusunu harcadigimdan bu yana iki ay
gecti. Sehir pahali ve bircok talepte bulunuyor; Konut kiralamak, gerekli malzemeleri satin
almak ve simdi belirtemedigim bircok seyi saglamak zorundayim. Babaliginiza saygiyla
yalvariyorum ki ilahi merhametin telkinleriyle yardimci olabilirsiniz. lyi basladigim seyi
tamamlayabilmem icin. Ciinkii bilmelisin Ceres!? ve Bacchus!® olmadan Apollon'un
yaslandigini bilmelisin (Haskins, 1962: 77-78).

Ya da standart bir 6grencinin 1400 yilinda yazdigi mektubun bu siirsel imgesi: Sevgili
babacigim ne bir kurusum var ne de senin araciliginla bir tasarruf saglayabilirim, ¢clinki
Universitedeki her sey cok degerli ne yasa kitabinda ne de derlemede (bunlar yasal
metinlerdir) ders calisabilirim, cinki yapraklarinda (sayfalarinda) epilepsi hastaligi var.
Ayrica Provost'a on kron borcum var ve onlari bana 6diing verecek biri yok. Senden selam

12 C.N. Latince bir isim olan Ceres’in Yunanca adi Demeter’ dir; o topragi temsil eden bir bolluk tanricasidir (Can,
2020: 36).

13 C.N. Dionysus veya Dionysos. Roma mitolojisinde Bacchus olarak da bilinir. Bacchus, bir sarap tanrisidir (Can,
2020: 40).
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ve para istiyorum. Burada kar edecek olursa 6grencinin bircok seye ihtiyaci vardir; babasi ve
akrabasi, kitaplarini rehin birakmak zorunda kalmamak igin onu 6zgiirce desteklemelidir,
bdylece kitaplarini rehin birakmak zorunda olmayacak ve clizdaninda parasi her zaman hazir
olacaktir; elbiseler, kiirkler ve iyi kiyafetleri olacaktir ya da bir dilenci olarak lanetlenecektir;
insanlar beni bir canavar olarak gérmesinler diye senden selam ve para istiyorum. Saraplar
pahali, moteller ve diger iyi seyler; her sokakta borcluyum ve kendimi bu tuzaklardan
kurtarmakta zorlaniyorum. Sevgili baba, bana yardim etmeye tenezziil et! (Janin, 2008: 16-
17).

Bu alintilarin her ikisi de gliniimUiz Gniversite 6grencilerinin yasamlarinda 6zetlenen
sorunlarin ne kadar ¢agdas oldugu konusunda modern okuyuculardan tanidik bir kikirdama
uyandirabilir. Bir derecesi tamamlanmasi ve yiiksek 6grenim pesinde olmak pahali bir ugrasti
ve hald da oyledir, Orta Cag dinyasi gibi, ne kadar uzun bir 6grenci kaydi ve birinin
O0greniminde ne kadar cok ilerlemesi o kadar yiiksek maliyetli olmasi anlamina gelir
(Schwinges, 2003). Alintilar 6zellikle referans kitaplari igin olan hem oda hem de kurulla ilgili
harcamalar, zaten onceki bolimde tartistigimiz gibi, baslica faktorlerden biri olan yonetim
kurulu ile ilgili giderler, toplu pazarlik gigleri ile kurulmus varliklar olarak Universitelerin
kurulmasina ve taninmasina yol agmistir. Goreceli olarak yiksek degerleri dolayl olarak
ogrencilerin rehin vererek veya satarak fazladan para alabilmeleri ile gosterilir. Kolejler
(asagida daha fazlasi) on Uglincli ylzyllda kitiphaneler gelistirmeye basladiginda, bu
koleksiyonlardaki kitaplarin bazen kurumlarin kendilerine olan borglarini 6demek igin
kullanildigini gésteren kanitlar da vardir (Harris, 1995).

Orta Cag kitaplari neden bu kadar pahaliydi? Shailor (1994) bu donemde metinlerle
ilgili maliyetlere 1sik tutmaktadir. Yeni baslayanlar icin, bilesen malzemeleri pahaliydi,
ozellikle parsomen. Kitaplarin yazi yizeyini (yani yapraklari) olusturan parsémen, cesitli
hayvanlarin islenmis derilerinden yapilmistir. Tahmin edebileceginiz gibi, bu amagla hayvan
yetistirmenin maliyeti, her bir cildin islenmesinin ek masraflariyla birlikte, kitap fiyatlarini
ylksek tuttu. Sadece kii¢lik bir bakis acisi saglamak icin, tek bir blyik hacim iki yiiz hayvan
derisini kolayca kullanabilir. Cin'de ortaya c¢ikan ve Endills (al-Andalus) araciligiyla yavas
yavas Bati Avrupa'ya sokulan kagit, sonunda on besinci ylzyilin sonlarinda ve on altinci
ylzyilin baslarinda fiyatlari distirecek Baski Devrimi’nin faktérlerinden biri olacakti, ancak
Orta Cag déneminin cogunda parsdmen ana maddeydi. ikincisi, bu Gutenberg'den énceki
donem oldugundan, metinler elle kopyalandi ve tim el yazmalarini yazmak igin katiplerin
ise alinmasi liretimin en pahali bileseni oldugunu kanitladi ve tek bir cildi tamamlamak on
ila on bes ay siirebilirdi (Schwinges, 2003). Kopyalandiktan sonra dizeltmeler, aydinlatma
ve ciltleme icin ek maliyetler tahakkuk ettirildi (Pedersen, 2009).

Okuyuculara ilgili toplam maliyet hakkinda bir fikir vermek icin, on Ggiinci yiizyilda
ingiltere'de profesyonel olarak iiretilen iki yiiz sayfalik bir el yazmasi ile ilgili toplu giderleri
inceleyecegiz. Pedersen (2009) tarafindan Orta Cag diinyasindaki Gniversitelerin yikselisine
yaptigi mikemmel giriste 6zetlendigi gibi, el yazmasi (iretiminin en pahali li¢ yoni sirasiyla:
Kopyalama (dokuz silin, dort peni), Parsémen (sekiz silin, sekiz peni) ve Diizeltme (iki silin, on
peni). En ucuz bilesenler baglama (bir silin, bes peni) ve aydinlatma (bir silin, bir peni) idi. Bu,
iki ylz sayfalik tek bir birim icin toplam tutari yirmi (g silin, dort peni veya yaklasik >1.12'ye
getirir. Diger bazi hacimler 260'in Gzerine cikabilir (Schwinges, 2008). Diyalektik 6rnegimizi
yukaridan kullanarak, bir 6grencinin gerekli dokuz ders kitabinin tiimini profesyonel olarak
Uretmesi icin gereken maliyet, ona iki yiz silin (yaklasik >10) tGzerinden mal olabilir. Baglam
saglamak igin Oxford'daki Merton College'daki ortalama 6gretim Uyesi yillik elli silin veya £2
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maas aldi. (Pedersen, 2009). Bu nedenle, triviumun yalnizca bir bileseni dort yillik deneklere
mal olabilir. Bu gergek, her donem birden fazla ders alindig bilgisi ile alindiginda, potansiyel
maliyetler bas dondurici hale gelir.

Zengin ebeveynleri veya patronlari olan 6grenciler icin, profesyonel lreticilerden el
yapimi, 6zel ders kitaplari satin almak bir sorun olmazdi. iyi durumda olan ancak zengin
olmayanlar icin, ikinci el hacimleri satin alma secenegi mevcut olacakti (Pedersen, 2009;
Schwinges, 2003). Bununla birlikte ne riitbe ne de stati kabul igin bir n kosul olmadigindan,
ogrencilerin bliyik cogunlugunun daha ekonomik ¢éziimler bulmasi beklenebilir; aslinda
"6grencilerin yoksullugunun akademik ilerlemelerini engellemediginden emin olmak
Universite ustalarinin  sorumluluguydu." (Janin, 2008; 17). Bu, bircok Universiteye
sehirlerindeki kitap ticaretini denetleme ve dlizenleme hakki verilmesine yol acti ve bir¢cok
universite, kilavuzlarin yerine getirildiginden ve yalnizca onaylanmis el yazmalarinin —uygun
dizeltmelerle— satildigindan emin olmak igin 6zel memurlari sik sik pazarlarda yetkilendirdi.
Ornegin, "1354'te Cambridge sansdlyesi, kitapcilar, katipler, kitapcilar ve aydinlaticilarla ilgili
tim konularda yargi yetkisine sahip oldu.” (Pedersen, 2009: 234). Yine de maliyetler
pahaliydi, bu yilizden Universite yardim etmek igin baska bir yontem gelistirdi. Tartismanin,
Universite kutliphanelerinin bu ekonomik sorunlara dogal ¢6ziimler olarak gelistiriimesine
yonelecegi burasi oldugu dislnilebilir ancak heniiz tam olarak degil. Bunun yerine,
tartismamizi pecial4 sistemine cevirmeliyiz.

Pecia sistemi, akademisyenlere yeni ders kitaplarinin devreye alinmasina veya ikinci
el kopyalarin satin alinmasina daha ucuz bir alternatif sundu: yani, yazinin kendisini
kopyalamak. On Uglinci ylzyilin ortalarina gelindiginde gelismis gibi gériinen bu sistemde,
stationarii peciarum olarak bilinen kitap ticaretinin Gyeleri (bu en iyi paketlerin kirtasiye
malzemeleri olarak tercime edilebilir) Universite yetkilileri tarafindan onaylanmis ders
kitaplarinin yetkili kopyalarini alacaklardi. Bu onaylanmis kopyalar exemplaria olarak
biliniyordu. Her 6rnek daha sonra peciae (cogul peciae) adi verilen kiicik demetlere bolindi.
Kataloglama amaciyla numaralandirilan bu paketler daha sonra nispeten mitevazi bir licret
karsiliginda 6grencilere ve 6gretmenlere kiralandi ve her biri igeriginin kopyalanmasindan
sorumlu olacakti (Gieysztor, 2003; Janin, 2008). Buradaki kavram, on dokuzuncu yzyilda
abonelik kittiphanelerinde kullanilan g ciltlik yeni bor¢ verme modelinden tamamen farkli
degildir (Bassett, 2017). Tabii ki, liniversiteler —ve Paris ve Oxford da dahil olmak lizere bu
sistemi kullanan en az 11 kisi vardi— kitap ticaretinin bu yéniini diizenledi. Ornegin 1304'te
Paris Universitesi, stationarii peciarumu denetlemek ve belirli kitaplarin peciaeleri icin fiyat
belirlemek lizere 6zel bir komite olusturdu (Pedersen, 2009).

Tahmin edebileceginiz gibi, kisinin kendi ders kitabini kopyalama siireci hem
zahmetli hem de yorucuydu ve siire¢ ne kadar uzun siirerse o kadar pahal hale geldi. Ve
bilim adamlari onaylanmis 6rneklerden kopyalasa da transkripsiyonda her zaman hatalara
ve zaten kopyalanmis metinleri diizeltmek zorunda kalma olasiligina yer vardi. Séylemeye
gerek yok, birden fazla 6grenci aksilikler ve hayal kirikliklari yasamis olmali. Thomas
Aqguinas'in on Uglncl ylizyilin sonlarindaki bir yorum cildinin marjinalinde bulunan bir
ogrencinin hayal kirikhiginin mizahi ama ilging bir 6rnegi var. Peciaedeki hafif bir yanlislk
nedeniyle, 6grenci geri donlip daha 6nce kopyaladigl bazi metinleri diizeltmek zorunda

14 [C.N. Pecia sistemi (Latince pecia 'parca’ anlamina gelir), tiniversitelerde esas olarak on {¢lincii, on dérdiinci
ve bir dereceye kadar on besinci ylzyillarda kullanilan diizenlenmis bir el yazmasi tretim streciydi ("’Pecia
System”’, t.y.).
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kaldi. Bu kizgin mesaji Latince birakti: "Nota confundatur stacionarius [stationarius] qui me
fecit deturpari librum alicuius probi viri.” (Shailor, 1994: 98). Metinde Shailor tarafindan
verilene biraz daha keskin cevirimi tercih ederek soyle yaziyor: “Seni isaretle, beni
muikemmel bir adamin kitabini bozmami saglayan kirtasiyecinin kafasi karigsin.”

Gordugimuz gibi, ders kitaplari 6grencilerin ve 6gretmenlerin akademik kariyerleri
icin gerekliydi. Aslinda, ticaretlerinin gerekli araglariydi. Bir 6grencinin artes liberalesteki
olgunluk doéneminin sona ermesiyle, 6zellikle de magister artium statilisiine yiikselmis ve
¢alismalarini diger fakultelerden birinde sirdirmeyi umuyorsa, 6nemli sayida metin
toplamis olurdu. Her ne kadar gerekli olsa da oda ve yonetim kurulu hayatta kalmak icin
oldugu gibi, bu kitaplar ucuz degildi ve kurumun varliginin ilk glinlerinden itibaren
Universitenin maliyetleri distrmek icin stratejiler uyguladigini goriiyoruz. Universite
ogrencisi olmak —tipki bugiin oldugu gibi— pahali bir ¢abaydi ve katilimin maliyeti ¢ogu
zaman birgok akademisyen igin, 6zellikle de zengin ailelerden gelmeyenler igin bir engel
teskil ediyordu. Boylece on lglincii yuzyilda Universite hayatinin bu temel ihtiyaclarinin
(barinak, yiyecek ve kitaplar) akademik yollarini siirdiirme araclarina degil, yetenek sahibi
olanlara saglanabilecegi bir sistem gelisti. Bu, tiniversite sistemi olarak bilinir hale gelirdi ve
bu baglamda akademik kiitiphaneler ilk 6nce ortaya ¢ikti ve daha sonra gelisti.

Orta Cag Yiiksekogretiminde Kolej ve Universite Kiitiiphaneleri

Akademik kutuphaneler Universitelerde degil, kolejlerde dogdu. Bu genellikle
modern okuyucular (6zellikle Amerikali okuyucular) icin zor bir ayrimdir, ¢linkii Amerika
Birlesik Devletleri'ndeki yliksek 6grenim genellikle kolej ve liniversite terimlerini birbirinin
yerine kullanir. Ote yandan ingiliz okuyucular, bu terimler arasindaki Orta Cag ayrimina daha
asinadir, ¢liinkii toplu olarak Oxbridge olarak adlandirilan en eski iki Gniversite sistemi net
ayrilik cizgilerini korur. Daha Onceki tartismamiza geri donersek, Orta Cag Universitesi,
bireysel akademisyenlerin cikarlarini korumak icin olusturulmus bir grup (universitas)
egitmen (magistrorum) ve 6grenciden (discipulorum) baska bir sey degildi. Universitelerin
¢ogu zaman 6nemli yasal ve sosyal haklar ve ayricaliklar, yénetim kendini ve milkiyet hakki
da dahil olmak lizere verilmis olsa da daha az fiziksel bir kurumun ve daha ¢ok her grubun
kooperatif etkilesimi lizerine insa edilmistir (Schwinges, 2003). Boylece, olduk¢a uzun bir
slredir Orta Cag Universiteleri milk sahibi degildi ve hatta ¢esitli diger kuruluslardan sinif
alani kiralandi (Gieysztor, 2003; Haskins, 1962; Janin, 2008). Bu nedenle, her ikisi de miulk
sahibi olan ve sonug olarak kitap koleksiyonlarina ev sahipligi yapabilen manastir ve katedral
okullarinin aksine, erken tniversiteler akademik kiitiiphanelerin dogusuna ilham vermedi.

Ancak kolejler farkh bir seydi, bu ylzden akademik kiitiiphanelerin kurulmasi icin
mikemmel bir Greme alani haline gelmeleri sasirtici degil. Peki Orta Cag koleji tam olarak
neydi? En erken donemlerinde, kolejlere (belirtilen kurallar cercevesinde birlikte yasayan
insan gruplarini ifade eden Latin collegia'dan) fakir 6grencilerin kullanimi icin zengin
hayirseverler tarafindan bagislanan yurtlar verildi (Gieysztor, 2003; Haskins, 1962). Baska
bir deyisle, nitelikli olanlar icin lcretsiz yurtlardi. En eski 6rnek, on ikinci ylizyilin sonunda
Paris Universitesi'nde ortaya ¢ikmis gibi gériiniiyor. Ancak, on Ucilincii yiizyilin ortalarinda
ve ikinci yarisinda Oxbridge'de bulunanlara benzer kolejler ortaya cikacakti. Selefleri gibi
onlar da kurumlara sahiptiler, ancak bu daha sonraki kolejlere de para, toprak, miilk, binalar
ve -bu tartisma icin dnemli— kitaplar verildi (Pedersen, 2009).

Pedersen (2009), bu tiir bagislarin kolejlerin kolej tirline ve hayirseverleri tarafindan
belirtilen sartlara bagli olarak belirtilen sayida akademisyeni 6grenci veya 6gretmen olarak

Turkish History Education Journal, May 2022, 11(1), 91-122 100




PROCTOR

kabul etmelerine izin verdigini acgiklamaktadir. Her kolej tipik olarak {yelerinin
beklentilerini, davranislarini ve yukumliliklerini diizenleyen kendi tiziklerine sahipti. Bu
tizuklere baglilik karsiliginda, kolejler ¢ok sik konaklama ve yemek (genellikle ortak olarak
yenir.) sagladilar ve bazen Oxford'daki Merton College'da oldugu gibi, yasam masraflari icin
yillik bir maas sagladilar. Universite mezunlariniidari gérevleri yerine getirmek igin kullanma
olasihgl laik ve dini yoneticiler igin daha cazip hale geldikge ve bazi mezunlar kendi
servetlerini biriktirmeye basladik¢a, Avrupa segkinlerinin Uyeleri tarafindan giderek daha
fazla kolej kuruldu ve finanse edildi. Bu oldugu gibi, kolejler Uiniversite yasaminda merkezi
bir rol (istlendi ve bazilari s6z konusu oldugunda, bir zamanlar Universitenin minhasir alani
olan 6gretimin ¢cogunu sagladi. Bu noktada (niversite, tim kolejlerini tek ve tutarh bir
sisteme baglayan kapsayici figiir olarak kaldi. Universite, resmi olarak sinav verebilecek ve
derece verebilecek tek kurum olarak kalirken, akademik yasam kolej diizeyinde yavas yavas
bitmeye basliyordu (Verger, 2003a).

Verger (2003a), bu erken donemde kolejlerin gelisimi hakkinda yorum yapmaktadir.
En eski 6érnek, 1257'de Paris Universitesi'nde kurulan Sorbonne Koleji'dir. Yeni model
oradan hizla yayildi. 1300 yilina gelindiginde, Paris'in en az on dokuz yetenekli koleji vardi;
1400 yilina gelindiginde, sayi otuz yediye ylkseldi. Benzer sekilde, 1300 yilina gelindiginde
Oxford'un alti yetenekli koleji vardi ve on besinci ylzyil boyunca bes tane daha kazandi.
Boylece kolejler, en yoksul 6grencilere barinma saglama misyonlarindan “lyelerine, bir
dereceye kadar disiplin bedeli karsilhiginda, is ve 6grenim igin en iyi kosullari saglamaya
hizmet eden ayricalikli kurumlar" olma misyonuna dontismistir (61).

Daha once de tartistigimiz gibi, Gniversite hayatinin en pahali yénlerinden biri ders
kitaplarinin satin alinmasiydi, bu nedenle kolejlerin bu en iyi kosullarin yerine getirildigini
garanti etmelerinin bir yolu kitUphanelerin kurulmasiydi. “Aslinda (kolejlerin) bircok
kurucusu, kolejlerine bir kitap koleksiyonu saglama vakfinin bir pargasi olarak gordi."
(Lovatt, 2006: 154). Lovatt (2006), bircok durumda, bu kitaplarin hayirseverin kisisel
kiitiiphanesinden bagislandigini ve bazilarinin yalnizca kurucunun o6limiinden sonra
kolejlere gececekleri tercih edilen ciltlerle ayrilmaya o kadar suskun olduklarini agiklyor.
Universiteler tek bir patronun himayesinden olusturulmadigindan, kitiiphane
koleksiyonlarinin ilk temellerinin bir parcasi olmadig mantikhdir. Universite
kiitiphanelerinin, daha sonra Universite kiitliphanelerinin Baski Devrimi’'nden sonra ev
sahipligi yapacagi genis koleksiyonlara sahip oldugunu dlsiinmemeliyiz, ancak erken
donemlerde kolejler, Universite meslektaslarindan daha biylik ve daha onemli
koleksiyonlara ev sahipligi yapma egilimindeydi. Ornegin, 1404 yilina gelindiginde, New
College (Cambridge) ve Merton College (Oxford) sirasiyla (i¢ yiiz ve bes yiz kitap diizenledi;
buna karsilik, Cambridge Universitesi kitliphanesi, 1440'da yaklasik otuz alti yil gec
saatlerde yaklasik yiiz yirmi iki cilt dliizenledi (Lovatt, 2006). Cagdas 6grencilerin mitevazi
varlklar olarak goreceklerine ragmen, kolejlerin koleksiyonlarinin parasal degeri
olaganustiiydi, bu nedenle zincirleme kitliphane modelinin sik kullanimi (Petroski, 1999).

Gec Orta Cag boyunca, Universite fakilteleri kiralamayi birakti ve gerekli alan ve
kaynaklari satin almaya basladi ve on dordiinci yizyil ilerledikce Uiniversiteye ait binalar
blyudla ve genisledi (Gieysztor, 2003). KitlUphanelerin kurulmasi dogal olarak izledi.
Oxford'un Universite kitliphanesinin gelisimi bu sireci gostermektedir (bkz. Bodleian
Katliphaneleri, 2021; Gieysztor, 2003; Harris, 1995), bu nedenle tartismamizin geri kalanini
bir giin simdi Bodleian Kitlphanesinin ihtisamina donlisecek mitevazi koleksiyonla
sinirlayacagiz. 1320 yilina gelindiginde, Oxford'a ait mitevazi bir el yazmasi koleksiyonu,
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Bakire Meryem Universitesi Kilisesi'nde yer aldi. Yaklasik yiiz yil sonra, 1412'de Oxford,
Universite icindeki ilk Gcretli kiitliphaneci pozisyonunu yaratti. Koleksiyonun yeri nedeniyle,
bu yazi Kutsal Bakire Meryem'in papazina verildi. Daha sonra Oxford'un 6nde gelen
patronlarindan biri olan Lancaster'li Humphrey, Kral V. Henry'nin kiguk kardesi olan
Gloucester Duki, 1439'da yiz yirmi dokuz cilt ve 1444'te kiitiiphanenin holdinglerine yiz
otuz dort cilt daha bagista bulundu (Campbell, 2013). Orta Cag déneminde kitaplarin
yerlestirilme sekli nedeniyle (pulpita olarak bilinen okuma masasinin Ustlinde ve altinda
raflari olan biylk kursilerde), gelisen koleksiyonun daha fazla alana ihtiyaci vardi, bu
ylzden 1444'te Oxford yetkilileri Gloucester Diki'ne yeni bir kiitiphane binasi insa etmek
icin fon isteyen bir dilekge gonderdi (Harris, 1995; Petroski, 1999). 1488'de tamamlanan
yeni vaftiz edilen Duke Humphrey Kiitiiphanesi, yeni insa edilen ilahiyat Okulunun ikinci
hikayesi Uzerine insa edildi —bu donemde yaygin olan kitliphanelerin ikinci kath insaati.
Anlatimimizin bu noktasinda, Orta Cag donemi erken modern diinyaya yol vermeye basliyor
ve bu gegis ile Universite ve kolej kiitiphaneleri benzeri gorilmemis sigramalar ve sinirlarla
bliyiimeye baslayacak.

Son olarak, tartismamizi tamamlamadan oOnce, (niversite ve Universite
kGtlphanelerinin mifredatlarda bulunan ders kitaplarindan daha fazlasini icerdigini
belirtmek gerekir. Akademik kittiphanelerin kurulusundan bu yana, her biri kendi materyal
okuma tutkusuna sahip olan 6zel koleksiyonerlerin cémert bagislarina dayandigindan, sahip
olduklari kurumlarin bir dizi konuyu kapsayan el yazmalari almalari mantikhdir. Orta Cag
Almanya'sindaki 6grenci, 6gretmen, kiitiiphane ve bagisci koleksiyonlarini inceleyen Reiter
(1998), iki ana iplikcik belirlemistir. Resmi kitap kiltlri olarak adlandirdigi ilki, gercekten de
cesitli fakiltelerin gerektirdigi akademik ve bilimsel ¢alismalardan olusuyordu. Bununla
birlikte, ikincisi gayri resmi bir kitap kiltlrinden olusuyordu ve maneviyati ve popiler
adanmisliklari kapsayan hacimleri igeriyordu. Yazar, “Bu Universitelerdeki herkes elbette bu
gayri resmi manevi kitap kiltirtine katilmiyor. Buglin oldugu gibi, bazi ustalar [6gretmenler]
siiphesiz popltler dindarligin anlamsizliklarina dalmak icin cok ayik fikirliydiler ve bazi
ogrenciler mifredat disi okuma ile zaman kaybetmek icin kariyer hedeflerine ¢ok
odaklandilar.” (Reiter, 1998: 396). Boylece 6ngorilemeyen olabilir bagislara dayanmak
gelecek koleksiyon gelistirme temelinin olacagl kismen farkh kitiphane koleksiyonlari
gelisimine katkisinin oldugu sdylenebilir.

Orta Gag Akademik Kiitiiphaneleri ve iletisim Devresi

Simdi dikkatimizi giris bolimiinde sorulan asil soruya cevirebiliriz: Kitiphaneler her
zaman Universitelerin basarisinin merkezinde yer almis midir? Baska bir deyisle, akademik
kiitiphane her zaman Universitenin kalbi olmustur? Kisa cevap hayir, olmadi. Kitaplarin her
zaman Universitenin can damari oldugu iddia edilebilirken, bu olgulari iletisim Devresinin
uyarlanmis bir yorumuyla incelemek, akademik kitliphanelerin yikselisinin kaginilmaz
olmadigini, aksine sayisiz makro ve mikro diizey giiciin etkilesiminin Giriin oldugunu ortaya
koymaktadir. Sonucta, kitliphane gelenekleri yoktan ortaya ¢cikmaz. Bunun yerine, onlari
hem icinde bulunduklari daha bulyilk kiltiirel sireclerden kaynaklanan hem de bunlari
kodlayan kultirel kurumlar olarak gormek faydali olacaktir (Carr, 2003). Boylece,
Universitelerin bulundugu Orta Cag baglami tarafindan yonlendirildiler. Bu baglam farkh
olsaydi belki de sonuc¢ da dyle olurdu. Model ve vakif olarak Darnton (1982) ve iletisim
Devresi kullanarak ve dikkate dncesi baski el yazmasi gelenekleri isleme iletisim Devresi
degisiklikler gerektirecek uyarisini alarak asagidaki modeli gorsel olarak bu tartisma
icerisinde yer alan farkl unsurlari temsil etmek igin inga edilmistir:
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Sekil 1

Akademik Kitliphanelerin Gelismesine Yol Agan Surece Dair Bilesenler ve Etkilesimleri

Uretim
Kopyalayicilar Kaynaklar

Musahhihler S — e Pargbmen
Yazarlar e Murekkep
Muzehhibler e  Glvenilir
Ciltciler kopyalar

DUzenleme Erisim
Universiteler Kitapcilar
Kolejler Sosyoekono- Kirtasiyeciler
Loncalar ymik gggllg;\::fler

Okuyucu kitlesi

Ogretmenler
Ogrenciler
Akademi digi
okuyucular

Bu cizimi kullanarak, Yiksek Orta Cag'da Universitelerin dogmasina ve daha sonra Geg
Orta Cag'da akademik kitlphanelerin gelismesine yol acan slrecin her bir bileseninin
digerleriyle nasil etkilesime girdigini ve etkiledigini gormek kolaydir. Giris bélimiinde
belirtildigi gibi, boyle bir modelin kullanilmasinin degeri, belirli bir jeotemporal baglami
olusturan birbirine bagli faktorlerin karmasik agi icinde ister basili ister 6nceden basiimis
olsun, bilgi kiltirinin yerlestirilmesini gerektirmesidir. Bir bilesendeki degisiklikler bile, tarihi
tanimlayan bir neden-sonug zincirinde mutlaka digerlerini etkilemek anlamina gelir. Bu model
kapsamindaki 6nceki tartismayi, Darnton'u (1982) kilavuz olarak kullanarak oOzetleyerek
sonuglandiralim:

Makro kiltiirel Gligler (Merkez)

Yiksek Orta Gag, iklimlerin i1sinmasi, bliyime mevsimlerinin uzamasi ve teknolojik
yenilikler agisindan olduk¢ca muhtesem bir sans dizisine sahipti ve sonuc olarak bu donem bir
tarim devrimine tanik oldu. Bu, daha az sayida veba salgini vakasiyla birlestiginde, hizli niifus
artisini ve satilacak fazla yiyecege sahip olmasi nedeniyle servet birikimini tesvik etti. Bu
faktorler daha sonra kasaba ve sehirlerde yogunlasan ve tiiccarlarin ve vasifli iscilerin kendi
esnaflariyla kendilerini tam olarak desteklemelerine izin veren ticari bir devrime yol acti.
Bunun sonucu olarak, tarimsal is yikiinden onlari kurtarmak icin yardim etti. Ayni zamanda,
Bati Avrupa sinirlari gogunlukla dis saldirganhktan arindiriimis ve belirli bir istikrar seviyesinin
gelismesine izin vermistir (Bennett ve Bardsley, 2021). Bu nispeten istikrarl Yiiksek Orta Cag
ortaminda, siyasi yoneticiler, yetenekli ve zeki insanlar tarafindan isletilen devasa birokratik
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makinelerin kurulmasini gerektirecek sekilde iktidari saglamlastiriyorlardi. Benzer sekilde,
mevcut yasal kodlarin kodlanmasi ve on birinci ylizyilda Corpus luris Civilis'in (Justinianus'un
altinc yizyll kapsamh Roma hukuku kodu) Bati Avrupa'ya yeniden sokulmasi hukuk
bilginlerinin uzmanligini gerektirmistir (Pedersen, 2009). Son olarak, islam ve Bizans bursu
ile olan temaslari nedeniyle Bati Avrupa, on ikinci yiizyilda, Bati Roma imparatorlugu'nun MS
476'da yikilmasindan bu yana kaybedilen bircok klasik metni yeniden tanitan entelektiel bir
Ronesans yasadi. Bitlin bu faktorler bir arada ele alindiginda, daha 6nce Bati Avrupa'da
bulunmayan gelismis, uzmanlagmis egitimin gelistiriimesine katkida bulunmustur.

Okuyucu Kitlesi (Altta)

Sonug, Uyeleri degisen baglamlarindan tam olarak yararlanan hem 6gretmenler hem
de o6grenciler olmak lizere yeni bir akademisyen sinifinin ortaya ¢cikmasiydi. Ne de olsa,
yukaridan sadece bir 6rnek kullanarak, tim siireci baslatmak igin yeterli yiyecek olmasaydi,
is yukl ve kisa yasam beklentileri nedeniyle, birgogunun ciftliklerini ve aile isletmelerini
akademik kariyer yapmak icin birakmasi igin yeterli zaman olmazdi. Ayrica, yerlesik bir metin
gelenegine siki sikiya dayanan bir burs bigiminin ortaya ¢ikmasi hem egitmenlerin hem de
ogrencilerin ders kitaplarina erismelerini gerektiriyordu. Boylece, yeni bir okuyucu kategorisi
olusturuldu ve asagida goérecegimiz gibi skolastik ihtiyaglari ekonomik faktérlere yakindan
bagliydi. Yiksek Orta Cag'da gelistirilen burs ve pedagoji yontemi, yetkili metinlerin
incelenmesine bu kadar kapsamli bir sekilde dayanmamis olsaydi, belki de bilim adamlarinin
ekonomik ihtiyacglari oldukga farkh olurdu.

Uretim (Ust)

Alimlerin kitaba ihtiyaci vardi. Elbette, bu ihtiyaci karsilamak i¢in ¢alisan daha biytk
kitap ticaretinin bir parcasi olan bireysel Ureticiler vardi. Aslinda, Bati Avrupa'daki 6grenci
akiniyla birlikte, yalnizca daha fazla miktarda Uretim icin degil, ayni zamanda her metnin
dizeltilmis, yetkili kopyalarinin tanimlanmasi icin de yeni bir talep artti. Bununla birlikte,
burada ele alinan dénem, on besinci ve on altincl yizyillardaki Gutenberg Baski
Devrimi’nden dnce gelir; bu, her ders kitabinin elle kopyalanmasi gerektigi anlamina gelir.
Ek olarak, kagit Bati Avrupa icin nispeten yeniydi ve baskin yazi araci haline gelmemisti, bu
nedenle pahali parsémen alternatifi hala kullaniliyordu. Kopyalama, diizeltme, aydinlatma
ve baglama emegi de dahil olmak lzere tim bu faktorler, uygun malzemelerin talep
edilmesine ek olarak, Orta Cag el yazmalarini pahali ve degerli mallar haline getirmistir.
Universiteler ilk olarak Gutenberg Dénemi’nden sonra ortaya ¢ikmis olsaydi, kitaplarin hem
satin alinabilirligi hem de kullanilabilirligi 6nemli 6l¢lide arttiginda, ders kitaplarini glivence
altina almaya calisan 6grencilerin yasadigi ekonomik sikinti farkli bir yériinge boyunca
gelisebilirdi.

Yonetmelik (Solda)

Ders kitaplari, 6grencilerin ve 6gretmenlerin Yiksek ve Ge¢ Orta Cag doneminde
ugrasmalari gereken tek masraf degildi. Sehirlerin duvarlari icindeki yiiksek oda ve pansiyon
maliyetleri, bilim adamlarinin sémurilmesine yol acti. Yukarida atifta bulunulan politik-yasal
gliclerle kesisen bireysel bilim adamlari, kraliyet, papalik ve emperyal kararnameyle
universitas magistrorum discipulorumque'a dahil edildi. Toplu pazarlik korkusuna dayanan
bu kararnameler, digerlerinin yani sira, bir de dahil olmak Gizere tGniversitelere genellikle hak
ve ayricaliklar vermistir. Kira ve diger gerekli malzemeler icin maksimum fiyat belirleme
hakki ve ikinci, Universite kasabalarinda ve sehirlerinde yogunlasan yerel kitap ticareti
uzerindeki kontrol. Yine, bu faktorler sosyoekonomik ve politik-yasal peyzajin gok daha farkli
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gorindigu farkli bir zamanda bir araya gelmis olsaydi, bilim adamlarina bu tir dizenleyici
yetkiler verilmemis olabilir, hatta gerekli olmayabilir.

Erisim (Sagda)

Burada tartisilacak son kategori, bu sirec hicbir sekilde dogrusal olmamakla birlikte,
Uretim ile Okuyucu Kitlesi arasindaki kesisme noktasina odaklanir: yani, akademisyenlerin
uretilmekte olan edebi materyallere erisme yontemi. Bu kategori, Orta Cag'da el yazmasi
ureticilerinin de c¢ok sik kitapg¢i (kiitiiphaneci) olmalari bakimindan biraz keyfi. Bununla
birlikte, bu kategorileri ayirmak, Universitelerin, diyagramdaki karsit kardinal noktay! isgal
ederek, akademisyenlerinin kitaplara nasil eristikleri Gzerinde dizenleyici kontrol
uygulayabildiklerini gdstermemizi saglar. Boylece, bilim adamlarinin el yazmalarinin
(exemplaria) elle kopyalanmasi igin izin verilen kisimlarini kiralamalarina izin veren peciae
sisteminin ortaya ciktigini goriiyoruz. Tabii ki, bu slire¢ ayni zamanda maliyetlere de neden
oldu —gayretli bir 6grencinin ¢calismalarina bile kesinlikle miidahale eden bu kadar 6zenli bir
siirecin hantalligindan bahsetmiyorum bile— ama bu daha ucuz bir secenekti. Universite,
elbette, bu sistemi kontrol etti, hatta denetleyecek memurlar atadi. Yine de hala ideal
degildi. Oyunun kurallarinin degismesi on Uglincl ylzyilda, bilim adamlar igin ideal
akademik kosullari yaratmaya calisan zengin hayirseverlerin, fiziksel binalar ve degerli
hacimlerin koleksiyonlari da dahil olmak Ulzere kolejlere miilk vermeye basladigi zaman
meydana geldi. Bu gelisme siuiphesiz bircok finansal ve zaman yiikinu hafifletti, boylece
akademisyenlerin kariyerlerini daha etkin bir sekilde sirdiirmelerine izin verdi. Orta Cag
diinyasi erken-modern kardesine yol agarken, Universiteler, kendileri, sadece yetenekli bir
Universiteye kabul edilecek kadar sansh olanlarin degil, tim bu olgunluk 6grencilerinin
ihtiyaclarini  karsilamaya yardimci olmak igin kltliphane koleksiyonlari sunmaya
baslayacaklardi.

Sonug¢

Sonu¢ olarak, akademik kitiphanelerin nihayetinde daha sonraki nesillerin
kendilerine atfettigi 6nem dlzeyini gelistirdiklerini séylemek gerekir, ancak varliklarinin ve
onemlerinin Orta Cag diinyasinin ihtiyag ve baskilarina bir cevap olarak gelistigini hatirlamak
faydali olacaktir. Bu tarihsel sorgulama cizgisini takip etmek, modern kitliphaneciler igin
faydalidir ¢iinkii kendi mesleki kimliklerini daha genis kitiphane ve bilgi bilimi (LIS)
baglaminda daha iyi konumlandirmalarini saglar. Unlii ingiliz kiitiphanesi tarih¢isi Raymond
Irwin, bu tir bir tarihsel arastirmanin sadece meslegin gelecegi icin degil, profesyonellerin
algilanan keyfi icin de cok 6nemli oldugunu ileri sirmektedir (Irwin, 1966). Kiitiphaneciler
"Zihinlerinde bir bitin olarak calismalarinin bir resmini olusturmak istiyorlar ve eger tarihsel
koklerini disarida birakirlarsa, resmin biylk bir kismi eksik kalacak ve gerisi carpitiimis ve
yanhs olacaktir.” (Irwin, 1966: 21). Meslek hayatimizi kiitiphanelere adamis olan bizler,
mesleki yerlerimizi uzak gecmise uzanan genis kitlphane tarihi zaman cizelgesi icinde
baglamsallastirabildigimiz zaman daha iyi durumdayiz. Umarim, bu tarihin cok kiictk bir
boliminin mitevazi sekilde ele alinmasi, baskalarini kitiphane ve bilgi biliminin
zenginligini ve ylksekogretimin gelisimine katkilarini takdir etmeye tesvik ederken, ayni
zamanda profesyonellere kiitiphane tarihini daha derinlemesine incelemeleri icin ilham
verecektir.
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Tesekkiir: Bu galisma, bunu ilk okuyan en iyi arkadasim ve kocam Joseph'e ithaf edilmistir.
Cok tesekkir ederim.

Cikar Catismasi Beyani: Yazar, ¢ikar ¢atismasi olmadigini beyan eder.
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The Heart of Academia:
Medieval Universities, Textbooks, and the Birth of Academic
Libraries
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Abstract: The comiempearary acadenic fbrary evepies d ernal role in the teaching and learning
medision of wniversifies. This contrality i J,|'5:'r:." e beit exf.m;.ba"_:ﬁmf by the p-:pnfdr saying thai fhe filvary
ir the heart of the sndversity. Bat has thic always been the caie tiwee the inception of univerities in the
High Mideie Ages? To belpy answer thiv guestion, the folfowing discusion fraces the oreation of
swnfversities within the medieral wordd, the foanal traditions that fnformed their sobolarbip and
prffqgng', airel the Laver bivtly of acaderic fbravier within the calfepe and wniversity syiteme. The anthor
atiempis fo demonsirate that the rise of acadessic librarfes was st fneritabde bat, rather, the prodect
of the fﬂ!t’!l'.').llel}' of syt wwacre- aned microlevel forces, each confributing to the fbrary's ereminal
devednpament. To accomplesh this, the phenomena surrosncding the emerpence of medieral academic
dilsraries are emvbedded within an adapiation of Rebert Damion's modef, the Commeanications Ciro,
It dr the hape of the awifor that baving a better sense of the bistory of the profession will allw corvent
difsrary and fnformation science profersionals fo develop more robut professionead ideniitier and deeper

Philosaphics of praciice,

Keymordi: fibrary Bistory; acadenric Slvaries; medieral nnfversities; commuications drenit; barning

and sehalarsfip

Introduction

Many have clumed over the yvears that hbranes are fundamental mstrunons vithin acadermie, ofien
citing the well-known 'F:-rtn'L'Ib that fhe Fbrary is the bear? of the sndversity (eg., Proctor, Block, and Hughes
2021; Himmelfarb 1997, Leupp 1924) Many if not most libratians probably share this sentiment, and
some would argue that hbraries have always held a central importance within higher edueation. In fact,
some authors have gone a bat further and claimed that bbranans are the umiversity (Himmelfarb 1997).
Sull others have made even stronger claims, arguing that the history of hbranes 15 “the hstory of
scholarship and ervilization” itself (Irvin 1966, 21). But has this preeminence mdeed always been the
case since the mnitial emergence of universities beginning in the high medieval penod? Or, did the
r_‘t:nlral'it].' of ibranes in I'L'lghur edueanon evolve H]m‘L!.; with the u:r'li!.-'t:n‘iil}', unl}' h-l_'t‘u:‘ning foundatinnal
in a later period? The following discussion will attermpt to shed some — however modest it might be —
light on this question.

Before delving mto the meat of the discussion, it 15 worth mentomng the theoretcal
framework selected as the lens through which questoons, data, and interpretations were viewed. In
1952, Robert Damton, apmmim.-nl cultural and book histonan, }‘:—uhﬁﬁhuﬂ what eame 1o be recogmzed
as a sermmal arnele, “What Is the History of Books” in which he mtrodoces and outhnes the
Commurications Crirewt. The Commumeations Cirewt 15 a self-sustanmg theoretieal model that
attermnpts to account for separate yet mutually interdependent stages comprising the hfecyele of books.
For example, 1t examines the interplay of authors, publishers, printers, shappers, booksellers, readers
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{including the role of Lbraries), and how each of these 1s embedded within and, in turm, influences
larger macrocultural processes of social structures, polities, economies, law, and mtellectual
developments. Due to the mterdependent nature of the Communications Cireutt, changing one
component necessarily implies effecung each of the others (Darnton 1982). Thus, for the purposes of
this discussion, the mterplay berween the related categones of Beadercbip, Prodwction, Regulation, and
Aveers was understood within the larger medieval cultural context of intellectual development, as
embaodied by the nascent university system, and socioeconomic necessity. For transparency, it should
be noted here that Damton's model pamarily focuses on the Lfecyele of prnted information (1e., that
which arose after the Gutenberg Revolutnon of the mid-fifteenth century and not the manusenpt
tradinon prevalent throughout the medieval period), but with shght modifications, the model proved
to reman useful.

The following paragraphs are armanged thematcally. The fost secoon, Birth of Medieval
Uriversities, provides an overview of the establishment, character, and evolution of universities as
important medieval insttutions. The second, University Textual Traditions, broadly examines
curricula, scholarship, and pedagogy within the medieval context, while focusing on how authontative
texts influenced each of these areas. Economic factors nfluencing matrieulation and scholarship vis-
a-vis required textbooks are also considered here. In the third section, College and University Libraries
in Medieval Higher Educanon, the birth of college and umiversity libranies 15 explored in relation o
the economic necessity outhned i the previous section. The nexe and penulimarte section, Medieval
Academic Libraries and the Communications Circwt, repositions the phenomena outlined in the
preceding sections within an adapted version of the Communications Circuit. The goal of this section
15 to help us conceptualize how these interrelated phenomena impacted one another, and how the
prowth of academie hibraries was eontingent on myvrad factors. In the Gnal seetion, the discussion s
wrapped up by encouragmng informaton professionals to study Lbrary history. Hopefully, ths
discussion will add one very small piece to the story of hbrarnes.

Birth of Medieval Universities

Several authors have E.lrL‘ﬂlj}' done excellent work 1n I.racingt]"n: I"I.i.:il!nl‘}' and rii.'vr:lu]‘:lm:nt of universities
within the medieval world: eg, Hasking (19632), Ilﬂn.in (2008), Pedersen (2009), and Rileggy (2003). The
majority of the discussion i this and the following secton will be pulled from these authorites
(additional authors may stll be cited in solated cases), and it 5 recommended o consult with them
fior a more in-depth analysis. The High Middle Ages, roughly spanning the years 1000 o 13000 CE, was
a ume of intense development, growth, and relative prospenty throughour Western Europe. An
agricultural revolution, fueled by warming climates and technological innovations, led to a subsequent
eommeretal revolunon that, in tum, engendered a shift in medieval society (Bennent and Bardsley
2021). Additonally, Western Europe was expenencing an intellectual revolution, thanks in no small
part to its contact with neighboring Mushm kingdoms and, by way of its crusading zeal, the Byeantine
Empire. Through these contacts, Western Europe was able to gan access in the rwelfth century not
only to advanced scholarship being produced by some of the greatest minds of the age, but also o
classical Greco-Roman thinkers whose texts were being preserved by Mushm and Byeantine scholars.
Thus, the influx of new ideas and methods (eg., advancements in medieine, mathemanes, and the use
of Arabic numerals to replace their cumbersome Roman counterparts), in addition to the rediscovery
of mportant classical authors paved the way for an intellectual fllowenng that histonans have called
the Renmssance of the Twelfth ffuntur_r. It was within this mulieu that wuversines were born

This influx of knowledge was put to good wse as edocanon began shifung away from s
tradinonal purview within monastenes and cathedral schools to prominent nerant teachers who
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traveled from ety to aty, attracting students along the wav. This was an age where indmidual teachers
held preeminence, not collective units of schools or institutions, and a single famous teacher could
make a particular city, monastery, or cathedral school equally famous if he chose o settle there
(Pedersen 2009). As one can imagne, cittes were particularly keen on keeping prominent teachers
within their own walls because of the revenue they could generate from students traveling from all
over Burope to study. It was this keenness that would lead to the development of a collective
msttution that would later be referred to as the sy,

Orginally, prominent and not so prominent teachers operated independently from one
another, even when teaching the same subjeets in the same viemmties. However, as teachers eontinued
to attract more and more students, there developed a need throughout the twelfith century to protect
both teachers and students from exploianon at the hands of wwnspeople who might rake advanrage
of the new simanon. It was not uncommon for rents or the price of foodstuffs or other basic
necessities to be inflated ar unfair rates in the hopes of generating greater profits from those seeking
an educanon. Teachers and students fought back with the only power they had: to quit the aty and
sl up residence somewhere else. This type of strke unduublujl].' dealt an economue blow to those in
power, and as a result, these once ndependent groups of teachers and students were meorporated
along the hnes of the tradivonal commune and guld system already thoving n towns and cines.
Incorporanon of this sort was not new to medieval BEurope. The creanon of a perora fiofa was a legal
concept that had its roots in Roman law, which allowed mdividuals to form an incorporated entity
that had legal status and povilege, including the nght to own property, apart from the individuals
comprising said corporation. This was in essence the nature of guilds and communes. Onee united,
mndividuals then had the poswer of eollectve bﬂl}:ﬂi:‘ling. One of several Lann terms used o dr:.lii.gnalu
this type of corporation was weivendias (Pirenne 1956). Orngnally meaning total or whole, it came to
represent legally recognized corporations, and over nme, would become the exclusive designanon of
umversines.

Though the intncacies of the development and admimstration of unversines fall far outside
the scope of the present discussion, it is worth cursorly mentioning a few important facts that will
provide addinonal context. Firstly, although it can be argued that universities were progressive
nstitutions, effectively providing an entirely new system of education that could benefit all strata of
society, they did not, unfortunately, make progress towards creating greater levels of gender equality
within the medieval world. This 15 illustrated by the fact that only males were permitted to marnculate
and earn the vanous advanced degrees offered. Women were barred from doing so. One reason for
this was that the majonty of university students and teachers assumed the legal status of the o
alerfealis (order of cerics). While this was signified by scholars in their dothing requirements and the
wearing of the tonsure (Le., the clean shaven portion on the top of the head representing a monastie’s
renunciation of the wordd), it must be emphasized that for the vast majonty this was a legal designation
only. “Under church law, a woman could not beeome a cenc and, in practice, it was impossible for
her o become a umversity student™ (Jann 2008, 32).

Secondly, university structures developed, broadly speaking, along two different trajectories:
one situated n the Mediterranean and another in Northern Europe. The former, as represented by
the oldest university in Europe, the University of Bologna, concentrated administrative power in the
hands of its students. In effect, students ran the university, setting policy and providing oversighe,
while teachers only held autonomous power over examinations. The latter, as represented by the
second oldest ul'l.i.'l.-'L“I'R.i.l}' 1 f'lun:]‘:r:, the Uniw_-r.-aitg,- of ljﬂﬁs, will be more famibar to C'u:‘llr:mrn}mr_l.'
readers. At Paris, the teachers, through their respective faculties (more on those later), dominated.
Paris would come to be the model used throughout France, England, Germany, and other parts of
the northern European continent, eventually making its way o the New World. As such, the majority
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of the following discussion will focus on the nse of acadermic Ebranes within this NMorther European
mindel.

Lastly, as collective institutions, uriversities were very often granted nights and prvileges —
mcloding those of selfpovernance, freedom from local judicial authonnes, and the nght © own
property — by roval, impenal, or papal decree. Some povileges extended to being able o interfere
direetly with the local economy: ep., fxing the maximum rates that eould be charged o wniversity
members for their lodgng and other basic necessities. As we shall see below, this privilege usually
extended to the book trade, as well When these privileges were granted by a uiversal monarch,
pl'imﬂl'il'_l.' ermbodied h].' l"ﬂ.}]‘!l’.‘!i or t:lr:r:r:rurﬁ, gradu.ﬂl-l_'s h}hj:ing at least the d::gr::u_' of Jm{gif!er d T Were
mven the fenids doends (Leense to teach) and granted the ivs whigne doend (the nght to teach
everywhere) (Riegg, 2003). In other words, teachers, as fully enfranchised masters and therefore part
of the university guild, were no longer corseted by the parish, diocese, or even country where they
earned their edoucanion and teaching credennals; they were, at least in prnciple, able o exercise their
mtellectual eraft throughout Chostendom, thereby adding an international flavor to the profession
(MNardi 2003). This, in turn, meant that a single city with a prominent university could artract very large
nurmbers of scholars from all over Western Europe.

University Textual Traditions

Medieval urmiversity curncula were broadly divided among four subject areas, each with its own
semiautonomous faculty: hberal arts, medicine, law (both evil and eanon), and theology. OF these, the
artes fiberades (iberal ans) eonstutured the foundanonal eourse of study, and all incoming students would
have to progress through is series of degrees before being allowed to ascend to one of the higher
faculnes. In addiion to the authors writ:i:r'lg about medieval uaversites that were referenced ﬂbuw_',
Wagner (1986) provides a comprehensive examinaton of the arfer iiberades within medieval learmng,. In
bref, the arfes fberades consisted of seven pomary subjects divided into two overarching categories:
irinimen and guadrivine. The tririve consisted of graseatics (grammar), diskdica (logic), and reforica
(thetonic). Broadly speaking, the e prepared students by teaching them how to ke in, analyee,
and produce information. The guaddrinm, which was mostly based on different applications of
mathematics, consisted of the subject specialties geometria (geometry), arithmeticr (adthmetic or abstract
mathematies), adrmmesia (astronomy), and Jermenic (musieal harmony). Students entenng the
urnversity would coneentrate on these areas, and after spending approsamately four years earming the
baccalanreny arffum, students choosing o continue would devote an addinonal two years studving the
aries diberader, culminating in the degree of magider artinm. At this point in the student’s academic career,
he would be granted the Seniis doends and permitted into the wwireridtas magisirormm (Le., the official
guld of teachers). Now, the newly degreed magister possessed the nght to teach as a member of the
beral arts faculty, and —if he so chose — continue his edueanon as a student in one of the higher
faculnes of n‘u_-dicinu, |aw, or Lhu}lug_l.'. These hnal three fﬂt‘ullir:.li, of which law and Ihuulug}' wers h:,.'
far the more popular, ereated advanced subject spectabsts and required an additional four to eght
vears of rgorous study {Jann 2(08; Pedersen 200%).

In each of these disciplines, the curncolum was bult around specific texes that had acquired
an authortatve status by the High and Late Middle Ages. For example, looking at only one of the
three subjects housed within the frivinm, diadectica, we can estimate that students pursuing the magiier
arfism at etther the University of Pans or the University of Oxford in the muddle of the thirteenth
century would have to read and artend formal classes f_‘:wur:ing e spnﬂiﬂuﬂ bexts, the !'I‘.lﬂ.itlril!.‘ of
which were written by Aristotle and Boethios, respectively (Janin 2008; Pedersen 2004). Every other
subject also had s corresponding reading list. Iv s worth emphastang thar it was the rexe iself that
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was the primary foeus of university course work and not necessarily the subjeet as a whole. In other
words, students did not study diadetics as a subject in and of itself, but, rather, studied the interpretation
of dialeetica by authomtative authors. “The basic aim of teaching |and scholarship| i the medieval
university was o transmit to students, uncnincally, selected parts of the medieval world's receved
{inhented) body of leaming springing from Greek, Roman, Arabic, and early Chnsoan authorioes™
{(Janin 2008, 30). Similardy, as Haskins (1962) illustrates, mstructors were bound to teach subjects
according to these specified texts, and a professor could — at least at the University of Bologna — be
fined for not making it through the appropriate text by the conclusion of the semester or 1f he veered
too far off topic during a lecture. It 15 a subtle shift in perspective, but one worth remembernng as we
continue our discussion on the importance of textual traditons wathin the medieval university system.

Focus on textual learning, in turn, mfluenced the pedagogmeal methods used by instructors in
the classroom, of which there were pomanly two: fio and dispadaiio. The very name of the first one,
dectiv, bughlighes this influence. L, from which the English word fegwre 15 denved, simply means tle
reaelfing, and university lectures consisted of professors reading texts aloud, lne-by-line, to their
students. While doing this, professors might also offer elanficatons and explanations as needed. The
second method, f.lf.l'.rpn!m‘iu, consisted of formal debates between mntedoeutors, with the “J’!’.Iuj'.'ﬂ.ﬂ.l'ft?:l‘.f
arpung positively for a particular solution to a problem, while an gpporens gainsad him with
correspondingly negatve arguments. When this had gone on for a while, or the arguments were just
about exhausted, the reacher would intervene and settle or ‘determine’ the question with a solunon or
reipamsee’” (Pedersen 2000, 259-260). Even here, arguments, counterarguments, and determinanons
were not made haphazardly, and the validity of each was determined by the use of authontatve texts
to support each point and counterpoint. Thus, in order to perform their duties well (in both the i
and f.f.lll_}‘lm‘dﬁu}, nstructors had o be L‘i.]u.i.‘F]‘]‘]uj with those authontatve texts outhned in eurneula, and
I‘hrL"pﬂrﬂ.Linn via consultation with these texts was eroeial (Lovatt 2006; Verger 2003h). This further
hughhights the centrality of books within medieval edueaton.

Smee texts were the veniable hfeblood of the medieval university, it was erucal that both
students and instructors had access o those required by the different faculties. As will be discussed in
the next secnon, university hbraries did not begin emerging unnl eentunes after the emergence of
umiversiies as msttutions, so how did eady medieval scholars gan aceess to the bterary tools of their
trade? In short, they purchased them. But this in itself became a barder to access. Universities came
it existence some 300 vears priur to the dr_"\'u]npn‘n:m of the Panting Revolution in the maddle of
the fifteenth century, and, as a result, the cost of medieval textbooks tended to be exorbitantly
expensive (Gieyszror 2003). In fact, the cost of being a student in general was expensive, and there
are many extant examples of students writing home requesting money from their parents:

B. to hs venerable master A greenng. Thes [letter] 15 to inform you that [ am studying
at Oxford with the greatest diligence, but the matter of money stands greatly in the
way of my promotion, 45 it 15 now two months sinee [ spent the last of what you sent
me The city 15 expensive and makes many demands; 1 have to rent lodgngs, buy
necessaries, and provide for many other things which [ cannot now specify. Wherefore
I respectfully beg your paterniry that by the prompiings of divine pity you may assist
me, so that I may be able wo complete what 1 have well begun. For you must know
that without Ceres and Bacchus Apollo grows old. (Haskins 1962, 77-78)

Or this poetic imagning of a standard student’s letter written ¢ 140k

Well beloved father, I have not a penny, nor can [ get any save through you, for all
things at the University are so dear; nor can | study in my Code or my Digest [these

5
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are legal texts|, for their leaves [pages] have the falling sickness. Moreover, 1 owe ten
crowns to the provost, and can find no man to lend them o me. 1 ask of you greetings
and money. The student has need of many things if he will profic here; his father and
his kin must supply him freely [so] that he will not be compelled to pawn his books,
but [will] have ready money i his purse, with gowns and furs and decent cothing; or
he wall be damned for a bL'g;;ﬂr, wl"luruﬂ:n:, that men iy mesk take me for a bL‘ﬂ.\‘:I‘., |
ask of vou greetings and money. Wines are expensive, [as are| hostels and other good
thangs; 1 owe i every street, and am hard pur to free myself from such snares. Diear
father, deigm 1o help me! fanin 2008, 16-17)

Both of these excerpts may elicat a familiar chuckle from modern readers for just how contemporary
the problems outlined are in the lives of today’s umversity students. Pursuing higher education was
and remains to be a ﬂﬂﬂt endeavor, and ]ual like in the medieval world, the lungt_r one matnculates
and the higher one advances in the completion of one's degree, the more costly it becomes (Schwinges
2003). Both excerpts reference the expenses associated with room and board, which, as we have
already discussed i the previous section, was one of the major facrors leading to the establishrent
and recogmition of universites as incorporated entines with collectve bargaming powers, but the
second goes on to specifically reference textbooks. Their relatively high value is indirectly indicated
by the fact that students could get some extra cash by pawning or selling them. There is also evidence
Loy Sgrerest Ihﬂl'., when Ctru.i_'gr::i I::r'n.nru on them hcltmr:l br:!.;an d::vr:lur:'mg ibraries n the thirteenth
century, books within those collections were sometimes used o pay off debts owed by the mstitunons
themselves (Harms 1995).

Why were medieval books so expensive? Shallor (1994) sheds some Lght on the cosis
associated with texts dunng this penod. For starters, the component matenals were expensive,
espectally parchment. Parchment, which formed the writng surface of books (Le., the leaves), was
made from the processed skins of a vanety of animals. As one can imagine, the cost of rising animals
for thus I‘Ju.rru}:h:, ﬂlung with the added r:x}‘n:n:i-u:-t of pmr_‘us:-:irq; cach :-tlc.in, ]-i.L']‘Jl ook prif_“t::i ]"ligh. _|u$l
to provide some perspective, a single large volume could easily use 200 animal skins. Paper, which
onginated in China and was slowly nroduced into Western Europe by way of al-Andalus, would
eventually be one of the factors of the Panting Revolution that would dove down prices in the late-
fifteenth and early-sixteenth centuries, but throughout most of the medieval period, parchment was
the main medium. Secondly, since this was the er before Gutenberg, texts were copied by hand, and
hinng scribes to wnte out entire manuseripts proved to be the most expensive component of
production and eould take 10 to 15 months to complete a single volume (Schwinges 2003). Onee
copied, additonal eosts were acerued for corrections, illuminating, and binding (Pedersen 2009).

To give readers an idea of the total cost mvolved, we will examine the aggregared expenses
associated with a professionally produced 200-page manuscopt in England during the thirteenth
century. As outlined by Pedersen (2000) 1n his excellent introduction to the rse of uuversities i the
medieval world, the three most expensive facets of manusenipt production were, respectively, 1
Copying (9 shillings, 4 pence), 2. Parchment (8 shillings, 8 pence), and 3. Correcting (2 shillings, 10
pence). The least expensive components were binding (1 shilling, 5 pence) and lumination (1 shilling,
I pence). This bongs the grand total for a single 200-page volume to 23 shillings, 4 pence, or
approximately £1.12. Some other volumes could cost upwards of £60 (Schwinges 2008). Using our
example of dafadice from above, the cost for a student o have all nine of his required textbooks
professionally produced could end up costng him over 200 shillings (approcamately £10). To provide
context, the average teaching fellow n Merton College at Oxford receved an annual stipend of 50
shillings or £2.5 (Pedersen 20097, Thus, only one component of the i could enst over four years'
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worth of allowances. When this fact 18 mken with the knowledge that multiple courses were taken each
semester, the porential costs become dizeving.

For students who had wealthy parents or patrons, purchasing hand-made, custom rextbooks
from professional manufacturers would not have been an issue. For those well off but not as wealthy,
the :Jpliun of purclmsing secondhand volumes would have been available (Pedersen 20008 Schwinges
2003). However, since neither rank nor status was a prerequisite for admission, it can be expected that
the vast majonty of students had to find more economical solutions; in fact, “it was the responsibility
of university masters to make sure that the poverty of students did not prevent their acadermic
progress” (Janm 2008, 17). This led vo many universites being granted the nght to oversee and regulare
the book trade in their cities, and many universines empowered special officers 1o frequent markets
in order to make sure gudelines were being met and that only approved manuscripts — with the
appmpriau: corrections — were bemng sold. For vaamplu, “in 1354 the chancellor of Cambadge got
jurisdicnon i all matters involving booksellers, seribes, bookbinders and dluminators™ (Pedersen
2000, 234). Sull, eosts were expen sivie, s the unrversity -;]r_"\'ull:rl‘n_'d another method to ]"lr:lp. One mught
be thinking that this is where the discussion will turn to the development of umiversity hbranes as
natural solunons w these economic problems, but not guite yet. Instead, we must turn our discussion
to the peda system.

The pedia system offered scholars a cheaper alternative to the commssioning of new textbooks
or the purchasing of secondhand copies: that 15, copying the manusenpt oneself. In this system, which
seems to have developed by the middle of the thirteenth century, members of the book trade known
as dlalionaris pedarim (this mught be best transhited as stanoners of the bundles) would obtun
authoritatve copies of textbooks that had been approved by unwversity officials. These approved
copies were known as eempiaria. Each exaemgpiar was then divided meo small bundles called pedae (the
plural of peca). These bundles, numbered for cataloging purposes, were then be rented out o students
and reachers for a relatvely modest fee, and each would be responsible for copying out is contents
(Greysztor 2(003; jﬂnin 2008). The concept here 15 not entirely different feom the three-volume novel
lending model used i subseription libranes in the nineteenth century (Bassett 20017) OF course,
universities — and there were at least 11 wsing this systerm, Pans and Osford ineluded — repulated thus
aspect of the book trade. In 1304, for example, the University of Paris created a special commuttee to
oversee the dationars pecarnm and set prices for the pedae of specific books (Pedersen 20004

As one may imagine, the process of copying out one's own textbook was both painstaking and
grueling, and the longer the process ook, the more expensive it became. And even though scholars
were copying from approved eeaplenia, there was always room for errors in transcription and the
possibility of having to correct already copied rexts. Needless to say, more than one student must have
expenenced setbacks and frustrations. There 15 a humorous yet mteresting example of one student’s
frustration found in the margnalia of a late thirteenth-century volume of commentaries by Thomas
Aguinas. Due to a shght hiccup in the pedae, the student had to go back and correct some text that he
had already copied out. He left this angry message i Latn: “Noda comfundatser sdacionarins | séatiomaris]
gud se jeatt deiurpard Shrew aficeing probs v (Shatloe 1994, 98). Prefernng my own slightly snarkier
translation to the one provided by Shailor in the text, it reads: Marck you, may the stationer who made
me disfigure the book of a certan excellent man be lumself confused.

As we have seen, textbooks were essential to the academie ecareers of students and teachers.
In effect, they were the necessary tools of ther rade. By the conelusion of a student’s matnenlanon
in the arfer dberafes, especially if he aseended to the status of magisier arntinm and hoped to pursue his
studhes i one of the other faculties, he would have amassed a considerable number of texts. Although
necessary, just as room and board were for survival, these books were not cheap, and from the earliest
davs of the institution’s existence, we see the university implementing strategies to keep costs down,
Being a university student — just as it s today — was an expensive endeavor, and the costliness of
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attending often acted as a barnier for many would-be scholars, especially those who did not hal from
wealthy families. Thus, there developed a system i the thirteenth century whereby these basic
necessities of university life (shelter, food, and books) could be provided o those possessing the
aptitude but not the means of pursuing their academic paths. This would become known as the adlge
systemn, and 1t 1s within this context that acadermuce libraries first arose and subsequently flourished.

College and University Libraries in Medieval Higher Education

Acadermie hbraries were not bom in universines, but rather in colleges. This 15 often a difheult
distinction for modern readers (especially Amercan readers) to make because higher education in the
United States often uses the terms codlpe and sniversity interchangeably. Brinsh readers, on the other
hand, are more farmuhar wath the medieval distinction between these terms because therr two oldest
urversity systems, collectively referred to as Oxbrdge, mantain clear lines of separaton. Harkening
back to our earlier discussion, the medieval umiversity was nothing more than an incorporated group
{mwiversiias) of nstroctors (sagidmores) and stodenes (airdpudrms) that was formed o protect the
interests of individual scholars, While universities were often granted important legal and social rights
and pravileges, mcluding the right to self-governance and to own property, they were built less on the
idea of a physieal institution and more on the cooperative interplay of each group involved (Schwinges
2003). Thus, for Llu:itr: some bme, medieval umversines did not own property, and even elassroom
space was rented from a vanety of other establishments (Gieysitor 2003; Haskins 1962; Janin 2008).
Therefore, unlike monasne and cathedral schools, both of which held property and as a result could
house collectons of books, early umiversities did not inspire the birth of academic ibranes.

Colleges, however, were something different, so 1t 15 no surprise they became the perfect
breeding ground for the establishment of acadermie ibraries. So what exaetly was a medieval eollege?
In their earhest stage, colleges (from the Latin adkgia, which denotes groups of people living together
under :-tru.-ciﬁuj guidu].i:r‘lr::i} were endowed residence halls that had been donated b}' wL'-ﬂllh}'
benefactors for the use of poor students (Greysztor 2003; Haskins 1962). In other words, they were
free dormitones for those who gualified. The earliest example seems to have ansen at the Universiry
of Panis by the end of the twelfth century. However, it was in the middle and second hall of the
thirteenth century that eolleges similar o those found at Oxbrodge would eventually emenze. Like thewr
predecessors, they were endowed institutions, but these later colleges were also granted money, land,
property, buildings, and — important for this discussion — books (Pedersen 2000),

Pedersen (2009) explans that such endowments allowed colleges to admit specified numbers
of scholars as felbwy, either students or teachers depending on the type of college and stipulations
outhned by their benefactors. Each college typically had s own statutes governing the expectations,
behaviors, and obligations of its members. In return for adherence wath these statutes, colleges very
often provided lodging and meals (usually eaten communally), and sometimes, as was the case with
Merton College at Oxford, provided an annual sapend for living expenses. As the prospect of using
umiversity graduates to fll admunistrative posts became more attractive to secular and ecclesiastical
l'I.IJ.-L'I!i, and as some alumm hugan ama.v.sing thewr own wualr_h, more and more L‘-u]]uguﬁ were founded
and funded by members of the European elite. As this happened, colleges ook on a central role in
university hife, and in the case of some, provided much of the teaching that had once been the exclusive
domamn of the umversity. At this point, the university remamed the overarching figurehead connecting
all of s colleges into a single, coherent system. Whale the university remained the only entity that
could formally give examinations and grant degrees, academic life began to be increasingly played out
at the eollege level (Verger 2003a).

Verger (2003a) comments on the development of colleges during this eardy period. The oldest
example 15 Sorbonne College, established at the Urniversity of Pans in 1257, The new model quickly
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spread from there. By 1300, Paris had no less than 19 endowed colleges; by 1400, the number had
srown to 37, Swmilady, by 1300, Oxford had six endowed colleges and throughout the Aftcenth
century, it ganed an addinonal five. Thos, colleges grew from their original mission of providing
shelter to the poorest students to becoming “privileged institutions serving to guarantee their
members, at the prim of a degree of diﬁciplim.-, the best condinons for work and stody™ (61).

As we have ﬂ]n:ad}' I'ii..‘i-ﬂl.l..‘iﬁuj, one of 1f not the most ::xru_'nﬁiw: HSI‘JL{‘H of unjx't:rﬂ:it'_r life was
the acquisiton of textbooks, so one way colleges could puarantee that those best conditions were
being met was in the establishment of ibranes. In fact, “many founders |of colleges] saw 1t as part of
the very act of foundaton o provide their colleges with a collection of books™ (Lovate 2006, 154).
Lowatt (2006) explams that in many cases, these books were donated from the benefactor’s personal
library, and some were so reticent to part with fvored volumes that they would only pass o colleges
after the founder’s death. Since universities were not ereated from the auspices of a single patron, it
mikes sense that libeary collections were not part of their ininal foundations. We should not think that
enllege hbranes held the vast colleetions that later ureversity hbranies would come to house after the
Prinnng Revolution, but eady on, colleges tended to house lagger and more sgmificant collections than
their university counterparts. For example, by the year 1404, New College (Cambndge) and Merton
College (Oxford) held 300 and 500 books, respectively; by comparison, the university hibrary of
Cambndge only held about 122 volumes some 36 vears late in 1440 (Lovart 2006). Despite what
contemporary students would consider to be modest holdings, the monetary value of colleges’
eollections was extranedinary, henee the frm.lux:nr. use of the chaned hibrary model (Peteosks 1999)

Through the course of the Late Middle Ages, umiversity faculties stopped renting and started
purchasing required space and resources, and as the fourteenth century progressed, university-owned
buildings grew and expanded (Gieysietor 2003). The establishment of libraries naturally followed. The
development of Oxford’s university library 15 illustrative of this process (see Bodleian Libranes 2021;
Cieyszror 2003; Harrs 1995), so we will restnet the remainder of our discussion o the maodest
collection that would one day blossom into what 15 now the splendor of the Bodlean Library. By
1320, a modest collection of manuﬁr::'iptﬁ belongng to Oxford was housed in University Chureh of
Saint Mary the Virgin, Nearly 100 years later, in 1412, Oxford ereated ats first paid hbranan positon
within the university. Due to the location of the collection, this post was awarded to the chaplan of
Saint Mary the Virgin, Then one of Oxford's foremost patrons, Humphrey of Lancaster, 1% Duke of
Gloucester, who happened to be the vounger brother of King Henry ¥, donated 129 volumes in 1439
and an additional 134 in 1444 to the library’s holdings (Campbell 2013). Due to the way books were
housed duning the medieval period {on large lecterns wath shelves above and below the reading desk
known as pm?)i!a:l, the burgeomng colleeton needed more space, so n 1444, Oxford officials sent a
petition to the Duke of Gloucester asking for funds to buld a new library building (Harrs 1995;
Petrosks 1999). Completed in 1485, the newly christened Duke Humphrey Library was bult on the
second story of the newly bult Divinity School — second-story constructon of hbranes being eommaon
during this period. At this point in our narmative, the medieval period begins giving way to the early
modern wordd, and with that ransinon, wauversity and college hbranes will bepmn grovwang by
unprecedented leaps and bounds.

|.."£|..r.1.]].'1 e fore L‘n:r'lr_‘lurjin.g ur discussiun, it 15 worth :'ltrlin!.; that ﬂ}]h_'h-r: and un.'ivur.r.:it}' libraries
eontaned more than just the textbooks found in curneula. Sinee the foundation of academue hbeanes
rested on the generous donations of private collectors, each with their own penchant for reading
materials, it makes sense that the msonons they endowed would receive manusceapes covering an
array of topics. Reiter (1998), studving the collecuons of students, teachers, ibraries, and donors in
medieval Germany, has identfied two major strands. The frst, whaich he ealls the e book cdtnr,
was indeed made up of academic and scholady works required by the vanous faculties. The second,
|"|.u1m:'rr:r1 was made ui‘r of an nmﬁlﬁ:faf book cdtre and ineluded volumes CI:I'I."L"I'.II'LH F:piriluﬂﬁt:,' and

9

Turkish History Education Journal, May 2022, 11(1), 91-122 117



Akademi’'nin kalbi: Orta Cag tiniversiteleri, ders kitaplar1 ve akademik kiitiiphanelerin

Library Philosophy and Practice (e-journal), 2021

popular devotons. The author emphasizes that “not everyone at these universities participated i this
unofficral spiritual book culture, of course. Like today, some masters [teachers] were doubtless too
sober-minded to dabble 1 the fvolnes nfpnpu]ﬂ.r ]‘Jir:t:,.', and some students were too focused on
career objectives to waste time with extr-curnieular reading™ (Reirer 1998, 396). Thos it could be
argued that relying on donanons, which could be unpredictable, contmbuted o the development of
moderately diverse hbrary collecnons that would become the bedrck of future collecnon

development.
Medieval Academic Libraries and the Communications Circuit

Now we may turn our attention back to the onginal questnon posed in the introduction: Have hibranes
always been central to the success of universines? In other words, has the academic hbrary always been
the heart of the university? The short answer 15 no, they have not. While it may be argued that books
have always been the bfeblood of the university, examining these phenomena through an adapted
mnterpretation of the Communications Cireut reveals that the rise of academic hbranes was not
mnevitable but, rather, the product of the interplay of myrnad macro- and microlevel forees. Afterall,
|ibrar'_|.' traditions do not anse ax wailid. In.r.u_-sd, it 15 |"|.L'|I'Jf1.|l to view them as eultural :in:-tlilulitrnﬁ, haoth
anising from and also encoding the larger eultural processes in which they are embedded (Carr 2003).
Thus, they were doven by the medieval context in which uriversities were situated. Had that context
been different, then perhaps o too would have been the outcome. Using Dameon (1982) and has
Communications Cireuit as a model and foundation, and mking into account hes warning that the
handling of pre-print manuscript traditions would require modifications to the Communications
Circut, the following model was constructed to visually represent the different elements included in
this diseussion:

Production

Supplics
- Copyists = Mluminators. = archmenc
- Camsctons - Bndsn Ink
- Feliable Copies

- Authoms

Ineellectzl PFaliticr-Legal
b e
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Using this illustration, it 15 easy to see how each component part of the process leading to the birth of
wrversiies m the High Middle Ages and the subsequent development of academue hbranes in the
Late Middle Ages interacts with and influences the others. As was stated in the ntroducton, the value
of using such a model 15 that it requires one to situate informanon colture, whether pont or pre-print,
within the complex web of interdependent factors that form a given geotemporal context. Changes in
even one component necessarily implies effecting the others, in a chain of cause and effect that defines
history. Let us conclude by summarizing the previous discussion within the scope of this model by
using Darnton (1982) as a gpude:

1. Maasenlinral Forges (Conter): The High Middle Ages had a string of rather marvelous luek in
terms of warming chimates, lengthened growing seasons, and technologieal innovatons, and
as a result, this penod witnessed an agnculiral revoluton. This, when coupled with fewer
mstances of virnlent plague outbreaks, encouraged rapid populaton growth and, due to having
a surplus of food to sell, the accumulation of wealth. These factors then sparked a commereial
revolution, centered i towns and anes, that allowed merchants and skilled laborers to fully
5um‘n}rt themselves 1:1!.' thewr rL‘ﬁ]"!L‘fﬁ\-‘t: trades. 'l‘l"l.i.r., 1 L'm_'ct, hrﬂ]‘:uj to free them from the
burdens of agrcultural labor. At the same tme, Western European borders were mostly free
from outside agpression, allowing for a certain level of stability to flounsh (Bennett and
Bardsley 2021). Within this relatively stable high medieval enviconment, poliical rulers were
consolidating power in ways requiring the estabhshment of massive bureaucrane machinery
operated by abled, skilled, and intelligent people. Similarly, the codification of existing legal
codes and the remtroduction of the f.'r:rpn_r Turis Carelis {Jur.Lin.ian"s; sixth-cenmury cumprr:}'u:n s1ve
code of Roman law) into Western Europe in the eleventh century required the expertise of
legral scholars (Pedersen 20007, Lastly, due o s contacts with Islamie and Byeanune
scholarship, Western Europe experienced an intellectual renmssance in the twelfth century that
reintroduced many classical texis that had been lost since the fall of the Western Roman
Empare in 476 CE. All of these factors taken together facilitated the development of advanced,
specialized education that had previously been nonexistent in Western Europe,

2 Rmdfrh‘.n"uj.b {Battom): The result was the emergenee of a new elass of scholars, both teachers and
5Lurl<:nr.5, whose members took full ﬂdvﬂnr.ﬂm_' of ther cl"l.ﬂ:r'lgin.g eontext. After ﬂ", using iuﬁl
one example from above, had there not been enough food to start the entire process, there
would not have been enough tme — due to workload and short life expecrancies — for so many
to quit their farms and farmly businesses to pursue acadermic careers. Furthermore, the
emergence of a form of scholarship firmly rooted inan established vextual radidon required
both nstruetors and students to have aceess o wextbooks. Thuos, a new eategory of readakrs was
ereated, and therr scholasne needs, as we shall see below, were mtimately ned o economie
factors. Had the method of ﬁt‘hnlarﬁhi}‘} anicl Fx:dﬂgu;.;l.' d-::vr:lu]‘md durin.g the | 1'|gh Middle r"Lh-L's
not been so thoroughly rooted inthe study of authontatve texts, then perhaps the economic
needs of scholars would have been gquite different.

3. Production (Tap): Scholars needed books. There were certainly individual producers who were
part of the larger book trade who worked to meet that need. In fact, with the influx of students
throughout Western Burope, there grew a new demand for not only a greater amount of
production, but also the identification of corrected, authonative copres of each text. However,
the penod being covered here predates the Gutenberg Pronting Revolution of the Afteenth
and sixteenth centuries, which means that every textbook had to be hand-copred. Addionally,
paper was relatvely new o Western Evrope and had not become the dominant writng
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medium, so the expensive alternative of parchment was sall in use. All of these factors,
ncluding the labor of copying, correcting, illuminatng, and binding, in addinon to the
I'L‘!L]I.Li.!i:ii!il::ll"l of ﬂrrpn}]‘:ri.ﬂlr: :-tup]‘ll'lr::i, rendered medieval n‘mnus:ripn-. -::xru_':'lr‘iw: and FJ‘IL‘C.II:IIJR
commodities. Had wroversities first ansen alter the age of Gutenberg, when both the
affordability and avalability of books increased considerably, then the economic hardship
cxpenenced by students trying to secure therr textbooks might have developed along a
different trajectory.

4. Regdation (Lgfi): Textbooks were not the only expense that students and teachers had to grapple
with u.h.u::i:r'q.;r the h:ig}'l and late medieval ru.-rim]. The h:i;.;}'l ensts of room and board wathin the
walls of ates led to the explotation of scholars. Intersecting the polien-legal forces
referenced above, individual scholars were incorporated into the  wwieridar magistrorm
discipwelorsmgue by royal, papal, and imperal decree. These decrees, based on the fear of
collective bargaimng, often granted nghts and prvileges to universities, including, inter aha, 1.
The aght to set maximum prces for rents and other necessary supplies, and 2. Control over
local book trades, which beeame centered i university towns and cites. Again, had these
factors coalesced n a different time when the socioeconomie and ]‘Julilif."n-h.'gﬂ] Iamjsmpu
looked mueh more different, then seholars may not have been mven — or even needed — such
regulatory powers.

5. Aweis (Rightt: The final category to discuss here, though this process is by no means lnear,
focuses on the point of intersection between Prodbction and Readeribip: that 15, the method by
which scholars gained access to the hterary materials being produced. This category 15 a bt
ﬂrb:iu:ﬂr_l.' m that r|j1.1r'|l'q.1r the MDaddle ..'Egr_'ﬁ, rmnuscﬁpl pn:dut‘ur:& wiere wery often also
booksellers (Fbrari). However, separating these categories allows us to demonstrate how
universities, by occupying the opposite cardinal point in the diagram, were able to exert
regrulatory control over how their scholars grined access o books. Thus, we see the emergence
of the pedae svstem, which allowed scholars to rent portions of authorized manuscrpts
I:exr..w;.bim'a} o copy out by hand. OF eourse, this process also ncurred costs — not to mention
the cumbersomeness of such a panstaking process that surely interfered with even a diligent
student’s studies — but 1t was h}' far the L‘h::a]‘lr:r u]‘:liun. The urﬁx't:rﬂ:it].', ni_f:uun‘ir:, controlled
this system, even appointing officers to oversee it Yet, it still was not wdeal. The gamechanger
oceurred 1 the thirteenth century when wealthy benefactors, trying to create the ideal
academic condinons for scholars, began endowing colleges with property, including physical
buldings and collections of precious volumes. This development undoubtedly alleviated many
financial and tme burdens, thereby allowing scholars to pursue their careers more effectively.
As the medieval world gave way 1o s eadv-modern sibling, universines, themselves, would
begn offering library collections to help meet the needs of all those matriculating and not just
those fellows fortunate enough to be admitted 1nto an endowed college.

Conclusion

To conclude, it is safe to say that academic libraries did eventually develop the level of importance
that later generations have aseribed to them, but it 15 helpful to remember that their existence and
impurlm‘lr'_‘u ljt:\-‘l’:l.’l.}]"]L‘d 45 4 response Lo the needs and prressures of the medieval world. Pur:-tu.ing thus
Iine of historical inguiry 15 beneficial for modern hbranans because it allows them w better situate
thewr own professional identines within the wider context of library and informaton science (L15).
Raymond Irwin, the renowned Brinsh hbrary historian, posits that this type of histoneal inguiry 1=
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erucial to not only the future of the profession but also to the perceved enjoyment of professionals
{Trwin 1966). Libravans “want to buwld up i therr munds a pi'r_‘turr: of therr work as a whole; and 1f
IhL"_l.' leave out 1ts lustoneal rO S, prreat Fmrl of the rrif_‘lurr: will be mi:;:;ingﬂmj the rest will be distorted
and false™ (Trwin 1966, 21) Those of us who have devored our professional lives to hbranes are better
off when we are able to contextualize our professional places within the vast omeline of hbrary history
strerching back to the ancient past. Hopefully, this modest handhng of one very small porion of that
history will encourage others to apprecate the dehness of hibrary and information science and its
contributions to the development of higher education, while also mspinng professionals to stady
|Ihrar'_|.' h]‘.ﬁ-t‘:lq.' e dL‘L'pl'_ln'.
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Johann Friedrich Herbart! ve Charles De Garmo?

Ceviriyazi: Ozgiin Serif SAGDIC
Ankara Universitesi, Egitim Bilimleri Enstitiisii, E-posta: sagdic@ankara.edu.tr

1 J. F. Herbart (1776-1841), egitici dgretim, cocugun cok yonli ilgisi, egitimde ozgiirlik gibi kavramlarin
analizlerine yenilik¢i agiklamalar getiren Alman filozofudur. Pedagoji diisiincesine i1sik tutacak ilk gérislerini dile
getirdigi basyapiti “Allgemeine Pddagogik aus dem Zweck der Erziehung abgeleitet” (Egitimin Amacindan Yola
GCikan Pedagojiye Genel Bakislar-1806) eserinde egitimi, hem insanligin hem de egitimin biitinsel amaci olarak
ahlak kavrami Uzerine kurmaktadir. 1809'da Immanuel Kant'in (1724-1804) ardilhi olarak Konigsberg
Universitesinde felsefe kiirsiisiinii devralmistir. Kénigsberg’de pedagoji enstitiisiinii ve bu enstitiiniin uygulama
okulunu kurarak deneysel 6gretimle liniversitelerde pedagojinin kendi basina bilimsel bir dal olmasina onciiliik
etmistir. Pedagojiyi etik ve psikolojiye bagli olarak acgikladigi ve uygulamalarini betimledigi olgunluk ¢agi eseri
“Umrif3 pddagogischer Vorlesungen”, 1835 yilinda yayimlanmistir. Mifredat, linite ve formel basamaklar gibi
kavramlar Herbart ve ardillari sayesinde Amerikan egitimine kazandirilmistir. Karl Volkmar Stoy (1815-1885)
mezunu oldugu Konigsberg’deki enstitliyl 6rnek alarak Jena’da bir pedagoji enstitlisii kurmus, bu enstiti
Herbart’in teorisinin ve pratiginin merkezi olarak ABD dahil yurt disindan 6grencilerin akinina ugramistir.

2 Charles De Garmo (1849-1934), Halle Universitesinde doktorasini tamamlamis, Jena’da kalarak Stoy’un
derslerini takip etmis ve onun Ogretisini ABD’ye tasimistir. De Garmo, ABD’de 1895'te kurulan “National
Herbart Society for the Scientific Study of Education” vakfinin ilk baskanidir. Bu vakif, Herbart’ in gorislerini
aciklayan ve elestiren yazilarin yayimlandigi yilliklar ¢ikarmistir. De Garmo ayrica, Saratoga’da bir vakif kurarak
Herbart ekollinlin yayilmasi icin bircok eserin cevirisini yaptirmistir. “Herbart and the Herbartians” (Herbart ve
Herbatgilar-1895) isimli eserinde ingilizce konusulan (ilkelerdeki &gretmenlere Herbart sisteminin amag ve
yontemlerini arilastirmadan, Herbartgilarin bakis acilarini da ele alarak anlatmayi amaglamistir. De Garmo’ya
gore Herbartgilar gocugun ahlaki gelisiminde 6ncelikle onun sosyal yonlerine vurgu yapmislar; temel egitimdeki
Ogretim konularinin se¢iminin ¢ocugun ahlaki ve davranis egitimini etkiledigini savunmuslardir.
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Oz

J.F. Herbart, yaptigl calismalarla Alman ruhunu kitalar 6tesine tasiyarak egitim bilimleri, 6gretim
yontemleri, sosyal psikoloji, 6gretmen yetistirme gibi alanlarda 20. ylzyilin ilk ceyregine kadar ABD
dahil bircok (lkede fikirleri 6nemli derecede etkili olmus bir filozoftur. Tarih egitimi Uzerine
yazdiklari 19. ylzyil baslarinda Almanya’daki 6gretmenlerin yaklasimlarini ve Herbart'in kendi
gorislerini ifade etmektedir. ABD’li Herbartgi Charles De Garmo’nun yorumlari ise Alman ve
Amerikan tarih Ogretimi arasindaki farkhhklar, Alman egitimindeki yaklasimlarin Amerikan
egitimindeki karsiliklarini, sézli ve yazili yontemlerin farkli yonlerini aktararak iki farkh tarih
o0gretimi yaklasimini 6nermektedir. Bu yazinin Johann Friedrich Herbart’a ait olan orijinal metni,
Herbart’in 1835 yilinda yayimlanan “Umrif8 padagogischer Vorlesungen” (Pedagoji Ders Notlari)
isimli eserinin, farkh branslarin 6gretimi Uzerine yazdig bolimiinde tarih 6gretimiyle ilgili kismini
icermektedir. Almancadan Tirkgeye yapilan gevirinin bu kismi igin Kehrbach’in tipkibasimi esas
alinmistir. Bu basimdaki numaralandirma takip edilerek Herbart’in metninde paragraf sonlarina
eklenmistir. Sunulan ceviriye ek olarak alt metinlerde italik olarak verilen paragraflar ise bu eserin
1904 yilinda “Outlines of Educational Doctrine” ismiyle Alexis F. Lange tarafindan yapilan ingilizce
cevirisine ABD’li Herbartgl Charles De Garmo’nun tarih 6gretimiyle ilgili kisma ekledigi yorumlarinin
gevirisidir. Bu bakimdan Herbart’in kendi yazdiklari Almanca orijinalinden ve De Garmo’nun
yorumlari da ingilizce metin (izerinden cevrilmistir.

Anahtar Kelimeler: Johann Friedrich Herbart, Charles De Garmo, Alman tarih 6gretimi, Amerikan
tarih 6gretimi, tarih egitimi

Abstract

J.F. Herbart is a philosopher whose ideas were very influential in many countries, including the USA,
until the first quarter of the 20th century, in fields such as educational sciences, teaching methods,
social psychology, teacher training, and he transferred the German spirit beyond the continents
with his works on education. His writings on history teaching present the approaches of German
teachers in the early 19th century as well as his own opinions. In the comments of the leading
American Herbartian Charles De Garmo, the differences between German and American history
teaching, the equivalents of the approaches in German education in American education, and the
differences between the narrative and textbook method of teaching were described. It proposes
two different approaches to history teaching by introducing different aspects of these methods.
The original text of this article, which belongs to Johann Friedrich Herbart, includes the part about
history teaching of his famous book "UmriR padagogischer Vorlesungen", published in 1835, on the
teaching of different branches. Kehrbach's facsimile was taken as the basis for this part of the
translation from German to Turkish. In Herbart's text, the numbering in this edition is followed and
added at the end of the paragraphs. The paragraphs given in italics in the sub-texts in addition to
the translation presented are the translations of De Garmo’s comments added to the English
translation of this Herbart’s book in 1904 under the name "Outlines of Educational Doctrine" by
Alexis F. Lange. In this respect, Herbart's own writings were translated from the German original
version and De Garmo's comments were translated from his English script.

Keywords: Johann Friedrich Herbart, Charles De Garmo, German history teaching, American history
teaching, history education

Turkish History Education Journal, May 2022, 11(1), 123-156 124



HERBART & DE GARMO

Giris

Gencg 6gretmenlerin ders anlatirken dustikleri en yaygin hata, farkinda olmadan ders
anlatimini gok uzatmalaridir. Derse olan ilgi derinlik kazanmamakta, aksine olay 6rgiisi bir o
yana bir bu yana dalgalanmaktadir. Bu durum oncelikle hazirhk eksikligini ele vermekte,
sadece mental hazirhgin degil 6n hazirligin zorunlulugunu da aciga ¢cikarmaktadir [§239].

Charles De Garmo’nun Yorumu: Tarih alanindaki geng¢ 0Ogretmenler de baska
alanlardaki 6gretmenler gibi yanlis yapmaya egilimlidir. Verilmekte olan bir derste yapilan en
temel hata daha ¢ok o dersin sunulmasinda geleneksel yéntemlere bagiml kalinmasidir.
Almanya’da 6gretmenlerin tarihgi olmasi ve kendi zihinlerindeki tim tarihi bilgileri tarihsel
akisa uygun sekilde cocuklara aktarmalari sik rastlanir bir durumdur. Ancak, iyi tarih
yazarlarina nadiren rastlanilmasi gibi iyi tarih 6gretmenleri de sayica az goérinmektedir;
clinkli onlar en basta 6gretmen ve sozlu tarihcilerdir, ki bu olduk¢a 6nemli bir husustur.
Birlesik Devletler gibi anlatimin ders kitabina bagl oldugu (lkelerde, 6gretmen farkh bir
zorlukla karsilagmaktadir. Bir metni tiim 6grenciler okuduktan sonra o metinle 6gretmen ne
yapacaktir? Belki de en yaygin yontem olarak, 6gretmen cocuklardan tek tek ayni islemi
tekrar yapmalarini isteyecektir. Fakat bu oldukga zararli bir yontemdir; ¢linki bu yontem,
yirminci 6grencinin diger 6grencilerin ayni sekilde tekrar edebilecegi metinleri okudugu
sirada on dokuz 6grencinin hicbir sey yapmadan pasifce beklemesine neden olmaktadir. Bu
nedenle eger Alman tarih 6gretmeninin belirgin kusuru laf kalabaligi yapmaksa, Amerikan
tarih 6gretmenininki de sikici ve tekdiize olmaktir. Almanlarin yontemi, kabile efsanelerinin
agizdan agiza dolastirilarak babadan ogula aktarildigi ilkel insanlarin yontemidir; 6te yandan
Amerikan tarih anlatimi, bilimsel kaynaklar ve matbaanin avantajlarindan yararlanilan
modern bir yéntemdir. Her iki ydntemin de kendine 6zgii avantajlari bulunmaktadir. ilki
birinci elden anlatimin olasi cazibesini tasirken, ikincisi dogruluk ve kapsamliliga sahiptir.
(Almanlarin) hikaye anlatim yontemi, okuma becerileri yeterince gelismemis ¢cocuklarda ders
kitabina gore daha Ust niteliktedir; ders kitabi ise sahip oldugu yardimci materyallerle birlikte
okuma kapasitesi yliksek olan blyik cocuklar icin daha c¢ok tercih edilebilir. Herbart'in
sonraki satirlari hikdye anlatim ydénteminin® en iyi yonlerinin coskulu betimlemesine yer
vermektedir; yorumlar ise basili materyallerin de esit 6lclide cezbedici, ayni zamanda daha
kullanisli hale nasil getirilebilecegini gostermeye ¢calismaktadir.

Tarihin, baslangicta kronolojik ancak acik bir resim olarak ana hatlariyla kavranmasi
gerekli olursa, tim tarih alaninin (6gretmenin) zihninde ayni kolaylikla geriye, ileriye veya
yana dogru (senkronik olarak) bir bastan 6bir basa kat edebilmesi sart olur. Dikkate deger,
taninmis isimler belirli grup ve serileri olusturmaldir; en cok géze carpan isimlerin gruplarin
icinden secilebilmesi veya uzun bir serinin en dnemli noktalarinin kisa bir seri icinde bir araya
toplanabilmesi (6gretmen tarafindan) gerceklesmelidir [§240].

Charles De Garmo’nun Yorumu: Ders konusuna hakim olmak, hikaye anlatim
yontemini kullanan 6gretmen icin 6nemli oldugu kadar anlatim yapmak icin basili materyale
bagl olan 6gretmen icin de dnemlidir. Mevcut durumdaki tarih 6gretimine doénik yapilan

1 (C.N.) Herbart’in kendi metninde gecen Erzdhler (ceviride “Anlatici” olarak ifade edilecektir), hikdye anlatim
yontemini kullanan 6gretmene karsilik gelmektedir. Yorum paragraflarinda De Garmo’nun Alman modeli olarak
gordhgil, Herbart’'in tanittigi hikayelestirici s6zIi anlatim yapan 6gretmen ile Amerikan modeli olarak gordigi,
basili materyallere dayanarak anlatim yapan 6gretmen arasinda karsilastirma yapildigi icin bu paragraflarin
cevirisinde hangi 6gretmen tipine isaret edildigi acikca belirtilecektir.
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gozlemler, 6gretmenin kendi 6gretim materyaline yeni bir bicim kazandiracak derecede
hakim oldugu gercegini yadsimaktadir. Ogretmen, belki kitapta yer aldigi icin bu égretim
materyalinin farkindadir; fakat gercekler Uzerinde Ozgiirce hareket etmek, boélimleri
genigletmek veya yiginlar kisa Ozetler haline getirmek; yeni gruplamalar, kiimelemeler
olusturmak veya uzun serileri kisa olanlarla degistirmek genellikle onun becerilerinin diginda
kalmaktadir. Amerikali 6gretmen, kendi materyaline daha iyi hakimiyet kurarak ders
hakkinda bilgi edinmis olmahdir.

Ayrica sosyal siniflarla, yasalarla, ulusal sistemlerle, dinT adetlerle, kiltlr dereceleriyle
ilgili olan ve olaylarin agiklanmasini saglayan genel kavramlar, 6gretmen igin bitlnuyle agikar
olmakla kalmamali, ayni zamanda o6gretmen, bunlar arasindan hangileri ile 6grencileri
gelistirebilecegi ve onlarin zihinlerinde giincel ve canli tutabilecegi kosullari da diisinmelidir.
Bu durum, kendi basina, ¢ogu genel disiinim ilk tarih dersinin disinda birakmaktadir. Buna
uygun olarak ¢ok daha yeni politik ilkelere gére daha basit glidilerin oldugu Eski Cag tarihi,
erken yaslardaki genclere verilen derslerdeki esas yerini korumaktadir [§241].

Charles De Garmo’nun Yorumu: Amerikan tarihi, renk cesitliligi bakimindan Antik
Donem tarihine gore daha zengindir. Her seyden once bu, cocuklarin anlamalarini
kolaylastirir; ¢inki ginimuz kosullari dogrudan oncl devlet yapimizdan ileri gelmistir.
Yalnizca yasalar, ulusal sistemler ve dini adetler degil erken donemlerin ekonomik kosullari
da ozellikle 6grenilmeye degerdir; ¢unki her ikisi de onemli ve ilgi ¢ekicidir. Tarim
yontemleri, yemek pisirilmesi gibi ev islerinin ylritilmesi, ates yakilmasi, elbise dikilmesi,
barinaklarin korunmasi gibi temel islerin ylrutilmesi, karadaki ve sudaki ulasim araglari,
iletisim yontemleri ve benzeri konu basliklari genclerin ilgisini cekmektedir.

Daha o6tesinde, 6gretmenin karisik bir olayin iyi anlatilmasinin zorlugunu da hesaba
katmasi gerekmektedir. Bunun ilk sarti, keyfi aralar vermeksizin tim noktalarda, dykinin
orglisiintin sikica iliskilendirmesini saglayacak slrekli bir diisiince akisidir. Bu, ayrica, 6zenli
bir uygulama olmadan hicbir iyi tarih dersinin miimkiin olamayacag: akici bir sunumu sart
kosmaktadir. Ancak, konusmanin yalin akiciligi yeterli degildir. Bazi yerlerde ara verilmelidir,
aksi takdirde bir serinin birbirini izleyen pargalari oncekilerce engellenince bu serinin
bicimlenmesi? de gercekten basarisizliga ugrayacagl icin konsantrasyon (yogunlasma) ve
(bilincin) dustinimiin® degisimi gerceklesmeyebilir. Bu yiizden, bir tarih dersinin nerede

2 (C.N.) Bicimlendirilen bu seriler, 240. paragrafta Herbart'in séziinii ettigi dikkate deger, taninmig kisiler igin
olusturulan serilerdir. Tarihin kronolojik olarak kavranilabilmesi igin en gbdze carpan isimlerin segilerek
o0gretmen tarafindan en énemli noktalarin kisa seriler icinde bir araya toplanabilmesi saglanmalidir. Bu serilerin
dogru bicimlenmesi igin hem siirekli ve duru bir distince akisinin saglanmasi hem de seride takip eden olaylarin
birbirini kisitlamamasi ve etkili sekilde siralanmis olmasi gerekmektedir. “Serinin Bicimlenmesi” (Reihenbildung)
kavramina Herbart, “Lehrbuch zur Psychologie” (Psikoloji Ders Kitabi) eserinde deginmektedir. Serinin
bicimlenmesinin, pedagojik yonden bakildiginda, biyik bir éneme sahip oldugunu; c¢inki agik ve net
disiincenin, her tirden bicimlendirme olarak ona dayandigini belirtmektedir (Herbart, 1891: 392).

3 (C.N.) “Konsantrasyon veya yogunlasma” (Vertiefung) ve “dusinim” (Besinnung) kavramlari Herbart
pedagojisinde dnemli yer tutan ve Herbart’in “gok yonltlik” kavramini agiklamak icin basvurdugu kavramlardir
(Sagdig, 2019: 82). Bir diislince veya duslnceler silsilesi, bilincimize eslik eden alisiimis duyumlari yerinden edip
uzaklastiracak hareketliligi icimizde kazandiginda konsantrasyon gergeklesir. Felkin ise bu kavrami, diger
duslinceleri harigte birakarak uzaklastirmak icin bir 6zne veya nesnenin {izerine yogunlasan disilincenin eylemi
olarak gormektedir (Herbart, 1902: 123). Bilincimizin olagan iceriklerinin su ylziine ¢ikmasiyla da disiinim
gerceklesir (Herbart, 1843: 375). Felkin’e gore bu kavram herhangi bir biling icerigi tGizerinde tekrar toplanan ve
yeniden diizenlenen déniisimli disliincenin eylemidir (Herbart, 1902: 123). Cok yonlalugin gergeklesmesi igin
konsantrasyonlarin kendi iclerinde degismeleri ve disliniime dontsmeleri gerekmektedir; disliniimin ise
tekrardan yeni bir konsantrasyona déntsmesi gerekmektedir (Herbart, 1959: 50). Herbart'in 242. paragrafta
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baslayip nerede bitecegi ve nerede tekrarlarin devreye girecegi birbiriyle ilgisiz olamaz
[§242].

Her bir kelimenin birbirini pesi sira izlemesini sagladigi zaman anlaticinin
(6gretmenin) kendi muhayyilesinde olaylarin tamamiyla farkl bir tasarimi canlanacaktir ve
bunu dinleyicilere de aktarmasi gerekecektir. Bu tasarim diiz bir yiizeyle ayni degildir, tam
tersine cok yonli ilgi (mannifaltiges Interesse) bazi unsurlari 6ne cikarip digerlerinin geride
kalmasina yol agmaktadir. Her defasinda anlatimin ne kadar zamanla olaylarin akigi
kesilmeden sirduruleceginin ve diger taraftan tamamlayici kosullarin benimsenmesi igin
konusmanin nereye sapmasi gerektiginin de karari verilmelidir. Olay 6rglisii kaybolmadan
konunun yan ve gerisini (ard anlamlarini) aydinlatmayi 6zendirmek igin kullanilan dilin yeterli
glicli olmalidir. Anlatici burada agiklamalar yapmak ve diger yerde canl tasvirleri resmetmek
icin de glice sahip olmalidir, dinleyicinin zihnini hareket ettirirken dahi agir bashligini ve
ihtiyatini kaybetmemelidir [§242].

Bltldn bunlarin disinda en basta gelen gerekliliklerden biri de ifadedeki yalinliktir. Yeni
yetme tarihgilerin sikisik ve soyut anlatim bicimleri (dilleri) bir Gymnasium’un? st siniflari
icin bile pek uygun dismemektedir. Cagdas roman yazarlarinin eserlerinde bulunan duygu
yukli ve mizahi ifadelerden ise timiyle sakinilmalidir. Yegane givenilir modeller, eski klasik
eserlerdir [§243].

Charles De Garmo’nun Yorumu: Metinlerle tarih 6gretimi yonteminin en ciddi kusuru,
konularin tek bir kitaba sikistiriimasindan kaynaklanan verimsizliktir. Tarihin yalnizca tek
kitaptan yararlanilarak 6gretilmesi, en iyi ydontemler arasinda sayilsa dahi tarihe olan ilginin
korelmesine zemin hazirlar. Bu dogrultuda basarili 6gretmenler, adeta kurakligi daha fazla
kuru hava ile gidermek gibi, sikistirilmis kitaplarin benzerini degil kapsamli eserlerin ayni
konudaki bolimleri olan biyik miktarda takviye edici okumalari tanitmaktadir. Amerikan
tarihinde cocuk; Fiske, Parkman, McMaster, Turner, Tyler ve daha Onceki tarihgilerin
standart calismalarinin segilmis béliimlerini okumaya yénlendirilir. ingiliz tarihinde ise
dogrudan Gardiner, Green, Freeman, Traill, Ransome, Cunningham ve McArthur, Harrison ve
Macaulay gibi isimlere yonlendirilmektedir. Buna karsin bol okuma yénteminin dezavantaji
ise gereksiz ayrinti ile dolu olan yerlerin cok¢a dikkat cekiyor olmasidir. Ogrencinin, esas
muhakeme yetisini kaybedecek, olaylarin birbirlerine bagli 6nemlerini gézden kagiracak veya
hepsi birbirine bagh olan nedensel serileri zihnine saglam olarak oturtmayi basaramayacak
kadar kendisini bir ayrinti yiginina kaptirip gitmesi kolay hale gelir. Tarif edilen iki ydontem igin
de siralama ve detaylarin netlesmesinden sorumlu olan 6gretmendir. iki durumdan
birincisinde 6gretmenin sunumu gercek bir tarihcginin sanatsal bitlinligine sahip olmali,
diger durumda ise 6gretmen anlatilan konunun zenginligini oyle bir yonetmelidir ki nedenin
ve etkinin altin zincirinin, farkl farkh olanlari bir butinlikte birlestirebilecegi gorilebilsin.
Birincisini yapma yetenegine, ikincisini yapma yetenegine gore daha nadir rastlanir; ¢clinki
Ogretme sanati tarihsel derleme sanati kadar zor degildir. Modern tarih kitabiyla tarih
ogretmeye 6zgl zorluklarinin nasil asilabilecegi 247. paragrafta tartisilacaktir.

belirttigi durum boylece, serinin birbirini izleyen pargalarinin 6ncekilerce engellenmesiyle disinim ve
konsantrasyonun degisiminin gerceklesmemesi ve ¢ok yonlilige ulasilamamasi anlamina gelir.

4(C.N.) Gymnasium, 16-20. yuizyillar arasinda Latince ve Yunanca dillerinin dgretildigi yiiksek liseler, giiniimiizde
ise 5-12. okul yillarini kapsayan ve 13. okul yilinda Abitur sinavlariyla mezun olunarak yiiksek 6gretime gegisi
saglayan okul tariddr.
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Ogretmen, Herodot’un hikayeleri {izerine pratik yapmalidir. Miimkiin oldugunca acik
ve akici olarak cevirecek sekilde bu hikayeleri tamamen hafizasina islemelidir. Bu
uygulamanin cocuklar tzerindeki etkisi merak uyandiricidir. Sonrasinda Arrian ve Livius'un
tarih kitaplarindan vyararlanilabilir. Anlaticinin  kendi disliniminid ortaya koymaktan
kagindig1 durumlarda, eskilerin kendi gorislerini ve isteklerini kahramanin agzindan séyleme
gelenegi dikkatlice taklit edilmeli; ancak bu yapay bir retorik ortaya cikana kadar
sirdurdlmelidir [§243].

Onceki paragraflarda (§240—§243) belirtilen 6n alistirmalar, tarihin 6zenli ve
pragmatik® 6gretimi ile birlestirilmis ise, o halde uygulamalarla kazanilan beceri®, sartlara ve
her durumun kendine ait amacina gore sinirlandirilmalidir. Olasi durumlarin gesitliliginden
kaynakli bu konu ile ilgili genelgecer bir kural koyulamaz; bununla birlikte su 6nerilere dikkat
edilmesi gerekir [§244]:

Arzu edilen yalnizca genel manada tim yardimci araglarin, bu sayede tarihsel
objelerin (portrelerin, mimari eserlerin, harabelerin ve buna benzer yapilarin gizimlerinin)
gorsel olarak ifade edilebilmesi ve 6grencinin goziinde canlandirilabilmesi degildir. Bunun
yaninda, Ozellikle daha eski zamanlara ait haritalar da gerekli gérilmelidir. Bu haritalar,
surekli elimizin altinda olmali ve bu haritalarin sergilenmeleri 6telenip ihmal edilmemelidir.
Yalnizca senkronik olaylari degil, ayni zamanda ulkelerin degisen birlesme ve bollinmelerini
de gozler 6niine sermekte olan Strass’in Strom der Zeit” adli eseri gibi bir cizim de esas bir
unsur olarak bu 6gretim materyallerine dahil olacaktir. Bu yardimci materyallerden mahrum
kalinmasi, yalnizca hafizada var olanlarla bir siiri vaktin ve hevesin yitip gitmesine yol
acmaktadir [§244].

Bunlarin disinda tarih dersine olan su dort farkh yaklasim okuyucunun dikkatini
cekecektir [§244]:

5 (C.N.) Pragmatik tarih ifadesini Ata (2009), sebep ve sonu¢ kanunlariyla diizenlenmis tarih olarak ifade
etmistir. Herbart’in metninde s6z konusu olan, tarihin pragmatik bicimde 6gretilmesidir. Herbart (1984: 122),
tarihe donik pragmatik bir bakis acisi icin 6rnekler verdigi 249. paragrafta tarih silsilesi icinde gerceklesen
olgulari sebep ve sonuglar icerisinde sunarak ele almistir. Herbart’in ardillarindan Wilhelm Rein (1847-1929),
ansiklopedisinin tarih 6gretimi maddesinde ¢igir acan olaylari vurgulayan, tim tarih alanina genel bir bakisla
baglayan ve tiim ders konusunu etnografik olarak ele alip farkli milletlerin tarihinden yola ¢ikarak evrensel
tarihe ulasan bir dersten s6z etmektedir. “Okulun agama agama insan yasamini ve ayni bicimde alin yazisinin en
ylce dizeninin aydinlanmasini gosterebildigi stirece tarih dersi st sinifta, en sonunda evrensel bir karaktere ve
¢alismaya dogru yonelecektir. Bu sebeple, okul bir yandan pragmatik bicimde nedenlerin ve sonuglarin zincirini
ifade etmektedir; 6te yandan kiltiir tarihinin zengin birikimini aktarmalidir.” (Rein, 1905: 488).

6 (C.N.) Buradaki Kunst (sanat, beceri) kelimesi, Felkin’in cevirisinde Knowledge (bilgi) olarak ifade edilmistir
(Herbart, 1898: 232).

7 (C.N.) Herbart’in Strom der Zeit olarak belirttigi cizim Avusturyali kronoloji uzmani Friedrich Strass’a (1766-
1845) ait olan, Antik Dénem’den baslayarak 18.ylizyilin sonuna kadar farkh tlke ve milletlerin nehirlerle tasvir
edildigi, birlesme ve ayrilmalarinin kronolojik olarak gosterildigi Der Strom der Zeiten oder bildliche Darstellung
der Weltgeschichte von den dltesten bis auf die neuesten Zeiten (Eski Zamanlarin Firtinasi veya Antik
Donem’den Glnimiize Kadar Diinya Tarihinin Gorsel Betimlemesi) isimli tablosudur. “Bu haritada baslangicta
bir firtinayla tarihsel olaylar fiskirarak c¢atallanmakta, bukiilerek akmakta, yuvarlanarak ilerlemekte ve
cagildamakta; sonrasinda zamanin akisindaki coskunluga yon veren firca darbeleri muazzam ve degisken bir
metafora déntsmektedir.“(Rosenberg ve Grafton, 2010: 147). Haritada farkli milletlerin birbirlerinden ayrilmasi
(israillilerin Misirlilardan ayrilmasi gibi) ve birbirleriyle birlesmesi (Asurlular, Fenikelier, Suriyeliler, Misirhlar ve
Anadolulularin birleserek Perslere katilmasi ve Pers imparatorlugu altinda varliklarini siirdiirmeleri, sonrasinda
Biiyiik iskender’in fetihleriyle birlikte Yunanlar ve Makedonyalilarin himayesinde biiyiik bir medeniyetin
kurulmasi gibi) olusumlar sergilenmektedir.
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Birincisi: Henliz erken yaslardaki 6grencilere verilen cografya 6gretiminde, her bir
Ulkenin betimlenmesi tamamlandiginda “Eskiden bu {lke nasil gorlinliyordu?” sorusu
oncelikli olarak ortaya g¢ikmaktadir. Clinkl sehirlerin ve diger insan yapimi olan her seyin
daglar, nehirler ve denizler kadar eski olamayacagl, dogru yonde bir kavrayisa isaret
etmektedir. “Cografya dersinde, gecmisi tasvir eden tiim haritalari sergilemekten ve bu
haritalarin lizerinde agiklamalar yapmaktan kendisini alikoyamasa bile, 6gretmenin, tlkenin
ilk dénem tarihiyle ilgili bazi eklemelerde bulunmasi yararl olur. Bununla birlikte burada
sorulan soru, gecmis zamanlara kadar gitse bile baslangic noktasi aslinda Ulkenin kendisi
oldugu icin hikdye anlatim sanatina yer verilmesi soyle dursun, bundan artik uzaklasiimasi
gerekir. Eski tarihlerdeki go¢ hareketlerinden ve savaslardan kisaca s6z edilerek yalnizca llke
sathinin resminin zihinde canlandirilmasi gerekir. Baslangigta (6rnek olarak Almanya’daki
cografya ile ilgili) eski caglarin tarihsel olgulari miimkiin oldugunca kisa tutulmali; bununla
birlikte derste Fransa, ingiltere, ispanya ve italya birbirlerini sirayla takip ederken onlarin
tarihsel olgulari adim adim birbirleriyle iliskilendirilmeli ve bdylece tarih eszamanl olarak
adeta uzaktan goézlemlenmelidir. Bu yolda ne kadar gidileceginin tam olarak belirlenmesi,
cografya Ogretiminin birinci ve ikinci derslerinin birbirinden bagimsiz goriilmesiyle mimkin
olmaktadir. Birinci ders i¢cin en genel olgular yeterli olabilir. Bunlara su sekilde 6rnekler
verilebilir: Cok uzak olmayan bir gegmiste Almanya simdikinden daha ¢ok bélinmiusti. Bazi
kentlerin ve komsu llke hikiimdarlarinin birbirleriyle savaslari daha eskiye dayanmaktaydi.
Gecmiste sovalyeler ulasimi epey zor olan tepelerde oturmuslardi. Daha iyi bir diizen ve
kontroliin saglanmasi ugruna Almanya on boélgeye ayrilmisti...[§245]
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Sekil 1
StraR, Friedrich, Der Strom der Zeiten oder bildliche Darstellung der Weltgeschichte®

8 (C.N.) Bayerische Staatsbibliothek, Abteilung Karten und Bilder’'den Angelika Betz’in 16.09.2021 tarihindeki
yazili izniyle kullanilmistir. (“Bayerische Staatsbibliothek Miinchen/Hbks X 4 p”, 1828)
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ikinci ders ise daha ¢ok olguya yer verme imkani saglamakla birlikte daha eski tarihli
olgulara daha az yer verecektir. Yalnizca gilincel tarihi olgular, cografya ile kolaylikla
iliskilendirilebilir. Ancak italya’daki harabeler, ingiltere’deki birlesik dil, haritada acikca
gorilen bélinmiis topraklariyla ve dillerinin farkli farkli olusuyla isvigre’nin kendine 6zgii
politik yapisi gibi ayakta kalmis tarihi ve kiiltlrel yapilar bunun disinda kalmaktadir [§245].

Bazen onerildigi gibi diger ders saatlerinde 6gretmenin plani, Orta Cag ve modern
donem tarihine ayri bir giris dersi olarak kisa biyografilerin® (bu yolla yalnizca béluk porcik
bilgiler elde edilmesine ragmen) sozli sunumunun yapilmasi ise, bu plan, s6zii edilen
yaklasimda tarihsel olgularin cografya dersine dahil edildigi durumlarda daha uygulanabilir
hale gelir. Bunun ardindan, 6grencilerin en azindan belirli bazi tarihleri 6grenmeleri igin bir
tarih seridinin duvara asilmasi gittikce daha fazla 6nem kazanmakla birlikte 6gretmen her
firsatta onun Uzerinden belirli detaylara dikkat cekmek zorundadir. Aksi durumda, daginik
biyografilerle buytk bir karisikhga yol agma tehlikesi dogabilir [§245].

ikincisi: Erken yaslardaki genclere déniik olan tarih 6gretiminin ana unsuru her zaman
Yunan ve Roma tarihi olarak kalacaktir. Homer mitolojisinden bazi sevimli hikayelerin daha
once islenmesi, bu tirdeki tarih 6gretimine uygun olmaktadir; ¢linki tarih ile halk inanglarn
arasinda yakin iliskiler bulunmaktadir. Fakat bunu yaparken iki sapa yola girmekten kaginmak
gerekir: Bunlardan birincisi, (rasyonel hicbir amag¢ gdzetmeden) anlatimin noksansiz olmasi
ugruna ¢ocugun asiri derinlemesine teogoniyle (Tanrilarin meydana gelislerini ve kdkenlerini
yazan kitaplarla) veya utancg verici fantastik hikayelerle!® yiiz yize birakilmasi; ikincisi ise
¢ocuklara mitolojinin ezberletilmesidir. Yalnizca gergek tarihin ¢cocuklarin hafizasina islenmesi
gerekmektedir. Mitoloji ise hedef kitlesi gencler ve yetiskin erkekler olan bir derstir [§246].

Perslerin tarihi, Herodot tarihinde nasil yer aliyorsa hemen hemen o baglamiyla
anlatilmali, Asur ve Misirhlarin tarihleri kisa hikayeler [epizotlar] biciminde buna
eklenmelidir. Yunanlarin yerleri boylelikle tarih sahnesinin 6n planinda olmalidir. Ote yandan,
Eski Ahit’ten hikayeler kendi basina bir 6gretim zinciri olusturmaktadir. ilkdgretimde, Roma
tarihinin mitolojik baslangiglari korunmalidir [§246].

% (C.N.) Tarih égretiminde giris dersi olarak kisa biyografilerin kullanilmasi, Herbart’in Allgemeine Péddagogik
eserinde destekledigi bir diistincedir. “Erken yaslardaki gencler arasinda sempatinin beslenmesi icin hikaye edici
bir ders, tarihsel hikayelere, insan ve insan topluluklarinin canli biyografik betimlemelerine yer vermelidir.”
(Herbart, 1959: 95). Herbart’in bu durumda hem ev 6gretmenligi yaptigi sirada yazmaya basladigi (1797-1799)
ve sonraki yillarda dizenleyerek 1806’da yayimladigi basyapitinda hem de 1835’te yayimladigi olgunluk
eserinde biyografilerin derse hazirlik amaciyla kullanilmasini destekledigi gozlemlenmektedir. Herbart’'in
biyografilerin kullanilmasina olan itirazinin ise Steiger'e ev 6gretmenligi yaptigl ¢cocuklari icin mektup halinde
gonderdigi raporlarda bulunduguna Ata (2009) dikkat ¢ekmektedir. Bu itiraz, Herbart'in ¢ocuk kitaplariyla
biyografileri Steiger’in ¢ocuklarindan Ludwig Uzerinde etkili olmalari ekseninde karsilastirmasina dayanir.
“Ludwig’in daha cesurca ve gli¢lii yargilama yapabilmesi adina baslangicta onun Uzerindeki tim betimleme
iliskilerinden kaginilir. Asil cocuk eserleri, 6rnegin Robinson, gocuklar icin harika eserlerdir; ancak herseyi ahlak
ve dine dogru geriye gotirme niyeti, Ludwig’in kendisini tamamen bu etkilere adeta teslim ediyor olmasina
acikca 1stk tutmaktadir. Burada yazarin amaci tamamen giin yiziine ¢ikmaz. Biyografiler ve gercek hikayeler,
istenilen amaca ¢ocuk kitaplarindan daha az hizmet etmektedir.” (Herbart, 1887: 49).

10 (C.N.) Burada Herbart “anstéfige Fabeln” ifadesini kullanmaktadir. Bu ifadeyi Felkin “scandalous fables”,
Lange ise “onjectionable myths” olarak ingilizceye aktarmistir (Herbart, 1898: 234; Herbart, 1835: 232).
Almanca Fabeln ifadesi Tirk¢ede fabl, kahramanlari hayvanlardan secilen, ahlaki ders cikarilan alegorik
hikayeler anlamina geldigi gibi uydurma veya fantastik, efsanevi hikayeler (yazili veya so6zli) anlamlarina da
gelmektedir. Bu yéniiyle mitlerden ve geleneksel efsanelerden ayrilmaktadir. ifadenin gectigi paragrafta erken
yaslardaki genclere déniik tarih 6gretiminden so6z edildigi icin geviride ikinci anlam tercih edilmistir.
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Charles De Garmo’nun Yorumu: Almanlarin fikir diinyasi kendi g¢ocuklari igin tarih
Ogretiminin baslangici hakkinda nasil bir bakis agisina sahip olursa olsun, biz eger Amerikal
cocuklara hitap ediyorsak, Amerikan tarihi saglam bir 6ncelik iddiasina sahip olmahdir.
Tarihin asil entelektiiel hedefini, 6grencinin gliinimuizdeki durumu, bu duruma yol acan
tarihsel surecin bilgisine basvurarak anlamasi olarak ele aliyorsak, o zaman Amerikali gocuk
icin kendi Ulkesinin en eski ve ¢igir agan tarihi, diger Ulkelerinkine gore sonsuz derecede
degerli olmaktadir. Cinkl tarihimiz kendi insanlarimizi gelistiren ve ilerleten sakli gliglere
sahiptir; halbuki Yunanlar ve Romalilar zamaninda sahip olduklari etkileme gliclinden
uzaklagmislardir. Roma ve Yunanistan’in ¢ocuklari en ¢ok etkileyen yani sahip olduklari
mitolojileridir; ancak bunlar tarihten ¢ok edebiyatla iliskilidir. Muharebe haberleri diinyanin
her kosesinde aynidir; fakat felsefenin yilikselisinden sonra Yunanlarin bireysellige olan
tutkusunu anlamak icin ihtiya¢ duyulan zihin olgunlugu, Amerikali 6nci isimlerin kendi
gelisimimizin bir asamasi olarak Amerikan tarihinin 6gretilmesiyle iliskili benzer duygularini
anlamak icin ihtiya¢ duyulandan daha fazladir. Daha yalin bir anlatim icin, hem psikolojik
acidan yakinlik hem de ulusal degerlerden dolayl Amerikan tarihi, Amerikali ¢ocuklarin
egitiminde Yunan ve Roma tarihlerine gére 6ncelikli bir yer edinmelidir.

Klasiklerin model olarak alinmasindan sonra detayh anlatilan hikayeler genclerin
ilgisini kazanmis olsa bile yalnizca derslerin dinlenmesiyle olusan coskunun, bu derslerin
ogrencideki etkisini belirlemesine her zaman izin verilemez. Bunun yerine {zerinde
yogunlasilan Ozetler, slreci takip etmeli ve boylelikle belirli ilkesel unsurlar kronolojik
siraslyla bellege yiklenmelidir. Bu noktada asagidaki éneriler dikkat ¢ekicidir [§247]:

Hicbir karisikhk ortaya c¢ikmayacak sekilde belli bash olaylarin énceden hafizada
bulunan tarihlerle iliskilendirilmesi gerekmektedir. Baslica olaylardan birisi iliskiyi
olusturmaya yettigi siirece tek bir tarihle iliskilendirilmesi yeterli olabilir. Buna bir ikinci veya
Uglincisliniin eklenmesi disunilebilir; fakat ne kadar siklastirilirsa o kadar amacinin disina
cikacaktir. Clinkl artan zorluk nedeniyle tarihlerin timiint hafizada tutma basarisi diismeye
baglar. Takip eden tarihlerin, farkli Ulkelerin geg¢mislerini birbirleriyle iliskilendiren
senkronizmin amacina daha iyi hizmet edebilmesi igin, ayni tlkenin tarih gizelgesinde verilen
kronolojik tarihlerin, disliniilenin aksine mimkin oldugunca birbirinden uzak tutulmasi
gerekir. Eski zamanlardaki cografyanin taslaklarinin gosterilmesinde de tasarruflu olunmali;
fakat aktarilanlar dogru bir sekilde hafizalara islenmelidir [§247].

Charles De Garmo’nun Yorumu: Kabul edelim ki, 6gretmenin ilkel hikdye anlatim
yontemi egitimin heniiz basinda olanlari cezbetmekte en etkili yoldur. Modern tarihgilerin
miusterek bilgileri ve edebi becerilerinin siradan 6gretmenin gicleri karsisindaki sinirsiz
UstanlGgl aynen korunmalidir. Giincel problem, tarihin nasil derlenip diizenlenecegi degil
derlenmis olandan nasil yarar saglanacagidir. Ozetle, bu, konunun gereksiz dagitiimasindan
kaynaklanan karisikiga karsi alinan bir énlem olacaktir. Ogrenciler icin kapsamh tarih
okumalari kapsamli roman okumalari kadar kotl olabilir. Birakilan izlenimler, bir geminin
deniz Gzerindeki izlenimlerine benzeyene kadar zihin, gecip giden bir panoramaya bir alanda
oldugu gibi diger bir alanda da tam manasiyla kendisini teslim edebilir. Cikar yol ise farkli
alanlarda kazanilan bilginin 6grencinin zihninde kapsamli olarak derlenip dizenlenmesi
olacaktir. Bu da, Ogretmen veya tarih kitabinin yazari ya da her ikisi tarafindan
saglanmaktadir. Bazi yazarlar basliklar, referanslar ve arastirma sorulari yoluyla bir konunun
ana hatlarinin agikliga kavusmasini saglamaktadir. Larned’in “History of England” isimli
eserinin tim boélimleri bu bigimde sonlandiriimaktadir. Agiklayici 6érnek olarak Kral Charles
ve yurttaslari arasindaki tartismanin anlatildigi XVI. bélimden alinti yapabiliriz:
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202. I. Charles
Konu:
i. Charles'in Karakteri ve Gorusleri
Referanslar: Bright, Il, 608, 609 ; Green, 495 ; Montague, 118 ; Ransome, 138, 139.
203. Hikimdarlik Déneminin Basindaki Kotl Niyet
Konu:
i. Charles'in Evliligi ve Yeminlerin Bozulmasi
Referans: Bright, I, 608, 614.
204. Kral Charles’in Birinci Meclisi
Konular:
1. Charles'in Planlari ve Meclise Karsi Davranislari
2. Halk Tabakasinin Durusu ve Dagilmasi
3. Kralin Zorla Topladigi Vergiler
Referans: Gardiner, Il, 502, 503.

Arastirma Sorulari. (1) Kralin gelirlerinin yasal ve yasal olmayan kaynaklari nelerdi?
(Ransome, 151, 155). (2) Kraliyetin 6zel milkiinin olusturulmasi hakkinda ne soylenebilir?
(3) Charles’in sarayinin asiri masrafli olmasina sebep olan nedir? (Traill, IV, 76). (4) Paraya
olan bu gereksinim meclisin yiiceliginin ortaya ¢citkmasini nasil saglayabilirdi? 1!

Benzer sekilde ingiliz tarihinin bu kesitinde geriye kalan konular kayitlara gegcirilmistir;
cocuga, okumalarinda ve dzetlemelerinde de rehberlik etmektedir. Ogretmenin, dgrencinin
konunun ana hatlarini zihnine iyice yerlestirdigini gozlemlemeye gercekten ehemmiyet
gostermesiyle kelimelerin dogal tabiatinda kayiplar yasanmasi tehlikesi olusmaz. Ayni
zamanda c¢ocuklarin zihinleri, tek 6gretmenden bulylk olasilikla yetersiz gelecek kaynaklarla
sinirlandiriilmak yerine bircok Ust dizey kaynaktan beslenerek zenginlesir. Bu yontemle
¢ocuk, zihin enerjisinin dagilmasi nedeniyle olusacak zarardan etkilenmeden modern
bilgeligin yararlarini tadabilir.

Diger yazarlar ayni sonuglara farkl yollarla ulasirlar. Ornek olarak Fiske’in “History of
the United States” eserinin her bolimi, neden ve etki baglantisinin vurgulandigi giincel bir
kisa 6zetle bitirilir. X. bélimiin sonunda, “Devrimin Nedenleri ve Baslangiclari” konusunda
asagidaki satirlari gormekteyiz:

Ana Basliklar ve Sorular:
76. lIl. ingiltere ile Kolonileri Arasindaki izlenimlere Yol Acan Nedenler
1. Avrupa’nin koloniye bakis acisi ve bundaki amaclari nelerdi?
2. Var olan ticaretle ilgili hatal bakis acilari nelerdi?
3.Ticareti diizenleyen yasalarin asil amacinin ne oldugu ve benzer sorular

77. Federal Bir Birlige Olan ihtiyac

1 Larned, "History of England," Houghton, Mifflin & Co., p. 396.
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1. Fransiz savaslarinin ylritilmesindeki zorluk
2. Franklin’in bildirisi
3. Franklin’in birlik plani ve benzer ifadeler
78. Damga Vergisi Kanununun Konulmasi ve Kanunun Yurirlikten Kaldirilmasi
1. Koloniler tarafindan ihtiya¢ duyulan hiikiimet tir(
2. Meclisin boyle bir hiikimeti kurmak icin nasil bir girisimde bulundugu
3.Damga Vergisi Kanununun 6zelligi ve benzer sorular
79. ingiltere’de Vergilendirme
1. Pitt’in Amerikan dostlugunun Ill. George’u nasil rahatsiz ettigi
2. Mecliste ingiliz halkinin temsil edilmesi
3. Halkin Amerika’daki temsil hakkinin adil bir durumda kalmasinin nasil saglandigi
4. ingiltere’de bu temsil hakkinin nasil adaletsizlige déniistigi
5. Bu adaletsizligin neticesinde kanuna aykiri uygulamalarin tercih edilmesi
6. Eski Whigs Partisi
7. The Tories veya lll. George’un Partisi
8. Yeni Whigs Partisi ve Hedefleri
9. lll. George’un Pitt’e karsi neden fazlasiyla kin dolu oldugu
10. Kralin Amerika’daki vergilendirmeye karsi olan yaklasimi
11. ingiltere halkinin bizim diismanimiz olmadigi ve benzer ifadeler

Bu konu basliklarinin son kisimlarini Fiske’in “The American Revolution” eserinin
birinci cildindeki sayfalarina génderme yapan, on bes maddeden olusan “Hedefe Donik
Sorular ve Yonergeler” izlemektedir. Tamami ise “The American Revolution” ve Cooke’nin
“Virginia” isimli eserlerinden takviye edici okumalar olarak on sekiz konu bashgiyla
sonlandiriimaktadir.?

GCocuklara doniik olan modern ders kitaplarinin gesitli 6grenim alanlarindaki uzmanlar
tarafindan hazirlaniyor olmasi ve cocuklarin entelektiel ilgilerini uyandirmak icin modern
araclarin en yiksek diizeyde kullanimiyla ilgili en ufak bir diislinceye dahi hak verilmemesi
dikkate deger bir gercektir. Bu durumda, akici okumayi 6grenmis cocuklarda, gecmiste ne
kadar etkili olmus olsa da ilkel yontemlere itibar etmek yararsiz olur.

Ayrintili anlatilan hikayeleri izleyen genel 6zetler, 6grenciye, haklarinda pek fazla
konusulmayan donemlerde tarihin ve 6gretmenin sessiz kalarak gecistirdigi bircok olayin
yasanmis olabilecegi cikarimini kendi kendine yapabilme avantaji saglar. Buradan yola
cikarak, sonraki derslerde bazen gercekten de kacinilmaz olan, 6gretimin yalnizca kisaltilip
Ozetlenerek yapilan asamalarinda ortaya cikabilen yanlis etki ve izlenimlere karsi dnlemler
alinmis olur [§248].

12 Fiske, John, " A History of the United States for Schools," Houghton, Mifflin & Co., Boston, pp. 211-215.
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Uglinciisti: Orta Cag tarihi, ne antik dillerle ugrasan filolojiden destek saglamakta ne
de ginumuzdeki kosullarla bir yakinliga sahip olmaktadir. Orta Cag ile ilgili bu yizden
cografya ve kronolojinin sagladigi acikliktan daha fazlasini sunmak zordur. Fakat bununla
yetinmemek gerekir. Clnkl yalnizca zihinde olanlardan, kendilerine ilgi gosterilmediginde,
hafiza icin ¢ok biyiik bir yiik ortaya ¢ikmaktadir. islam, papalik ve kayzerlik, feodaliteyle
birlikte imparatorluk gibi temel olusturan unsurlar dikkatli bir sekilde vurgulanarak
ogrencilerin dnline konulmal ve agiklanmalidir. Bliylik Sarlman zamanina kadar gergeklesmis
¢cogu olgu, Kavimler Gocli resmine eklenen firca darbelerini olusturabilir. Blylk Sarlman ile
Alman tarih silsilesi baglamaktadir. Senkronik olaylari kendisiyle iliskilendirebilmek adina bu
silsilenin Orta Cag’in tamamina uzanmasi ¢cogunlukla amaca uygun olarak gorulecektir. Yalniz
bu plana karsi bazi siipheler dogmaktadir. Ottolar, Henryler, Hohenstaufenlar donemleri
eklenecek olaylarla birlikte hi¢c siphe yok ki birbirleriyle bir Olglide baglantih bir bitin
olustururlar; fakat erken gelen fetret donemi Uzicl bir kesintiye yol acmistir. Rudolf,
Albrecht, Bayernli Ludwig Uzerine anlatilan hikayeleri iceren tarih dersi butlndyle telafi
edilse dahi IV. Charles’tan lll. Frederick’e kadar tim hikimdar isimleri, o dénemin tim
tarihinin senkronize edilmesini saglayan dayanaklar olarak glivenle segebilecegimiz hareket
noktalarini bu tarih dersine sunmazlar. Bu ylizden Rhens elektérler meclisinde Bayerli
Ludwig’in basina gelen aforoz olayinda ve “papalarin Avignon’a nasil geldigi” sorusunda
konuyu kesmek daha iyi olabilir. Simdi 6gretmen, Sarlman’a geri ddnerek Fransa, italya ve
ayni sekilde ingiltere’yi isleyebilir ve dersi Hacli Seferleri’nin tarihiyle tamamlayabilir. Bunun
devaminda, Burgonya ve isvicre’ye, benzer sekilde Fransa ve ingiltere arasinda degisen
savasin kaderine senkronik olarak dikkat cekilerek vurgu yapilir, ardindan Alman tarihini
Maximilian ile yeniden 6n plana ¢ikarmak ugruna Fransa’yi anlatirken VIII. Charles ve
ingiltere’yi anlatirken VII. Henry dénemlerinde derse ara verilir. Bohemya savaslarina
Reform’un habercisi gozliyle bakilmalidir. Diger olaylar da derse ustalikla dahil edilmelidir.
Bazi konularin farkh formlarda birlikte ele alinmalari daha sonra yapilacak tekrarlara
saklanmalidir [§249].

Dordincisiu: Modern tarihin anlatildig derslerde 6gretmen, modern donemin Orta
Cag’da oldugu gibi genis bir zaman araligini kapsamamasi ve birbirinden oldukga farkh g
doneme ayrilabilmesi gibi avantajlardan yararlanmalidir. Bu dénemlerden birincisi Vestfalya
Baris Antlagmasi’na, ikincisi bu baristan Fransiz Devrimi’ne, sonuncusu da giinimize kadar
uzanmaktadir. Bu dénemler dikkatli sekilde birbirinden ayirt edilmelidir. Oncelikle her bir
donemin basta gelen olaylari senkronik olarak aktariimali, sonra bunu her bir llkenin en
temel olaylarinin anlatimi takip etmelidir. Ancak tim donemler icin bu yol izlendikten ve
sunulan konular tekrarlarla gerektigi gibi hafizalara islendikten sonra her llke icin Orta Cag‘a
kadar geriye giden ve zamanimiza kadar uzanan genis kapsamli etnografik bir sunum, uygun
sekilde derse dahil edilebilir. Tum devletler icin eskiden yalnizca kabataslak tasvir edilenler
simdi daha biitlincil acidan resmedildiginde bu tekrarlar zararlh olmaktan cikarlar [§250].

En 6nemli olan sudur ki, tam anlamiyla egitim sagladig iddiasinda bulunan higbir
derse, tarihe karsi pragmatik bir bakis acisini cocukta uyandirmadikca ve cocuga bunu kendi
basina arastirmayr 6gretmedikce tamamlanmis goziyle bakilamayacaktir. Bu durum
glinimizle dogrudan iliskisinden dolayi dncelikle modern tarih icin gecerli olsa da Orta Cag
ve Antik Donem tarihlerinin Gzerinde de buna uygun olarak, yeni bastan calisiimasi
gerekmektedir [§250].

Tarih, insanlhigin 6gretmeni olmalidir; eger bdyle olmazsa, bunda en kabahatli olanlar
genglerin tarih 6gretmenleridir [§250].
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Liselerde ve egitim slreci daha sonra Universiteyle tamamlanmadigi igin 6zellikle Ust
diizey egitim veren halk evlerinde, iyi bir sekilde derlenmis ve tek tek alanlara 6zel egilim
gostermeden Ozetlenmis kesiflerin, sanatlarin ve bilimlerin kisa tarihleriyle, tarih 6gretimi
sonlandirilmalidir [§251].

Ayrica tarih 6gretiminin tim akisinda derse siir denemeleri eslik edecektir. Bu siirler
dogrudan farkli dénemlerden alinmamis olsa bile o donemlerle iligkilidir. Bu siirler, ayrica,
tasvir edildikleri donemler birbirlerine ok uzak olsa da 6grencilerin insan zihninin zincirlerini
en iyi kiran hamlelerdeki biyik gesitliligi 5Gnemli 6lglide tanimalarini saglayacaktir [§251].

GoOzlem: Yurtsever tarih tim Ulkeler igin ayni degildir, her yerde de ayni ilgiyi
goremez. Ayrica erken yaslardaki genglere anlatilan daha biyuk olaylarin odak noktasindan
baska bir yone kaydirildiginda, bu olaylarla iliskisi kurulamadigi icin genglere ¢ogunlukla
anlasilmaz gelecektir. Ogrencinin ruhundaki coskunun parildamasi icin bu tarih dersinden
erkenden vyararlanmak isteniyorsa c¢ocuklar agisindan anlasilabilir olanlari ve onlarin
yurtseverlik duygularini canlandiranlari ortaya ¢ikarmak icin 6zel bir dikkat gerekli olacaktir
[§251].

Destek ve Tesekkiir Beyani: Bu ¢alismanin yapilmasini destekleyen degerli hocam Prof. Dr.
Bahri Ata’ya ve degerli esim Fatma Tugce Sagdi¢’a, De Garmo’nun yorumlarininin gevirisini
okuyarak daha anlasilir hale gelmesine katki saglayan degerli meslektasim Dr. Cengiz
Mentes’e sonsuz tesekkirlerimi sunarim.

Cikar Catismasi Beyani: Yazar c¢ikar ¢atismasi olmadigini beyan eder.
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Orijinal Metin (Original Text)?

Zweytes Capitel
Geschichte.
§ 80. [§ 230.]

Der allgemeinste Fehler, worin jtingere Lehrer der Geschichte zu ver-
fallen pflegen, ist die unwillkithrlich wachsende Weitliuftigkeit im Vortrag,
Nicht eben das Interesse wiichst, sondern das Geflecht der Begebenheiten
zieht sie hierhin und dorthin. Schon dies verrith Mangel an Vorbe-
reitung; aber nicht bloss Vorbereitung, sondern selbst Voritbungen sind
nothig,

§ 9o. [§ 240.]

Soll zuvirderst Geschichte bloss chronologisch, aber in einem vesten
Bilde aufgefasst werden. so erfodert dies gleiche Leichtigkeit, sic riickwiirts
oder vorwiirts oder seitwirts (synchronistisch) in Gedanken [44] zu durch-
laufen. Die merkwiirden Namen miilssen bestimmte Gruppen und Reihen
bilden; und es muss geliufig seyn, aus den Gruppen die allermerkwiirdig-
sten herauszuheben; oder aus einer langen Reihe die !wichtigsten Puncte
in eine kurze! Reihe zusammenzustellen.

$ or. [§ 241)
Ferner miissen die allgemeinen Begrifie, welche sich auf Stinde, Ver-
fassungen, Einrichtungen, Religionsgebriiuche, Culturstufen, beziechen, und
zur Erklirung der Begebenheiten dienen, nicht bloss dem Lehrer ganz

b ,wichtigsten und ,kurze® sind in der 1I. Ausgabe gesperrt gedruckt. a

8 SW drucken nach der I}, Ausg. obhne Angabe der Variante der 1. Ausgabe,

3 by Johann Friedrich Herbart
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9b VI, Umriss pidagogischer Vorlesungen, 1835.

— - — 3 I

deutlich seyn, sondern er muss auch die Bedingungen fiberlegen, unter
welchen er sie den Schilern entwickeln und gegenwiirtig erhalten kdnne.
Schon dadurch werden vom frithesten Unterrichte die meisten aligemeinen
Reflexionen ausgeschlossen. Und die a/te Geschichte, deren Motive ein-
facher sind, als die neuern Interessen der Politik, behauptet sich an ihrem
Platze im Vortrage fir die frithere Jugend.

§ 02 [§ 242]

Weiter muss die Schwierigkeit erwogen werden, eine verwickelte Be-
gebenheit gut zu erzihlen. Dazu gehdrt zu allererst ein reiner Gedanken-
fluss, vermdge dessen der Faden der Erzihlung in allen Puncten, die nicht
absichtliche Ruhepuncte sind, genau zusammenhidnge. Dies setzt ferner
eme fliessende Rede voraus; ohne deren sorgfiltige Uebung kein guter
historischer Vortrag miglich ist. Der [45] blosse Redefluss reicht aber nicht
zu.  Fs misssen Ruhepuncte eintreten, weil soust der Wechsel der Ver-
ticfung und Besinnung* nicht kann erreicht werden; ja schon weil die
Reihenbildung®*  sonst mislingt, indem das Nachfolgende vom Vorher-
gehenden eine Hemmung erleidet. Es ist demnach nicht gleichgiiltiz, wo
eine historische Lehrstunde anfingt und abbricht, und wo die Wieder-
hohlungen eingeschaltet werden.

Withrend der Erzihler die Worte nur nacheinander kann folgen lassen,
schwebt ihm selbst cine ganz andre Gestalt der Begebenheit vor, und er
soll sie dem Zuhdorer mittheilen. Diese Gestalt gleicht auch nicht einer
ebenen Fliche, sondern ein mannigfaltiges Interesse hebt Einiges und lasst
Anderes sinken. Es muss also unterschicden werden, wie weit jedesmal
diec Rede gerade fortlaufend der Succession der Begebenheiten folgen, wo
im Gegentheil sic abbeugen solle, um Nebenumstinde in sich aufzunehmen,
Es muss im Ausdrucke eine Gewalt liegen, Seitenblicke und Ruckblicke
zu veranlassen, selbst ohne die Richtung zu verlicren. Der Vortrag muss
Beschreibungen hier, verweilende Schilderungen dort anzubringen in seiner
Macht haben; und wihrend er den Zuhdrer bewegt, doch selbst Besonnen-
heit und Umsicht nicht verlieren.

§ 93 [§ 243]

[46] Zu dem allen kommt noch ein Haupt-Erfoderniss, ndmlich die
grosste Einfachheit im Ausdrucke. Die gedringte und abstracte Sprache
neuerer Historiker passt kaum fiir die oberste Klasse eines Gymnasiums; das
Sentimentale oder Witzige der neuern Novellenschreiber muss ganz ver-
micden werden. Die einzigen sichern Muster sind die alten Klassiker.

? Man ibe sich an Erzihlungen des Herodot. Man muss sie ganz
cigentlich memoriren, in maglichst treuer, nur fliessender Uebersetzung.
Die Wirkung aut Kinder ist tiberraschend. Spater knnen Arrian, und
Livius gebraucht werden. Die Weise der Alten, den Hauptpersonen ihre
Ansichten und Motive in den Mund zu legen (wobey der Erzihler es

* Allgemeine Pidagogik, S. 119.!
** Lebrbuch zur Psychologie, S. 141, 150, [Band IV, S. 305, 402 vorliegender
Ausgabe) und an mehrern Orten.

' Die Anmerkung ist in der 1. Ausg. weggeblicben.

Turkish History Education Journal, May 2022, 11(1), 123-156 139



Tarih

3. Abschnitt, Pldagogische Bemerkungen ete, 2, Cap, Geschichte, 07

vermeidet, mit cigner Reflexion aufzutreten), ist sorgfiltig nachzuahmen,
und nur in so fern zu beschriinken, als eine kiinstliche Rhetorik dabey
zum Vorschein kommt

§ 04, [§ 244]

Sind die erwihnten Voriibungen (§ 00-—03)! mit einem griindlichen
und pragmatischen Studium der Geschichte verbunden worden: so muss
alsdann noch in der Anwendung die gewonnene Kunst sich nach den
Umstinden und jedesmaligen Zwecken? beschriinken. Hieriiber lassen
sich nun zwar bey der grossen Verschiedenheit vorkommender Fille keine
allgemeine Regeln geben;? indessen ist folgende vierfache Art des Unter-
richts zu bemerken.

[47] § 95 [§ 245]

1) Zuerst entsteht schon beym frithesten geographischen Unterricht,
so oft die Beschreibung eines Landes geendet worden, dic Frage: Wie
sah es ehemals in diesem Lande aus? Denn es gehdrt zur richtigen Auf-
fassung, dass Stidte und andre Menschenwerke nicht gleich alt sind wie
die Berge, Flitsse, Meere. *Kann man sich nun gleich nicht dabey auf-
halten, alte Landcharten vorzuzeigen und zu erkliren, so ist es doch niitz-
lich, etwas Weniges diber die Vorzeit des Landes beyvzultgen; dabey aber
soll man die Kunst des Erzihlens nicht anbringen, sondern gerade ver-
meiden; indem die Frage, obgleich sie in die Zeit zurlickgreift, doch von
dem Lande ausgeht. Es soll nur dic Vorstellung des ruhenden Bodens
dadurch belebt werden, dass von der Bewegung in frithern Vdlkerziigen
und Kriegen etwas erwihnt wird. Anfangs also (z B. bey der Geographie
von Deutschland), sollen die Notizen von der Vorzeit so kurz als mog-
lich seyn; wiahrend aber Frankreich, England, Spanien, Italien einander

! Die 1I. Avsg. verweist ebenfalls auf die § 9o—g3. (Druckfehler.) Es misste
heissen § 240—243.

? und jedesmaligen Zwecken ausdehnen oder beschrifoken. I Ausg.2

3 Hier schiebt die I Ausg. Folgendes ecin: indessen ist folgendes zu be-
merken.

Nicht bloss im Allgemeinen sind alle Hillfsmittel, wodurch historische
Gegenstiinde bildlich dargestellt und versinnlicht werden kinnen (Portraits,
Abbildungen von Gebauden, Ruinen, u. d. gl) wiinschenswerth: sondern
als nothwendig muss man insbesondre Landcharten fur lltere Zeiten be-
trachten, stets zur Hand haben und das Vorzeigen nicht versiumen. Auch
gehort dahin wesentlich eine Zeichnung wie dic von STRASS unter dem
Namen: Strom der Zeiten, welche nicht bloss den Synchronismus, sondern
zugleich die wechselnde Verbindung und Trennung der Lander vor
Augen stelit. Entbehrt man solcher Hilfsmittel, so wird mit blossen Ge-
dichtnisssachen viel Zeit und gute Laune verdorben.

Ferner bemerke man foleende vierfache Art des Unterrichts.

1 Kann man sich nun gleich in den, der heutigen Geographie be-
stimmten Stunden, nicht dabey . . . . IL Ausgabe, b

a SW dmcken nach der I Ausg. ohne Aongabe der Varinnte der L Ausmabe.
b SW, welche pach der II. Ausg. drucken. geben die Varinate der I, Ausy,
nicht an.
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folgen, kntpfen sich diese historischen Notizen allmdéhlig ancinander, und
man lisst die Geschichte !gleichsam von fern erblicken.

Will man in andern Lehrstunden, wie manchmal empfohlen waorden
(obgleich dadurch pur Fragmente gewonnen werden) kurze Biographien
als erste Vorbereitung aul mittlere und neuere Geschiclite vortragen: so
witd dies wenigstens eher ausfiibrbar, wenn der Geographie jene histo-
rischen Notizen sind [48] *beygefigt worden. Alsdann aber muss cine
Zeittafel an der Wand hiingen; und auf cinige Stellen derselben muss man
bei jeder Gelegenheit hinweisen, damit die Schiiler wenigstens einige veste
Zeitpuncte gewinnen.  Sonst lduft man Gefahr, durch zerstreute Biographien
grosse Verwirrung zu veranlassen,

§ 00. [§ 246]

2) Der Haupttheil des Geschichits-Unterrichts fiir die frithere Jugend
bleibt immer die Griechische und Rémische Geschichte.  Einige an-
muthige Erziiblungen aus Homerischer Mythologie vorausgehen zu lassen,
ist der Sache angemessen, da die Geschichte mit dem Velksglauben zu-
sammenhiingt. Aber zweyv Abwege sind zu vermeiden: der eine, in weit-
liuftige Theogonie, oder in anstossige Fabeln, der Vollstindigkeit halber
(die keinen Zweck haben wiirde) zu gerathen; das zweyte, der Mythische
auswendig lernen zu lassen. Nur wahre Geschichte scll memorirt werden
von Kindern. Mpythologie ist ein Studium fiir Junglinge oder Minner.

Dic Persische Geschichte muss ungefihr in dem Zusammenhange,
wie sie bey Herodot erscheint, erzihlt werden; ihr ist das Assyrische, das
Acgyptische anzuschiiessen in Form von Episoden; dabey muss Griechen-
land im Vordergrunde bleiben. Die Erzihlungen aus dem alten Testa-

! Die 11. Ausgabe schiebt hier Folgendes ein: Dies wird sich genauer be-
stimmen lassen, wenn man den ersten und zweyten Cursus des geographischen
Unterrichts gesondert betrachtet, Beym ersten kann das Aligemeinste ge-
niigen; z B. dass, noch nicht kingst, Deutschland viel mehr als jetzt, ge-
theilt gewesen; dass es dltere Zeiten gegeben habe, worin manchmal Stidte
und angrinzende Landesherrn einander bekriegten, dass die Ritter auf
schwerer zugiinglichen Anhdhen wohnten, dass man sber der bessern
Ordnung und Aufsicht wegen Deutschland in zehn Kreise getheilt habe,
w d. gl m.

Der zweyvte Cursus wird schon mehr Thatsachen zulassen, jedoch
von ilterer Geschichte sehr wenig. An die Geographie lisst sich nur

» Neueres bequem ankniipfen; ausser wo Monumente noch vorhanden sind,
z. B. die Ruinen Italiens, die zusammengesetzte Sprache Englands, die
eigenthtimliche politische Gestaltung der Schweiz mit ihrem, schon auf der
Landcharte sichtbaren, viclgetheilten Boden, und der Verschiedenheit ihrer
Sprachen.

Will man in andern Lehrstunden . .

¥ beygefiigt worden. Alsdann aber ist um desto ndthiger, dass eine
Zeittafel an der Wand hiinge; und auf einige Stellen . . . 1L Ausg.a

a SW drucken nach der TI, Ausg. ohne Angabe der Variante der 1. Ausgabe.
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mente bilden dagegen ecinen Lehrfaden far sich allein. Die Rdmische
Geschichte muss fiir den frithern Unterricht ilire mythischen Anfinge be-
halten.
§ 97 [¥ 237

[40] Wenn nun ausfilbrliche Erzihlungen nach dem Muster der
Alten, die Aufmerksamkeit der Jugend gewonnen haben: so darf gleich-
wobl nicht fortwiihrend das blosse Vergniigen, sich erzihlen zu lassen,
den Eindruck der Lehrstunden bestimmen; sondern es miissen gedringte
Uebersichten nachfolgen, und einige Hauptpuncte darin chronologisch
memorirt werden. Hiebey ist folgendes zu merken:

An den eingepriigten Jahrszahlen sollen die Hauptbegebenheiten sick
im Gedichtnisse dergestalt bevestizen, dass keine Verwirrung entstehe.
Sowzit nun der Zusammenhang einer Hauptbegebenheit reicht, kann eine
einzige Jahrszahl hinreichen; man mag eine zweyte oder dritte hinzuftigen,
aber je mehr man sie hiuft, desto zweckwidriger ist es; denn sie schwiichen
ihre Wirkung wegen der wachsenden Schwierigkeit, alle zu behalten. In
der Geschichte eines und desselben Landes sollen vielmehr die Jahrszahlen
mdglichst in weiten Distanzen bleiben; damit nahestehende Zahlen dem
Synchronismus desto besser dienen, welcher die Geschichten verschiedener
Linder verkniipft. Auch in Angaben aus der alten Geographie sey man
sparsam, aber dringe auf genaues Einprigen.

S 08, [§ 248]

Durch die Uebersichten, welche den ausfithrlichea Erziblungen nach-
folgen, gewinnt der Schiller den Vortheil, dass er bey solchen Perioden,
von [50] denen man wenig erzihlt, von selbst voraussetzt, es sey sehr
Vieles geschehen, wovon die Geschichte oder der Lehrer schweige, Hie-
durch sichert man sich gegen falsche Eindriicke, welche da entstehen
wiirden, wo der Unterricht nur compendisrisch fortschreitet; wie es in
der That spiterhin? meistens unvermeidlich ist,

2

¥ 99.°
3) Die mittlere Geschichte kann, beim ersten Vortrage wenigstens,
fast nur chronologisch und geographisch behandelt werden. Denn die

! gpaterhin zum Theil unvermeidlich ist. 1L Ausg.2

* Der kiirzeren Fassang des § 99 und des I. Abschnitts des § 100 der 1, Ausg,
(biz S. to1. Z. 5 v. 0.) entspricht in der 1. Ausg. folgende lingere (die §§ 249 und
den ersten Abschoitt von 230 umifassend):

§ 240.

3) Die mittlere Geschichte hat weder Hiilfe an der Philologie, noch
Verwandschaft mit den bheutigen Zustinden; es ist schwer, dem Vortrage
derselben eine mehr als chronologische und geographische Klarheit zu
geben; und doch darf man sich damit nicht begnigen; es wlrde eine zu
grosse Last blosser Gedachtnisssachen ohne Interesse daraus entstehn.
Die Grundlagen: Islam, Pabstthum, Kaiserthum sammt dem Lehrwesen,
missen sorgfiltic hervorgestellt und crklirt werden. — die meisten That-

a SW drucken nach der IL. Ausg, ohnpe die Varante der I. Ausg. anzumerken.

-

‘
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Menge der Begebenheiten ist gross, ihr Synchronismus schwer und doch
nothig, ihr sichtbarer Zusammenhang gering. Indessen wird wohl meistens
fir zweckmiissig erachtet werden, den Faden der deutschen Geschichite
durch das Ganze zu ziehen, um an diesem den Synchronismus zu be-
vestigen.

Dass einzelne Parthien des Mittelalters, z B. die Thaten Karls des
Grossen, die Kreuzziige, u. a. m. heller beleuchtet werden milssen, 1st
kaum zu erinnem.
sachen bis auf Karl den Grossen konnen noch Zusitze zu dem Gemilde
der Volkerwanderung bilden. Alsdann beginnt der Faden der deutschen
Geschichte: es wird meistens fiir zweckniissig erachtet werden, diesen
Faden durch das Ganze zu ziehn, um an ihm den Synchronismus zu be-
vestigen. Allein hiergegen erhebt sich einiger Zweifel. Zwar die Ottonen,
die Heinriche, die Hohenstaufen, sammt dem was einzuschalten ist, er-
geben einigermaassen ein zusammenbingendes Ganze; aber schon das
Interregnum macht eine traurige Unterbrechung; und wenn auch der Vor-
trag bei den Geschichten von Rudolph, Albrecht dem Baiern sich gleich-
sam wieder erholt, so bieten ihm doch die Namen der Haupter von Katln
IV. bis Friedrich IIL nicht solche Ankniipfungspuncte, dass man sic zu
Tragen des Synchronismus fiir die gesammte Geschichte jener Zeit taglich
wihlen kénnte. Es dirfte daher besser seyn, bey dem Banufluch, der
Ludwig den Baiern traf, — dem Churverein zu Rense, — und bey der
Frage: wie die Pibste mach Avignon kamen? abzubrechen, Mann kann
nun, zu Karin dem Grossen zuriickgehend, Frankreich, Italien, selbst Eng-
land vornehmen, die Geschichte der Kreuzziige vervollstindigen; weiterhin
synchronistisch Burgund und die Schweiz, desgleichen das zwischen Frank-
reich und England wechselnde Kreisgliick hervorheben; dann in Frank-
reich bei Karln VIIL, in England bey Heinrich VIL anhalten; um mit
Maximilian wieder die deutsche Geschichte in den Vordergrund zu stellen.
Die Hussitenkriege werden als Vorliufer der Reformation zu betrachten
seyn. Anderes muss geschickt eingeschaltet werden. Manche verinderte
Zusammenstellung ist den Repetitionen vorzubehalten.

§ 250.

4) Fiir den Vortrag der neuern Geschichte benutze man den Vor-
theil, dass sie keine so lange Zeitreihe umfasst wie die mittlere; und dass
sie in drey sehr verschiedene Perioden zerfillt, in die Zeit bis zum west-
phillischen Frieden, dann von da bis zur franzésischen Revolution, endlich

5 bis auf unsere Zeit. diese Perioden sondere man sorgfiltiz von einander;
erzfihle zuerst synchronistisch die Hauptbegebenheiten ciner jeden, und
lasse darauf das Nothigste von den einzelnen Lindern folgen. Erst nach-
dem dies fiir jede einzelne Periode geschehen, und durch die Repetitionen
gehiorig eingepriigt ist, kann fuglich ein ethnographischer Vortrag, welcher
fir jedes einzelne Land bis ins Mittelalter zurtick, und bis zu unserer
Zeit fortgeht, in grosserer Ausfithrlichkeit hinzukommen. Wiederholungen
sind nicht schadlich, wenn sie vollstindiger filr jeden einzelnen Staat das
ausmalen, was frither nur im Umrisse war gezeigt worden.

Die Hauptsache ist, dass kein Unterricht , . . . (5. 8. 101, Z. 5 v )
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§ 100. [§ 250.]

4) Noch viel weniger als dic mittlere lisst sich die neuere Geschichte
auf einmal in ibr rechtes Licht sctzen: sondemn der Vortrag muss noth-
wendig nach verschiedenen Gesichtspuncten mit verdnderter Ordnung
wicderhohlt werden.

Die Hauptsache aber ist, dass kein Unterricht. der nur cinigermaassen
darauf Anspruch macht, voll[51]stéindige Bildung zu gewihren, fiir geendet
gelten kann, bevor er die pragmatische Betrachtung der Geschichte in
Gang gesetzt, und danach suchen gelehrt hat. Dieses nun gill zwar vor-
zugsweise der neuem Geschichte wegen ihres unmiticlbaren Zusammen-
hanges mit der Gegenwart; allein auch dic mittlere und alte Geschichte
muss dem gemiiss von neuem durchgearbeit werden.

Die Geschichte soll die Lehrerin der Menschheit seyn; und wenn
sic es nicht wird, so tragen die Jugendlehrer der Geschichte einen grossen
Theil der Schuld.

§ 1or. [§ 251]

Eine gut zusammengestellte, nicht mit Vorliebe fir einzelne Facher
abgefasste kurze Geschichte der Erfindungen, Kiinste und Wissenschaften
sollte in Gymnasien, besonders aber in hdoheren Bitrgerschulen (die nicht
durch die Universitit erginzt werden!) den Schluss des historischen Unter-
richts machen,

Und wihrend des ganzen Laufes dieses Unterrichts gebithrt ihm eine
Begleitung durch Proben von Poesie, die, wenn nicht unmittelbar den ver-
schiedenen Zeitaltern entnommen, sich doch auf sie beziehen; und wenn
auch nur in sehr weiten Distanzen, doch einigermassen die grossen Unter-
schiede in den frevesten Regungen des Menschengeistes zu erkenncn
geben.

Anmerkung. Vaterlndische Geschichte ist nicht fiir jedes Land die-
selbe, nicht iiberall von gleichem [52] Interesse, und wegen ihres Zusaminen-
hangs mit grisseren Begebenheiten vielfach unverstindlich, wenn sie aus
deren Mitte herausgerissen, der fritheren Jugend vorgetragen wird. Will
man ihren friithzeitigen Gebrauch, um das Gemfith zu erwirmen: so ist
einc besondere Sorgfalt nothig, damit man gerade fiirs Knabenalter das
Verstandliche und Anregende aushebe.
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Orijinal Metin (Original Text)*

CHAPTER 11
HisToRY

239. THE most common blunder that younger
teachers of history are apt to make is that, without
intending it, they become increasingly prolix in pre-
sentation. It is not that interest deepens, but that
the network of events lures them, now one way, now
another. This of itself evinces preparation; but men-
tal preparation alone does not suffice; preliminary prac-
tice, too, is necessary.

Young teachers of history, like young teachers in other sub-
jects, are prone to error. What the prevailing error in a given
study will be, is likely to depend upon conventional methods
of presenting it. In Germany it is customary for the teacher
himself to be the historian through whose mind all historical
knowledge passes on its way to the children. But just as
good writers of history are rare, so good teachers of history are
likely to be few, since in an important sense they are at once
teachers and oral historians. Where the text-book is depended
upon for the narrative, as in the United States, a different
difficulty presents itself to the teacher. What shall he do with
the text, all the pupils having read it ? Perhaps the common-
est method is to call upon them one by one to reproduce it in
class. But this is a deadening process, since it compels nine-
teen pupils to sit passive while the twentieth recites the words

223

4 by Charles De Garmo. (C.N.) Herbart’in eserinin ingilizce gevirisine De Garmo’nun ekledigi ve benim

calismamda ingilizceden Tiirkceye cevirdigim yorumlar, ilgili orijinal sayfalar {izerinde isaretlenerek
gosterilmistir.
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print for the narration. Observation of current history teach-
ing betrays the fact that the teacher rarely becomes master of
his material to such an extent that he can throw it into new
forms. As it stands in the book, he probably knows it; but
to take liberties with the facts, to expand parts, or throw masses
into brief outline, to make new groupings, or to change a long
series into a short one, usually lies beyond his ability. This
lesson the American teacher must learn through a better mas-
tery of his materials.

241. Again, the teacher must make himself per-
fectly familiar with general notions that relate to
classes of society — constitutions, institutions, religious
customs, stages of culture —and that serve to explain
events. But not only this; he must study likewise
the conditions under which he can develop them and
keep them present in the minds of his pupils. This
consideration alone shuts out most generalizations from
the first lessons in history. And, accordingly, ancient
history, whose moving causes are simpler than the
more modern political factors, maintains its place in
presentations of historical material to younger pupils.

American history is better than ancient history in respect to
its richness of picturesque variety. It is, moreover, easier for
children to comprehend, since our present conditions have
emerged directly from our pioneer state. Not only are con-
stitutions, institutions, and religious customs to be studied, but
the economic conditions of those early times are particularly
worthy of study, since they are both important and interesting.
Methads of farming, of conducting household affairs, such as

Q
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it should deviate to include accessory circumstances.
The very language used must possess the power to
induce side-glances and retrospective views, even with-
out leaving the main road. The narrator must have
skill to introduce descriptions here and to linger over
pictures there, but must be able also, while moving
his hearers, to retain his own self-control and to keep
his bearings.

243. There remains one other requisite of prime
importance, namely, the utmost simplicity of expres-
sion. The condensed and abstract language of more
recent historians is hardly suited even to the highest
class of a secondary school ; a sentimental or witty treat-
ment, such as that found in modern novelists, must
be avoided entircly. The only safe models are the
ancient classics.

The most serious fault with the text-book method is the bar-
renness arising from condensation. To teach history solely
from a single book, even if this be among the best, is to pro-
duce an atrophy of the historical interest. It is on this account
that successful teachers introduce large amounts of collateral
reading, not of similarly condensed books, which would be like
remedying the drouth with more dry weather, but of sections
from fuller works on the same subject. In American history
the pupil is directed to read selected portions of standard
works like those of Fiske, Parkman, McMaster, Turner, Tyler,
or earlier historians. In English history he is sent directly to
such men as Gardiner, Green, Freeman, Traill, Ransome, Cun-
ningham and McArthur, Harrison and Macaulay. The method
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of copious readings has, in turn, its disadvantages, the most con-
spicuous of which is diffusiveness. It is easy for the student
to become so absorbed in a mass of details that he lose the
proper sense of proportion, or overlook the relative impor-
tance of events, or fail to fix firmly in mind the causal series
that binds all together. In the case of either of the methods
described, it is the teacher who is responsible for order and
for clearness of detail. In the one case his narrative must
have the artistic unity of the finished historian ; in the other
he must so manage a wealth of given material that the golden
chain of cause and effect shall be seen binding diversity into
unity. The ability to do the first is of a much rarer order
than that of the second, for the art of teaching is not so
difficult as the art of historical composition. The remedy for
the specific difficulty which modern text-book teaching of his-
tory encounters will be discussed under paragraph 247.

The stories of Herodotus should serve the teacher
as the basis for practice. In fact, they should actually
be memorized in an accurate but fluent translation.
The effect on children is surprising. At a later
stage use may be made of Arrian and Livy. The
method of the ancients of letting the principal char-
acters utter their views and set forth their motives with
their own lips, the narrator abstaining from reflections
of his own, should be scrupulously imitated, and should
be departed from only in the case of manifestly arti-
ficial rhetorical devices.

244. The course of preparation outlined above (240~
243) having gone hand-in-hand with a thorough, prag-
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after the rise of philosophy, than it does to understand a corre-
sponding feeling among the American pioneers, to say nothing
of the desirability of teaching the latter as a phase of our own
development. For reasons of simplicity, therefore, as well as
for psychological nearness and national importance, American
history must take precedence over that of Greece and Rome
for American children,

247. Suppose, now, that detailed stories after the
models furnished by the ancients have won the atten-
tion of the pupils; the mere pleasure of listening to
stories can nevertheless not be allowed to determine
continuously the impression to be produced. Con-
densed surveys must follow, and a few of the main
facts be memorized in chronological order.

The following suggestions will be in place here.
The chief events are to attach themselves in the
memory to the memorized dates in such a way that
no confusion can arise. Now, a single date may
suffice for the group of connected incidents constitut-
ing one main event; if it seems necessary to add
another, or a third, well and good, but to keep on
multiplying dates defeats the very end aimed at. The
more dates the weaker their effect, on account of the
growing difficulty of remembering them all. 1In the
history of one country dates should rather remain
apart as far as possible, in order that the intervening
numbers may be all the more available for purposes
of synchronistic tabulation, by which the histories of
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204. The First Parliament of King Charles.
Topics.
1. Charles’s designs and his treatment of Parliament.
2. Attitude of Commons and their dissolution.
3. The King's levies.

Reference. — Gardiner, II, 502, 503.

Research Questions.— (1) What were the legal and illegal
sources of the King's revenues? (Ransome, 151, 155).
(z) What might be said to constitute the private property
of the crown? (3) What contributed to make Charles’s
court expensive ? (Traill, IV, 76). (4) How would this
need for money make for parliamentary greatness ?'

In a similar way the remaining topics of this section of
English history are recorded, guiding the pupil in his outlines
and his readings. With suitable care on the part of the teacher
to see that the student fixes the outline firmly in mind, there is
no danger of becoming lost in a wilderness of words. At the
same time the pupil’s mind is enriched from many noble
sources, instead of being limited by the presumably meagre
resources of a single teacher. By this method the child may
enjoy the benefits of modern erudition, without at the same
time being harmed by dissipation of mental energy.

Other authors reach the same ends by different means.
Fiske’s “ History of the United States,” for example, concludes
each chapter with a topical outline in which cause and effect
are emphasized. At the close of Chapter X, on the “Causes
and Beginning of the Revolution,” we find the following : —

Torics AND QUESTIONS
76. Causes of Ill Fecling between England and her Colonies,
1. What was the European idea of a colony, and of itsobject ?
1 Larned, * History of England,” Houghton, Mifflin & Co., p. 396.
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It is a significant fact that modern text-books for children
are being prepared by masters in the various departments of
knowledge, not a little thought being bestowed upon the high-
est utilization of all modern instruments for arousing the intel-
ligent interest of the pupils. This being the case, it is idle to
rely upon primitive methods, however potent they may have
been in the past, with pupils who have learned to read fluently.

248. The general surveys that follow the detailed
narratives have this advantage for the pupil: he infers
of his own accord, that in periods of which not much
is told, a great deal took place, nevertheless, which the
history or the teacher passes over in silence. In this
way the falsc impressions are prevented that would be
produced by purely compendious instruction, which in-
deed, at a later stage, becomes in a measure unavoid-
able.

249. (3) Mediwzval history derives no assistance from
the study of the ancient languages, nor is it closely
related to present conditions; there is difficulty in
imparting to the presentation of it more than the
clearness obtainable through geography and chronol-
ogy. But more than this is requisite: the burden of
mere memory work without intcrest would become
too great. The fundamental factors, Islamism, Papacy,
the Holy Roman Empire, Feudalism, must be explained
and given due prominence. Most of the facts down
to Charlemagne may be made to contribute additional
touches to the panorama of the Great Migration. With
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* Sati Bey, Tahsil-i ibtidaiyye Derecesindeki Tarih Derslerinde Yalniz Galibiyetlerden mi Bahsedilmeli? Yoksa
Maglubiyetler de mi Gésterilmeli?, Tedrisat-1 ibtidaiyye Mecmuasi, Nazariyat ve Malumat Kismi, Numara 13-21,
Sene 2, 1327/1911, s. 69-77. Sati Bey’in Tedrisat-1 ibtidaiyye Mecmuasinda yayinlanan bu yazisi, Il. Mesrutiyet
Donemi tarih 6gretimi anlayisini oldugu kadar dénemin vatandas yetistirme anlayisini ve 6gretmenlerin egitim
psikolojisine olan mesafesini de gostermesi bakimindan dikkate degerdir Tirk egitim tarihi ve pedagojisi
acisindan son derece dnemli bir yere sahip olan Tedrisat-1 ibtidaiyye Mecmuasi, Dariilmuallimin hocalari
tarafindan 28 Subat 1910-Mart 1926 tarihleri arasinda 69 sayi olarak yayimlanmistir. Darilmualliminde meydana
gelen birgok yeniligin énclsu olan Sati Bey, Maarif Nezareti adina her ayin on besinde yayimlamak Ulzere
hazirlanan Tedrisat-1 ibtidaiyye Mecmuasi’nin ilk basyazari olmustur. Mecmuanin yayimlanma amaci, ilk sayisinda
1zah-1 Meslek’ adiyla yazilan bir yazida ortaya konulmaktadir. Buna gore, mekteplerimizde eskiden takip edilen
idari ve egitim-0gretim yontemleri ile basmakalip fikirlere sahip mutesebbis olmayan Kkisiler yetistirildigi
savunulmaktadir. Ogrencilerin miskinlesmesine neden olan ezberci egitim y®ntemlerine son vermek ve
mekteplerimizde hir, arastirmaci, girisimci ve haysiyetli kisilikler yetistirebilmek icin mekteplerin idari ve egitim-
ogretim usullerinde kokli bir degisiklik yapmak gerektigi lzerinde durulmaktadir. Egitim sistemimizin
diizeltilmesinin kisa siirede mimkiin olmayacagini belirten yazida, bu konuda yogun bir mesai takip edilmesi
gerektigi vurgulanmaktadir. Ayrica hedefe kisa siirede ulasilabilmesi icin her tirli vasitanin denenmesinin ve
azimli bir sekilde calisiimasinin vatani bir gorev oldugu da belirtilmektedir. Yayin politikasi olarak Tedrisat-I
ibtidaiyye Mecmuasi’nin vatani bir gérev olan egitimimizin i1slahi konusunda basin-yayim araci olarak faaliyet
gosterecegi, ibtidai egitiminde takip edilmesi gereken gaye ve bu gayeye ulasmak icin uygulanmasi gereken
yontemleri herkese tanitacagi ve 6zellikle sunacagi ders ornekleri ile yeni yontemlerin uygulama tarzini agikca
ortaya koyacag belirtilmistir (Tedrisat-1 ibtidaiyye Mecmuasi, 1325/1910:1-2). Mecmua, ilk baslarda genel olarak
iki ana kisimdan olugsmustur. Bunlardan ilki “Malumat-1 Umumiye ve Terbiyeviyye” kismi olup burada ilmiyazilara
yer verilmistir. Tedrisat-1 ibtidaiyye Mecmuas’’nin 7. sayisindan itibaren icerik ayni olmakla birlikte kisimlarin
basliklarinda degisiklige gidilmis ve derginin basliklari “Nazariyyat ve Malumat” ile “Tatbikat ve Ameliyyat” olarak
belirlenmistir. 69 sayi yayimlanmasina ragmen Tedrisat-1 ibtidaiyye Mecmuasi, 28 Subat 1910 tarihinde ortaya
koydugu gayeye ulasma konusunda basarili olmustur (Unal-Birbudak, 2011: 105-110).

** Mustafa Sati-el Husri (1880 Yemen/1969 Kahire), 1900 yilinda Miilkiye Mektebinden mezun oldu. ilk énce
Yanya idadisinde Tarih-i Tabii 6gretmenligi, sonra kaymakamlik yapti. istifa edip istanbul’a gelince gesitli yayin
organlarinda o donemin ders programlarini tenkit etti. Egitimle ilgili gorislerini gesitli gazete ve mecmualarda
yazmis oldugu yazilar ile dile getirmesi, devrin aydin ve yoneticilerinin dikkatini Gzerine ¢ekti. Nitekim o dénemin
maarif nazirlari Nail Bey ile Emrullah Efendi’ye sunmus oldugu layihalarda, Dariilmuallimin-i Aliyede yapilmasini
gerekli gordligu reformlarin ana hatlarini ortaya koymustur. 1909°da Darilmuallimin midirligine getirildi.
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“Tahsil-i ibtidaiyye derecesindeki tarih derslerinde yalniz galibiyetlerden mi bahsedilmeli? Yoksa
maglubiyetler de mi gosterilmeli?” baslkh bu ¢alismada, Il. Mesrutiyet Donemi’nde Sati Bey'in
mudirligl esnasinda tatbikat dersleri imtihanlari sonrasinda ilgili bashga dair yapilan yazil
imtihana 6gretmen adaylarindan Mehmet Hulusi, Mehmed Ali, Mehmed Kemal, Muvassad Zeki,
Mehmed Niyazi ve Hiseyin Avni efendilerin gorisleri ve sonunda bu konuda Sati Bey’in
degerlendirmeleri yer almaktadir. ilgili degerlendirmelerde 6gretmen adaylarinin bir kismi sadece
galibiyetlerden bahsedilmesi gerektigini savunurken digerleri hem galibiyet hem de
maglubiyetlerin anlatilmasi gerektigini ifade etmektedir. Sati Bey de bu bahislerde ihtiyatli
davranilmasi; ecdada, maziye karsi olan hiirmet ve muhabbeti ihlal etmemeye calisarak,
maglubiyet bahislerinin tesirinin galibiyet bahislerinin tesirlerine galebe calmamasi gerektigini
ifade etmektedir.

Anahtar Kelimeler: Sati Bey, ilkogretim, tarih dersleri, galibiyet-maglubiyet

Abstract

In this study titled “Should only victories be mentioned in history courses at primary level? Or
should defeats also be shown?”, the opinions of the pre-service teacher Mehmet Hulusi, Mehmed
Ali, Mehmed Kemal, Muvassad Zeki, Mehmed Niyazi and Hiiseyin Avni Efendi on the written exam
on the relevant topic after the practice classes exams during the directorship of Sati Bey, and finally
the reviews of Sati Bey on the subject are included. In the relevant evaluations, some of the pre-
service teachers argue that only wins should be mentioned, while others state that both wins and
losses should be explained. Sati Bey states that these mentions should be held carefully by trying
not to violate the respect and affection towards the ancestors and past, and that the effect of the
defeats should not outweigh the effect of victories.

Keywords: Sati Beg, primary education, history lessons, victory-defeat

Giris

Darilmuallimin tatbikat tedrisiye imtihanlari sirasinda, bir tarih dersinin miinakasasi
esnasinda bir efendi “mekatib-i ibtiddiyyede talebeye yalniz galibiyetlerden bahsedilmeli;

MUdurlGgi sirasinda pek ¢ok seyler yapti. Programi istedigi gibi dizenledi, 6gretmenleri istedigi gibi secti.
Ogrencileri temelden degistirdi. Numune ve Uygulama Okulu (Tatbikat Mektebi) acti. Burada konferanslar verdi.
Kurslar, 6gretmen kongreleri diizenledi. iki ay siireyle italya, Almanya, isvigre, Fransa, Belgika, ingiltere ve
Romanya’yi kapsayan bir egitim arastirma gezisi yapti (1910). Bir buguk ay siireyle, vilayetlerdeki eski mezunlarin
yaptiklariisleri ve karsilastiklari glicliikleri tespit etti (1911). Sam, Beyrut, Adana, Konya, izmir, Selanik ve Drama’yi
ziyaret etti. Mesrutiyet Donemi’nde bati pedagojisinin temellerine dayanan ilmi karakterdeki yeni egitim
anlayisinin Tirkiye’de yerlesmesinde etkili oldu. Bu déonemin her yoniyle takdir edilen egitimcilerinin basinda
geliyordu. O, genel 6gretim metotlari lizerinde durdugu gibi cesitli derslerin 6zel 6gretim metotlari lizerinde de
durmus, pek ¢cok makaleler ve ders ornekleri hazirlayip yayimlamisti. Turkiye’deki en eski ve ciddi egitim
dergilerinden Tedrisat-I ibtidaiyye Mecmuasi’ni Maarif Nezareti adina istanbul Dariilmuallimini 6gretmenleriyle
¢ikarmaya baslamisti. Onun ve birlikte galistigl arkadaslarinin gorisleri ve egitim-6gretim uygulamalari, daha
sonra gorilen gelismelerin birer baslangici olmustu (Tiirk, 2009:424-428).
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maglubiyetler onlarin daire-i 1ttilalari (6grenme daireleri) haricinde birakilmal” fikrini
dermiyan etmis idi. Bu fikir, bir imtihani tahririye esas ittihaz edildi. Midavim efendilere bu
mesele hakkinda ne dislindiklerini tahriren yazmalarn teklif edildi. Yazilan makalelerin en
sayani dikkat fikralarini atiye derg ediyoruz:

ibtidai siniflarinda maglubiyetten bahsetmek fikrimce dogru olamaz. Hayatta biiyiik
kiiciik herkesin hedefi; galibiyet, muvaffakiyet, tefevvukdur (iistiin gelmedir). Ucii de hemen
yekdigerinin miteradifi olan (birbirinin ardinca gelen) bu lg kelimenin mefhumlari (anlamlari)
memat alud edenlere (karistiranlara) karsi, her kdsede hay ve huy seadeti isittiren saiklerdir
(sebeplerdir). insanlari bu sevaikin tesir fikrisi altinda hareket ettirmek mirebbilerin vezaifi
cimlesindendir. Galip gelecegine itminani (inanci) olmayan bir kavim, bir ferd icin akibetin
tayini glc bir sey degildir. Galip gelse bile bu seref kendisine degil tesadiiflin gizli ellerine aittir.
Sicrama, atlama oyunlarinda da boyledir: Sigramadan evvel nasilsa tereddiit eden ¢ocugun o
esnada artik sicrayamadigi her vakit gorilir; kigik cocuklarin giireslerinde yeneceginden
suphesi olana, korkana: “Canim bundan ne olur! Sen onu yenersin, haydi seni gorelim.” gibi
tesci’lerle his galibiyet uyandiriimazsa -velev kuvvetli olsa bile- tutusamaz, gliresemez. Su
hadlde galip gelmek hususunda kuvvetli bir itminane sahip olan kimse neticenin yarisini
kazanmis demektir.

Halihazirda ve daha ¢ok zaman ordularin efrad mevcudesinin yiizde doksan besini
yalniz tahsil iptidaiye malik olanlar teskil eder. Binaenaleyh bu doksan bes vasita-i galibiyenin
zihninde, tiifegi omzuna almadan evvel, mensup olduklari milletin namaglup oldugu hakkinda
bir itikat koklesmis bulunmalidir. Clinkii muharebede muvaffakiyet en ziyade kuvve-i
maneviyenin derecesine tabidir. Seref ve fikri galibiyet onu temin eder. Seref karsisinda
insanlar acizdir. Cazibesi asla geriye dondiirmez; ileri ileri ta 6lime kadar ceker.

Tarih harb Osmaniyi tetvic eden (tag giydiren) Bulgaristan, Yunanistan, Romanya, Kirim,
Kafkasya, iran, Misir illerindeki seferlerimiz, galibiyetlerimiz bugiin hemen esatire karismis gibi
cansizdirlar. O galibiyetlerin nam ve nisani yerine bugiin koca koca kitalarin elden gitmesiyle
neticelenen elvah siyah (siyah levhalar) miifadini (ifadelerini) okuyacak. Hala o maglubiyetler
sebebiyle nalan (inleyen) ve perisan hicret eden zavallilardan diisman tokatlarini, diisman
zullimlerini dinleyecek Osmanli yavrularina maglubiyetten bahsetmek yeniden eski cereyan
inhitati teshil etmektir. Evet Osmanhlarin namaglup olduklari fikri miimkiinse ¢elik cenberlerle
tespit edilmelidir. Orduya “Maglup da olmusuz.” malumati haiz asker lazim degil; galeyan eden
bir his, bir his galibane, etemmnan(eksiksiz) lazimdir.

Ristiyelerde maglubiyeti askere degil askeri idare eden ve bihakkin ahfadin sayeste-i
neferini (layik neferleri) olan kimselere atfettirerek bunlara nefretin lGzumunu ilka
ettirmelidir. Maglubiyetin acisi alinmissa daha ileride ders sirasi gelmeden o muharebeyi
muhtasaran soylemelidir. Yahut son Rus muharebesi gibi acisi yireklerde duran
maglubiyetlerde Hamid gibi miisebbiplerine lanetle beraber dlismandan intikam alinmasi fikri
telkin olunmalidir.

15: Mehmed Hulusi

Terbiye-i ahlakiyenin miihim bir ciheti de cocuklara vatani sevdirmektir. Bunun igin
uyandirilmasi lazim gelen hislerden birisi de ecdadina olan muhabbettir.

Biz degil cocuklarin hatta blyiklerin bile his vatanisini uyandirmak icin her zaman, her
yerde soylenecek nutuklarda yazacagimiz makalelerde “Bakiniz bu vatan Viyana kapilarina
kadar yirtiyen Kanunilerin, Bahri Sefidi havza haline getiren Barbaroslarin habgahidir
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(yatagidir). Bunun bir gilizar haline gelmesi i¢in var kuvvetimizle galismaliyiz. Bu makberin bir
parcasinin ecnebi eline gegmesine razi olmamaliyiz.” diyecegiz. Stiphe olunmaz ki Kanunilere,
Selimlere, Barbaroslara, Namiklara karsi samimi bir muhabbeti olmaz insana bu sozlerin hicbir
tesiri olmaz. Yukarida séyledigim vecihle biz bu hissi gocuklara vermeliyiz.

Cocuklara galibiyetten mi, maglubiyetten mi bahsetmek lazimdir? Su kii¢lk izahatten
anlasilabiliyor. Evet, biz mekatib-i ibtiddiyye ¢ocuklarina vaka-i tarihiyeyi, mukayese iyiyi ve
fenayi, hatayi veyahut sevabi muhakeme ettirmekten ziyade -bilhassa ristiye bire kadar olan
siniflarda- onlarda ecdadimiza karsi bir muhabbet hissi uyandirmaya calisacagiz. O halde
muhabbetin ¢aresini diigtinelim.

Slphe yoktur ki galibiyet ecdad onlara karsi cocuklarda his muhabbetin uyanmasina
muhim bir saikdir. Fakat birisinin dedigi gibi galibiyetten daha sanl maglubiyetler de olabilir ki
bunlar da cocugun hissini oksar, onu ecdadina rabt eder. Burada iki tane vaka-i tarihiye tahlil
edelim ve masurane (resimli) ders verdigimizi farz edelim:

1. Baltaci Mehmet Pasa, Petro’yu esir etti.
a) Hasan Pasa esir oldu. Enva’ hile ile kacti. Yine geldi orduda hizmet etti. Dlismana
galebe caldi.
b) Osman Pasa, askeri ile beraber bircok zamanlar ugrasti. Nihayet maglup ve teslim
oldu. Askerlerimizin secaatini, kumandanlarinin metanetini diisman takdir etti.
Onun icin tufeklerini ve kilicini kendilerine iade ederek onlari alkisladi.

Ben diyebilirim ki Baltact Mehmet Pasa’nin galibiyetinin ¢ocuklarda uyandirdigi his
muhabbet, son vaka-i tarihiyenin uyandirdigi histen daha az olabilir. Clinkli cocuk Baltaci gibi
bircok galipleri gérecek. Galibiyetler ¢ogalacak, tesirini az cok kaybedecektir. Halbuki Osman
Pasa vakasi gibi vekayi harbiye tarihte pek az gecer. Fazla olarak bunda ¢ocuk dismanin
takdiratini da gordi mi daha ziyade miteessir olabilir. Bu gibi galibiyet ve maglubiyetlerden
mekatib-i ibtidaiyyenin her sinifinda bahsedilebilir.

Her kavimde oldugu gibi bizim tarihlerimizde kalpleri yakacak, miisebbibine lanetler
okutturacak vekayi vardir ki bunlar ristiye bire, ikiye kadar hicbir suretle séylemeye razi
degilim. Su kadar var ki eger ¢cocuk o vakte kadar ecdadina karsi olan muhabbeti takviye edecek
bircok vekayii tarihiye gérmis veyahut bircok kahramanlarin terciime-i hallerini isitmis ise en
sonra azar azar maglubiyetlerden de bahsedilmeye baslanilmak muvafiktir. Bu gibi
maglubiyetleri sevilen muallim ve yazan tarih kitaplari bunlara sebep olan kumandan ve
askerlerden diger hamiyetli, kahraman, metin padisah, kumandan ve askerlerin razi
kalmadiklarini, onlara nefret ettiklerini soylemekten ve yazmaktan geri durmamak katiyyen
icap eder.

Yine tekrar ediyorum: ibtidaiyye birden ristiye ikiye kadar bitiin siniflarda bu tiirli
maglubiyetlerden bu suretle bile bahsetmekten ictinab edilmelidir.

150: Mehmed Ali

Evet fikrime kalirsa yalniz galibiyetten degil maglubiyetlerden de bahsedilmelidir.
Cunkl biz daima galibiyetten bahseder de 6birini birakirsak cocuklara bir gurur, bir benlik
hissi vermis oluruz. Binaenaleyh mademki Osmanlilar simdiye kadar hicbir maglubiyete diicar
olmamislardir, bundan boyle de maglup olmazlar derler ve bu his artik biyliyliinceye kadar
hatta ilelebet silinmez kalir. Bu ise kiiclik cocuklar icin hicbir vakit iyi degildir. Hatta bu fikri
vermekle onlari zehirlemis oluruz.
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Simdi burada bir sey sorulabilir. Galibiyetten bahsedildigi zaman ecdadi azamimizin
fezaili ahlakiyesinden, secaatinden, fedakarligindan, vatana olan muhabbetinden,
zamanindaki kuvve-i maliye ve askeriyemizden vesaireden bahsediyoruz ve diyoruz ki: “iste
bizim ecdadimiz evvelce bdyle idi. Onun igin daima dismana galip geliyor ve birgok
memleketler fethediyordu. Siz de onlar gibi ahlakli, seci’, fedakar, muhabbet vatan olunuz.”
Fakat maglubiyetten bahsedilince onlara bir yeis, bir keder vermekten baska ne yapmis
olursunuz? Buna cevaben diyebilirim ki evet onlara bir yeis, bir keder vermis oluyor ve
muteessir kiliyoruz. Fakat bununla kalmiyor belki bunlardan ziyade esbab maglubiyeti
dgretmis ve kendilerine bundan biiyiik bir hisse, bir ibret ¢cikartmis oluyoruz. Mesela ibrahim
Pasa ile olan muharebede maglup olduk. Clink{i Yeniceri askerlerine fesad ahlak tari olmustu
(ortaya cikmisti). Keza Osman Pasa Plevne’de maglup oldu. Ciinkii Abdiilhamid yahut kendisini
¢cekemeyen diger kumandanlar kuvve-i muavene ve erzak géndermedi yahut diisman g¢oktu.
Kezalik bir deniz muharebesinde maglup olduk. Cinkd zirhlilarimiz yoktu. Velhasil
maglubiyetin bunlardan baska vesait-i harbiyenin noksanligindan, vesait-i nakliyenin
mefkudiyetinden (yoklugundan), bir kumandanin hiyanetinden yahut planini iyi tertib
edememesinden ileri geldigini sdyledigimiz vakit onlara sdyle bir fikir telkin etmis oluruz: “Ha!
Ahlakimiz fenalasirsa, basimizda milletini vatanini sevmeyen bir padisah bulunursa,
mikemmel zirhlilarimiz olmazsa, yollarimiz simenduferlerimiz bulunmazsa, iyi top ve tiifegimiz
olmazsa, askeri idare eden kumandan fena olur yahut tedbirsizce hareket ederse maglup
olurmusuz aksi takdirde galip gelirmisiz. Su halde biz de g¢alisalim, terakki edelim, vatanimizi
sevelim, diismana teslim etmeyelim.” iste verilen derslerde en ziyade su sebeplere ehemmiyet
verirsek zannederim ¢ocuklarda yeis, keder vesaire gibi aksi tesir hasil olmaz. Olsa da pek cizi
olur, ehemmiyeti ikinci derecede kalir.

14: Mehmed Kemal

Hilasa-i fikrim siyahi anlatmak icin beyazdan, geceyi anlatmak icin gliindizden ve
hareketi anlatmak icin stikGinetten nasil istifade edersek; galibiyeti hakkiyla anlatmak ve tarihe,
ananat-1 milliyemize tamamiyla vukuf hasil etmek ve hakkiyla vatanperver viicutlar yetistirmek
icin maglubiyetten de dylece istifade etmeliyiz.

14: Muvassad Zeki

... Tarih dersi verilirken ekseriyet izere galibiyetlerden ve ara sira da maglubiyetlerden
bahsetmek lazimdir. Zira sirf galibiyetlerden bahsetmek g¢ocuklarda his gurur ve azameti
perverde etmek, onlari tesebblisten mahrum birakmak; sirf maglubiyetlerden bahsetmek de
muharebeden tevhis (korkutma) hissini uyandirmak, cebin (korkak) alistirmak demektir...

23: Mehmed Niyazi

Hayat galibiyet ve maglubiyetlerle mala mal daimi bir micadeledir. Bir ferd ne
derecede i’tilade olursa olsun (ylikselirse ylikselsin) elbette bir ani olur ki -hissi, manevi, maddi-
sikut eder. Efrad icin boyle oldugu gibi heyati ictimaiye icin de aynidir; bir kavim, bir millet ne
kadar muiterakki, zi-hasmet (hasmetli) olursa olsun ara sira muhtelif sevaik ve tesirat ile dicar
tezelzll olur (sarsilir). Simdi duslinelim; tahsil ibtidaide yalniz galibiyetlerden bahsedecek olur
isek evvela talebemize aciktan aciga yalan soylemis, hakikati tahrif etmis, yahud saklamis
oluruz. Saniyen talebemize lizumundan fazla, goz kamastirici nikbinlik (iyimserlik) vermis
oluruz; zaid nikbini dyle bir hale-i nuranidir ki hayatin hakikatleri karsisinda sed olur, insani
safdil yapar. Boyle safdil efraddan mutesekkil bir heyet ne derece miterakki, alim,
miutefennin, kavi olursa olsun bir semt mechulden esmesi muhtemel bir bad na-gehani (ansiz
bir riizgar) onu fena halde sarsar, hiirde-has eder (paramparga eder). Binaenaleyh tahsili
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ibtidaide maglubiyetlerden de bahsetmek behemehal lazimdir. Su kadar ki onlarin esbab ve
sevaikini talebeye etrafiyla anlatmak, iyice izah etmek lazimdir. Hususiyle bazi Kkirli
sahifelerden sarfi nazar edecek olur isek neticesi zillet olan maglubiyetlerimiz heman yok
gibidir. Kismiazami kahramanlik ve harekat alicenabane ile malidir (doludur). Yalniz tarihimizin
-pek az olan- ¢irkin sahifelerini tahsil ibtidaide bulunan talebeye géstermemek lazimdir. Sayed
bu gibi lekeli sahifeler gosterilecek ve esbabi maglubiyetimiz layikiyla anlatilacak ve
kahramanane tasvir edilmeyerek zillet ile izah edilecek olursa o zaman pek buliylik bir tehlike
husule gelerek karanlik bir bedbinlik (Umitsizlik) verilecegi gibi vatan ve millet igin nefret tevlid
etmek ihtimali kavisi mevcuddur. Hilasa tahsili ibtidaide tarih tedrisi keyfiyeti pek nazik bir
meseledir...

5: Hiiseyin Avni

Bu tahriri imtihan varakalari heyeti talimiyece okunduktan sonra mesele alenen mevki’
tedkik miinakasaya vaz’ edildi: ictimaa riyaset eden Darilmuallimin miidiirii (Sati Bey), evvela
Mehmet Hulusi Efendi’yi fikrini sifahen sdylemeye davet etti; sonra varaka-i tahririyesinde bu
fikre en ziyade muhalif bir miitalaa serd etmis olan Mehmed Ali Efendi’ye cevap vermesini
teklif etti. Mehmed Ali Efendi arkadasinin “Yeis ve imid” nokta-i nazarindan tedkik ettigini,
halbuki bu meselenin diger bir nokta-i nazardan, “ecdada karsi his hiirmet ilka etmek, vatana
karsi muhabbet hissi uyandirmak” ihtiyaci nokta-i nazarindan tedkiki lazim geldigini
soyledikten sonra fikrini izah etti.

Bundan sonra mudur, diger efendilerin varakalarindaki efkari esasiyeyi gosterdi:
“Maglubiyet manzaralari, galebe Gmidini kirar.” — “Galibiyetten daha sanh maglubiyetler
vardir.” — “Cocuklara daima galibiyetten bahsetmek, onlari lizumundan fazla nikbin, safdil bir
hale getirmek demektir.” — “Etfale daima galibiyetlerden bahsedilirse onlar ‘Mademki simdiye
kadar hi¢ maglup olmamisiz, o halde simdiden sonra da hi¢ olmayiz.” derler.” — “Maglubiyetten
bahsedilirken eger biz de c¢alismazsak maglup olurmusuz yolunda bir ders ahlaki verilmis
bulunur.” — “Galibiyeti hakkiyla anlatmak icin maglubiyetten bahsetmek lazim gelir.” —
“Maglubiyetlerden bahsedilirken esbabi meydana gikariimali, nazari dikkate ¢arptirilmalidir.”.

Bu fikirlerin hepsinin bir nokta-i nazardan dogru oldugunu soyledikten sonra bir
meseleyi hal icin yalniz bir nokta-i nazardan muhakeme yiritmek dogru olmadigini, mimkin
oldugu kadar muhtelif nikat nazardan disinerek, meseleye mimkin oldugu kadar muhtelif
nikat nazardan bakarak, her nokta-i nazardan ne gibi muhsenat ve mezahir varsa bunlari
meydana cikarmak ve miivazene etmek ve nihayet bu muvazenenin neticesine gére hikim
vermek lazim geldigini ihtar etti; bu meselede dermiyan olunan su efkari esasiye tekabdil
ettirilirse, muhtelif efendiler tarafindan gosterilen bu muhtelif mahzurlar ve muhsenatlar
miivazene olunursa... “Kiglik cocuklarda bile tarih derslerinde maglubiyetlerden bahsetmek
caizdir; su kadar var ki bu bahsin ecdada hiirmet ve muhabbet hissi ile atiye itimat fikrini iptal
edecek bir sekil almamasina itina etmek lazimdir.” yolunda hiikim vermek zaruri oldugunu
soyledi. Sonra bu meselede, imtihan varakalarinda gosterilenlerden baska birkac ciheti daha
distinmek lazim geldigini soyleyerek bu cihetlere de nazari dikkati celb etti:

Hayatta, bir zaman icin olsun maglup olmak, muvaffak olamamak ihtimali her vakit
mevcuddur. Boyle ademi muvaffakiyet ve maglubiyet zamanlarinda insana en ziyade lazim
gelen haslet Umit ve cesaretini kaybetmemek, maglubiyeti telafi edinceye, muvaffak oluncaya
kadar calismak ve ugrasmaktir; bu gibi ahvalde me’y(s (Umitsiz) olmak kadar, ugrasmanin bi-
sud (faydasiz) olacagina itimat etmek kadar mazar ve mehlek bir sey (tehlikeli is) tasavvur
olunamaz. Ahvali sahsiyede bdyle oldugu gibi ahvali ictimaiyye ve milliye de tamamiyla
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bdyledir. Onun igin evladi vatana kigukliklerinden itibaren aksiliklere karsi ugrasmak lizumu
hakkinda bir kanaat, sa’yin (gayretin) -ciddi ve sebatkarene bir sa’yin- muvaffakiyetle
neticelenecegi hakkinda bir itimad vermek lazim gelir.

Tarih derslerinde galibiyetlerden veya maglubiyetlerden bahsetmemek, bu kanaat ve
itimad Uzerine yapacag tesiri de nazari dikkate almak lazim gelir:

Hayatini tekmil muvaffakiyetle geciren, rehgilizar hayatinda (gececek yolunda) hicbir
mania ugramadan ilerleyen bir sahis tasavvur ediniz; o sahis bir giin bir aksilige tesadif ederse,
bir mania bir haile rast gelirse... tabiidir ki birdenbire sasiracak, me’y(s olacaktir. Fakat o adam
muiiddet hayatinda boyle manialar karsisinda miikerreren muvaffakiyetsizlik anlari gecirmis ve
sonra bu manialari atlamaya muvaffak olmus ise bu yeni mania karsisinda nevmid (imitsiz)
olmayacak, -eski manialari hatirlayarak- bunun da zail olabilecegini veya izale edilebilecegini
distinecek, ona karsi Umit ile ugrasacak ve nihayet onu atlamaya, onu gecmeye muvaffak
olacaktir. Miicadeleye alismamis, mehlek hayat ile g6gis goglise gelmemis bir adam kiglik bir
mania karsisinda bile tevakkufa (duraklamaya) mecbur olur; fakat manialar arasinda yuvarlana
yuvarlana buylmus bir insan blylk manialar karsisinda bile (imid ile ugrasir; hatta her manii
anlayisindan sonra daha fazla bir kuvvet ve daha fazla bir cliret, daha fazla bir kabiliyet kazanir
ve gittikce daha blylk manialari atlayabilecek bir hale gelir. Manialarin tezayid ettigini
gorlince gayretini artirir, onlara galebe icin daha blytk bir hirs ve metanetle ¢alisir.

Bunun igin derler ki: insanda ahlaki takviye etmek, azmi tululamak (artirmak)
hususunda higbir sey muvaffakiyetsizlik kadar miessir olamaz.

Efrad hakkindaki bu izahati, tamamiyla milletlere de tatbik edebiliriz ve diyebiliriz ki
maglubiyetler ve felaketler ahlak milel Gzerinde blyuk bir tesir yapar; tarih bize, maglubiyetler
ve muvaffakiyetsizlikler neticesinde vukua gelmis intibahlarin (uyanislarin) bircok emsalini
gosterir. Prusya, Napolyon ordularinin ayaklari altinda ezildikten sonra, Fransa Almanya’ya
maglup olduktan sonra bir devri intibaha dahil olmus; Japonya, Amerikan donanmasina boyun
egmeye mecbur olduktan sonra uyanmistir. Bizim inkilabimiz da ancak tehlikelerin fevkalhad
(sinirsiz) tezayidinden sonra vukua gelmistir.

Onun igin tarih derslerinde maglubiyetlerden de istifade olunabilir ve olunmaldir.
Bilhassa bizde muskulati hazira dolayisiyla tevelliid etmekte olan nevmidlikleri (Umitsizlikleri)
izale icin baska milletlerin de kendimizin de simdiye kadar nasil miskiilat arasindan siyrilmaya
muvaffak olmus bulundugumuzu 6gretmek, anlatmak, gostermek zaruridir.

Bundan baska surasi da sayan dikkattir ki maglubiyet bahisleri, hissiyati vataniyeyi ikaz
hususunda da kiymettar bir tesir yapar. Ahvali adiyede vatana, ahval vataniyeye karsi bir
lakaydhk hikim sirer; galibiyet veya maglubiyet bahisleri bu lakaydligi izale ederek hissiyati
tehyic eder (ayaga kaldirir) fakat bu hususta maglubiyetin tesiri, cok vakit galibiyetin tesirinden
daha blyik olur: Cliinkii umumiyetle muhabbet, merhamet ile, acimak ile siddet kesb eder
(kazanihr).

Nihayet surasi da nazari dikkate alinmalidir ki bizde kuru kuruya bir itimat vardir,
“Osmanh olmak, maglup olmamak icin kafidir.” yolunda bir kanaat mevcuttur. Bu muzir
kanaatiizale etmeye, maglup olmamanin ancak ¢alismak ve ugrasmak ile kabil olacagini telkine
kati bir ihtiyacimiz vardir; bu ihtiyaci def’ etmek, ancak maglubiyetlerden de bahsetmekle kabil
olabilir.

Su kadar var ki, bu bahislerde ihtiyath davranmak, ecdada, maziye karsi olan hiirmet ve
muhabbeti ihlal etmemeye calismak lazimdir. Bu hususta dyle bir hatti hareket takip etmeli,
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oyle bir lisan kullanmali ki, maglubiyet bahislerinin tesirati, galibiyet bahislerinin tesiratina
galebe galmasin.
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