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ABSTRACT

This study elaborates on the penetration of the secular point of view to the
primary school textbooks that were theoretically rooted in a religious tarbiyah
philosophy in the Second Constitutional Period. On one hand, it seeks the
secularizing vision of the new pedagogy on the school subjects faced the challenge of
modern scientific thought that had gained strength throughout the nineteenth century.
On the other, it argues that the adaptation of the scientific discourse to the religious
tarbiyah, legitimized the hold of the religious view on education. Focusing on
religion, history and civics instruction through textbooks, it examines
epistemological inconsistencies and dissenting ideological opinions in the state-
approved school knowledge written by various authors. It illustrates the philosophy
of education as evidenced in the curriculum of 1913 and highlights the alternative
narratives of authors contrasting from one another and differentiating from the state
guidelines. Thus it traces the discursive ideological standpoints in textbooks and off-
the curriculum narratives which had both Islamist and ethno-secular propensities.
The study provides answer to the question of where school texts contributed to the
production and reinforcement of the Ottoman-Muslim nationalism, and on the other
hand, to what extent they became tools for developing alternative school knowledge,
opposing and transgressing the given guidelines of standardized curriculums. It
reveals the reflections of the conflict between Islamic and secularist policy of the
Unionist period through themes such as religion, history, national consciousness,

homeland, civilization and backwardness.
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OZET

Bu doktora tezi, dinin terbiye iizerindeki otoritesini bilimsel pedagojiye
birakmaya basladigi ikinci Mesrutiyet ddneminde egitim felsefesinin diinyevi ile dini
arasinda kalan muglak sdylemini din, tarih ve yurttaghk bilgisi ders kitaplar1
icerikleri lizerinden incelemektedir. Calisma, bir yandan on dokuzuncu yiizy1l
boyunca yeni pedagojinin modern bilimsel diisiincenin metotlar1 ile ders igeriklerini
diinyevilestiren yoniinii ele alir; diger yandan da ele alinan donemde, bilimsel
sOylemle dini terbiyenin sentezlenmesinin, dinin egitim tizerindeki etkisini
mesrulastirdig1 goriisiinii ortaya atar. Bu ¢alisma; din, tarih ve yurttaghk dersi
kitaplarma odaklanarak, farkli yazarlar tarafindan kaleme alinan devlet onayli ders
kitaplarmin sergiledigi epistemolojik tutarsizliklar ve ideolojik farkliliklar1
incelemektedir. Kitap yazarlarinin, 1913’te diizenlenen ilkokul miifredatina ters
diisen ya da ondan farklilasan alternatif metinlerini gosterir. Bdylece hem Islami hem
de etno-sekiiler egilimli miifredat dis1 metinlerdeki ¢elisen ideolojik dayanak
noktalarinin izini siirer. Caligma okul kitaplarinin hangi noktalarda Miisliiman
Osmanli kimligi ile bagdastiklar1 sorusuna cevap ararken diger yandan ne 6lglide
standartlasan miifredat talimatlarma ters diisen ve onun sinirlarini asan malumat
iiretme aracina doniisebildiklerini ele alir. Ittihat¢1 donemin Islami ve sekiiler
politikasi arasindaki ¢eliskinin, din, tarih, milli biling, vatan ve geri kalmislik

temalar1 {izerinden yansimalarini ortaya koyar.
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PREFACE

The development of public education in the nineteenth century Ottoman
Empire could be placed in the context of the secularizing effect of schools created by
the state bureaucracy. Secularization seems to have a crucial role in constructing the
theoretical backbone of the Ottoman experience of modern education. Through
public education, children were “saved from the family” since it was “sick”; and they
were submitted to the state for pedagogical pretexts. Pedagogic professionalism came
to direct the school knowledge by creating scientific discourses against the
conventional circles of thought on child-raising. Yet, interpreting all the processes of
public education as secularization leads to ignoring the possibilities of tensions and
conflicts which took place in active authorship; and it nullifies the fact of textbooks
as battle field of the power struggles in the lack of a central state power. In this study,
textbooks which are ineluctably political scripts, in the disguise of pedagogical
professionalism, will be used to display the vibrant atmosphere of the Second
Constitutional period. My thesis revolves around the secularization process of social
science knowledge in the primary schools between 1908 and 1924. Following the
theoretical exploration of the term tarbiyah and new pedagogy in the period,
textbooks for three subjects from the primary school curriculum- religion, history

and civics- will be examined.

The period following the constitutional revolution was special with a wide
variety of ideas and streams of thought competing in diversity for publications and
printing houses. This study seeks for contradictions between the fixed state policy of
education and the alternative voices in the politically and ideologically vibrant

atmosphere of late Ottoman society. The traces of the religion in primary schools



deserve attention due to the religious goals in farbiyah understanding and the
frequency of religious subjects in the curriculum. How the secular worldview and
knowledge were incorporated into the terrain of Islamic subjects is worth
questioning. For this reason, one focus of this study is on the nature of the religious
conception of education and the transformation of religious knowledge with respect
to secular thinking. The way the secular discourse was espoused into the religious
discourse needs to be revealed as well as the ways it was strengthened the Islamic
worldview.' Thus, it seeks the tensions or resistances to modernity which was

perceived necessarily as a smooth transition from the old to the new.”

The second theme to be pursued on the textbooks is how nationalism was
situated into the religious thinking and in what forms it was presented in approved
and disapproved ways by the authors. Nationalism and its multi-faceted variants
were pursued in the contextual analysis of textbooks. The characteristics of the
official nationalism which would be called Ottoman-Muslim proto-nationalism was
distinguished from the multiple forms of nationalism among which Turkish
nationalism is the most referred to and conjectured as the state ideology in the
literature on education. The survey on textbooks questions the taken for granted
Turkish nationalism as a Unionist policy since the period was generally held as a
transition period channeling to the Turkish nation-state. Cautioned against this
retrospective point of view, which sees the period as a back stage of the Republican
ideology, the traditional continuities and Islamic links, which are generally ignored

or oversimplified, are sought. This dissertation tries to fix to what extent Turkish

! For more recent analysis of the Islamic identity creating different modernities, see Niliifer Géle,
“Modernlesme Baglaminda Islami Kimlik Arayis1,” in Tiirkiye 'de Modernlesme ve Ulusal Kimlik,
eds. Sibel Bozdogan and Resat Kasaba (Istanbul: Tarih Vakfi Yurt Yayinlari, 1998), pp.83-95.

2 Andrew Davison, Tiirkiye 'de Sekiilarizm ve Modernlik (Istanbul: iletisim, 2006), p.63.
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nationalism could be situated as a constituent of identity in the primary school
guidelines and regulation. The study uses textbooks and educational books to pursue
the ideological tensions which increased the conflict between the primary school

curriculum fixed in 1913 and the diversified educational theories in publications.

Methodology

This study is confined to an analysis of the three subjects in the curriculum
via textbooks: religion, civics and history. It includes the iptidaiye and rushdiye
school textbooks, which makes six grades of primary schooling in total. In terms of
the curriculum, it covers the period between two curriculums, 1913 and 1926 in
primary schooling. Since the changes in political regimes in 1908 and 1923 directly
impacted the authorships, the scope of textbook examination was enlarged so that the
two intervals from 1908 to 1913 and from 1923 to 1926 were covered while

compiling school books.

The subjectivity of the produced knowledge for schools is described best by
Copeaux’s statement that a textbook is “a book of a certain piece of land.”
Additionally, what makes textbooks powerful is that they have privilege like scripts
of law in terms of the sanction created in minds. Textbooks are the most read books
and the knowledge produced there is taken for granted without questioning. This
character of textbooks is not that effective in the present period since the means of
socialization have increased in variety and in terms of availability. However, this

drawback can be neglected for the historical studies in the early decades of the

* Etienne Copeaux, Tarih Ders KitaplarindaTiirk Tarih Tezinden Tiirk Islam Sentezine ( 1931-1993)
(Istanbul: Tarih Vakfi Yurt Yaymlari, 1998), p.2.
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twentieth century, though the impact of family and neighborhood were still
considered to be powerful on education of children. The constructive power of
textbooks can be considered to have been unrivalled especially thinking about the
primary school level children in the years under consideration. Even a single image,
photograph or illustration had the power to create a considerable impact due to the
limitations of access to different published materials for children. This makes the
content of textbooks a major domain, which deserves academic attention and

research.

The study of textbooks has opened new resources for historians and
sociologists after new theoretical perspectives on the nature of education were posed.
One of the most available means of serving for indoctrination and legitimization is
through schoolbooks, which has drawn the attention of numerous researchers in
Europe. Historically the increase of the state’s interest in textbooks has gone in
parallel with the emergence of new methods and subjects in the education programs.
This increase in the interest in textbooks corresponds with the invention of the
project to create “loyal citizens” for nation-states. Courses such as History and Civics
gain more significance; hence, the content of textbooks is taken under strict control
in modern states to indoctrinate the new codes of thoughts and life. Even math
classes are reported to be used in such propaganda.* The study of school textbooks
and curriculum began to draw attention in Europe after the Second World War

especially in Germany and France. Textbook analysis makes up an independent area

* Mimar Tiirkkahraman, Tirkiye de Siyasal Sosyallesme ve Siyasal Sembolizm (Istanbul: Birey
Yaymcilik, 2000), p.33.
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of research in Germany, where the scholars especially focus on the Nazi period.” The
George Eckert Institute serves as an international center drawing academics for
comparative textbook analysis.® The EU funds support for the projects and research

with the aim to create a common language especially in history teaching.

In Turkey, academics began to study textbooks to decode the construction of
state ideology, power relations and gender roles in both historical and sociological
perspectives during the 1990s. International conferences and congresses have been
held to develop comparative critical approaches for the reproduction of new
narratives in the social sciences.” The academics focused on the problems in history
curriculums more.® Two studies to be mentioned are Etienne Copeaux’s Tarih Ders
Kitaplarinda Tiirk Tarih Tezinden Tiirk Islam Sentezine(1931-1993), and Nuri
Dogan’s book, Ilk ve Orta Dereceli Okul Ders Kitaplar: ve Sosyallesme, 1876-1918,

which provide a background to the period taken in this thesis.” In more recent years,

’ Etienne Copeaux, Tarih Ders Kitaplarinda Tiirk Tarih Tezinden Tiirk Islam Sentezine ( 1931-1993)
(Istanbul: Tarih Vakfi Yurt Yaymlari, 1998), p.2.

® For the treatment of Hitler’s period in textbooks which attracted much academic attention in
Germany. Bodo von Borrries, “The Third Reich in German History Textbooks since 1945,” Journal of
Contemporary History 38, no.1 Redesigning the Past (Jan., 2003), p. 45-62. http://www.gei.de/en/the-
institute.html

" Tarih Egitimine Elestirel Yaklasimlar.Avrupali- Tiirkiyeli Tarih Egitimcileri Bulusmasi, Haz. Oya
Koymen (istanbul: Tiirkiye Ekonomik ve Toplumsal Tarih Vakfi, 2001-2002); Tarih Yaziminda Yeni
Yaklasimlar: Kiiresellesme ve Yerellesme. 3. Uluslar arasi Tarih Kongresi (Istanbul: Tiirkiye
Ekonomik ve Toplumsal Tarih Vakfi, 2000); Tiirkiye de Ilk ve Ortaégrenim Diizeyinde Tarih
Ogretiminin Yeniden Yapilandirilmas: (Ankara: Tiirkiye Ekonomik ve Toplumsal Tarih Vakfi, 2000);
Human Rights Issues in Textbooks: The Turkish Case, eds. Deniz Tarba C. and Giirol I. (Istanbul:
History Foundation of Turkey, 2004)

8 Tarih Ogretimi ve Ders Kitaplari, 1994 Buca Sempozyumu, Haz. Salih Ozbaran (istanbul: Tarih
Vakfi Yurt Yaynlar1,1994); Tarih Egitimi ve Tarihte “Oteki” Sorunu. 2. Uluslarasi Tarih Kongresi-
Tebligler (Istanbul: Tarih Vakfi Yurt Yayinlari, 1995); Salih Ozbaran, Tarih, Tarih¢i ve Toplum
(Istanbul: Tarih Vakfi, 1997).

? Etienne Copeaux, Tarih Ders Kitaplarinda Tiirk Tarih Tezinden Tiirk Islam Sentezine (1931-1993)
(Istanbul: Tarih Vakfi Yurt Yaymlari, 1998); Nuri Dogan, I/k ve Orta Dereceli Okul Ders Kitaplar: ve
Sosyallesme, 1876-1918 (Istanbul: Baglam, 1994).
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Fiisun Ustel’s precious book pursued the conception of the citizenship which evolved
in civics textbooks covering a large time period.'® The part of her study on civics
textbooks about the Second Constitutional Period inspired ideas for this dissertation,
too, although my focus on the primary school education authorships focuses more on
the indecisive and inconsistent character of civics books which shows the lack of a
coherent construction of citizenship narrative based on law and the entity of the state.
The latest study on school books is Benjamin Fortna’s contribution with Learning to
Read in the Late Ottoman Empire and the Early Turkish Republic.'' His book
describes the transition via the lens of reading and observes the “less often
continuities” as well as “the frequently noted ruptures” from the late Ottoman

decades to the early Republican years.

There are also theses and dissertations on textbooks in various periods
confined to certain themes. One such study is titled “Tiirkiye’de Ideoloji-Egitim
Iligkisi: Erken Cumhuriyet Dénemi Tarih ve Yurt Bilgisi Ders Kitaplar1 Uzerine Bir
inceleme” by ismet Parlak.'? His dissertation examines textbooks between 1928 and
1946. His focus is on the reproduction of the official ideology. Pinar Ozyiirek brings
a comparative perspective to the nationalistic discourse in Europe through the history
textbooks taught in European countries in her dissertation, “The Transition of

History Education and History Textbooks in Europe from a Nationalistic Discourse

' Fiisun Ustel, “Makbul Vatandas’in Pesinde: II. Mesrutiyet ten Bugiine Vatandaslik Egitimi.
(Istanbul: iletisim, 2005).

"' Benjamin C. Fortna, Learning to Read in the Late Ottoman Empire and the Early Turkish Republic
(London: Palgrave Macmillian, 2011).

' {smet Parlak, “Tiirkiye’de ideoloji-Egitim iliskisi: Erken Cumhuriyet Dénemi Tarih ve Yurt Bilgisi
Ders Kitaplar1 Uzerine Bir Inceleme” (Ph.D. diss., Hacettepe University, 2005).
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1 . .
13 Tuba Kanc1’s dissertation focuses on the

to a Wider European-ness Discourse
construction of gender in textbooks over a long period between 1928 and 2000 in
“Imagining Turkish Men and Women: Nationalism, Modernism and Militarism in

Primary School Textbooks™'*

This dissertation complements the existing studies,
shedding light on the period before the Republican radical reforms took place. It is
primarily based on textbooks and articles in education journals, pedagogy books for
universities and archive documents. The vast literature on education was visited
especially in order to quantify primary school education with statistics and pursue the
conception of education on a historically wider scale in the first chapter. The journals
on education which reached to a considerable number after 1908 revolution were
taken under scrutiny. Sorting out the articles on the policy of education, programs,
courses, contents and books, I tried to follow the turn of ideas on “terbiye” (tarbiyah,
pedagogy) which was debated in theoretical confusion. Archive documents in the
Copyright and Translation Office (Telif ve Terciime Dairesi) and the Grand Council
of Education (Meclis-i Kebir-i Maarif) were also incorporated to deduce the way the

councils of education sanctioning textbooks in the ministry worked and in what

procedure they approved or disapproved textbooks.

The content of the textbooks was examined to situate the ideas of authors
within the theoretical sphere portrayed in the tarbiyah books. The textual analysis of
the narratives in textbooks was based on the reading of every single page of the

textbooks. The discourses dominating the ideas in between the lines of the books

' Pmar Ozyiirek, “The Transition of History Education and History Textbooks in Europe from a
Nationalistic Discourse to a Wider European-ness Discourse” (MA thesis, Sabancit University, 2006).

"“Tuba Kanci, “Imagining Turkish Men and Women: Nationalism, Modernism and Militarism in
Primary School Textbooks™” (Ph.D. diss., Sabanct University, 2008).
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were categorized through a comparison of different authors within the same decade
and in comparison to the preceding decade to underline the continuing themes. The
study considered a wide variety of textbooks on each subject since a comprehensive
study of as many authors as possible could reveal the off-curriculum narratives and

the distinguishing features of textbooks.

Chapter One discusses the advent of the new “pedagogy” and its
abandonment of the conventional theological epistemology with respect to its impact
on the Ottoman conception of farbiyah within its genealogical and historical
transformation from Tanzimat period. The evolution of the conception of education
is laid out theoretically, based on state documents as well as following the debates
among the intellectuals. What the Empire proposed in the education of primary
school children and where it differentiated from the succeeding and preceding
periods can be deduced only by a closer examination about why and how specific
subjects penetrated into the curriculums as a requirement of the new “pedagogy” at
this certain time. It also enables us to see the evolution of the theoretical continuities

and conflicts between decades and periods.

Chapter Two presents the contrast between the fixed curriculums and the fast-
changing political atmosphere during the 1910s which made textbooks an available
area for the exposition of the contingencies. During the decade, the practice of
sanctioning the school knowledge began to be implemented on the yearly selection
of textbooks due to the recurring territorial changes and the different reformulation
of nationalism and national consciousness. The study shows the procedures of

approval and disapproval practiced by the Ministry of Education. The friction
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between the textbook authors and the members of the Copyright and Translation

Office was followed through the documents, tracking through the Ottoman archives.

Chapter Three discusses the number of textbooks and the variety of authors,
which demonstrates the popularity of writing religion textbooks in the 1910s. The
richness in alternative point of views is revealed. The selection of religious
information in the books under question is examined on a wide scale. The readings of
religious instruction open a path to understanding the impact of secularization on the
content of the religious knowledge provided. Religious knowledge combined with
the positive sciences and a “new understanding of religion” which discovered the
secular/profane part of Islamic sources emerged. The chapter also seeks the traces of

the nationalist discourse of Turkism and Ottomanism in the religious content.

Chapter Four reveals the adaptation of “duty” into the Islamic discourse and
traces the tensions of secular and religious discourse shaping the Ottomanist
ideology. The content analysis of civics formulates the citizenry based on religious
morals, on the one hand and it pursues the teaching of “civilization”, which created a
secular standpoint on the other. The focus on the economic backwardness of the
East, the reasons for the backwardness and the solutions are also presented as part of
the civil education. The juxtaposition of an anti-Western image due to its process of
capitalist expansion and colonialism with the narration of “civilization” in the texts

conforming and non-conforming to the political context is exposed.

Chapter Five examines the tenets of Ottomanism as far as it was represented
as the state ideology in primary school texts. The use of the past for identity
conception is scrutinized in the historical themes gathered from General History,

Ottoman History and Islamic History textbooks. The construction of progressive

xviil



history through the “civilization” discourse is sought with the contradictions it
created for the Islamic time and history notion. The Turkist and Islamist tendencies
intertwined in the Ottomanist policy are examined in order to differentiate the
incorporated off-curriculum themes and emphasis under the titles of Islamic and

Ottoman history.
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CHAPTER 1

INTRODUCTION

Theoretically, what education is for or against is the determinant point to
illustrate why the education system and its goals, methods and curriculum, are
structured in a certain way. The theories in the sociology of education try to situate
the interrelationships in between education, industry, economy, state, nation and
family. The traditional liberal approach relates the development of education system
to the emergence of industrial society. In this way, the rise of mass schooling and
different subjects matters of teaching result from the developing industrial society
and its needs. Thus the way the schooling goes, the expansion of mass schooling and
higher education, are seen as a way to meet the needs of that society and economic
competition.'® Putting the emphasis on the way led by the historical circumstances in
the industrial society, in this approach schooling and public education are abstracted

from the effect of the state apparatus as an agent.

Another approach focuses on the function of education with more emphasis
on society than on economy. Two conflicting theories come from Durkheim’s
writings in Moral Education, which stressed the role of education to integrate and

unionize a “society”’; and from Marx who opposed the “social order” perspective

' Francisco O. Ramirez and John Boli, “The Political Construction of Mass Schooling. European
Origins of Worldwide Institutionalization,” Sociology of Education 60, no.1 (Jan., 1987), pp. 2-17.
1



since he viewed society as a realm of conflict and struggle in contrast to the
discourse of harmony, integration or union. Durkheim’s theory viewed education as a
process of integration or socialization within society. On the other hand, Marxist
theory on education explicates the relationship of conflict. The basic Marxist thought
points out that schooling structures and serves for the social stratification between
the working class and the bourgeoisie.'® Education is seen as the means of
controlling the working classes and preserving the existing relationship of
production. This theory focuses on society and emphasizes the bourgeoisie as an
agent determining and leading the education policies. Opposed to the Marxian
emphasis that schooling produces contradictions in a society, Hall writes, “Durkheim
sees the social process as leading towards some sort of functional integration.”"’
Durkheim’s socialization concept theorizes the role of schooling as what Collin calls
“a secular equivalent of religion in modern society.”'® He states that group

identification is provided through the rituals and symbols created for the goal of

legitimization and commonly utilized in textbooks.

An alternative perspective appeared in the 1970s, called the New Sociology
of Education. In the 1970s, which is called as “a decade of curriculum” in Europe,
education began to be understood as linked to certain concepts such as

“reproduction”, “power”, “domination” and “hegemony”, which are the key words in

the theories of Bourdiue, Foucault and Gramsci. The approaches generated in the

' Stephen Heathorn, For Home, Country and Race: Constructing Gender, Class and Englishness in
the Elementary School, 1880-1914 (Toronto: Buffalo: London: University of Toronto Press, 2000).

' Stuart Hall, “Schooling, State and Society,” Education and State, eds. Roger Dale et al, v.1
(Barcombe: Lewes: Sussex: The Falmer Press, 1981), p. 26.

18 Randall Collins, “Some Comparative Principles of Educational Stratification,” Education and State,
eds. Roger Dale et al, v.1 (Barcombe: Lewes: Sussex: The Falmer Press, 1981), p.279.
2



New Sociology of Education questioned the traditional liberal theory which
identified the education with the optimistic goals of progress and productivity. With
this atmosphere of scholarship, Michael Apple, an American sociologist of
education, brought the content of education into inquiry with his book Ideology and
Curriculum (1990). The distinctive feature of Apple’s analysis of education is in his
scrutiny of the content of education rather than the structural aspects of the
educational system. Linking education to the concepts mentioned above, he tried to
undermine the idea that the curriculum and knowledge produced in schools was

.. 1
“above politics™:"’

The curriculum is never simply a neutral assemblage of
knowledge, somehow appearing in the texts and classrooms of
a nation. It is always part of a selective tradition, someone’s
selection, some group’s vision of legitimate knowledge. It is
produced out of the cultural, political and economic conflicts,
tensions and compromises that organize and disorganize a
people.?’

Apple’s analysis of the texts constructed according to the education policies gives
meaningful insights into the 1990s. The liberal view that saw the schools as equalizer
destroying all social and political conflicts was undermined by the reproduction
theory, which argued that education reproduced “authoritarian, classist, racist

homophobic and patriarchal relationships.””’

' “Introduction,” Ideology, Curriculum, and the New Sociology of Education: Revisiting the Work of
Michael Apple, eds. Lois Weis, Cameron McCarthy and Greg Dimitriadis (New York: Routlegde,
2006), p. 6.

2 Michael W. Apple, Cultural Politics and Education (Buckingham: Open University Press, 1996),
p.22.

I Carlos Alberto Torres, “Schooling, Power, and the Exile of the Soul,” in Weis, McCarthy and
Dimitriadis, eds., p.51.
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The development of public education in the Ottoman Empire could be framed
in the secularizing effect of schools created by the state bureaucracy. Durkheim’s
theory seems to have had a crucial role in constructing the theoretical backbone of
the Ottoman and Turkish perception and experience. The curriculum and textbooks
were regarded as the battle grounds of power struggles. Textbooks, esteemed as
ineluctably political, in the disguise of pedagogical professionalism, were used to lay
out the impact of the vibrant atmosphere of the period. On one hand, children were
“saved from families” on pedagogical pretexts and submitted to the state policies,
and on the other, pedagogic professionalism came to be the way of directing school
knowledge. Ismail Hakki Bey’s mini-survey conducted with twelve randomly chosen
students in Balikesir, reflected the worry of the state elites about the ordinary
people’s “ignorance.”** To him, the “ignorance” of the students was manifest in their
lack of knowledge about the sultan, homeland, religion and nation. What was more
striking was the fact that not only schools in Anatolian provinces like Aydin and
Bursa but the schools in a village in Camlica, which was “just two hours away” from

Istanbul, also failed in the goal of political socialization:

[H: Where is God?

S: He is sitting in Heaven.

[H: What does he do?

S: He turns the taps on and he makes it rain.
[H: Whose are the mountains over there?

S: They belong to milkman Ali, he pastures his cows.
[H: What does a policeman do?

S: He beats people.

[H: Where does the Sultan live?

S: I don’t know.

[H: What is there in Istanbul?

S: Shoes and candy.”

?2 The table of this survey is in Appendix A.

2 _Yasin ka¢? On
- Cenabi Hak nerededir? — Gékte Oturuyor



Ismail Hakk1 found these answers worrisome for the future of the country. He sought
rational thinking, according to which God, the Sultan, the homeland, the state and its
capital were coded and envisaged within the modern civic settings. This
disappointment was symbolic in that it reverberated in most of the educational
theories. The pedagogy of the period was directed by this symbolic disappointment,
which urged the state to engage in the political socialization of students. The
involvement of a child in matters of social sciences was not uniquely created by
Ottoman intellectuals since interest in the social sciences was a worldwide
phenomenon in the early twentieth century with the introduction of the mass

schooling.*

Here, actually, not the answers but the questions seem to have been
pedagogically more disappointing and worrisome. For the contemporary pedagogues,
it must be in fact Ismail Hakki Bey’s questions that were erroneous if a pedagogical
consideration is to be held above that of the student’s creative imagination about
milkman Ali. It seems evident that what mattered for Ismail Hakki and for most of
the modern states in the nineteenth and twentieth century involved this imagination.
The aim was to change minds so that the identities of “we” and “others” could be

reformulated in parallel to the political exigencies. Waging war against “such

- Ne yapar? - Muslugu acar, yagmur yagdirir.

- Bu karsiki daglar kimin? - Siitcii Ali 'nin... Ineklerini otlatiyor.

- Zabit ne yapar?- Neferleri dover...

- Padisah nerede? — Bilmem.

- Istanbul da ne var?- Pabuc, seker ...

Ismail Hakki, “Miiesseselerden Ismail Hakki Tarafindan Verilen izahat,” Milli Talim ve Terbiye
Cemiyeti Mecmuasi 1, no.1 (Eylil, 1332), p.14.

* Suk-Ying Wong, “The Evolution of Social Science Instruction , 1900-1986: A Cross-National
Study,” Sociology of Education 64, no. 1 Special Issue on Sociology of the Curriculum (Jan., 1991),
pp. 33-47.



ignorance” thus became the catch phrase for engaging in the debate on educational

2
matters.?

The problematic of education inevitably leads to the “problem” of how
children”® or childhood were understood historically. Actually, what made the
nineteenth century special for children was two-fold: the development of pedagogical
professionalism and state interest in public education. While the former defined the
limits and methods of the treatment of children, the latter spirited it, having the
“right” to determine a purpose. Through the idea of mass schooling, schools came to
be seen as the laboratory of the “science” of education. The state interest in education
goes back to a document”’ by Mahmut II in 1824, which made it state policy to
separate the child from the social domains of tarbiyah (traditional discipline of
behaviors and mind). The document compelled families to accept a new domain, the
school. It was the in the interests of the state to meet the needs of the centralizing
state through the creation of a bureaucratic class. Whether the state interference in
education proposed a religious or profane instruction remains controversial, though.
One reading of this document is that the family is seen as the reason for the decline,

for its attitude is to make use of child labor; thus they become ignorant of their

*% {smail Hakki, “Miiesseselerden ismail Hakki Tarafindan Verilen izahat,” Milli Talim ve Terbiye
Cemiyeti Mecmuasi 1, no.1 (Eylil, 1332), p.14.

*% The conceptual change of childhood and separation of children from adults’ environment is
discussed in its historical context in a symposium published with the same title, Toplumsal Tarihte
Cocuik, ed. Bekir Onur (Istanbul: Tarih Vakfi Yurt Yayinlar1, 1994). For another study on the impact
of modernization in children’s clothes, photos, toys and entertainment, see Clineyd Okay, Osmanli
Cocuk Hayatinda Yenilesmeler 1850-1900 (Istanbul: Kirkambar Yayinlari, 1998).

2" This could be considered as a modern attempt to exclude children from adults’ environment at work
and home. In other words, through schooling, “childhood” was coded as a special period. Mahmut
Cevad Ibnii’s Seyh Nafi, Maarif-i Umumiye Nezareti Tarihge-i Teskilat ve Icraati - XIX. Asir Osmanli
Maarif Tarihi, ed. Taceddin Kayaoglu (istanbul: Yeni Tiirkiye Yaynlari, 2001), p.3.
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religion. Unawareness of what religion prescribed drew the anger and punishment of

God, in the form of “backwardness” or lack of worldly prosperities.

Thus, the state called children to schools for religious enlightenment, instead
of to become apprentices of craftsmen, artisans or tradesmen in real life. In other
words, the state perceived religion as the source of progress, since religious
enlightenment would prevent the impending divine punishments. A second reading
of the edict reveals implicitly that the excuse of the religious instruction for
schooling stemmed from the pragmatic interest of the state to legitimize schooling
and persuade the public to accept the loss of the economic contributions of children

to the families.

The following state edicts appeared with the clear dichotomy of worldly
affairs and the religious illumination in their narratives. The goal of creating an
awareness of this world was articulated, as a part of the justification of schooling,
first in the edict of the Sultan Abdiilmecit in 1845. The sultan ordered the ministries
to make more effort to open new schools that would eradicate the ignorance of both
religious and worldly affairs. This ambiguous place of religion, whether it was
loaded as an intrinsic value or as an instrumental value, in the modern Ottoman
educational philosophy is worth examining throughout the nineteenth and the
twentieth century. It is equally possible to consider the whole educational philosophy
as the beginning of the interest in religious enlightenment or as just a justification for

what was going through secularization.

Starting with an overview of the concept of education in Europe in the

nineteenth century, the Ottoman philosophy of education, which had been flirting



with European scientific thought since the Tanzimat, will be traced to display how

terbiye was reconstructed with respect to the new science, pedagogy.

Children as a Part of the Enlightenment

The novelty of nineteenth century pedagogy was first its impact on the
constructed “body” and “mind” valuation. The body Kilpatrick writes, “which was
counted as principal source of sin” in Christianity and had been devalued in
comparison to mind since Plato, came to prevail in the new understanding of
childhood and the principles of education.”® The human body, excluded from
educational practices, was given its merits in the way of searching for a new
harmony with the mind.** However; education, being defined within the biological
and psychological constraints, came only to be accepted as a new discipline of
science in the second half of the nineteenth century. Borrowing the Foucaltian term,

this was certainly a process of the “scientification” of the child body, mind and soul.

How knowledge should be taught, that is, the method of instruction, is the
essential question in pedagogy. But what is more important, these pedagogical

methods, define, remold, and limit the content of the instruction while practicing

¥ William Heard Kilpatrick, Philosophy of Education (New York: The Macmillan Company, 1956),
p. 29.

*% The body and mind were held in a dichotomy, in which the mind was prioritized in education
during the Middle Ages. The same tendency was attributed to the Ottoman medrese and tekke
educations until the nineteenth century while traditional sports were practiced as part of social life
rather than formal education. Hilmi Ziya Ulken, Egitim Felsefesi (Istanbul: MEB, 1967), pp. 277-278.
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their methods.*® The content of the education was expanded into different disciplines
and arranged according to ages. The primary schools, exposed to the teaching of
various disciplines, were no exception. The unchangeable content and method of
the existing essential courses in the primary schools, such as reading and writing,
underwent radical transformations during the nineteenth century. The natural
sciences such as physics, biology and chemistry were transformed into courses as
such Esya Dersleri (Lectures for Objects) and Tarih-i Tabiiye (History of Nature)
including the Ulum-u Tabiiye (Sciences of Nature), /Im-i Hayvanat (Science of
Animals), /Im-i Nebatat (Science of Plants) for children. Nature and its laws were
made pedagogically ready to be absorbed by the child. The subjects of history,
geography, literature and vernacular languages also gained their license of instruction
from pedagogy, which decide what children should learn and when. The teaching of
the social sciences was adapted to the new methods of from near to far, simple to
complex, concrete to abstract. Thus, pedagogy had the authority to decide the content
of the knowledge deemed suitable for the child’s mind. The novelty was that the
subject, the extent, and means of instruction were all designed in parallel to the
results of the scientific inquiry so as to convey knowledge to the child’s mind in the

most proper way.

This scientific content inevitably changed the philosophy of education. The
education was removed gradually from the dominion of religion. The new goal in

pedagogy was to encompass children, a considerable part of the population who had

3% Rachitiues (1571- 1635) and Comenius (1592- 1670), who are frequently referenced by Ottoman
educationists, determined the rational instructional methods in the seventeenth centur. Bedi Ziya
Egemen, Terbiye Ilminin Problemleri ve Terbiye Felsefesi (Ankara: Ankara Universitesi Basimevi,
1965), p. 6.



been ignored by the Humanists in Europe’' and by the family until they were enough
to yield economically, and to incorporate them into the modern project. The goal of
such controlling of children was manifested in various ways formed within the
domestic circumstances such as the bureaucratic needs, and capitalist and industrial
demands. However, the explicit result through the end of the nineteenth century was
that, in most of the geographies, the needs of the modern states were met with the
pedagogically trained children. For this reason, the philosophy of education went

hand in hand with political isms and doctrines all over the world.**

The European Origins of Degeneration and Regeneration in Educational

Theories

The nineteenth century modern states produced their educational projects
with a moral agenda in the wide spectrum of experiences in the United States,
Russia, Central Asia, China, France and Ottoman Empire.>® The underlying impetus
was the prevailing assumption of the “degeneration” phenomenon, which was

interpreted extending into several aspects of social problems. The European origins

*! Philip Aries put forward that while Humanists ignored education for children, the awakening of an
interest in the child issue began with the religious (especially Catholic) colleges that appeared as a
result of the efforts of Moralists who aimed for a moral diciplinization for society in the seventeenth
century. This supported the separation of children from adults in order to protect them from the harms
of the adult environment. Mine Tan, “Cocukluk: Diin ve Bugiin,” Toplumsal Tarihte Cocuk (Istanbul,
Tarih Yurt Yayinlari, 1993), pp.18-23. A second idea proposes that children were treated as a special
interest group with the emergence of middle class families in France. Kiirsat Bumin, Batida Deviet ve
Cocuk (Istanbul: Alan Yayincilik, 1983), pp.49-53.

32 Hasan Under, “Philosophy of Education as an Academic Discipline in Turkey,” Stud Philos Educ
27 (2008): 405-431, p. 406.

33 Benjamin C. Fortna, “Islamic Morality in Late Ottoman ‘Secular’ Schools.” International Journal of
Middle East Studies 32, (2000) p.370.
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of degeneration were strictly bound with the conception of progress.* The decline
and degeneration were common concerns of the competitive European colonial
powers. The rise of the “Condition of England” question in the British context was
termed within the worries of the impending decline after the continuation of the
progress during the Golden Age. ** The worrisome of the declining population in
France and Britain aroused interest against the German who were relatively more
like the “old strong” people in the past which were shown as model of good health.*
The challenge of the United States and the growth of socialism were also factors
leading the British community into the debate of degeneracy. Soloway writes,
“Equally worrisome were the parallels drawn with the French, whose comparatively
low birthrate symbolized for many Englishmen the weakness and decadence of that
unfortunate race, and in part its quick defeat by virile Germans in 1870.”" A

9538

“pathologizing language™”” accompanying the “melancholy images of empty cradles

9539

and silent nurseries” " prevailed in the second half of the nineteenth century output

on social evolution and depopulation.*® The competitive laws of natural selection

** Daniel Pick, Faces of Degeneration: A European Disorder 1848-1918 (Cambridge: New York:
Melbourne: Cambridge University Press, 1993) p.16.

3% Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 2.

3% Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005), p.2609.

37 Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 6.

3% Daniel Pick, Faces of Degeneration: A European Disorder 1848-1918 (Cambridge: New York:
Melbourne: Cambridge University Press, 1993) p. 15.

%% Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 7.

0 To name some of the scientists, a French physician Bénédict Augustine Morel’s Treatise in 1857,
the first scientific crimonologist Cesare Lomboso’s The Criminal Man in 1876, British psychiatrist
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were applied to the struggle between nations. Soloway writes, “...there was reason to
believe that ‘survival of the most fertile, rather than the survival of the fittest, is very

possibly now the keynote to evolution in civilized man.””*'

The first scientific clarification of the phenomenon was made in 1857 by a
French physician, Bénédict Augustin Morel. Degeneration was defined as a
“departure from the primitive type, or reversion to a lower type, causing deterioration
and loss of native faculties or race characteristics.”** The notion of “change”, which
implied the end of the development and progress of human species, was interpreted
within the biological laws of heredity. Hence, the procreation of “great men”
inherited healthy and strong genes was held as the focal point to ensure the
continuity of “greatness of the nation”: “Degeneration in a general sense, may be
considered an essence, aptitude or tendency, which hinders development (mental,
moral, or physical) favorable to the species and tends towards diseases, which lead to
dissolution of the species or offspring.”* The faith in the law of progress in all
aspects of life was doubted with the production of a scientific discourse and

objectification of degeneration. **

Henry Maudsley’s Body and Will in 1883, a Hungarian physicist Max Nordau’s Degeneration in
1892, an English zoologist and biologist Ray Lankester’s Degeneration: a chapter in Darwinism in
1880. The last quarter of the nineteenth century witnessed increasing forms of evolutionary social
theories which appealed to the authority of natural scientific truth while theorizing “degeneration”.

*I Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 13.

2 Arthur MacDonald, “Moral Stigmata of Degeneration,” The Monist 18, no.1 (January, 1908) p.111.

* Arthur MacDonald, “Moral Stigmata of Degeneration,” The Monist 18, no.1 (January, 1908) p.
112.

* Daniel Pick, Faces of Degeneration: A European Disorder 1848-1918 (Cambridge: New York:
Melbourne: Cambridge University Press, 1993) p.11.
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The early phases of degeneration thesis can be found in the eighteenth
century as part of the enlightenment idea. The indissolubility of marital bond in
Christianity was seen as an obstacle to increase fertility in the case of the childless
families, by the philosophers like Montesquieu and Diderot. ** In France, the
beginning of the nineteenth century thus saw the Code Civil (1804) as a result ofa
search to rationalize the family policy according to the needs of the state.*® The
decline of the Western civilization, which was supported with the statistical data,
resulted in the acknowledgement and spread of the pro-natalist perspective based on

the medical discourses.

What carried the theories of degeneration beyond philosophical speculations
was indeed the scientific discourse which involved in the theories of decline by
explicating its characteristics, symptoms and treatment to regenerate the population
and hence the nation or race. Winston argues that “It is the eighteenth century
medicine that offers the most ambitious programs for improving the human race.”’
The treatises were directed to maximize the reproduction of healthy bodies. The
marriage was to be made between healthy bodies and the goal was procreation.
Scholars such as Vandermonde argued that people in Europe went away from the

true goal of marriage. ** Thus the sexual disorder, which was the formation of

marriages out of the scientific prescription such as seen in the conception of the

*> Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 263; Yet the dissolubility of marriage, which
turned into a mutual contract between man and woman, later argued to be the prompter of divorce
which was another manifestation of decay and social disintegration. Brooks Adams, The Law of
Civilization and Decay (New York: Vintage Books, 1959) p. 298.

¢ Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 263.

*7 Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 265.

** Ibid., p. 266.
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conjugal hygiene, was deemed to be leading to the social disorder. Winston writes,
“the conjugal hygiene treatise becomes an instrument of social reform: by reforming
the institution according to a procreative ideal, the state could be resurrected.”’ The
ideas of pro-natalist writers of the eighteenth and nineteenth centuries presumed a

population crisis which reached to the eugenics projects in Europe.

The debate around the decline of modern man paralleled the rise of eugenics
movement to regenerate societies. Behind the eugenics ideas was the assumption that
the modern civilization gave birth to unnatural illnesses and diseases.”® The capitalist
mode of production and consumption and the evil effects of long hours of labor were
argued in the context of deterioration of species: “Addicted to false needs, (civilized)
men become increasingly effeminate, in the entirely negative sense of being weak,
sickly and denatured.”" As philosophized by the eighteenth century scholar J.J.
Rousseau’s ideas, the effect of the unnatural demands of luxurious modern life was
deemed to end in the physical deterioration of human species. It was allegedly
manifest in the habits of “a profligate, spendthift, gambler, drunkard, opium fiend,
libertine, and the like” in the moral sphere.”® The increase of celibacy, late marriages
and few children were generally accepted as the prompters of the “calamity” which

was thought to arise from the social and economic changes, also. Stoddard diagnosed

* Tbid., p.270.
%% Sylvana Tomaselli, “Moral Philosophy and Population Questions in Eighteenth Century Europe,”
Population and Development Review 14, Supplement: Population and Resources in Western

Intellectual Traditions (1988), p. 25.

! bid., p.24.

52 Arthur MacDonald, “Moral Stigmata of Degeneration,” The Monist 18, no.1 (January, 1908) p. 111.

14



two reasons in shot: “the high cost of living and the cost of high living.”** In addition
to the physical defects, in most of the “scientific” treatises, the degeneracy was
bound with the rule of genetic heritage and conceptualized in the criminological
stigmatization of people with respect to social classes: “Defective persons are more
or less unfit for holding useful places in the social order and tend to sink into the
social depths, where they form those pauper, vagabond, and criminal elements which

are alike the burden and the menace of society.”*

Conscription was also seen as one essential hindrance for the refinement of
generation. Spencer’s thesis was mostly referred to remind the evil of wars on human
procreation: “...the removal of the strongest and the leaving at home of the weakest
men to propagate the race is bound to have as result a physical deterioration of the
population concerned.”® The human losses in the First World War aggravated the
worrisome consideration of population and regeneration: “The great war was a
eugenics nightmare. It allegedly destroyed the finest physical, mental, and social
stock in the county and seriously disrupted the family life and selective

production.”*

The scientific discourse resulted in the strengthening of the male-dominated

view restricting the role of women to the domestic sphere by motherhood. The

33 Lothrop Stoddard, The Revolt against Civilization: The Menace of the Under Man (New Yok:
Charles Scribner’s Sons, 1922) p. 117.

> bid., p.93.

3% Gaston Bodart, Losses of Life in Modern Wars and Race Deterioration (London: Oxford University
Press, 1916) p. 163.

%% Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p.
138
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thoughts and trends about liberation of women thus were perceived as making
women “ill-suited” to lead domestic duties and for most of the writers, women were
“the principal cause of human degeneration and population.”” Here treatises on the
degeneration mostly addressed to the upper-class women who were not raised to
provide for the demands of motherhood, saving the peasant women as the model of
health and vitality in terms of regeneration.”® The idea of degeneration was based on
the high infant mortality and increasing birth control. As argued for the Italian case,
since women transmitted their weakened ability of procreation to the descendants,
the future generations would be indispensably corrupted and debilitated.”® A series of
reform projects® were prescribed to prevent the negative results of the influence of
civilization which was commonly held caused by “corruption” in Rousseau’s sense
of education in Emile, in which he addressed to the careless mothers. Tomaselli
writes,

Modern women were loath to forsake the pleasures of society

for the duties of motherhood. When they gave birth at all, they
were unwilling to breastfeed their children; when they did

37 Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 271.

*¥ Peasants were appreciated to be natural women suitable for procreation. Yet the scholars found the
comparatively more vital birth rates among the lower classes as a handicap to reach to the refined
generation. The refinement of generation through the inheritance of lower class genes was found
troublesome. Thus the fact that marriage rates among college graduates and upper classes were
deplorably going down arose the concerns about regeneration. Lothrop Stoddard, The Revolt against
Civilization: The Menace of the Under Man (New Yok: Charles Scribner’s Sons, 1922), p. 111;
Stanton A. Coblenz, The Decline of Man (New York: Minton Balch Company, 1925) p. 243.

% Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 272.

% The institutions such as the National Birth Rate Commission in Britain aimed to produce policies
on marriage and family to keep away from the alleged “being on the verge of calamity”. Richard A.
Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the Twentieth
Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 9.
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breastfeed them, they were intent to wean them as soon as
possible.’

Thus, “Women Question” in the nineteenth century challenged the defendants of the
eugenics projects of the states. “The literal ascent of women to power” was imagined
as making the society effeminate both physically and morally: “This development

was epitomized in ... the flourishing salon culture of Paris.*®

So many social questions from depopulation, women question, dissolution of
the family to crime and suicide intersected at the end of the nineteenth century. This
growing literature based on the scientific discourse calling upon the modern state
education policies to integrate a new moral agenda. Policies about family and women

strong, simple and pure’ family life”.®

(134

were directed to regenerate the race upon a
Degeneration which was premised upon the depopulation became a concern shared
by both religious and secular authorities.** This reinforcement of the theology with
what medicine prescribed was regarded, Winston writes, as a secular version of the
biblical edict ‘be fruitful and multiply.’® The scientific discourse created on the
marriage institution fostered the conceptual dynamic of the religious doctrine, which

saw the salvation of humanity in its “adherence to a body of moral precepts.”*® The

6! Sylvana Tomaselli, “Moral Philosophy and Population Questions in Eighteenth Century Europe,”
Population and Development Review 14, Supplement: Population and Resources in Western
Intellectual Traditions (1988), p.25.

52 Ibid., p.25.

% Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 9.

% Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 263.

% Michael Winston, “Medicine, Marriage, and Human Degeneration in the French Enlightenment,”
Eighteenth-Century Studies 38, no. 2 (Winter, 2005) p. 264.

5 Tbid., p. 264.
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emphasis was made on the moral education and domestic values. Soloway writes the
states “sought to marshal the vague moral pieties of a past life against the social

anxieties of a fearful present” and it should be added an ominous future.’

The Philosophical Background of The New Pedagogy

The discussion about the purpose of education goes back to the debate around
the concept of “reality.” It is possible to trace the “reality” discussion to the “ideas”
of Plato and Aristotle’s “material world.”®® Despite it was not a new debate, the
nineteenth century witnessed the crystallized form of the classical discussion in the
realms of religion (ideas, truths, eternity) and science (the material world, nature,
change). In respect to educational philosophy, the primary conflict arose between
secular (scientific) and religious realists. The disagreement arose as a result of the
competence between different viewpoints on the same phenomenon. Ozmon and
Craver write that “Although realists promote the importance of knowledge about the
physical universe, the ends to which religious and secular realists put such
knowledge are different.”® What is common for both is the approval of useful and
practical studies, which are “reading, writing, drawing, geography, astronomy,

arithmetic, history and law” to be taught. However the idea behind teaching nature

57 Richard A. Soloway, Demography and Degeneration: Eugenics and the Declining Birthrate in the
Twentieth Century Britain (Chapel Hill: London: The University of North Carolina Press, 1995) p. 9.

% Howard A. Ozmon., Samuel M.Craver., Philosophical Foundations of Education (New Jersey:
Pearson, 2008)

% Tbid., p. 61.
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created the basic contrast: “The religious realist believes that knowledge ultimately
should lead to things beyond itself, such as God or truth.”’® That knowing the self,
nature and God should be combined was rooted in Christian thought since Aquinas,

the father of the Thomists in the nineteenth century. Ozmon and Craver write that,

For the religious realist, the prime reason for the study of nature is
to transcend nature. God who is pure spirit, created the world.
..By studying the world carefully and by discovering its order,
regularity, we can come to know more about God. Religious
Aquinas, would say that this is our prime purpose: God created
the world to provide a vehicle through which people could come
to know him, and Thomists maintain that the curriculum should
include both practical and speculative knowledge.”’

While the methodology of education was progressing and the roles of learners
and teachers were changing, the purpose of education continued to be wrapped in the
Christian worldview, though some teachings of Christianity conflicted with the
discoveries of science.’” It is clearly seen that education in the sixteenth century
communicated with the Christian education on the macro level where “Christ [was]
the teacher” and “all mankind [was] the learners.””® To start with John Locke and

Luther, the understanding of European educators advocated a Christian education in

" bid. p. 54

" bid., p. 54.

2 Abbe Pluche’s (1732-1751) Spectacle de la Nature ,one of best sellers throughout Europe, is an
example of a science book popularizing scientific knowledge for children with a “faith in Divine
Providence.” Cynthia J. Koepp, “Curiosity, Science, and Experiential Learning in the Eighteenth
Century,” In Childhood and Children’s Books in Early Modern Europe, 1550-1800 eds. Andrea
Immel and Michael Witmore. (New York: Routledge, 2006) pp.153-181.

 bid. p. 54
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its purpose in the sixteenth century.’* Besides proposing a cosmopolitan education,
the goal found its expression in molding all persons into the macro system of the
fatherhood of God. Parallel to this, Comenius’ (1592-1670) image of a teacher as the
“gardener” aims to cultivate and nurture the seed of man “in the image of God”: “the
purpose of education was to get to know oneself so that one could direct oneself to
God.”” As seen, this expression is similar and adaptable to the common utterances
of Islamic educational philosophy such as “one who knows himself knows the Lord.”
The next chapters on Ottoman textbooks will indicate that carrying out the “duties”
towards God, and religious instruction in general, remained part of civics textbooks

until the end of the Ottoman Empire.

Modeling the child within the religious moral values and the macro structure
of the religious worldview continued to dominate education throughout the
eighteenth century and in Europe remained one of the decisive factors still in the
nineteenth century.’® The duty of the teacher here was to help pupils find out the
ultimate truth by transcending the material world. Ozmon and Craver exemplify this
in the religious (parochial) schools, writing that “students study such areas as
geography, history and science, but these subjects are presented in ways that

emphasize religious ideas or morality.””” The pioneers of education before and

™ Madonna Murphy M., The History and Philosophy of Education (Upper Saddle River, N.J.:
Pearson/Merrill Perentice Hall, 2006), p.139; Ismail Kaplan, Tiirkive 'de Milli Egitim Ideolojisi
(Istanbul: iletisim, 1999), p. 44.

" bid., p. 152. It should be noted that gardener image of a teacher was still used commonly in the
educational philosophy.

76 Robert Anderson, “The Conflict in Education: Catholic Secondary Schools (1850-1870): A
Reappraisal,” Conflicts of French Society: Anticlericalism, Education and Morals in the Nineteenth
Century: Essays, ed. Theodore Zeldin (London: Allen&Unwin, 1970)

" Howard A. Ozmon. Samuel M.Craver., Philosophical Foundations of Education (New Jersey:
Pearson, 2008), p.61; For the French case of expansion of the religious schools in the nineteenth
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during the Enlightenment period such as Locke, Comenius, Pestalozzi, Froebel and
Herbart, were all heralded as the developers of educational methodology such as
using pictures and actual objects, the idea of developing the senses, child-centered
education, interests and motivation. Yet, the end of the modern education in their
teachings culminated in God’s order of things.”® Ozmon and Craver write that,
“Although Froebel’s education techniques began in the material world with material
objects, he saw all things unified in God, who expresses Himself in physical nature

and in the human spirit.””

This combination of the scientific truths and religious morality was developed
through the new interpretations of Christianity. The era of the Enlightenment truly
witnessed the rationalized form of the religion in Europe, which was to mean a
religion “free of mysteries, miracles, and the Trinity.” Ozmon and Craver write that,
“Gradually, highly educated Protestants and Catholics (mostly in France) thought
about God’s works as revealed by science than by his Biblical word.”® The
cooperation of the Biblical philosophy of life with empirical methods produced in
education seems to have made its way through the works of educational pioneers like
Pestalozzi, Herbart and Froebel, whose writings were quoted, translated or
paraphrased by the Ottoman educators before and within the Second Constitutional

Period.®! John Locke(1632- 1704), accepted as the founder of modern education with

century, see Sarah A. Curtis, “Supply and Demand: Religious Schooling in Nineteenth-Century
France,” History of Education Quarterly 39, no.1 (Spring, 1999), pp. 51-72.

" Howard A. Ozmon., Samuel M.Craver., Philosophical Foundations of Education (New Jersey:
Pearson, 2008), p. 59.

" Ibid., p. 62.
% Ibid., p. 160.

81 Ozmon and Craver, p. 59.
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his empirical method, stated the purpose of education as raising intellectually and
morally strong humans by a tutor of “upright Christian character.”® While
submitting children to the Christian character of teachers, he was confronting

religion with his idea of tabula rasa, which rejected the notion of original sin.

Following Locke, Johann Heinrich Pestalozzi (1746- 1827), described as a
Christian humanist, was one of the most referred to educators in the writings of the
Ottoman educators.®’ Pestalozzi placed education in a broader sphere than the school
only. He warned about the restriction of education to the school. He said “For it is
my opinion that if public education does not take into consideration the
circumstances of family life, and everything else that bears on a man’s general
education, it can only lead to an artificial and methodical dwarfing of humanity.” **
Pestalozzi’s understanding of education came out with his critique of industrial
society. His imagination of school as a good “home” and the teacher as a “father”
resulted from his critical view of industrialized society begetting the lack of home
education. His aim was to compensate what the family now lacked, by satisfying the
child emotionally inside the school. Avoiding fear and punishment, education was to
be given through interest and motivation. He was known for his method of group
instruction and methods of teaching from the concrete to the abstract using actual
objects. The three categories of education, which were extensively referred to in the

local publications on education were derived from his works as well as those of

others in later years. The moral, mental and physical development of the child

%2 Murphy, p. 66.

%3 A translation of his biography, n. a., Oksiizler Babas: Pestalozzi, trans. Mustafa Rahmi (istanbul:
Matbaa-i Amire, 1339).

 Murphy, p. 182
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resulted from what he considered the biological truth of “children (who) are made of

head, heart, body, feelings and intellect.”’

Johann Friedrich Herbart (1776-1841) and Friedrich Froebel (1782- 1852)
were contemporary educators both of whom created long-lasting educational theories
which extend into today’s educational systems. Herbart, called the father of the
lesson plans, developed an instructional methodology based on psychology. With the
contribution of his developed methodology, education was turned into an area of
discipline in the universities in the second half of the nineteenth century. The
purpose drawn in Herbart’s conception of education insisted on the moral
development of the child: “The goal is to help students develop a moral code that
will guide their life.”* He advocated value-rich content in instruction, termed
“educational teaching” which united the ends and means of education theoretically,
where the ends referred to ethics and means of education to psychology/biology. This
resulted in shaping the new knowledge so as to “serve for the moral insight and
strengthen the character.”’ For this character formation, each subject was given an
educational purpose. For example, “mathematics should not be included in the
teaching syllabus solely because of its practical value or technological significance,
but essentially as a means of training the mind to concentrate.”® Herbart’s
educational theory was based on “correlation and concentration”, which was to

produce an integrated education. His stress on the integration of history, geography

% Murphy, p. 182.

% Murphy, p. 197.

87 Ibid., p. 197, The idea of educational teaching found its expression best in the state guideline
prepared by scholars in the 1910s, some of whom were Ismail Hakki Baltacioglu and Sami Pasazade.
The idea of educational teaching will be discussed below.

% Norbert Hilgenheger, “Johann Friedrich Herbart,” The Quarterly Review of Comparative Education
XXIII, no.3/4 (Paris: UNESCO: International Bureau of Education, 1993), pp. 649-664.
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and economics became one of the most referred to parts of his system for educators

of the early 1900s in the Ottoman Empire.

Although moral education tended to be based on Kantian secular ethics
towards the second half of the nineteenth century, the idea of morals in Herbart did
not put a definite distance to religion. Herbart thought moral education and religious
education needed each other. To him, religious instruction, without the help of
morality, which constructed on a rational foundation, might turn into hypocrisy. At
the final stage, he advocated religious instruction fostered with a firm methodology.
He thought that moral and “the religious education should not be begun too early;

nor should it be needlessly delayed.” ®

Friedrich Froebel contributed to the education system with his program of
kindergarten, where children were submitted to women specially. Parallel to Herbart,
he enhanced a combination of the subjects regarding both instruction and education.
His frame of instruction with educational goals lay in these statements: “Education,
in instruction, should lead man to see and know the divine, spiritual and eternal
principles which animates surrounding nature...it should express and demonstrate
the fact that the same law rules both (the divine principle and the nature) as it does
nature and man.””° The religious framework of education had its expression in his
child-centered curriculum as such: “The Christian religion entirely completes the
mutual relation between God and man; all education which is not founded on the

Christian religion is one-sided, defective, and fruitless. The fruit of such a vision

% Johann Friederich Herbart, Outlines of Educational Doctrine, trans. Alexis F. Lenge (New York:
The MacMillian Company, 1901) in Madonna Murphy M., The History and Philosophy of Education
(Upper Saddle River, N.J.: Pearson/Merrill Perentice Hall, 2006), p. 200.

% Friedrich W. Froebel, The Education of Man, trans. W. N. Hailman (New York: D. Appleton and
Company, 1887) in Murphy, p. 206.
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must be a man who knows himself “to be one, not only with God and humanity, but

also with nature.”™"

In contrast to religious realists, secular realism saw the purpose of education
in its value to create a civilization with the steady progress of science and
technology. Scientific realism involved Bacon’s empirical method, induction against
deduction of knowledge. Jean-Jacques Rousseau (1712-1778) stands out as an
educator who followed scientific realism. What makes Rousseau’s opinions about
such issues as physical education, illnesses, hygiene, fresh air and nutrition, and
games all original was not that he invented these ideas but because he explained the
necessity of these through the positive sciences.”® The autonomy of the child and
childhood as a special period were emphasized within the research in the fields of
biology and psychology. He said, “Pedagogues are always looking for the man in the

child, without considering what he is before he becomes a man.”””

While the conflict of religious reservations about scientific knowledge
surviving in his contemporaries, Rousseau’s idea of natural education culminated in
a liberal education abolishing religious boundaries. Rousseau’s Emile proposed a
complete separation from the traditional structures as well. The revolution was that
education was no longer defined within religious ends. Based upon the “tabula rasa”

idea of Locke, Rousseau suggested that child was naturally good, which was

*! Friedrich W. Froebel, The Education of Man, trans. W. N. Hailman (New York: D. Appleton and
Company, 1887) in Murphy, p. 206.

92 Ismail Hakk1, Jean Jacques Rousseau nun Terbiye Felsefesi (istanbul: Cumhuriyet Matbaasi, 1931),
p. 21.

% Kieran Egan, The Educated Mind: How Cognitive Tools Shape Our Understanding (Chicago:
University of Chicago Press, 1997), p. 15.
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theoretically opposed to the story of Adam’s fall: “The Church knows Adam sinful
and forces him to accept faith, while Rousseau knows him innocent and finds the
faith in man. Because of this, he submits the education of a child to a man who has a

heart, not to a priest.” **

He believed there was no sin or vice in man. There was no need of Christian
training to purify him. Thus he submitted Emile to nature, instead of the Church. To
preserve the natural goodness of Adam, he was to be given freedom through which
he would grow without the effects of society and its institutions, which were all
corrupt. This revolutionary conception of education practiced on an imaginary child
named Emile, was deservedly called “the embodiment of the Enlightenment’s
ideas.” The scientific recognition of child revealed the ways to view “in the place
of children”:

We never know how to put ourselves in the place of children;
we do not enter into their ideas; we lend them ours, and always

following our own reasoning, with chains of truths we heap up
only follies and errors in their heads.”

Despite his great contribution in terms of understanding child’s autonomy,
interestingly, Rousseau was neither followed by Pestalozzi, Froebel or Herbart in the
secular educational perspective. His radical insight on education was adapted by

educators only towards the end of the nineteenth century, after his secular view

9 <« Ciinkii kilise Adem’i giinahkar biliyor ve imam zorla kabul ettirmeye ¢alisiyor. Halbuki Rousseau

Adem’i temiz biliyor ve imani onun i¢inde buluyor. Onun igin din terbiyesini papaza degil kalp
tastyan bir insana teslim ediyor. ” Ismail Hakk1, p. 208.

% Ibid., p. 174.

% Jean Jacques Rousseau, Emile or On Education, trans. Alan Bloom (USA: Basic Books, 1979),
p.170.
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found its base in another epoch-making study published in 1859. The secular realists
found their moral grounds in the second half of the nineteenth century with the
Origins of Species.”’ The empirical studies were not helpful in respect to the spiritual
aspect of man: “...wherever life’s values were involved, there it appeared, at least to
many, that science could not penetrate.”® The empirical inquiry of human behaviors,
thoughts and feelings were bolstered by the moral value that Origins of Species
imposed upon life. Rousseau’s educational theories, fostered by the moral value of
the Darwinian perspective, was only recognized in the first decades of the twentieth
century by John Dewey and William James, who were popular American educators

called pragmatists.”

Thus, pedagogy was born into the Christian context of morality and
developed dominantly within it during the eighteenth and nineteenth centuries. This
is to say that until the beginning of the twentieth century, the philosophy of education
relied on a religious worldview although it was methodologically developing with
new interpretations of childhood as a special and autonomous period. Recent
publications suggest that moralistic pedagogy was a global concern developed in
reaction to modernity both in national and imperial regimes in the East and the West.

Fortna writes,

" Egan, p.124.
% Egan, p. 19.

% But the way they perceived science brought a different point. It is understood that what Dewey
meant by science was more comprehensive: ‘“Whereas Bacon thought that science should be
concerned primarily with material things, pragmatists extended its range to include problems in
economics, politics, psychology, art, education and even ethics... When Dewey used the term science
he did not mean test tubes and statistics; rather, he meant orderly thinking and an experimental
approach to the problems of life. ” Ozmon and Craver, p. 120.
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Such simultaneity suggest that there was a common world-time
reaction to the perceived speeding up of time, to concerns about
keeping abreast with the “demands of the present”, and to the
feeling that flight from the “traditional” theological understandings
of the way in which the world worked was accelerating, leading to
moral decay. New style education appeared as a seemingly
universal beacon of hope, particularly when it was meant to convey
a reworked but “traditionally” inspired notion of morality. It is this
moral dimension, however, that is frequently overlooked in
assessing education change.'®

It is not erroneous, in this context, to say that the new pedagogy flirted with
Christianity before it was imbued with Islamic morality in the Ottoman Empire. Thus
it 1s no big surprise to trace the lines of Islamic insights simultaneously to the
scientification process of education in the Empire. The fact that the Christian
conception of education survived to collaborate with pedagogy until the twentieth
century seems to be neglected. In this study, the Unionist period was scrutinized to
display the in-between character of education including both the traditional and the
modern. The philosophy of education will be examined in state documents of
education by exploring where it converged with Islamist and secular-nationalists

worldviews and at which points it diverged from them.

The philosophy behind the pedagogical reconstruction of knowledge is
observed to deviate from the Western codes within the local parameters in the late
Ottoman period. Two lines emerged simultaneously: one was the new conception of
education translated from the Western pioneers, which would result in the popularity
of methods of education among the Ottomans. The second line, regarding the

philosophy of education, had its manifestation in the content of instruction. For this

1% Benjamin C. Fortna, “Islamic Morality in Late Ottoman ‘Secular’ Schools,” International Journal
of Middle East Studies 32 (2000), p. 373.
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reason, the analysis of the subject matter of instruction becomes a more confusing
part of the research on education, since the domestic values imposed on economy,
culture, religion and politics, each of which had its own part to mess up the

conception of the philosophy of education.

Benjamin C. Fortna conceives this in two discrete stages: “importation,
which is to say horizontal ‘borrowing’ from West to East and delivery, the vertical
transmission of the imported material from the state to its student subjects.”'”' He
criticizes the literature of education in the late Ottoman historiography where
Western ideas, systems and pedagogical methods are taught to have been transmitted
to the students directly. He points out that indigenous needs produced the curriculum
and made it “less foreign and more Ottoman.” He criticizes the prevailing approach
in the history of education which takes education as mere figures, statistics and
systems as a whole quantified. This mechanically organized approach, combined
with the presumptions of the post-Ottoman atmosphere, holds the content of
education to the linear secularization project. While the role of local realities were
reduced or given in an instrumental role:

The presence of anything Islamic in state schooling, to the
extent that it was acknowledged at all, has been explained away
as propaganda. This flatly functional approach to Islam
precludes any possible discussion about the multiple valences
that the combination of Islam and “Western-style” schooling

could have produced. While the role of Islam is thereby
diminished, the role of the state is universally exaggerated.'**

19! Benjamin C. Fortna, “Emphasizing the Islamic: Modifying the Curriculum of the Late Ottoman
State Schools,” Childhood and Youth in the Muslim World (Paris: Maisonneuve & Larose, 2007), p.
195.

12 Tbid., p. 197.
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At this point, the educational philosophy of the state in the Second Constitutional
period and the textbooks as the fruits of this policy deserve academic attention. This
study will examine two lines of the local reproduction of scientific education: the
process by which pedagogy had its part by constructing minds, which is to be called
secularization, and the way pedagogy, as a transformative instrument, is observed to
have gone through reconstruction as a result of local interpretations. Hence, the
Ottoman conception of “ferbiye-i etfal” (pedagogy) is counted as fertile grounds for
this study. While the term terbiye was situated in the science of education -
pedagogy-, it simultaneously developed a language that communicated with Islamic
insights on education. This could explain why the Ottoman conception of the new
“terbiye” continued to be defined within the religious context until the end of the
Empire, although the process of secularization created undermining breaks with the

philosophy of the notions of the traditional and Islamic terbiye.

Terbiye became a controversial matter among the intellectuals. We have
plenty of books, pamphlets, and articles written by people of various occupations,
classes and status. The Second Constitutional period especially witnessed an
intensive focus on the concept of terbiye. In this cacophony of educational views, it
gained importance, revealing the genealogical transformation of this concept in the
late Ottoman Empire. The difficulty is to decipher how the concept mutated under
the impact of pedagogy, which was imported from Europe, and with what terbiye
was associated in the traditional Islamic education. The connotation of terbiye in the
Tanzimat period and the Hamidian regime will be held in comparison with the
philosophy of education in Europe examined above. Here, within the genealogical

journey of the term, diagnosing the birth of secular character from within the
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religious context of education will be a central concern of this study. Secondly it will
explore how much it deviated from this secular skeleton in the textbooks of the
period of 1908 and 1924. Below, the Ottoman adaptation of the Western educational

pioneers is discussed.

The Genealogy of the Terbiye Concept in the Late Ottoman Empire

Building up the relation between child and knowledge (malumat) is observed
to have been demanded by the late Ottoman state.'” One of the concrete ways of the
reproduction of knowledge for children found its place in articles and books on
terbiye. In the texts of the Tanzimat period, the ferbiye notion commonly appeared as
synonymous of morals, which were basically teaching good and bad behavior. A
second common usage of the word was related to discipline. Terbiye and maarif were

discriminated in the Ottomans texts and books.!**

While maarif was mostly used to
refer to the institutional system, ferbiye generally referred to the pedagogical

framework.

The first regulation guide'® for primary education, published in 1847,

considered instruction and education differently. New methods of teaching how to

19 For parallel remarks on knowledge envisaged as salvation by the modern pedagogy through the
jadidist movement in Asia, see Adeeb Khalid, The Politics of Muslim Cultural Reform, Jadidism in
Central Asia (Berkeley: London: Los Angeles: University of California Press, 1998), pp. 155-184.

1% Selguk Aksin Somel, Osmanli’da Egitimin Modernlesmesi (1839-1908): Islamlasma, Otokrasi ve
Disiplin (istanbul: iletisim, 2010), p. 86; Muallim Cevdet, Biitiin Tiirklerde Maarif ve Terbiye Tarihi
Uzerine Bir Nazar, 1327 (Document no: MC Evr_000014- 08, Atatiirk Library).

195 Tt was prepared by Emin Pasha, Fuat Pasha and Ahmet Kemal Efendi. The text legitimized the use
of new school materials with its allegedly being used in Mecca and Medina. It is supposed that this
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read and write were introduced to teachers in the document together with the new
school materials to be used such as maps, ink holders, pens and the stone-boards
needed for writing. The document interpreted terbiye as having good behavior
worthy humans and humanity. The guide stated that the Council of Public Education
(Meclis-i Maarif-i Umumiye) would provide the necessary textbooks of morals that
were supposed to teach good and bad behaviors'® in respect to both “ration” and
“religion.” The text uses terms such as “mucib-i tezhib-i ahlak” (necessity of moral
purification) and “ahlak-1 memduhe” (good morals). It also used the term raising
“terbiyeli cocuk”(well-behaved child). In this guide, morals (ahlak) could easily be

interchanged with “terbiye.”

A parallel use of terbiye is seen in a book by Ethem Ibrahim Pasa titled
Terbiye ve Talim-i Adap ve Nesayihii’l Etfal (“Education and Instruction of the
Codes of Behaviors and Advice to Children™).””” The concept of terbiye was given as
the codes of behaviors; thus what was meant by terbiye here was close to the word
“morals.” In article titled “The Importance of the Education of Children” by Munif
Pasha in 1862 it is also possible to see the parallel uses of the concept. What was
meant by terbiye was a process of disciplining and character education within the

religious formation. The usage of the concept in 1860s did not reveal any parallels

disinformation was deliberately made up in order to prevent the reactions of religious circles. Yahya
Akyiiz, “Ortadgretimin Yenilesme Tarihinde Bir Adim: Nisan 1847 Talimati,” OTAM Dergisi 5,
(1994)

19 According to the text, for example, girls’ and boys’ sitting together was not proper, regarding
terbiye.

197 Tt was latinized by Hifzirrahman Rasit Oymen in 1979. A “ferbiyeli ¢ocuk” is described as one who
does not eat his bread while standing and behaves silently so as not to disturb others. The picture of
the terbiyeli ¢ocuk is drawn at school, home, even at play and entertainment. Ahmet Mithat Efendi,
Terbiyeli Cocuk: Miibtediler icin Kiraat Kitabi (Istanbul: Kirk Anbar Matbaasi, 1303).
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with the perception of child in the works of Rousseau, Locke, Pestalozzi, Herbart and

Froebel, whose publications on education had already appeared.

The effect of the new insights on educational theories could only be seen in
1870s. Two articles published in Takvim-i Vekai in 1870 examined the concept of
pedagogy translated as /lm-i Terbiye-i Etfal (pedagogy). The author of these articles
is thought to have been Selim Sabit Efendi or Aristokli Efendi. The articles, for the
first time, took the issue of ferbiye in different aspects rather than restricting it to the
codes of structured behaviors. The examination of “child” as an object of biology is
observed to have had its place in terms of physical and mental education. The fact
that children autonomously existed with the peculiarities of their body made up the
agenda of physical education focusing on such issues as cleaning the body, physical
exercises, ensuring clean air and sufficient sunlight inside classrooms and the

importance of using desks and breaks as well.

Mental education was considered to be under the protection of teachers, yet
the parents were to care about it, too. The major principles were teaching at a gradual
pace according to the students’ ages and abilities; and transferring the information in
a clear and simple language and content. Children should not be exposed to the
frightening and ultra-natural narratives of oral or written culture. Instead they should

be taught about “the history of natural sciences and the world.”'*®

The goal of education was defined in moral terms: “The goal of the fimi

Terbiye-i Etfal (pedagogy) is to educate children so that they can lead a religious and

198« bunlar da doga bilimleri tarihi ile ilgili bilgiler ve diinya ile ilgili bilgiler olmal. Cavit
Binbasioglu, Baslangicindan Giintimiize Tiirk Egitim Tarihi (Ankara: An1 Yayincilik, 2009), p. 190.
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favorable life from birth to adulthood”'” Proper to the biological existence of the
child, education was to begin at birth. The Herbartian concept of educational
instruction can be traced in the article. The author pointed out the relation between
education and instruction and he declared the superiority of education over
instruction. Moral education was more necessary since while the physical and mental
education raised learned (malumatli) people, moral education yielded pious offspring
and virtuous fathers.''® According to the passage though it was good to teach
religion, discrediting or humiliating other beliefs had to be avoided. Here the
Tanzimat Ottomanism was accompanied with the humanistic and cosmopolitan view
of Enlightenment educators. Teachers were to treat the children kindly and the
punishments were to be fair and avoid anger and violence. Generally the first article
can be regarded as a paraphrased version of the conceptions of Pestalozzi and
Herbart. The second article mostly focused on the instruments of instruction in detail
so that the meters of desks and tables and the school buildings were all included to

create the ideal ambience for education.

Although the present study restricts itself to the examination of the
conception of education in the texts of educators, it is important to consider Ziya
Pasha since he was the one who translated the most radical theory of education,
Emile or on Education, into Turkish. The article''" was republished in the journal

Tedrisat-i Iptidaiye (Journal of Primary School Education) in 1911. This article

"9 Cocuk egitimi biliminin (ilm-i terbiye-i etfalin) konusu, ¢cocuklarin dine bagl ve giizel bir bigimde

yasamalar igin gereken seyi ogrenmeleri amaciyla dogumlarindan bagslayarak ergin oluncaya kadar,
uygun bicimde egitilmeleridir. Ibid., p. 188.

"0 Ibid., p. 191.

""" Binbasioglu states that the article by Ziya Pasha, which was actually the preface written for Emile
was published in Mecmua-i Ebuzziya after he passed away in 1881. Binbasioglu, p. 156.
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shows how Rousseau’s (1712-1778) radically liberal education was adapted to the

Ottoman moral education by a Tanzimat intellectual.'"?

Ziya Pasha’s preface formulated the ferbiye of his day as a “corrupted” moral
education rendered in the family and extended into society with its ills: “When the
morals of a society were spoiled, then the decline started in their civilization.”'* The
goal of the Islamic terbiye was to produce the “insan-1 kamil,” the perfect (or on the
way to be perfect) human being, which requires a process of tekamiil (progress for
perfection). ''* In short, tekamiil culminated in being a good subject in eyes of God,
Rab,'"® who was the Miirebbi (educator) of the whole universe as well as of human
beings. This Islamic conception of education is present throughout his article. When
he articulated the state of having or not having terbiye, he used giizel ahlakli (well-
behaved) or ahlaksiz (ill-mannered). He exemplified an ill-mannered child as
disobeying his parents or committing theft.''® Such a child is similarly considered as

not educated (terbiyesiz).

This terbiye understanding mostly corresponded to the behavior education in

modern terms. The use of ahlak and terbiye side by side several times can be

considered as the character of the educational understanding until the 1890s.""”

"2 Frank A. Stone. “The Evolution of Contemporary Turkish Educational Thought,” History of
Education Quarterly 13, no.2 (Summer, 1973) pp. 145- 161.

' This formula originates from Islamic thought. “God does not change the situation of a society until
they change their morals themselves.” The worldly progress depends on religious morality.

114 References about giizel ahlak (decent morality) in the hadith and verses strictly intertwined with
the term ahlak with the education conception

"> Rububiyet, miirebbi and terbiye derivate from the word, Rab (the Lord).
116 Ziya Pasa, “Aile Terbiyesi Hakkinda, ” Tedrisat-1 Iptidaive Mecmuasi 1, no.11 (1911), p. 205-206.

"7 Both Somel and Fortna drew on the concept of ahlak was problematized in curriculum changes and
education policy. Moral instruction, termed “social disciplining” by Somel, was regarded as a local
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Generally speaking, the science of education in the West seems to have been adapted
in the religious problematic of morality. The adaptation process of knowledge was
willingly or unwillingly censoring or molding the educational theories in accordance

with Islamic belief.

It could be stated that the secular character of the new education was
neglected by the Ottoman intellectuals of this period, which went parallel with the
proliferation of religious realists in the West during the nineteenth century. It is
explicit that what Ziya Pasha conceived of Rousseau’s radical ideas did not imply
any such revelations. However, Mehmet Nadir was exceptional with his articles
published in the 1890s. He preferred using the term “pedagogy” instead of ferbiye in
his articles. His series of articles, titled “Knowledge to My Daughter ”’(Kizima
Malumat) was similar to Rousseau’s Emile in its modern construction of knowledge

for children.

Traces of New Pedagogy: Following Rousseau

Mehmet Nadir’s articles in Sabah brought a new pedagogy “which deal[t]
with how to turn children into adults scientifically”. Proper to its historical
background, he proclaimed that “pedagogy is a science of wisdom of which essence

is constructed upon enlightenment, logic and morals. In fact, pedagogy depends on

regeneration in reaction to the foreign encroachment by Benjamin Fortna. Imperial Classroom: Islam,
the State, and Education in the Late Ottoman Empire (London: Oxford, 2002), p. 202; Selguk Aksin

Somel, Osmanli’da Egitimin Modernlesmesi (1839-1908) Islamlasma, Otokrasi ve Disiplin (Istanbul:
fletisim, 2010), p. 7.

36



human nature and psyche.” ''® As Nadir defined it, according to its secular context in
the Western Europe, pedagogy, on behalf of the scientific realists, came out as a
newly defined area of knowledge within the context of secularization. Thus, this new
knowledge had no space for “mysterious insights.”''"” The tests, trials, scientific
observations of child development and all these new methods would replace the old

superstitious beliefs and insights.

His writings focused on the mental education of children, which brought the
subject matter of education under examination. Besides giving theoretical elucidation
on pedagogy, he presented the pedagogical methods by providing sample lessons on
subjects like writing and the natural sciences. The text of the science lessons was
constructed upon dialogues with Hadiye, his ten to twelve year old daughter. The
first of these samples was about entities in nature and its laws. Nadir underlined that
it was not going to be a lesson on the mistakes of orthography in Arabic, but on the
mistakes arising from the lack of knowledge in science. He stated that though the
lessons were going to be about physics, chemistry and biology, his little daughter
would certainly understand the topics since the subjects had been prepared according
to pedagogical principles. He was wary about choosing subjects from daily life and

explaining them by means of positive laws. His “Knowledge for My Daughter”

"8 “Pedagoji bir fenn-i hikemidir ki esast ilim, ruh, mantik ve ahlak iizerine miiessestir. Ciinkii
pedagoji tabiat-1 ruh-1 insan tizerine istinad eder.” Mehmet Nadir, “Pedagoji 1: Mutalaa ve Tedris,”
Sabah, s. 2103 (21 Zilhicce 1312/ 2 Haziran 1311/ 14 Haziran 1895) in Mehmet Nadir, Terbiye ve
Talim-i Etfal: Bir Egitim Onciisiiniin Yazilar: (Istanbul: Istanbul Erkek Liseliler Vakfi, 2005), p. 3;
Pedagogy as a word is introduced to the readers through the columnists in the Hamidian period. This
shows the awareness for discrimination between pedagogy and ferbiye. However, still most journals
for children did not show recognition of the scientific conception of education. Ciineyd Okay,
Osmanli Cocuk Hayatinda Yenilesmeler 1850-1900 (istanbul: Kirkambar Yayinlari, 1998), p. 50-52.

9 «“fste bu gibi hurafat ve itikadat-1 banla ile cocuklarn zihinlerini tesvise diisiirmemek....tavsiye
ederiz.” Mehmet Nadir, “Pedagoji 3: Terbiye-i Ahlakiye,” Sabah, s. 2112, (30 Zilhicce 1312/ 11
Haziran 1311/ 23 Haziran 1895) in Mehmet Nadir, p. 75.
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(Kizzma Malumat) actually developed critical viewpoints for the existing curriculums
through which the students were extensively exposed to the instruction of Arabic

orthography and language.'*’

- Hadiye! Come on, let’s go to the garden. We will walk and
improve your understanding by talking about useful things, for
you are now old enough. Being ignorant at this age is not
appropriate for you, nor for me.

- My respected Father! Am I ignorant? I have already taken and
learned so many courses at Rushdiye School. How can such an
educated child like me be called ignorant?

- Ok! Then. Get an onion from the basket up there! Peel it with a
knife...

- What! What happened! Your eyes filled with tears! Why? Let’s
explain)

- Of course, my respected Father, the onion hurt my eyes.'*!

After listing other topics about how the sun heated humans, why a stone

thrown into air fell, what pencils or soaps were made of, what matter was and its

properties, it was concluded that students are not taught these things in schools.

The discourse in teaching science drew a secular line. The universe was
presented more like a system that operated with natural laws where nature was
described as its own agent. It did not search for a way to combine these scientific
truths as God’s creation. Beginning with the laws of the universe and holding the

lesson in a garden instead of established school buildings was an important signal

120 Orthography occupied a considerable place and perceived as a problematic by the Ottoman
intellectual as the modern methods of language learning developed in Europe.

121 «_Hadiye, kizim! Haydi seninle bah¢eye gidelim. Hem gezeriz hem de fenni, istifadeli seylerden
sana bahsederek, malumatinm ziyadelestirmis oluruz. Zira sen olduk¢a biiyiidiin. Bu yasta cahil kalmak
sana da yakismaz bana da!

- Efendi baba! Ben cahil miyim ya? Riisdiye mektebinde bu kadar dersler gordiim; égrendim. Benim
gibi mektepten ¢ikmuig bir ¢cocuk hi¢ cahil olur mu?

-Pekala! Surada duran sepetin i¢inden bir sogan al! Bigakla bu sogant soy!

-Ne 0? Ne oldun? Gozlerinden yaslar ¢ikiyor!

-Elbette efendi baba gozlerimi sogan yakti!” Mehmet Nadir, “Kizima Malumat : Birinci Miikaleme,”
Sabah, s. 2147, (6 Safer 1313/ 16 Temmuz 1311/28 Temmuz 1895) in Mehmet Nadir.
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here for the secular shift of both discourse and knowledge. He aimed to display the
power of educational methodology to construct a view of the world. Thus, there
stood, no longer, an obstacle to absorbing physics, chemistry or biology. The way
pedagogy transformed the data and made it ready for kids’ consumption can be seen
in his sample lessons. It is explicit that Nadir, following Rousseau and “lay

. 122
moralists,”

separated the subject of education from the domain of the culture,
religion or society. He used induction inquiry to set up this secular character of the

education, as opposed to the holistic understandings.

Reconstruction of Pedagogy through Islamic Morality

The Hamidian period differed with its search for scientific knowledge infused
with the moral values of Islam. Education which was equally instruction of morals
until the 1890s was developed into a broader sphere in its theoretical roots. Except
for Selim Sabit Efendi’s “School Guide for Teachers (Rehniima-i Muallimin)™'* in
1870s, the increase of interest in a scientific education dates to the 1890s, as seen in
Nadir’s explorations. Some prominent pedagogues such as Ayse Sidika, Musa

Kazim, and Hezargratli Mehmet Efendi adapted the western classics to the Ottoman

122 «“There were lay moralists ... (whose) aim was only to make morals entirely independent of
religion...In a lecture to school teachers on the moral education syllabus, ... the new lay system
involved the training of the intelligence, to enable it to make moral decisions, as opposed to the
Catholic catechism, which relied on the memorizing of rules.” Theodore Zeldin, “Conflict of
Morality,” Conflicts of French Society: Anticlericalism, Education and Morals in the Nineteenth
Century: Essays, ed. Theodore Zeldin (London: Allen&Unwin, 1970), p. 43.

12> His booklet is on how to instruct reading and writing, history, geography and calculation. Teacher
roles and behaviors show the impact of Pestalozzi who viewed teachers as fathers.

39



language. Ayse Sidika’s Usul-u Talim ve Terbiye (1897) (Methods of Instruction
and Education), which grouped education by its physical, mental and moral aspects,

is one of these adaptations from Europe, namely Herbert Spencer’s book.

Another work is Hezargrathh Mehmet Refet’s Terbiye-i Dimagiye yahut Usul-
ii Terbiye (1896) (Education of Mind or Methods of Education). He considered
education to be more a training of the mind, which aimed to develop the ability to
think and solve problems. In “Rehber-i Tedris ve Terbiye” (1897) (Guide of
Instruction and Education), Musa Kazim proposed the union of religious perspectives
with science. He referred to the French education minister Guizot, who claimed that
“the atmosphere of the school should be compatible with religion and morals.”'**
After cautioning the teachers not to use the importance of religion and morality
repetitively, he suggested that the religious message should be given only at the end
of a lesson.'” To him, instruction should be based on religious morality, being
careful about unnecessary and tiresome repetition: “In short, so many things of
religion and morals could be articulated in the lessons of Astronomy, Physics,

General history and History of Nature™'*°

12 “Fransa egitim bakanlarindan iinlii Guzi (Guizot) derdi ki: ‘Okulun havasi, din ve ahlakla uyumlu
olmal.”” Musa Kazim, Rehber-i Tedris ve Terbiye 2 (Istanbul: Kasbar Basimevi, 1313), in Cavit
Binbasioglu, Baslangicindan Giintimiize Tiirk Egitim Tarihi (Ankara: An1 Yayincilik, 2009), p.237.

125 Somel gives out this tiresome and boring character of religious instruction which made it
ineffective. Ahmet Aksit, “Selguk Aksin Somel ile Soylesi, Osmanli’da Egitimin Modernlesmesi
Uzerine (1839-1908),” Toplumsal Tarih 204 (Aralik, 2010)

126 “Kisaca astronomi, fizik, genel tarih ve tabiat derslerinde diyanet ve ahlakla ilgili bircok sey

soylenebilir.” Musa Kazim, Rehber-i Tedris ve Terbiye 2 (Istanbul: Kasbar Basimevi, 1313), in Cavit
Binbasioglu, Baslangicindan Giintimiize Tiirk Egitim Tarihi (Ankara: An1 Yayincilik, 2009), p.237.
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The tendency towards interpreting the new science in terms of religion is also
observed in the work of Siileyman Pasazade Sami.'?” He wrote “In short, a true
education (tarbiyah) is that one which is based on religion. No religion, no
morality.”'*® The same is also observed in Abdiirrahman Seref’s work, The Science

of Morality (Ilm-i Ahlak), counts religion as the part of the pedagogy. '*°

Ziver’s Bedreka-i Muallimin™’ sets the educational basis similarly with the
above-mentioned Hamidian educators. He took a holistic view point in that he did
not see modern education as a secular sphere. Stating that it was unnecessary to
elaborate on the history of terbiye-i etfal, he did not think of pedagogy as something
new to be explained to the reader. Yet, he discriminates between it and the
contemporary education in terms of its practical usefulness: “The religious obligation

99131

to teach the useful knowledge.” ”" The author tried to place the pedagogy within the

Islamic goals of education. Thus it is understood that the science of ferbiye was not

12" He translated the methods of education in Froebel and Pestalozzi. He had been one of the members
of Meclis-i Kebir-i Maarif since 1909. He was also member of the board of Copyright and Translation
between 1914 and 1917. He is one of the authors in the commission writing the guide for instruction
and education in 1915 together with Ismail Hakki Baltacigoglu. This work will be held in the
following subtitles.

128 “Hasil kelam hakiki bir terbiye din iizerine tesis eden bir terbiyedir; din olmaymnca ahlak olmaz.”
Meclis-i Maarif Azasindan Sami, /lmi Tedrisat-1 Etfal (Dersaadet: Ikram Matbaasi, 1328), p.113;
Sami reported that originally the books belonged to Aristokli Efendi, a member in the Grand Council
of Education (Meclis-I Kebir-i Maarif); yet he had interpreted it within the contemporary knowledge
and his own point of view. It is recorded by Nafi Atuf as /lm-i Terbiye-i Etfal, “written by Aristokli
Bey and translated by Sami Bey,” in Nafi Atuf, Tiirkiye 'nin Maarif Tarihi Hakkinda Bir Deneme
(Istanbul: Milliyet Matbaas1, 1930), p.167.

12 This combination of religion and pedagogy is generally presented as a fault of the Ottoman
educators; however; religion was ingrained in the philosophy of education in Europe in the relevant
periods, too.

139 The book has the characteristics of the Abdiilhamit II’s period in terms of its form. It starts with
besmele and it included compliments to the sultan several times in the introduction.

B “Ulum-u nafiamin tahsiline olan mecburiyet-i diniyye hasebiyle tedris ve terbiyeye miiteallik kavaid
ve nazariyat-1 mahsusaya dikkat ve itina bittabii Islam icin elzemdir.” Yanya Vilayeti Maarif Midiri
Ziver, Bedreka-i Muallimin (“n.p.”, Hanimlara Mahsus Gazete Matbaasi, 1323), p. 5.
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translated and formulated on the level or platform it was produced by the secular

realists.

Ziver, the Director of Education in Ioniana, admonished teachers to connect
the concrete facts with the existence of a creator: “for example, the fact that the
brilliant and life-endowing light of the sun and the sun’s great body could only be
explained with the existence of the Great Creator should be proved to the pupils.” '
As seen, this was a reproduction of Western knowledge with a new spirit. This
verifies Fortna’s thesis: “...the moral instruction initiative represented an attempt to
inject Islamic content through modern means and modes of organization. ...the
campaign to infuse moral education into the Ottoman school system used the

physical elements of schooling to produce change in patterns of thought, association

and belief.”!*?

While keeping the place of Turkish as the true language of the Ottomans,
Ziver seems to have been content with the Arabic and Persian letters and words since
they made up the first step in acquiring these languages.'** His opinions about
geography and history courses differed from those of the intellectuals in the Unionist
period although the book was written only a year before the revolution. He
considered religious instruction as a critical part of education, for the only way to be
happy was through “belief.” Religion in particular was presented as the only pacifier

of the human heart against all evils, which displayed an ambivalent approach towards

132 “Mesela giinesin evalim-i teshin ve ihya eyleyen ziyasinin seklindeki cerm-i azimenin ancak sani-i
hakikisi ancak Halik-1 Teali Hazretleri oldugu sakirdane ispat edilmelidir.” Yanya Vilayeti Maarif
Miidiri Ziver, Bedreka-i Muallimin (“n.p.”, Hanimlara Mahsus Gazete Matbaasi, 1323) p. 10.

133 Fortna, Imperial Classroom, p. 203.

1* Yanya Vilayeti Maarif Miidiri Ziver, Bedreka-i Muallimin (“n.p.”, Hanimlara Mahsus Gazete
Matbaasi, 1323) p. 99.

42



what was Western and modern. He questioned the probability of a nation surviving
without religion. In his opinion, it was evident that science and religion were thought
of side by side without any incongruity and conflict, although he did not elaborate on
the issue as much as the successive educators of the Second Constitutional period. To
him, especially the teachers in villages were seen as responsible for supplying the
religious instruction by reciting the ezan (call to prayer) and by enlightening

“ignorant” people specifically through namaz (prayers) and obedience to the state.'”

In conclusion, education was understood as a matter of body and mind as well
as morality in philosophical terms. Fortna defines the characteristic of the period as
follows: “Here is Hamidian education policy in microcosm: a moving away from the
more overtly ‘secular’ aspects of the Tanzimat conception of Ottoman education
toward a consciously Islamic basis.”'*® The increase in the theoretical exploration of
the instructional methods that were to train the mind in the 1890s and first decade of
the 1900s, prepared a more “scientific” background for debates during the Second
Constitutional period, when the thoughts of Locke, Jan Jacques Rousseau, Comenius,

Pestalozzi, Froebel and Herbart made up the popular educational discourses."*’

133 Ibid., pp. 101-103.
13¢ Fortna, Imperial Classroom, p. 216.

137 “Rousseau’nun Emile’ini, Locke un diisiincelerini okumamusg bir iptidai mualliminin malumat-i
meslekiyesi pek nakis kalir”. Necmeddin Saru, “Ilm-i Terbiyede Tetebbua Tarihinin Mevkii ve
Ehemmiyeti,” Tedrisat Mecmuast 5, 32/6 (1331), p. 165.
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Reducing Islam to a Pedagogical Category:

The Second Constitutional Period

What was clear in the first decades of the twentieth century is that the
educators were no longer writing about terbiye as synonymous to ahlak. It was more
established that education was a matter of “science” and perceived as independent
from religious epistemology. What is more, this period differs in that pedagogy,
constructed theoretically under the Hamidian rule with a scientific perspective, began
to be practiced in the primary schools. This confrontation of the new versus “the old”
was explicitly felt when such courses as physical education and art lessons were
added to the programs of the primary schooling, which was the most conservative
layer of education. For the commentators of the period, the change in the curriculum

was a “revolutionary”.

The new generation of educators, some of whom graduated from Europe,
engaged in a broad spectrum of debates on different educational theories. In this
liberal atmosphere of the Constitutional regime, the increase in the translation of
educational studies resulted in confusion of the data imported from the West. A well-
known methodology was the eclectic approach to “foreign” epistemology formulated
as being open to Western science and technology by avoiding its morality and way of
life. This, for example, was expressed often in Ziya Gokalp’s writings on national
38

education in the formulation of national education and modern instruction.'

However, how exactly this demarcation could be realized was not clear as stated by

138 Ziya Gokalp, “Milli Terbiye IV,” Muallim Mecmuas: 1, no. 4 (Ekim 1332), pp. 97-102.
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Baltacioglu: “It is so strange that even those who propose to ‘take advantage of
western science by giving back their morality’ did not know what they will keep and
reject.”’*’ He regretted that the Constitutional years when the opposition to Tanzimat
reforms gained impetus did not go further than imitation of the West: “...Yet,

imitation was imitation...we were deprived of a national and indigenous system.”"*°

Most of these debates revolved around the theoretical envisagement of an
ideal education fit for the Empire, where the political borders and population steadily
changed within the ongoing wars. Yet, the Unionist state policy on education was
generally reduced to the ideology of Turkism based on an increasing secularism. In
this part of the study, to overcome the crowd of educational formulations, the
resources on education would be kept restricted to the books, articles or texts written
by the pedagogues of the period. After gathering the general literature of the period,
to what extent the state policy was in harmony with this debate and at which point it
diverged from it will be indicated through the analysis of state guidelines
theoretically. The discourse on the educational philosophy in these sources will be
deciphered in terms of the intersections of the modern pedagogy with the Islamic
thought and Turkish nationalism. The borrowed term “religious realism” explained

above will be traced in the company of secular realists.

Within the physical, mental and moral education, the first two were welcome
unquestionably, yet the moral education created the conflict between the educators,

among whom Ismail Hakk: Baltacioglu and Sat1 Bey were the well-known. The

19 “Gariptir ki ‘Avrupa’min yalniz ilminden, fenninden istifade edelim, ahlakim adatini almayalim!’
diyenler bile alacaklari ve verecekleri seyin ne oldugunu bilmiyorlard:. ” Ismail Hakk, “Milli Talim
ve Terbiye Islahatina Medhal,” Milli Talim ve Terbiye Mecmuasi, (Nisan/1333), p. 17.

10 “Lakin taklit yine taklit idi... milli ve mahalli bir teskilattan mahrum kaldik.” Tbid., p. 16.
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debate gathered around to what extent instruction and education were to operate
independently from each other; in other words, whether an Islamic morality would
dominate the modern school subjects like in the Hamidian period or not made up the
controversy. A more difficult question was how to deal with the religious-based
moral education and to what extent the conflict between moral education and the

scientific subject matters was to be overcome.

The confusion was deepened since “ferbiye” was historically synonymous
with morals as seen in the previous interpretation of the education concept. The war
conditions created a penchant to problematize “morality” once again. The Balkan
Wars and the continuing Great War regenerated the problematic of morality, which
was traditionally the answer to explain the losses and failures.'*' A regeneration
thesis was made upon a new morality which would sweep away the crisis led by the
moral degeneration of the Ottomans. Below, the characteristic of the Constitutional

period morality will be discussed in comparison to the previous period.

Debates on the “True” Religion and Terbiye

The Constitutional years, within the liberal atmosphere of intellectualism,
yielded a comprehensive discussion on religion in which the u/ema had to share its
hold on Islam with different intellectual disciplines. For example, the authors of

Islam Mecmuasi (Journal of Islam) came from multifarious disciplines with their

1! «“young Turks found the reasons of 1876 defeat in moral degeneration”. Serif Mardin, Jon
Tiirklerin Siyasi Fikirleri 1895-1908 (Istanbul: letisim, 2004), p. 122.
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own viewpoints and they supported the reform in Islam.'** Thus, Islam was no longer
a discipline in itself discussed and interpreted under the authority of the ulema; it was
redefined and interpreted in view such subjects as sociology, economy, and

pedagogy by the people with no affiliation with religious institutions professionally.

The Unionist approach to Islam was interpreted in two ways. '* The
dominant conviction explicated the role of Islam in Unionist policy merely an
instrument of legitimization.'** Islam as a vehicle to pacify the reactions against the
reforms became the common ground especially among the Westernists. Serif Mardin

called it an artificial Islamism.'*

Stikrii Hanioglu has a similar conviction in his
books.'*® His article draws an impressive picture of the instrumentalization of
religion for political requirements in the writings of the Westernists, whose anti-

Islamist ideas became more agitated and distinct only after 1908.'*

On the other hand, the intrinsic value imposed on religion found its explicit
form in the apologetic psychology defending Islam against the overwhelming
visibility of the science and progress of Europe from the daily life to the ideological

dimension. This defense, which was shared by Islamists, nationalists and some

"2 Masami Arai, Jon Tiirk Donemi Tiirk Milliyet¢iligi (istanbul: fletisim Yayinlari, 1994).

4> Ahmet Yasar Ocak interpreted the search for a new conception of religion as the continuation of
the Islamism of Abdiilhamit the Second. He argued that the new Islam was generated as a reaction to
the Ottoman Islam historically. Ahmet Yasar Ocak, Tiirkler, Tiirkiye ve Islam (Istanbul: Iletigim,
2009), p. 95.

14 Tarik Zafer Tunaya, Tiirkiye 'de Siyasal Partiler 3: Ittihat ve Terakki, Bir Cagin, Bir Kusagn, Bir
Partinin Tarihi (Istanbul: Iletisim, 2011) p. 377

> Mardin, p. 162.

146 Siikrii Hanioglu, “Bir Siyasal Orgiit Olarak Osmanl Ittihat ve Terakki Cemiyeti ve Jon Tiirklitk
1889-1902 (Istanbul: fletisim, 1985)

"7 Siikrii Hanioglu, “Garbcilar: Their Attitudes toward Religion and Their Impact on the Official

Ideology of the Turkish Republic,” Studia Islamica 86 (1997), pp. 133-158.
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Westernists on the grounds of anti-imperialism, was a common and learned reaction

actually inherited from the Young Ottomans.'*®

What made the defense of Islam an intrinsic effort lay in the conviction of a
revival, since Islam was believed to be superior and more comprehensive than the
knowledge acquired through induction.'® The present progress of Europe had only
been realized as a result of the contributions of Islamic civilization and values which
had been allegedly neglected by Muslims. The failure was seen to be in the lost
universal values of Islam. Thus, the intrinsic motive that sought a reconciliation/
negotiation with modernity in the essential sources of Islam was an effort to
strengthen the faith, which was thought to be losing its credibility especially among

the youth."”® Generally speaking, a religion of “hurafes” (superstitious beliefs) was

18 For Namuk Kemal’s well-known article as a response to Earnest Renan, who blamed islam as a
system against illumination and education, Namik Kemal. Renan Miidafanamesi: Islamiyet ve Maarif,
ed. Fuat Kopriilii (Ankara: Milli Kiiltiir Yayinlari, 1962); For the anti-emperialist thoughts of Young
Turks and the defense of Ahmet Riza, see Omer Turan, “Oryantalizm, Somiirgecilik Elestirisi ve
Ahmet Riza: ‘Bati’nin Dogu Politikasinin Ahlaken Iflasi’n1 Yeniden Okumak,” Toplum ve Bilim 115
(2009). pp. 6-46.

1% The same period is reported to have witnessed the trials of the revival of Islamic thought in the
works of Seyid Ahmet Khan Seyid Emir Ali, Muhammed Ikbal and the intellectuals writing in
Sebiliirresad and Strat-1 Miistakim such as Izmirli Ismail Hakki1. The common problematic was to
push Islamic thought and make true the universality claim of Islam, which was supposed to have a say
in the modern issues in practical and theoretical ways such as in banking and interest matters in
economy, the reconciliation of pedagogy with Islam, philosophy with Kelam, Darwinism with the
creation and rationalism with spirituality. Hilmi Z. Ulken, Tiirkive 'de Cagdas Diisiince Tarihi I
(Konya: Selguk Yayinlari, 1966), p. 443-458; For the eclecticism of Ottoman adaptation of the
imported science and knowledge, “Enes Kabakg1, Ozgiir Adadag, “Islahtan Devrime: Tanzimat’ta
Cumhuriyet’e Osmanli- Tiirk Siyasi Diisiincesinde Degisim Algisi,” Divan 14, n0.26 (2009/1), p.13.

139 The morality conflict in modern school students was described as such: “/dadiye (secondary
school) youth were inflicted with the doubt and suspicion arising from the conflict between the old
instruction of religion and morality and the instruction of enlightened teachers of the nature,
physiology and astronomy.” Idadi gen¢ligi din ve ahlak tedrisatini idare eden eski hocalarin
telkinatimi bir yandan tabiattan, bilhassa fizyolojiden ve felekiyattan bahs eden miitefennin
muallimlerin tedrisat: altinda siiphe ve tereddiit i¢inde kavruluyor. Ismail Hakki, “Milli Talim ve
Terbiye Islahatma Medhal,” Milli Talim ve Terbiye Mecmuas: (Nisan 1333), p.17; For similar
articulations of the same matter, see Ziya Gokalp, “Milli Terbiye,” Muallim Mecmuas: 1, no. 3 (Eylil
1332), pp. 65-71.
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cautiously sorted out and the essence of religion was reached as the “true religion.”
Unionists approach to Islamic pedagogy, at least as well as the “true” Islam was
concerned was manifest. As stated by Arai, the Unionists were not necessarily or
absolutely nationalist secularists, yet they regenerated the modernization and
Islamism simultaneously.">' Two main characteristics are observed in the treatment
of Islam: First of all, most of the intellectuals believed religion was of vital
importance for the reasons of morality crisis and preserving social integrity.'>* The
second is that Islam had no conflict with the modern world view unless it was

distilled into its “true” essence.

The educational journals of the period viewed Islam as a space of defense
against the foreign moral encroachment. It was suggested that a self- confidence
extracted from a religious consciousness be instilled in the Ottoman child to
overcome the inferiority psychology. Sat1 Bey especially spent much space in his
articles in Tedrisat-1 Iptidaiye Mecmuasi (Journal of Primary School Instruction) to
refute the attacks emerging from social Darwinism. Designating the contemporary
Western civilization not as the fruit of Christianity in the middle ages, he evaluated
the emergence of Islamic civilization and its establishment after the Prophet
Mohammed. Referring to the Turks and Arabs altogether as constituents of Islamic

civilization, the progress of Muslims in a short time was underlined as success of

151 Masami Arai, Jon Tiirk Donemi Tiirk Milliyet¢iligi (istanbul: iletisim Yayinlari, 1994), p. 147.

'32Most of the writers questioned whether the crisis in religious education arose from Islam itself or
not. The reciprocity of science versus Islam forced the religious education to be tested on its
negotiation with the modern modes. To Mehmet Emin, negotiation between science and beliefs was
not a proper method to follow since it led to the dominion of one over the other. Religion and science
could not be reconciled because their methods to reach knowledge differed. If religion was reconciled
with science, then this would make religion lose its credibility when measured scientific terms. Thus,
a moral crisis appeared among the youth who witnesses the domination of science over religion.
Mehmet Emin, “Dini Terbiye-Dini Tedrisat,” Milli Talim ve Terbiye Mecmuas: (Mart 1334)
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Islam. To him, the problem of backwardness was not about being Muslim, but
holding onto faassub (bigotry) and cehalet (ignorance): two characteristics of the
“wrong” Islam.'”® What was needed was to provide and feed the Turkish youth with
hope, determination (sebat) and perseverance (azim):'>* “Yes, gentlemen, after my
two-month long observation and examinations, I guarantee without doubt that

Europeans do not have a superior intelligence and talent than us.” '

He stated what he had found in Western civilization as such: “They are
working in a more productive way, thinking in a more practical aspect; and that way
and reason they succeed and progress. Their success and progress arises from
nothing else than their orderly work and method.”'*® Orientalist point of view that
fixed “backwardness” necessarily to being Muslim'>’ occupied Sat1’s writings. He
juxtaposed the contributions of the Muslim scholars to the Western civilization and
modern science. Reminding all these, he cautioned never to lose the sight of this
“splendid progress” of Muslims in the past'>® warning that this consciousness of the
past should not lead Muslims to nostalgia which caused a neglect of contemporary

civilization. For him, the past was just to give Ottomans self-confidence and hope for

133 Sat1, “Ne i¢in Geri Kaldik?, ” Tedrisat-1 Iptidaiye Mecmuast 1, no. 2, p. 40.

134 Sat1, “Medeniyey-i Islamiye,” Tedrisat-i Iptidaiye Mecmuast 1, no.11; Sat1, ”Umit ve Azim,”
Tedrisat-1 Iptidaiye Mecmuasi 1, no. 4

'33«Evet efendiler, iki ay devam ile miisahadat ve tetkikatim neticesinde size bilatereddiit temin
edebilirim ki: Avrupalilarda bizden daha ziyade zeka, ve daha ziyade istidat yoktur.” Sat1, ”Umit ve
Azim,” p. 102.

136 “Onlar daha miismir bir surette calisiyor, daha ameli bir surette diisiiniiyor, bu sayede ve bu
sebeple muvaffak oluyor ve terakki ediyorlar. Onlarin muvaffakiyet ve terakkileri hep bundan,
saylerindeki intizam ve usulden neset ediyor.” 1bid., p.102.

157 Sat1, “Ne i¢in Geri Kaldik?, ” p. 38.

8 «[slamlarin bu terakkiyat-1 mazisi zihnimizden ¢cikmamal, bu terakkiyatin sasasi goziimiiziin
oniinden ayrilmamahidir.” Sat1, “Medeniye-i Islamiye,” p. 184.
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the future design. To those who criticized the adaptation of European civilization and
asked why not to rely upon Islamic civilization only, he recalled the first Muslims

and how they had progressed by adapting Greek civilization.

Europe adapted this (Islamic) civilization and developed it for
centuries... Now, while the fruits of this progressed civilization are
at hand, while it is possible to get its buds and produce more
strength, how is it plausible to go five or six centuries back and
adapt to it [Islam]? Following such a method is to neglect the
wisdom of the great civilization [of Islam]. Did not Muslims
develop their civilization only by borrowing and adapting in its
first phase? ...Did not they recall Aristotle, Phisagores, Oklides ...
by respect?” '

Ziya Gokalp’s consideration of Islam as a part of education is well-known in his
distinctive combinations of Islamic and modern ways. He depicted the attitude of a
Turkish father to give the simple formulation in his article on Islamic education in
1914 (1330): “A Turkish father does not approve his son’s inability to speak, write
and read Turkish, and not knowing Turkish history. But at the same time, he cannot
approve of his son’s ignorance of Islamic beliefs, worshipping practices and
ignorance of the history of Islam. This father wants his son to be raised as a modern

human being as well as a Turk and Muslim. Then, a complete education for us

19 “gvrupa bu medeniyeti aldi, bu kadar asirdan beri tevsii etti... Simdi éniimiizde bu medeniyetin bu
kadar asirlik semerati dururken, bu gecere-i medeniyetten asilar almak, ¢elikler yapmak miimkiin iken
onun beg alti asir evvelki haline tahamine avdet etmek nasil makul olabilir? Zaten bu yolda hareket, o
biiyiik medeniyetin hikmetinden gaflet demektir: Islamlar medeniyetlerini ancak ise iktibas ve taklid
ile baslamak sureti ile elde etmediler mi? Aristotales, Fisagores, Oklides, ... namlarint daima hiirmet
ve tevkir yad eylemediler mi?” 1bid., p. 189.
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consists of three parts: Turkish education, Islamic education and modern

education.”!'®

According to him, these three educations could co-exist, only if they
cooperated, unless they exceeded each others’ authorities. He defined the space of
authority for modern education as limited to the material world, while the spiritual
sphere was given to Turkish and religious resources. The discrimination between the
national and religious ones was more difficult and needed further analyses. However,
he foresaw that a historical religion, which conveyed the patterns of life, customs and
attitudes of other nationalities, namely the Arabs, ought to be sorted out of what was

Turkish. ¢!

A “true Islam” was needed for its sociological and pragmatic yields in
reformation. The terms sociology and figh (Islamic jurisprudence) came closer for a
new synthesis in Gokalp’s interpretation. He developed a sociological approach to
Islam and his national education gave considerable place for religion. Especially in
his educational view, religion becomes an indispensable part of raising
compassionate, patient, peaceful and self-sacrificing people.'®> He drew an ummah
(Islamist) program for education which necessitated Arabic letters, congresses for
Islamic epistemology and education, and institutional partnerships under the Ailal

(crescent), the common symbol of Islamic societies.

10 “Bijr Tiirk babasi, ¢cocugunun Tiirk¢e konusmamasina, Tiirkce okuyup yazmamasina, Tiirk tarihini
bilmemesine riza gostermez,; ayni zamanda Islam itikad ve ibadetlerini bilmemesini, Islam tarihinden
habersiz olmasini da tasvip edemez. Bu baba ¢cocugunun Tiirk ve Islam olarak biiyiimesini istedigi gibi
cagdasg bir insan olarak yetismesini de arzu eder. O halde bizim igin tam bir terbiye ii¢ kistmdan
miirekkebtir: Tiirk terbiyesi, Islam terbiyesi, Asir terbiyesi.” Ziya Gokalp, “Islam Terbiyesinin
Mahiyeti,” Islam Mecmuas: 1, no. 1 (1330). p. 14-16.

' Tbid., p. 14-16

192 7iya Gokalp, “Dine Dogru,” Kiiciik Mecmua 5 (Temmuz, 1922) pp. 1-7 in Ziya Gokalp, Makaleler
VII, ed. Abdiilhaluk Cay (Ankara: Kiiltiir Bakanlig1 Yayinlari, 1982), p. 24.
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The pedagogues from Anatolia also referred to the power of religion when
effective social mobilization was needed. The impact of Gokalp’s ideas in the early
1910s can be traced in the early years of the 1920s. Ali Ali’s text supported the
preservation of religious discourse to maintain the reforms. Without a religious point
of view, he claimed that people might become uninterested in the reforms and this

would lead to the failure and disappointment of the newly established revolutions:

Our people conform to hygiene because cleanliness comes from the
belief [Islam]. They go to war because cihad is a religious
obligation. They comply with modesty since extravagance is
forbidden by religion... They hate committing persecution since
they know that it destroys the estate, not the disbelief. They respect
justice since they perceive it as the essential estate. They believe
God loves the hardworking and they work. They demand science
since they believe knowledge is necessary from the cradle till the
grave. If the sensitivities of our people on their religion are not

taken into consideration, or if it is killed, a general downfall begins.
163

He warned that a non-religious education created deep trauma and reactions
and it pushed people into general stagnation. He thought that Islam, which had no
contradiction with the new sciences, “...has the essentials that will provide the needs

» 1% The only problem appeared to be organizing people with the

of modern times.
help of religious discourse: “There is a language of religion in which people feel,

understand, and think. One who addresses them with a discourse they do not

19 “Halkimiz temizlige nezafetin imandan oldugundan riayet eder. Harbe cihadin farz oldugundan
gider. Iktisady; israf haramdir, kanaat kenz layefnadir diye kabul eder. Zuliimden kiifi ile miilk harab
olmaz, zalim ile harab olur endigesiyle nefret eyler. Adalete adalet esas miilktiir diye hiirmet eyler.
Kesb habibullahtir der ¢alisir. Iime; besikten mezara kadar tahsil lazimdir kanaatiyle riayet eder.
Halkimizin hissiyat-1 diniyyesi ihmal edilirse, dldiiriiliirse bir sukut-u umumi baglar.” Ali Alj,
Maarif’de Inkilap (Samsun: Sems Matbaasi, 1337) p. 28. (A book presented to the Education
Congress)

1% “Dinimiz ihtiyacat-1 asriyyeyi temin edecek esasati muhtevidir.” Tbid., p. 28.
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understand finds failure.”'® He believes that if a plausible degree of importance was
not given to religion, the strong and sincere relations between the state and Muslim

society could be dissolved.'®®

Writing from Samsun, Ali supported a view of conflict-free religion which
was helpful in keeping society and state intact. He advocated diminishing the
distance between the medrasa and the modern schools. By teaching the science
courses in medrasa and religious subjects in modern schools, the solidarity and
fraternity of society would be accomplished. It is also noticed that the author
instrumentalized religion to create or protect its credibility and to prolong its role as
part of state policy. Here, the author’s conviction that Islam had no conflicts with
modern education and thought indicates a more flexible understanding of secularism

than the Republican years which brought a radical demarcation of religion and life.

The fact that Islam somehow constituted part of the policy during the
Constitutional regime can be seen implicitly in the introduction to an uncompleted
dictionary-encyclopedia prepared by Ali Seydi and Ali Resad, the prominent
members of the council of Copyright and Translation (7elif ve Terciime Heyeti) in

the Ministry of Education. The note in the introduction enunciates:

We gave a considerable importance to the science in the East and
specially the studies of religion. We gave plenty of examples
from verses and /adith and explained their meanings. In
conclusion, not only the European scholars, but also the Muslim
intellectuals of the past and contemporaries were all included.

'S “Halkun dini bir hissedis, anlayis, diisiiniis lisani vardir. Ona anlamadig lisan ile hitap eden siikut
ile mukabele goriir.” 1bid., p. 28.

1% Tbid., p. 29.
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Besides, we did not feel ashamed because of giving place to some
obscene words.”'®’

It was also declared that they would not restrain from providing enough information
about foreign (ecnebi) scholars if they had a considerable place in the history and
science.'®® This way they revealed their methodology in their eclectic approach,
which shows the interest in imported data, but also the willingness to adapt the local
productivity of the past with the present “foreign.” In this framework, how this
defense of Islamic civilization was to be diffused into the Unionist education policy

in intrinsic and instrumental ways is to be examined.'®

Revisiting Islamic Pedagogy: Ibrahim Aski

The resurrection or regeneration basti badel mevt originating from the Islamic
belief system made up the hopes of educators in the late Ottoman Empire.'” Islam’s
role and contribution to the conception of ferbiye was by no means envisaged outside

the pressure of the conviction which proposed religion as the cause of backwardness.

"7 Musavver Dairetii’l- Maarif, eds. Ali Seydi, Ali Resad, et al., (istanbul: Kanaat Kiitiiphanesi,
1917).

1 1.a., Musavver Dairetii’l- Maarif (Prospektiis) (istanbul: Kanaat Kiitiiphanesi, 1331[1915]), p. 5.

1% The role of religion in Republican education is discussed in the article that examines the post-1980
period of Turkish-Islamic Synthesis and how the army reintegrated “Islam” into the national
educational system. Sam Kaplan, “Din-u Devlet All over Again? The Politics of Military Secularism
and Religious Militarism in Turkey following the 1980 Coup, ” International Journal of Middle East
Studies 34, no. 1 (Feb., 2002), p. 113-127.

179 As drawn by Fortna, there were also fears accompanying hopes for the Ottomans, resulting from
the “superior” foreign education. Fortna, Imperial Classroom, p. 43.
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This pressure led to the rejection and opposition to the established interpretation of
religion while it developed as a reaction to the positivist circles, as well. The guilt of
underdevelopment, ignorance and poverty led the Islamic mind to self-defense. This
conflict of being against itself, or in other words refining itself, resulted in the
discourse of “true religion” separated from the harmful contributions of historical
Islam, which made up what was called “hurafe”(supersititions). Those educators who
tried to revive a modern education from Islamic philosophy led the discussion over
this “refined” or “rational” religion, which was believed to have taken place in the
life-time of Prophet Muhammed. Education, increasingly gaining a scientific face
during the Second Constitutional period, adapted the impact of this rationalized

religion.

Mektep Terbiyesi,'”" translated by Ibrahim Aski Tanik'’* in 1914, gives the
idea of regeneration in such a refined Islam. This translated work does not have any
note about the original book title and author. Tanik’s introduction and epilogue to the
translated work interest us more, though. The book defined education as adapting the
individual to the environment in physical, mental (intellectual) and moral grounds.
To educate, to civilize, illuminate, and empower were utilized interchangeably for
each other in a cause and effect structure throughout the book. It described the ideal
man in a section titled “The state wants an educated society” (Devlet terbiye gormiis

ahali ister). Its message is that unless the education is national, science alone cannot

' forahim Aski [Tanik], Mekteb Terbiyesi (istanbul: Zarafet Matbaas1, 1330)

'"2 He is known as the teacher of Necip Fazil Kisakiirek. Hasan Aycin, “Diisiince, Tarih ve Bir
Cografya Tasarimi Olarak Biiyiik Dogu ve Necip Fazil Kisakiirek,” Hece Dergisi (Ozel Sayt) 87
(Ekim, 2010).
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enlighten a nation, it remains in ignorance.'”> Physical education was introduced as a
necessity of civilization. However, in the past, it had been thought that the less
people dealt with the needs of body, the more they educated the heart and soul.'™
The book depicted the radical change of mind from the ascetic philosophy to the
physical education. Mental education was provided through especially the social
science courses in which good behavior and morals were taught at the basic level for
primary schools.'” Thus, for children, knowledge of the social sciences, which

educated the mind, also yielded moral ends.'”

The idea of teaching while instructing indicates the Herbartian effect on the
translated work. For example, a child who obtained pleasure from the study of nature
understood that every single thing operated properly with reason and certain laws.
The child understood how nature operated when rain, snowing and lightening
happened. '”” In short, teaching a child how to use his body and wisdom to grasp the
world affairs civilized and empowered him. Moral education functioned as the
instrument of controlling the actions and emotions of the intellectually empowered
child. It is not too assertive to state that Herbart’s term “educational instruction”

turned into a functional base for states at the beginning of the twentieth century.

'3 {brahim Aski [Tanik], Mekteb Terbiyesi (istanbul: Zarafet Matbaasi, 1330), p. 13.
74 Ibid., p. 15.

175 «L jterature makes him dream; and history turns the dream into action and reality.” p. 51.

“When he reads, he should read about the homeland. When he is ten, he should learn all the products
of his country. When 12, he learns the regions, cities and roads, at 15, all history, at 16 laws. There
must remain no great men and deeds that the child does not appropriate to himself.” Tbrahim Aski
[Tanik], Mekteb Terbiyesi (Istanbul: Zarafet Matbaasi, 1330), p. 102.

176 Ibid., p.27.

7 Tbid., p.49.
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What is more important than these translated ideas is how Tanik interpreted
what he translated. In a sixty pages-long epilogue, he assessed the foreign work with
regards to the civilization of Islam, to which he thought the Ottoman society
belonged. Complaining about the Western philosophical hegemony over the Ottoman
intelligentsia, he regretted that “we are used to searching for proofs in the Western
discourse in our every thought.”'’® He stated that the book, Mektep Terbiyesi, could
only be adapted within Islamic constraints: “Though it comprises the various ways of
civilized education in a concise way, we cannot take it as our guide in every aspect of
spiritual and physical education. That is because we are the inheritors of a long
Islamic life.”'” In this way, an essential argumentation on Islamic science, faith,
practice, religion and morals was put forward to compare and contrast with the
Western education in the book. He diagnosed the conflicting and harmonious parts of

Western understanding of education with Islamic essential laws.

Aski tried to give meaning to the modern terbiye within the context of Islam.
For example, the accordance of the individual and the environment in modern
education found its counterpart in the saying “One who knows himself, knows God,
and thus the universe.” (Kendini bilen Rabbini bilir, Rabbini bilen alemi bilir)."™
The statements here remind the Western religious realists and especially the insights

of the pedagogues such as Froebel. The education of mind was debated referring to

'8 «“Biz kendi soziimiiziin ve dziimiiziin kiymetini pek bilmedigimiz icin 6teden beri garba tevecciih ile
her iste delil aramaya alismisiz.” Mukaddime.

179 “Medeni terbiyenin vecihlerini icmalen gosterdigine giore kendince tamam addolunabilirse de biz
uzun bir hayat-1 Islamiyenin varisi oldugumuz icin terbiye-i maddiye ve maneviye hakkindaki boyle
bir eseri her vechi ile kamil bir rehber ittihaz edemeyecegimizden bir (tekmile) ilavesiyle her babina
dair ve bu meyanda ilim, itikad, amel, din ve ahlak gibi esaslara miiteallik bir muhakeme
yiiriitiilmiigtiir.” Mukaddime

'8 Ibid. p.105-127
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Ghazali, Yunus Emre, and Mevlana. Drawing some ideas from tasavvuf (Sufism), he

compared them to Plato and the subsequent philosophers.'®’

Other issues that were found out to be parallel to Islam were about
management of the body or physical education in pedagogy. Islam organized a
healthy and moderate life as in the cases limiting what to eat, drink, consume and
spend. Accordingly with such limits, the body was inevitably an area cared for and
trained in religion. The merits of Islamic doctrine were exemplified in such acts as
cleaning the whole body and ablution, not eating unless getting hungry, stopping to
eat before filling the stomach, early rising, eating food prepared according to Islamic
precepts, avoiding excesses and extremes in life, and not persecuting one’s body. On
the other hand, the ascetic philosophy called zuAt, which was common in traditional
education was found to be wrong and seen as extreme.'** He concluded that the
Islamic education not only deductively embraced the good qualities which had been
established after long empirical (inductive) reasoning by Western educators, but also
it prepared one for the afterlife. In short, the author supported the new science, for

Islamic education “[did] not conflict with pedagogy.”'*

As a result of comparative assessment, he articulated that the holistic
knowledge of Islam was more secure than the knowledge inducted from experiments.
The difference between the modern education and Islam now was formulated as

such: Truly there is physical education in Islam, but the body is the horse of the man.

"1 Ibid., p. 119.
"2 Ibid., pp. 108-109.

' “Binaenaleyh terbiye-i Islamiye, Avrupa’da miirebbilerin ve muallimlerin diisiiniip ve goriip
bulabildikleri ciizi iyilikleri kiilliyetiyle ve hakkiyla cami olduktan maada, talib-i hayat-i1 atiye i¢cin
dahi ihzar eder... Terbiye-i ahlakiye Islam’da terbiye-i ilmiyenin gayri degildir... Maafih bu ii¢
terbiyenin tigii terbiye-i diniyede dahildir.” 1bid., p. 107.
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The man should not consider himself the horse. The body is cared for, but the goal

184 .
8% Here he drew a line

and existence of man cannot be reduced to service for body.
to secular and materialist philosophy, and preserved the distance of religion to such

discourses.

Singling out the harmony between the modern science of pedagogy and
Islamic educational doctrines was more common than highlighting the contrasts in
the treatment of the intellectuals. Osman Nuri, compiling the subjects from
noteworthy professors from Austria and Germany in his book, in a way similar to
that of Aski, noted that he adapted the data to Islamic regulations and manners in the
introduction of his book. The idea that Islam complemented well with all the

“virtues and truths” in life was the underlying perspective in his book.'"’

“National” Education

The nationalism propounded during the Unionist regime has been interpreted
in various ways controversially. The education policy was generally attributed to the
Turkist ideology. The conviction was supported by the government’s “secret”
nationalist agenda despite resorting to Ottomanism and Islamism due to the political
necessities. However, taking Turkish nationalism for granted as an education policy

could be questioned considering differentiating various nationalisms and their role in

% Ibid., p. 110.
185 “Nezafet, merhamet, hemcinsine muavenet, say ve amel, namus ve iffet, kemal ve ulviyet, hubb-u

vatan, fedakarlik, hiirrivet hep mukteza-i din-i Islamdir.” Osman Nuri, Nazari ve Ameli Mufassal IImi
Terbiye ve Tedrisat: (Istanbul: Metin Matbaasi, 1327), pp. 10-11.
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the administrative organs of the Unionist government. Fiisun Ustel underlines the
party’s distinction from the Turkish Hearths in its flirtation with Islamist and
Ottomanist policies though they converged in being against the Hamidian regime’s
despotism and the Tanzimat policies.'*® Thus, the policy of the party had to remain a
step behind the propositions of the ideologues in the Committee for Union and
Progress.'®” Ziircher also describes the party’s policy as eclectic and pragmatic:
“Pan-Turkist sentiments like pan-Islamist ones, were exploited politically by the
Unionist government, but the circle of convinced pan-Turkists remained very small
and was dominated by immigrants from Russia. The Committee of Union and
Progress never opted for a Turkish, rather than an Ottoman state.”*® What “national”
signified was Ottoman-Muslim rather than Turkish identity: “The many clubs,
committees and societies founded from 1912 onwards, which carried the epithet milli
(national) in their name, were without exception organizations with an Ottoman-
Muslim membership.”'® Ziircher proposed to look at the policies of the Unionist
government which had a monopoly of power from 1913 to 1918 party, rather than
trying to place it into an ideological structure. Based on the policies of national
economy, the persecution of the Armenians, the National Independence Movement
and the population Exchange, he wrote,

The Unionists were motivated by a peculiar brand of Ottoman

Muslim nationalism, which was to a very high degree reactive.
It was defined in a particular and antagonistic relationship

186 Fiisun Ustel, Imparatorluktan Ulus Devlete Tiirk Milliyetciligi: Tiirk Ocaklar: 1912-1931 (Istanbul:
Iletisim Yayinlari, 1997), pp. 69-80.

'87 Sina Aksin, Jon Tiirkler ve Ittihat ve Terakki (istanbul: imge, 2001)

'8 Erik-Jan Ziircher, “Ottoman Sources of Kemalist Thought,” Late Ottoman Society: The Intellectual
Legacy, ed. Elisabeth Ozdalga (London:New York: Routlegde, 2005), pp. 14-28.

"% Tbid., p.21.
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between Muslims who had been on the losing side in terms of
wealth and power for the best part of a century and Ottoman
Christians who had been winners. The Unionists’ ideology was
nationalist in the sense that they demanded the establishment of
a state of their own...But the nation for which they demanded
this political home was that of the Ottoman Muslims'*’- not
that of all of the Ottomans, not only that of Turks and certainly
not that of the Muslims of the world. In other words, what we
see here is an ethnicizing of religion.""

He explains the religious and ethnic base of this nationalism as well as the pluralist
Ottomanism time to time in its being political instruments: “Ottomanism, [slamism
and Turkism were tools to be used to strengthen the position of the Ottoman Muslims
(as was westernization), not ends in themselves.”'”* He also added, “that is why the
Muslim nationalism of the Young Turks could go hand-in-hand with secularist

.. .. 1
modernizing policies”'”?

such as the removal of Seyhulislam from the Cabinet,
bringing the Islamic courts under the Ministry of Justice and the medrasa under the

Ministry of Education.'™

Zafer Toprak criticizes the easily-drawn conclusions of Turkification policy
exercised by the Unionists especially in years following the First World War. He

considers education to have been as the most effective means to clarify the ambiguity

' The emphasis belongs to the author.

"1 Erik Jan Ziircher, “Young Turks, Ottoman Muslims and Turkish Nationalists: Identity Politics
1908-1938,”In Ottoman Past and Today’s Turkey, ed. Kemal Karpat, (Leiden: Boston: Koln: Brill,
2000) pp. 150-180

2 Ibid., p. 173

193 Erik Jan Ziircher, “Young Turks, Ottoman Muslims and Turkish Nationalists: Identity Politics
1908-1938,” p. 173.

194 Erik Jan Ziircher, Turkey: A Modern History, (London: New York: I. B. Tauris, 2009). p. 122
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of the state policy and falsifies existing studies which report each other on the issue

of the education policy in the period under consideration.'”

To what extent the Turkish nationalism became a part of the state education
needs to be delineated with the educational materials used. To what degrees the
Unionist government executed its nationalist ambitions through the pages of the
school guidelines and textbooks, and the policy of education in terms of its secular

grounds will be examined.

The search for an indigenous or “national” education was a result of the
blames constructing the relationship between race and progress in the western
sources. The popularity of comparisons among different countries’ educations,
peoples’ characters in the articles written on education shows the domination of
social Darwinist standpoint in the literature. A repeating comparison of Japanese,
English, German, French and Ottoman systems in terms of education and
modernization holds a considerable space in the literature of education. The negative
ideas about the Ottomans were refuted on the grounds of comparisons. Sati, in this
sense, gave the example of Japanese modernization to be followed with its non-

Western quality:

Do not forget that today, the biggest rival of America and Europe is
Japan both spiritually and materially. Bulgarians, who have taken
major steps in progression, are from Turkish blood. Hungarians, who
are completely European, are precisely Turkish...Please for these
reasons, be sure that the evil is not in our blood. It is in our
environment, traditions, customs and terbiye.'”

193 Zafer Toprak, “Bir Hayal Uriinii: ittihatcilarin ‘Tiirklestirme Politikas1,” Toplumsal Tarih 146
(Subat, 2006), p. 15.

Y6 “Unutmayiniz ki bugiin Avrupa ve Amerikalilara maddeten ve manen biiyiik bir rakip olan Japonlar
rk-1 aferdendir. Terakki sahasinda pek genis hatveler atmis olan Bulgaristan en ziyade Tiirk kani
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A second refutation was drawn by questioning the purity of the Ottomans as a single
nation. Sat1suggested that the Ottomans were no longer pure Turks after centuries of

mixing with other races.

Emphasizing that education was a local and national issue, Baltacioglu
rejected the idea of adopting an understanding of education from Europe or America
however good it was. In Baltacioglu’s periodization, schooling falls into four
categories in history: the medrasa and mahalle/sibyan education; which was based
on religion and characterized as otherworldly (dini ve uhrevi) was followed by the
Rushdiye schools called Tanzimat schools, which were both religious and profane;
numune mektebs (sample schools of the Unionist regime); and the national schools
which were national and secular (milli — diinyevi)."”’ He explored that the purpose in
the mahalle schools was to raise the “Muslim child”. Tanzimat reforms had not
contended with this Muslim child and instead idealized a “European child” that was

foreign to the society.'”®

It 1s interesting that he divided the period he lived into two categories: the
numune mektebs as a failed project of Ottomanism, and the term “national schools”
as a non-governmental project. The numune schools were characterized with a

tendency towards “life and liberty”:

hamildir. Tamamen Avrupali olan Macarlar biitiin manasiyla Tiirk wkindanduwr. Yalniz bugiinkii
Osmanlilar degil, hatta Osmanl Tiirkleri bile irk-1 asfer kant kadar 1rk-1 beyaz kamini hamildir...
Onun i¢in emin olunuz ki fenaltk bizim kammizda, damarlarimizda, aslimizda, wkimizda degil,
muhitimizde, adetlerimizde, ananelerimizde, terbiyelerimizdedir.” Sat1, “Irk ve Terbiye,” Tedrisat-1
Iptidaiye Mecmuasi 2, no.17, p.167.

17 {smail Hakki, “Milli Talim ve Terbiye Islahatina Medhal,” Milli Talim ve Terbiye Mecmuast,
(Nisan, 1333).

%8 Ibid., p. 9.

64



...In these schools, religion, morality, civics, history were taught
with the inspiration of the revolutionary ideas such as freedom,
justice, equality, fraternity ...this period’s educators were seeing the
educational reforms from a psychological and pedagogical point of
view. They supposed that education reforms firstly target schools;
and in order for reforming schools, the methods ought to be
reformed; hence, this period witnessed a great effort to alter the
instructional methods.'”’

He ascribed an entity to the national education with the efforts of some
teachers affiliated with organizations such as the Turkish Hearths. **° He elsewhere

mentioned that the educational debates in the Constitutional years tended to Turkish
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nationalism only after 191 He described the emergence of Turkish nationalism

as a voluntary movement triggered by the teachers affiliated with the Turkish
Hearths. The new ground for education and instruction was prepared with the help of

the nationalist authors and poets of the Journal of Turkish Homeland (7%irk Yurdu):

Most of the teachers, both directly and indirectly, knew it was a
duty to instill Turkish consciousness, inspired by nationalist
suggestions and publications. Yet nationality was not regarded as
an identity, rather, this Turkishness, which was not known or did
not exist yet, was only felt as a strong feeling and inspiration...It
was just at this time Turkishness was born as a feeling and
inspiration in hearts that teachers began to teach children that they

199« ortaya siirdiigii, hiirriyet, adalet, miisavat ittihat, fikirlerinden miiteessir oluyor, bu mekteplerde

din, ahlak, malumat-1 medeniye, tarih dersleri bu gayelerden miilhem olarak tadil ve tedris ediliyordu.
Bu devrin miitegebbisleri talim ve terbiye 1slahatini her seyden ziyade bir psikoloji ve pedagoji
meselesi gibi telakki ediyorlar, maarifi 1slah etmek i¢in her seyden evvel mektepleri, mektepleri 1slah
etmek icin de usulleri islah etmek lazim geldigini farz ediyorlar ve biitiin kudretlerini usuliin bilhassa
usul-u tedrisin yenilesmesine sarf ediyorlard:.” Ismail Hakk, “Milli Talim ve Terbiye Islahatina
Medhal,” Milli Talim ve Terbiye Mecmuasi, (Nisan, 1333), p.10.

29 National schools were generally seen as a belated project by the intellectuals in the Constitutional
regime and they regretted that the Ottoman government failed to develop a national curriculum in
contrast to the nationalist production of the minority schools.

2! 1smail Hakki, Tarih ve Terbiye (Istanbul: Siihulet Kiitiiphanesi, 1933), p. 7.
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were Turk, that being Turkish was good and that they should love
. 202
1t.

Baltacioglu, additionally, saw national education as a response to vulgar
modernization, which was just a work of imitation. To him, the western adaptations
of institutions and systems offended the religious and indigenous thoughts and
emotions. The distance between the parents and schools expanded and this situation

put the teachers of the constitutional regime in a rather difficult position. **°

He found shelter in religion and morality since he believed in the impartiality
of education in the context of social reforms. Devoid of religious revivalism, he saw
no possibility of a real reform in education.*** His description of modern schools

pointed out the contradictory lines created in schools.

Let aside guiding the perishing and dissolved youth in moral and
religious direction, the secondary schools instead forced the
protester students to stand blind in front of the light and the truth
through their intimidation and expulsion by punishment. This
deplorable period of our education has caused a religious and
moral extinction as much as it has encouraged the dissolution of
the abject and rotten beliefs in the society.*"’

22 “Jste miirebbilerin cogu gerek bilvasita gerek bilavasita milliyet nesriyat ve telkinatindan miilhem
olarak derslerinde ve temaslarinda Tiirkliik gayesini ¢ocuklara agilamayr bir vazife bilmislerdi. Lakin
hentiz milliyet bir fikir olarak tarfi edilemiyor, ancak bir ilham gibi his ve telkin ediliyordu. Ciinkii bu
milliyet heniiz malum ve mevcut bulunmuyor, ancak viicudu hissediliyordu... Iste Tiirkliik boyle bir
ilham ve his halinde kalplerde dogmus oldugu esnada idi ki mekteplerde miirebbiler ¢ocuklara Tiirk
olduklarim, Tiirkliigiin iyi oldugunu ve Tiirkliigii sevmeleri lazim geldigini tavsiye edip duruyorlard:.”
Ismail Hakki, “Milli Talim ve Terbiye Islahatina Medhal,” Milli Talim ve Terbiye Mecmuas:. (Nisan,
1333), p. 10.

293 {smail Hakk1, “Milli Talim ve Terbiye Islahatma Medhal,” Milli Talim ve Terbiye Mecmuast,
(Nisan, 1333), p. 11.

2% Ibid., p. 18.

295 «“[dadi mektebi eriyen ve ciiriiyen genglige din ve ahlak: bir istikamet vermek séyle dursun, tehdit
ve tard cezalaryla itirazcilart nur ve hakikat karsisinda kér kalmaya icbar ediyor. Talim ve
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Thus, according to him, the modern schools had created a scientific enlightenment
which helped dissolve the rotten beliefs; however, it also caused a general
degeneration in religious feelings. His emphasis on national education included such

a national morality to be constructed once again:

The morality to be instilled in the people of a society should be
indigenous both theoretically and practically. However, our
moral education is not a social morality...it is gathered from this
and that country’s educational program. As there is no national
moral education, there is no national moral book or program. It
was because morality was assumed as a product of inference and
reason. First of all, there is need for works of religion, language
and literature to affirm and prove the national morality. *°°

A speech by Suleyman Pasazade, who had held membership in the Grand
Education Council (Meclis-i Kebir-i Maarif) since 1909, and on the board of the
Copyright and Translation (7elif ve Terciime dairesi) between 1914 and 1917, during
a meeting in the Committee of National Instruction and Education displays the
echoes of similar thoughts on the understanding of morality. His definition of
morality does not depend only on religion: “For us, what morality means is first of

all to believe in your soul, that is to love yourself, to be self-confident and self

terbiyemizin bu elim devri milletimiz dahilinde her nevi sakit ve ¢iiriik itikadlarin inhilaline ne derece
hizmet etmigse, birlikte olarak dini ve ahlaki sukutumuza da o derece sebep olmustur.” 1bid., p. 9.

26 «Cemiyetin fertlerine verilmesi lazim gelen ahlak, gerek nazari gerek ameli seklinde bu cemiyetin
ahlaki olmak iktiza eder. Halbuki, bizim ahlak tedrisatimiz ictimai ahlakin degil... filan filan
memleket maarifinin ahlak programlarindan ve kitabindan miilhemdir. Milli bir ahlak tedrisi
olmadig gibi milli bir ahlak kitabt ve programi da yoktur. Bunun sebebi ahlakin bir akil ve istintag
eseri farz edilmig olmasidir... Her seyden evvel din, lisan ve edebiyat gibi milli ahlakinuzi teyit ve
isbat edecek eserlere ihtiyag vardir.” Ibid., p. 29.
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respected.” 2’” This seemingly secular definition of morality makes one face of his
thoughts. The religious value ingrained in the conception of morality appears overtly
at his last statements which connect this individual morality to God at the last phase
by considering the responsibilities to God “superior to everything the soul, family,
nation, race and homeland and all things created.”*"® As seen in Pasazade,
Baltacioglu and Gokalp’s thoughts, a national ethics program was desired to
accompany the Islamic moral system, although it was not explicit where the two

were somehow to restrict each other.

Overall, in Baltacioglu and the others the dominant characteristic of the
indigenous education was its being anti-foreign. In the opening speech of the
Committee of National Instruction and Education, Baltacioglu approved of the war
against foreign education in the occurrence of closing the foreign schools in
wartime.”*” Gokalp shared the same idea in his writings underlining the function of

Tanzimat schools where students had been raised up with harmful ideas against

27 «“Bizce ahlak demek evvela nefsine iman demek, yani kendini sevmek, kendine inanmak, giivenmek
ve hiirmet etmek demek.” Silleyman Pasazade, “Milli Talim ve Terbiye Cemiyeti Agiligi- Siileyman
Pasazade’nin Nutku,” Milli Talim ve Terbiye Cemiyeti Mecmuasi (Istanbul: Matbaa-i Amire, Eyliil
1332), p. 10; For the guideline of the committee, Milli Talim ve Terbiye Cemiyeti Nizamnamesi
(Istanbul: Matbaa-i Amire, 1331).

208 <« elhasil biitiin ferdi ve i¢timai ve icabat-1 hak ve hakikat-i mutlakaya, yani Allah’in emirlerine

tevfik etmek, Allah in emir ve nehyini biitiin menafii ve icabatin fevkinde gormek, hak ve hakikati,
Allah’in emir ve nehyini vechile, nefsinden, ailesinden, milletinden, wrkindan, ve vatanindan ziyade
sevmek ve bu sevgiyi biitiin beseriyetin fikir ve vicdaninda tahkim etmege ¢alismak demektir.” 1bid., p.
10

2fsmail Hakki, “Miiesseselerden Ismail Hakki Bey’in Nutku,” Milli Talim ve Terbiye Cemiyeti
Mecmuasi (Istanbul: Matbaa-i Amire, Eyliil 1332), p. 15.
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patriotism and solidarism. The cosmopolite education of the Empire was epitomized

by the booksellers who were grouped and located with three different goals.*'

The search for an indigenous education continued in the 1920s in articles
written by Ibrahim Alaattin. In one of his texts, he elicited Sheikh Sadi’s Giilistan in
comparison to the Western scholars and philosophers.”'' He compared Nabi’s ideas
about education to Jean Jacques Rousseau in his second article.”'* He declared his
purpose as an attempt to make an indigenous contribution to the conception of
education taught only with regards to the Western resources in the Teacher Training
Schools. The “national character” in education was retrieved from two main sources:

Islamic civilization and the Ottoman past.

The “Sick” Environment of the Ottoman Child: The Family

The beginning of mass schooling caused a friction between the family and the
school. As far as can be seen from the compilation of Mehmet Nadir’s articles, the
schools were expected to instruct children rather than educate them. Nadir

enunciated that education was a responsibility of both school and family; however,

219 Sahaflar selling for medrasas; Beyoglu bookstores, selling books for European education; Babiali
bookstores, selling the “bad” translations of the Beyoglu books to the students of “Tanzimat” schools.
Ziya Gokalp, “Maarif Meselesi,” Muallim 12 (1333).

I fbrahim Alaattin, “Terbiye Nokta-i Nazarindan Giilistan,” Tedrisat Mecmuasi 64, (Subat 1341).
212 brahim Alaattin, “Nabi’ye Gére Terbiye,” Tedrisat Mecmuast 65 (Mart, 1341).
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each expected the duty from one another in the 1890s.*"* There was an ambivalent
attitude towards modern schooling. On one hand families accepted modern
instruction for they believed in its social economic benefits, such as government

214

employment. ~" Yet as the modern pedagogy came to be more settled, the school

confronted the family on the basis of interfering in the child’s upbringing.*"”

Baltacioglu drew similar conclusions about the approach of families to the
schools. Families opposed or reacted to the school education, especially after the
Tanzimat schools started to manifest a degree of impact on children. Baltacioglu
found its reason in that the parents or the public was ignored by the reformers and the
friction between school and family became apparent. *'® How terbiye turned into a
power struggle between families and schools in the twentieth century Ottoman
Empire deserves a detailed analysis. Yet, I will only draw some overall conclusions
depending on the sources accessed within the framework of this study.

In the background of the battle lies the adaptation of scientific discourse of
terbiye increasingly from the Hamidian years. Only then terbiye necessarily turned
into a modern transformative medium. The scientific discourse first imposed that

terbiye could only be provided in its best way by the state schools in the hands of the

213 Mehmet Nadir, “Tahsil, Terbiye,” Sabah, p. 2109, (20 Haziran 1895) in Mehmet Nadir, Terbiye
ve Talim-i Etfal: Bir Egitim Onciisiiniin Yazilar: (Istanbul: Istanbul Erkek Liseliler Vakfi, 2005), p. 3.

214 Ozkan Akpnar, “Geographical Imagination in School Geography during the Late Ottoman Period,
1876-1908” (MA thesis, Bogazici University, 2010), pp. 27-28.

213 This might be explained in Selguk Aksin Somel’s finding that the new schools were not as
prestigious as the older ones. This might be a truer idea since family disinterestedness turned into
discontent towards the end of the nineteenth century as modern schools increased.

218 smail Hakk1, “Milli Talim ve Terbiye Islahatma Medhal,” Milli Talim ve Terbiye Mecmuast,
(Nisan 1333), p. 14.
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enlightened and knowledgeable teachers.”’” The minister of education, Siikrii Bey,
uttered this belief in a speech in the parliament. He explained the reasons for
inclusion of the four to seven year old children into the education system in kinder
gardens. In this way, thousands of children were saved from the ills of family
education and socialization in the streets.”'® That was why Ottoman pedagogues
diagnosed the environment of the child as “sick” and the Ottoman child a “weak
beast”. In return, the school claimed to cure children through civilization and
empower them with knowledge. Thus, school subjects carrying the scientific
epistemology were presented as the only source of happiness in opposition to the
established epistemology of Islamic subjects. The family and social environment of
the child were posed in contradiction to what the schools constructed.*"

Criticizing the tendencies in pedagogy that minimized the role of the family
and society, Baltacioglu focused on the critical role of home and the streets on
children. His Terbiye ve Iman counts family as the critical agent in raising a child.
Hence, public education was proposed as another important means of controlling the
child and parents altogether. Recounting the event that some peasants had rejected

the flag of the state, he admonished the fact that the peasants did not recognize

21" The booklet of 1924 (1340) introduces how a baby should be raised from birth within a scientific
pedagogy after articulating the value and role of mothers in religious terms. The message is in short:
“each job ought to be given to its expert.” Doktor Ali Vahid, Cocuk Biiyiitme Ilmihali (Istanbul:
Vatan matbaasi, 1340) (Tirkiye Himaye-i Etfal Cemiyeti Hifz1 Sthha Subesi Nesriyatindan)

218 Siikrii Bey, “Maarif Nazirmin Beyanati,” Muallim 1, no. 9 (Nisan, 1333), pp. 260-261.

2% The contrast between family and school is seen in the post-Republican publications, too. Families
being disinterested in the school projects like cases of scouting are mentioned. Another example is
when the child went home at evening “he says (Aksam serifleriniz hayirli olsun, nasilsiniz efendim?)
and the mother replies by blaming the school, “let’s see what other weird things are we going to see?
(Bakalim, baska neler ¢ikaracaklar basimiza?)” Kazim Nuri, Pedagoji Oniinde Gazi (Istanbul: Devlet
Matbaasi, 1928), p. 26.
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Rumelia as their homeland, saying “My homeland is Sivas, not Rumelia.”**’ The
preachers, beggars, disabled, blind, and dervishes in coffeehouses, in tekkes, in
homes, on the streets and in graveyards were seen as spoilers of the people’s
education.”?! Instead, parks and recreation centers were to be built, live music were
to be listened to; and theatre and cinema were to be utilized to control people. The
disabled and beggars had to be taken away from the sight of the people. The
philosophy that degraded the profane affairs and “change”, that is, the old education
(proposing “eternal”) was accused of pushing people to the graveyards while this
world and the changes in it were not taken seriously. To him, Turks had been more
interested in world affairs in the past when they were “conquering the world”: “There

was a nation of profane (worldly) affairs in the past loving physical power’***

Between Religious and National Revivalism:

The Guideline of 1915 (1331)

The years following the Constitutional reform witnessed a penchant for
attributing a supernatural agency to education.””® This is generally accepted as
having been triggered by the Balkan wars. Yet, it could be observed earlier as seen

in the messages of a booklet titled as The Essential Laws for Child Education in

220« benim vatamim Rumeli degil ki benim vatamm Sivas.” ismail Hakki, Terbiye-i Avam (istanbul:

Ikdam Matbaasi, 1330), p. 8.
22! {smail Hakku, Terbiye-i Avam (istanbul: ikdam Matbaasi, 1330).
222 Tbid., p. 49.

22 This was parallel to the case of the pedagogical utopia produced in France after the Revolution.
Kiirsat Bumin, Bati 'da Deviet ve Cocuk (Istanbul: Alan Yayincilik, 1983), p. 57.

72



1911: “A nation without an established education for children is sentenced to
destruction and decadence”. The link between a proper education and progress and
its opposite was very strong: “It should be well known that any mistake or
wrongdoing that is made in the presence of the child has the potential of dynamite

224 . _
”=“* The success of different societies was

that will destroy the destiny of the country.
counted as the miracle of education such as the miracle in Japan: “Education has
created a wonderful Empire of Japan from a forgotten (mensi) and abandoned
(metruk) nation in thirty years of duration.”** For this reason, a resurrection

idealized upon a proper education was meaningful and still probable according to

most of the intellectuals in the period.

The Guideline for Primary Schools (1915) (Mekatib-i Iptidailere Mahsus
Talimatnamesi)**® is reported to have been written by a board, including Ismail
Hakk1 Baltacioglu and Siileyman Pasazade Sami, who had held membership in the
Grand Education Council (Meclis-i Kebir-i Maarif) since 1909, and on the board of

the Copyright and Translation (7elif ve Terciime dairesi) between 1914 and 1917.

The document used a radical language in articulating its novelty in the

understanding of terbiye, which was supposed to fall apart from established

2% «“Bilinmelidir ki, her ne surette olursa olsun ¢cocuk yaninda irtikap olunan bir hata ve kabahat
vatamn mukadderatini sarsacak bir dinamit kuvveti ve hamiyetini haizdir.” Halil Riisdi, Kiiciik Kitap,
Biiyiik Faide: Cocuk Terbiyesine Mahsus Kanunu Esasi, (terbiye-i esasisi olmayan bir millet zeval ve
izmihlale mahkumdur) (Dersaadet: Matbaai Hayriye ve Siirekasi, 1327), p. 6.

22 bid., p.6.

226 Jstel reports Baltacioglu as one of the authors of the document. Fiisun Ustel, Imparatorluktan Ulus
Devlete Tiirk Milliyetciligi: Tiirk Ocaklari 1912-1931 (Istanbul: Tletisim, 1997); Cavit Binbasioglu
reports Baltacioglu and Siilleyman Pagsazade Sami as co-authors, Binbasioglu, p. 263. It should be
noted that one can easily see the echoes of the ideas in Baltacioglu’s earlier book throughout the
document. Ismail Hakki, Talim ve Terbiyede Inkilap (istanbul: Kanaat Kiitiiphanesi, 1927) [ (1912
first press) ].
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patterns.””’ By terbiye, throughout the text, moral education was meant and
problematized in that the mental and physical education were to help raise a moral
man. In this sense, the text envisages an education functioning to form children’s
attitudes, behaviors, emotions and thoughts in the first place, which was character
formation. It stated that the goal of the instruction and the education was not “to
intimidate” children or “stuff their brains” with knowledge: “According to our long-
established understanding, an educated and disciplined child is the child who learns
his lesson by heart and avoids naughtiness.”*** It explains teachers that the success in
life does not arise from a docile, ashamed or cowardly person; despite his strong
memory and smart brain. One can succeed only with determination, enterprise,

. 22
patience and courage.””

The similarity of these thoughts to Baltacioglu’s articulations in 1912 is
remarkable: “From the worst mahalle school to the highest grade, all of our schools
aim to produce ‘the man of a docile character with a strong memory.’ “All those
recitations and memorizations of the Quran and the teaching of calculation in those

mahalle schools target to stuff the memory; and the physical punishment, are given

27 In Baltacioglu’s words, “The Pedagogy of the Constitutional Regime” focused on methods rather
than the goals since it was the easiest way to make “the new” understandable. Especially after 1916,
he considered the Turkish education to have succeeded at adapting “European positivist, naturalist and
individualist philosophy”. However, though the period adapted to the new pedagogy, he did not find
Constitutional pedagogy completely successful. He stated that the philosophy of education appeared
as a problem to be resolved only in the Republic. Ismail Hakk1, Tarih ve Terbiye (Istanbul: Siihulet
Kitiiphanesi, 1933), pp. 6-7.

228 «Tulim ve terbiyede gaye, simdiye kadar bizde anlagildig1 gibi ‘cocuklart uslandirmak, ¢ocuklarin
kafasinit malumatla doldurmak’ degildir. Bizde yerlesmis olan bu eski itikada gore talim ve terbiye
sahibi bir cocuk ‘dersini ezberleyen ve uslu duran ¢ocukdur.”” Mekatib-i Iptidailere Mahsus
Talimatname (Istanbul: Matbaa-i Amire, 1331), p. 3.

22 Sabir, sebat, cesaret ve tesebbiis. Mekatib-i Iptidailere Mahsus Talimatname (istanbul: Matbaa-i
Amire, 1331), p. 3.
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to raise a “docile” man.”**® The timid (mahcup) and docile (uslu) character of the

Turkish child was criticized severely.

It 1s understood that the educators were really interested in the reasons for this
character of Ottoman children. To understand the case of “Eastern children,” Mustafa
Sekip strongly recommended explaining the timidity (mahcubiyet) of childhood

through an American psychologist’s article.”'

The opposition of docile versus
naughty was interpreted on the level of nations by Thsan Serif. To him, docile nations

were always beaten and suppressed by the naughty ones.**> The existing character of

the Ottoman child was disliked in the period and problematized in pedagogical terms.

What was really meant by this character formation finds an explanation
considering the whole text. The simplicity of the formulation that was “sabir, sebat,
cesaret ve tesebbiis” actually was pregnant with layered historical extensions finding

its roots in the West-East contrast:

Today the surviving societies have only one goal in education; that
1s “to prepare their kids for life”. Who is the man prepared? He is
that man who is physically healthy and powerful; who sees the
realities and circumstances, who is decided, dauntless in the face of
hardships, hardworking, avoids idle thoughts, is revolutionary,
progressivist; a man who understands the interests of himself and
his country... Even if he is less learned, such a man is prepared for
life.”

20 <“En adi bir mahalle mektebinden tutun da en ali bir miiesseseye kadar biitiin mekteplerimiz bu
‘uslu ve hafizast kuvvetli’ adam gayesi pesinde kosmaktadir. Mahalle mektebinde okutulan tecvidler,
kiraatler, hesaplar hep hafizayr doldurmak igin okutulur; atilan dayaklar, falakalar hep uslu adami
yetistirmek igin atilir.” Ismail Hakki, Talim ve Terbiyede Inkilap (Istanbul: Kanaat Kiitiiphanesi,
1927), [(1912 first press)], p. 5.

2! Mustafa Sekip, “Mahcubiyet,” [lk Terbive ve Tedrisat Mecmuast 1, no. 2, (Tesrinisani, 1340).
32 Thsan Serif, “Tarihi Yaramazliklarimiz,” Tedrisat-1 Iptidaiye Mecmuast 4, no. 22, p. 171.

233 “Bugiin yasamak azminde olan bir milletin bir cemiyetin ¢ocuklarini talim ve terbiyede yalniz bir
maksadt olabilir. Bu maksad ‘onlari hayata hazirlamak’tir. Hayata hazirlanmis adam kimdir? Bir
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Though instruction was also necessary, educational purpose was placed above
instruction. The text’s inclusion of character is really broad. Additional to being
healthy, strong, creative, helpful, entrepreneurial, determined and brave, an educated
person was also one who sees, understands and contemplates, who believes in God,
and loves his family, country and the sultan according to the state guideline.”* The
goal of educator appears to have been to indoctrinate this moral education with the
help of instruction, content and methods so that it yielded the characters above.
According to the text, this kind of an education was more crucial than teaching
students reading and Math: “If to choose one, children should be left ignorant, but
their morality and bodies should be saved healthily... It is a thousand times better to
bring up an ‘ignorant living being’ than a ‘learned dead.””**> For example a lack of
geographical knowledge or language problem was preferable to the lack of courage.
Thus, instruction was important only when it served to create the new child.”*® The
schools should not consider the student’s expressing himself, asking questions,
opposing the teacher, singing songs, playing football, and sightseeing in the

mountains as strange behavior. It was believed the great revolution would take place

adam ki viicudu sihhatli, kuvvetlidir, esyayi ahvali ve vakayt gériir, verdigi karari yapar, miiskiilattan
vilmaz, ¢calismaktan usanmaz, miskin kanaatlara mahkum kalmaz, tecdidi sever, terakkiye can atar,
bir adam ki hem kendisinin hem de memleketinin menfaatlerini anlar... —velev ki malumati az olsun-
béyle bir adam ‘hayata hazirlanmis’ bir adamdir.”Mekatib-i Iptidailere Mahsus Talimatname
(Istanbul: Matbaa-i Amire, 1331), p. 4.

2% Ibid., p. 18.

35 “Malumat ve terbiye unsurlarindan birini feda etmek gerekse, malumat: fedada tereddiid etmeyiniz.
Ve bu memlekete ‘malumatl bir 6lii’ yetistirmektense ‘cahil bir diri’ yetistirmek bin kere hayrlidir.”
Mekatib-i Iptidailere Mahsus Talimatname (Istanbul: Matbaa-i Amire, 1331), p. 5.

28 bid., p. 5.
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in education when the oppression, fear and above-mentioned limitations were

abolished from the schools.”*’

The criticisms of educators in this period had a common point in their focus
on the character of the Ottoman child. A similar criticism was made by Ethem Nejat,
who accused the philosophy of “tevekkiil” (one’s trusting that God will arrange
things for the best) in education: “They [the teachers of the tevekkiil philosophy]
have destroyed the feeling of life and activity in people, by waiting for everything
from tevekkiil.”*** To him, it was better to leave children to nature than educating

them with those teachers.

Mahmud Muhlis, an educator from Konya, complained about tevekkul since it
made Muslims lose the economic war. He tried to build the relation between
education and economy in his book: “In an age when the power moves from muscles
to the minds, a nation can only survive via thought. >*° He insisted that western
civilization had emerged as a result of economic hegemony, which had replaced the
wars of faiths. In this sense the character formation in the old education was just the
opposite of what this economic war required. He gave some examples of the old

terbiye that vividly depicted the conflict of the modern necessities with the

7 1bid., p. 5. The negative evaluation of the “old” education continued in the Republican period. The
modern pedagogy, which kept children under surveillance and directed child education from birth,
contrasted to the old perception of the child, who was not considered as part of any education until he
was five: “...very few people imagined an education for the period of one to six-year-old, or even to
ten years old. The kids of 1 to 6 ages are expected only to sleep and be obedient and silent. Obedience
was without questioning. Such an obedient child was honored to have fame in the district, school and
house. Silence: The value of a dumb child was higher than the active ones, in social life.” Hilmi A.
Malik Evrenol, Cocuk Ruhu ve Terbiyesi (Istanbul: Hilal Matbaasi, 1926).

238« ahaliden faaliyet hissini kaldiran, her seyi tevekkiilden bekleyen... hocalar: tebdil eylemekte

hi¢ teenni eylememelidir.” Ethem Nejat, Terbiye-i Akliye Islahat (istanbul: Cift¢i Kiitiiphanesi,
1331), p. 6.

239 “Kuvvetin pazudan dimaga intika ettigi yirminci asirda bir millet ancak fikir ile yasar.” Mahmud
Mubhlis, Inkilab-1 Efkardan Maarif (Konya: Konya Vilayet Matbaasi, 1329-1331), p. 4.
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traditional formation. “Kneeing and sitting, not speaking in the presence of the
elders, walking in a hunchbacked state and in sluggish way without looking to the

right or the left...”**’

The actions that made a child “ferbiyeli” in the “old” education were thus
found strange. Especially, yelling at children and terrorizing them, the use of
corporal punishment were articulated as the methods to raise this type of a child: “Is
there a possibility of a character of determination, patience and enterprise from this

953241

education The verification of such terbiye was shown with its bad results on the

ulema or softas who visited the villages and made their livelihoods with the help of
the peasants. The non-governmental financing of madrasas and the ulema that were
paid by the public were utilized to indicate what the old terbiye formed people
like.*** The lodges of dervishes and the madrasa were seen as the sustainers of the

dangers of this type of education. He criticized the ulema:

O Ulema!! Please feel the necessity of working for this world as
much as the other world. Since spirituality and materiality
completes each other, we cannot survive only with spirituality in
the presence of the other civilizations. Essentially, the religion of
Islam is a materialist religion. It orders us to work harder than the
enemies so that we can defeat them. Do not use statements like,
‘What is gained from a world of four days?’ and ‘Eternal life is

0 “Giiya terbiye diz ¢okiip oturmakta, biiyiiklerin yaninda agiz agmamakta, sokakta giderken hi¢ iki
tarafina bakmayarak biiziilerek ve miskin bir halde yiiriimekte, bir sual tevcih edildiginde dudaklar
titreyerek serbest-i kelamdan mahrum, kizararak cevap vermekte tecelli edermis gibi daha ti¢
yasindan itibaren ¢ocugun biitiin harekat-1 uzviyesindeki serbestiyeti ihlal, ve daha tabaka-i sefilede
dovmek, bagirmak gibi biitiin biitiin izzetini nefsini rahnedar idecek halati ihtiyar ediyoruz.” p. 22

1 1bid., p.22. Simultaneously with Baltacioglu, he classified similar character types.

2 Ibid., p. 43.
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what we need to save’ since our religion does not let us sit in a
. . 24
corner by harboring such an opinion.***

Lastly he warned that the loss of this world would be the loss of the eternal
life too, since the “bells and the crosses on the minarets in Rumeli” posed it very

1.2** The author contemplated the backwardness of the Muslims and declared the

wel
reasons for this fall to be the neglect of the religious commands about progression.
The “divine punishment” which had been foreseen by Sultan Mahmut II in the decree
of 1824 was believed to have manifested on the Muslims because of their “laziness,

ignorance and gaunt, groundless, vain and fruitless bigotry.”**

The guideline and the writings of the educators in Anatolia are to be counted
as a reaction to the existing terbiye, where the method was still memorization,
discipline was only through physical punishment, and instruction was more for itself,
without any purpose. It was a turn from knowledge-based instruction, which would
produce “state employees,” to a primary-school-graduated man who knew less about
history or Arabic grammar but who was successful in business, an entrepreneur in

new trades, and earns good money.

This pragmatist philosophy of the guideline was criticized by Gokalp in an

article in which he confronted with Ismail Hakki Baltacioglu’s conception of

3 “Ya eyyiihel ulema!! Artik ahiret kadar diinyada da calismak liizumu hissedelim... Maneviyat

maddiyatla, maddiyat maneviyatla kaim oldugu icin yalniz maneviyat-1 diniye ile biz kainat-1
medeniye éniinde yasayamayiz. Esasen din-i celil-i Islam maddi bir dindir. Bize calismag ve
diismanlarimizi daima diicar inhizam etmek i¢in onlardan daha ¢ok gayret emr ediyor. ‘Dért giinliik
diinyadan ne ¢ikar. Ahiret lazimdir...” diyerek bir kdse-i atalette oturmag hi¢ bir din emr etmedigi
gibi hasa dini celil-i Islam da katiyen mesag vermez.” Ibid., p. 44.

2 "Diinyay elden kagirmanin ahireti de gotiirecegini bunun isaretinin ise minarelerinde ¢anlar,
salipler asilan Rumeli oldugunu séyliiyor.” 1bid. p. 44

5 1bid., p. 30.
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education: “Education has recently been given a rather wrong direction in Turkey:
economic uses. It is indicated to fathers, teachers and students that the aim of
education is to earn good money... (But) the goal of instruction should be education
and the objective in education is to make individuals adopt the national culture.”**®
For him, even Math and Physics were in curriculums because they trained deduction
(istidlal and istikra). He went on to say that the branch of science should be
abolished in high schools so that all students were taught in cultural instruction,

which was what they would need when they became teachers, engineers or

24
doctors.”¥’

While reading about the discrimination of education and instruction, it is
difficult to understand why the two were separated so insistently, or why one was
necessarily seen as superior and prior to the other. However, it could be realized that
this was in a way the continuation of the morality-centered education view of the
Hamidian period, which philosophized the natural sciences with an Islamic
interpretation. What was new was the emphasis on “life” and the economic means to
progress in this world. As seen in Pasazade’s speech and the state guideline in
parallel, the difference was that in the Constitutional years, morality was needed not
only to make God content and the other world secure, but also for the purpose of this
world’s rescue and happiness, which was prosperity and progress. The latter was
overemphasized and prioritized the former. Parallel to cause and effect relationship

between morality and fall/progress in the previous period, the text linked the

246 “Tiirkiye de son zamanlarda terbiyeye gayet yanlis bir hedef gésterildi: Iktisadi menfaatler.
Babalara, muallimlere ve ¢ocuklara terbiyenin gayesi (¢ok para kazanmak) suretinde irae olunuyor ...
Tedrisin gayesi terbiye ve terbiyenin gayesinde (ferdlerin milli harse temsili) olmalidr.” Ziya Gokalp,
“Milli Terbiye,” Muallim Mecmuasi 1, no. 2, (Agustos 1332), p. 38.

247 7iya Gokalp, “Milli Terbiye,” Muallim Mecmuast 1, no. 2, (Agustos 1332), pp. 33-39.
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backwardness of the Empire to the rotten character of the Ottomans under the
traditional system of the teaching. The significance of character formation was
supported with the story of how Europe had progressed. “The powerful and the
happy nations in the world” such as the German and English people were not the
most intelligent and informed people, the progress was only due to their courageous
and enterprising character which gave them mines, trade and crafts.**® Within the
same logic, the reason for the Ottoman loss of Bulgaria, Serbia and Montenegro was
linked to the loss of moral qualities, which is the tetra of being determined,

enterprising, patient and courageous.

The “Fall and Regeneration” in the School Guidelines

From within such a diagnosis emerged the regeneration thesis, according to
which the problem was not Ottoman’s civilization, nor their race and religion. The
problem was their moral character, which needed to be molded under the supervision
of modern pedagogy. Thus, the regeneration was bolstered by Western methods, but
upon the local roots. The guideline stated that this resurrection was believed to come
from two springs: The Ottoman past and Islam. The past was nourished by Islamic

and national history, which dated as back as Ottomans only. The role model of this

8 Bugiin diinya yiiziinde en kuvvetli ve mesut yasayan milletlerden mesela Almanlar ve Ingilizler
herhalde diinyanin en zeki ve en malumatl insanlar: degildir.” Mekatib-i Iptidailere Mahsus
Talimatname (Istanbul: Matbaa-i Amire, 1331) p. 6. The similar ideas are found in Sat1 Bey’s articles
in Tedrisat-1 Iptidaiye Mecmuasi.
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character in the first place was the Prophet Muhammad, “establishing a state from a

small tribe.”**

The disaster of the Ottoman Empire is not due to the lack of knowledge, but
to the lack in education, which specifically referred to the weakness of the young
generation physically and morally.”° The degraded morality was not a result of true
Islamic teachings. The new morality to be built in children here was based upon the
eclectically, cautiously treated Islam. It was constructed on the verses of Quran and
the hadiths of the Prophet, since “religion was already telling us to be patient,
determinant, and hardworking.” The pioneers of Islamic civilization, especially
Prophet Mohammed’s life, should be taught in respect to its contribution to
contemporary civilization. Thus universal values were to be taught intentionally
using terms embedded in Islam. It made religion at peace with the contemporary
world and adapted the new in the disguise of local sources. Teachers were told to
instruct worldly affairs via the life stories of the Prophet and Four Caliphates.
Especially the ascetic philosophy expressed as “satisfaction with what you have, not
working for this world, or working only to survive” was to be attacked first and
eradicated from the understanding of ferbiye in order to reach a harmony with the

. . 251
requirements of economic progress.”' It also was recommended to teachers to prove

2 <“Islam alemini kuran Hz. Muhammed ve ilk miisliimanlarin seciyelerine ve kiiciik bir asiretten
muazzam bir devlet ¢ikaran ecdadin sahane muazaffariyetlerini alarak ge¢misi insa ediyor ve bugiine
temel atryor.” Ibid., p. 5-6

29 1bid., p. 21.

V< fhali kanaati ¢ok calismamak, ¢ok kazanmamak, yahut 6lmeyecek kadar para ile geginmek
manalarina alir ki vatanimizin istikbaldeki terakkisi ve saadeti igin ilk evvel mahvedilecek fikir ve
duygu iste bu miskin kanaattir.” Mekatib-i Iptidailere Mahsus Talimatname (Istanbul: Matbaa-i
Amire, 1331), pp. 26-29.
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that religion never contradicted with actual progress and reformation in its theory and

in practice in the past.

The direction of the new generation was to be turned to this world, they must
adore life. Teachers should first make them love of their properties, homes, villages,
mosques and mountains to arouse an interest and love of the material world. A strong
desire for this world was to be created through the help of the material side in Islamic
doctrine. Those children who were called the future generation were to be the
enemies of state employment, to be lovers of industry, trade and agriculture which

bring money via “hands and legs:”***

The goal is to activate children’s bodies, hearts, lungs, hands, arms,
legs and to save their health, to give them light, air and spirit, to
teach them cleanliness and good nutrition, to teach them how to live
in the present time and become rich and live in affluence and loving
wealth, to make them love the army, and respect the homeland.**

Some other goals were listed as militarizing the schools via placing the flag in
the school, making the students greet this flag, making them love it, adding the
military exercises and games to the schools. In the ministry’s document, religion
collaborated with the Ottoman past, thus national history takes its part in the
educational revival. While religion set up the moral grounds of education in theory,

the old sultans were used as vivid examples of success. Educating children “morally”

2<ptidai mekteplerimizden yetisecek ¢ocuklara — ki biz onlara nesl-i ati diyoruz biitiin iimitlerimizi,
emellerimizi bagliyoruz- her halde memuriyet diismani, el ve ayaklarla para kazandiran miistakil
sanatlarin, ticaretin, ziraatlerin asigt olmaldir.” Tbid. p. 30

233 «“Cocuklarin bedeni, kalbini, cigerlerini, ellerini, kollarini, bacaklarim isletmek, sthhatini
kurtarmak, ¢ocuklara hava, ziya, hareket vermek, ¢ocuklara temizligi, muntazam ve iyi yemek yemeyi
ogretmek, halle yagamak ve hem de zengin ve miireffeh yasamak ne demek oldugunu égretmek ve
sevdirmek, ¢ocuklarda bir zamanlar diinyalara hakim olan atalarimizin eserine tabi olabilecek, onlar
gibi cihanlar fethine kalkisacak bir duygu ve bir irade uyandirmaktr.” 1bid., p. 22.
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so as to arouse a feeling to dare to conquer the vast lands “as their ancestors who
dominated the world once upon a time” was the goal.** The national history
communicated with what was Islamic in that the social and judicial orders of Islam
were matched with modern concepts like liberty, fraternity and equality. The doctrine
of religion was kept from turning into bigotry so that it preserved its moral and social
purity. What is more, the religion idealized in this resurrection did not turn into an
assault on the followers of non-Muslims.?>> While the first constraint revealed a
rational religion, the second added secular/liberal lines to this rationalism. The ideas
of the 1908 Constitutional regime were considered to have been secured within the

new limits of true religion.

To conclude, the idea of importation was not approved in the making of the
new education and generation. A search for an eclectic Westernization which arose
from the sensitivity that Europe was only to be followed in its technique and science
was proceeded. Although the Unionist policy of Islam was doubted and found
insincere, it was clear from the detailed guideline that there was a tendency to make
the precepts of Islam and the progressivist idea co-operate. The search for the true
Islam took place in a pedagogical category. Thus, Islam was turned into a school
subject taught within pedagogical directions from an agent behind educational
philosophy and curriculum making. The Unionist education policy was distinct from
the successive Republicanists in its incorporation of a revived Islam. However, the
guidelines’ emphasis on this world and life in the religious doctrine caused it to

diverge from the Hamidian Islamic pedagogy, which favored an Islam for and in

3%« cocuklarda bir zamanlar diinyalara hakim olan atalarimizin eserine tabi olabilecek, onlar gibi

cihanlar fethine kalkisacak bir duygu ve bir irade uyandirmaktir. ” 1bid., p. 22.

33 1bid., p. 64.
84



itself as seen in Ziver Bey’s explorations of Islamic pedagogy. A man who was self-
reliant, entrepreneurial, courageous and determined was designed and placed in
opposition to what the old understanding of education had produced. The Ottoman

child was directed to develop an economic interest as well as a pious point of view.

Overall, the guideline draws parallel lines with the prominent pedagogues’
educational thoughts. Sat1 Bey articulated it as the realization and officialization of
the ideas which the teachers of modern Teacher Training schools strove to spread.**®
However, the divergences could also be observed. The dominant use of Turk,
Turkish history and Turkish nationalism in the educational journals do not take place
in the state document.?’ Ottoman nationalism with a religious tone, instead, is
incorporated to the educational objectives. The emphasis on Muslim-Ottoman
identity manifests in the resources of the next chapters on textbook analysis and the
documents of archive. The Unionist education which is noticing with its anti-foreign
peculiarity make the Islamic and Ottoman lines align closely. As a result a revival

and civilization of its own are envisaged upon the local values in contrary to the

Western civilization and morality against which the reservations increased.

%6 Sat1, “Mesrutiyetten Sonra Maarifimiz,” Muallim 2, 10.19 (Subat 1334), p. 663.

7 The use of Turkish nationalism in children’s journals is also seen although the state guideline did
not pronounce the word “Turk” even once. The author describes the formation of a “nationalistic
generation” in the journals, in which the epics of Ergenekon and Bozkurt are recounted. The content of
these journals presented Turkishness as an identity overtly. Ciineyd Okay, “War and Child in the
Second Constitutional Period,” Childhood and Youth in the Muslim World (Paris: Maisonneuve &
Larose, 2007), pp. 219-231.
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CHAPTER 2

TEXTBOOK REQUISITION AND APPROVAL PRACTICES

This part of the study uses secondary resources to measure primary school
education quantitatively examining the students, teachers and schools in order to
deduce the scope of the textbook production.”® It attempts to show how the Office of
Copyright and Translation worked with examples of approved and disapproved
books through primary sources both of the Ottoman archives and books. The
objections that came from the authors to the system and the office members in the
examination commission also were followed as far as the archives of the Copyright
and Translation Office allowed.

Laying out the exact figures regarding schools, teachers and students in
elementary level is difficult. Sat1 Bey treated the resources that provide information
about the quantitative features of education carefully due to several problems with
statistics. Sat1 Bey refrained from giving statistical information about the primary

schooling and leaves it out of his evaluation of education. An inaccuracy of statistics

bR 13 ’

arose from the confusion heated by the undifferentiated use of “sibyan,” “mahalle,’

village schools and the “iptidai” schools established on modern pedagogical bases.

¥ There seemed no feasible resource to trace the number of published textbooks for primary schools
regarding the private publishers in the Second Constitutional Period, whereas the total amount of the
textbook production seemed to have been traced in the Hamidian period through archive records.
Kodaman notes that 5000 textbooks were produced and distributed to the provinces and smaller
administrational units in the Hamidian years. While rich and middle class students were charged, the
ministry ordered textbooks to be given free to poor children. Bayram Kodaman, Abdiilhamid Devri
Egitim Sistemi (Istanbul: Otiiken, 1980), p. 180
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Sat1 Bey stated that this made the statistics unable to explain the quantitative aspects
education in the Constitutional Period. A second reason for this was the negligence
or failure in documenting the fluctuating number of schools between the newly
opened and closed ones. While the ministry kept record of the newly opened ones,
they disregarded the closed ones.”

A speech by Sati transcribed as an article in the journal explained why the
education of the Second Constitutional Period was hard to grasp though it had been
relatively a short period. He pointed out the fast and frequent changes which made
people fail to remember and appreciate the reformation in this period. Despite its
inconvenience in terms of historiography, he said he had deliberately attempted to
reveal the history of education from 1908 to the 1918 based on a comparison of
government budgets in the Hamidian and Unionist periods. Basically, he suggested
that the expenditure for education increased eight-fold in six years.*®® Considering
the lost lands in the Balkan Wars and the reduction in area in comparison to the
increased expenditure, he appreciated the amount of the allocation for the Ministry of
Education in the Second Constitutional period. Table 1 indicates the years and

corresponding budgets:

239 The reality of the closed schools which continued to be presented numerically in the statistical
documents was also articulated by Ibrahim Hilmi’s remarks on the education system from the
viewpoint of a publisher. Below in this chapter, the difficulties encountered by publishers were noted.

260 Sati, “Mesrutiyetten Sonra Maarifimiz,” Muallim 2, n0.19, (Subat 1334), pp. 654-655. This
conference was given by Sat1 Bey at the Committee of National Instruction and Education on Friday -
25 Kanunisani 1334 (1918).
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Table 1: Budget of the Ministry of Education with Respect to Years

Budget of (1320-1324) [ (1325) 1909 | (1326) 1910 | (1330) 1914
Education 1904-1908
200,000 660,000 940,000 1,230,000%°"

Yet, the remarks of the publisher Ibrahim Hilmi contrasts with Sat1 Bey’s
positive convictions about the economy of education. Ibrahim Hilmi said that the
government should have spent much more money on education by restricting from
the expenses on the army. The discrepancy in education expenses of the various
countries and the Ottoman state was revealed through figures. The population of the
Ottoman Empire was taken as twenty three million while 92,275,400 Lira was the
education budget, which made 21.5 million Franks. In another formulation, the
amount spent for education was just one-tenth of the amount spent for the army in
1913. The other countries and the proportion of their education budget to their

population are as shown in Table 2:

Table 2: Comparative Education Budgets

Population Education budget Army budget
Bulgaria 4,337,513 23,916,349 Franks 40,500,567
Romania 6,865,739 48,218,619 Franks --
Italy -- 128,484,973 Franks --
Spain 19,650,347 61,335,098 Franks --
Ottoman 23,000,000 21,500,000 Franks 894,870,500
Empire

*%1 The exact amount of budget was 550,000 Lira. He added the allocation of budget for the provinces
which made 640,000. Sati, “Mesrutiyetten Sonra Maarifimiz,” Muallim 2, no. 19 (Subat 1334), pp.
654-655.
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Spain was given as an example since it was closest to the Ottoman Empire in terms
of its underdevelopment and similar size of population. Italy was presented as
another surprising sample with its huge budget on education (128,484,973 Franks)
while “all our newspapers depicted it as poor and backward during the year when we

»2%2 I his concluding remarks, he stated his belief in the

had war in Tripoli.
parallelism between educational reforms and progress: “The last war proved to us
clearly that the power which is going to save us from the disaster is not only the army
and navy, but maybe education.”*®> Agreeing with the general conviction, he thought
that the investment in education would bring twice of the lost territories in other
regions in fifteen years.”** These points reveal the fact that the Ottoman Empire’s
gradually increasing investment in education could not rival that of smaller states due
to the financial problems during a period of constant wars from 1912 to 1922.
Primary schools, the goal of which was to establish a religious character and an
Ottoman feeling, were configured in different ways according to the number of
teachers. The standard ibtidaiye school was made of six classes and six teachers. Yet,
for most of the ibtidaiyes, the lack of teachers was a prevailing problem. The number
of state primary schools in the Empire was based on the 1912-1914 publications of a
journal called Maarif-i Umumiye Ihsaiyat Mecmuasi (The Journal of Public

Education Statistics). Although the statistics about the primary schooling, as stated

by Sat1 Bey, have numerous problems, the quantitative data had to be incorporated

262 «Kendisiyle tam bir sene Trablusgarb da bogusdugumuz, biitiin gazetelerimizin fakr ve sefaletini
yazmakla bitiremedigi Italyan diismanlarimizin biitcesi : 128, 484, 973 franktir.” Tuccarzade Ibrahim
Hilmi, Maarif ve Servet-i llmiyemiz: Felaketlerimizin Esbabi (Istanbul: Kiitiiphane-i Islam ve Askeri,
1329), p. 24.

293 “Harb-i ahir bize vazihan isbat etti ki bu memleketi felaketten kurtaracak yalniz ordu ve
donanmanin sevketi ve kuvveti degil belki maariftir. ” 1bid. p. 24.

%% Ibid., p.12.
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here in order to be able to provide figures for education in a concrete manner. In

what follows some figures are drawn for this purpose.

Table 3: The Number Schools to Years

Iptidai Male Female Co-education Total
schools®®

1912-1913 3433 395 366 4194
1913-1914 3554 489 479 4522

The number of the sibyan schools, which was 6224 in the 1912-1913 statistics, is

excluded from the figures above. The number of students in the elementary levels:

Table 4: Number of Students in Primary Schooling

Number of students In iptidaiyes In elementary level of
sultaniye and idadiye
schools

1912-1913 243,069 13,792

1913-1914 258,449 23,947

There were elementary levels of the sultaniye and idadiye schools as well as
the separate iptidaiye schools.?*® The report,”®’ prepared by the Education Ministry
of the Turkish Great National Assembly in 1922, gives the number of the sultaniye
schools with elementary level as 32. The first five years of these high schools

corresponded to the elementary level, which was normally six years, and the next

265 Samil Mutlu, “II. Mesrutiyet Devrinde Istatistik Bilgileriyle Egitim (54 sayfa belge, 4 sayfa grafik,
10 harita ile birlikte),” Belgeler: Tiirk Tarih Belgeleri Dergisi 17, no. 21 (Ankara: TTK Basimevi,
1997), pp.127-143.

2% The courses and programs were almost the same with the iptidaiye schools. The courses taught in
the primary school period of the sultaniye schools were as follows: Quran, Religious Knowledge,
Turkish, Math (Hesap), Geometry, Calligraphy, History, Objects (Esya), Knowledge of Nature,
Civics, Manual Work, Painting, Music and Physical Education.

%7 Tiirkiye 'de Orta Tahsil (Istanbul: Matbaa-i Amire, 1339), p. 3.
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four years constituted the secondary school level. If the students wanted to receive a
sultaniye®®® diploma, they had to go a three more years for a vocational education.

269 What follows is a table about the number

They graduated after the twelfth grade.
of students in the elementary level of sultaniye schools which was stated as 23,947 in

the 1913-1914 education period.*”

Table 5: The Number of Students in the Sultaniye Schools of twelve years 1338-1339
(1922-1923)

Primary school

First period

Second Period

total

2826

1285

236

4347

Table 6: Male Students in the Sultaniye Schools of nine Years''

Primary school

First period

Total

4998

1580

6578

Table 7: The Total Number of Female Students in the Various Types of Sultaniye
Schools

Primary school Secondary level Total

172+927+373 30+606+ 121 202+1533+ 294

%8 The types of sultaniye schools were sultaniye schools of twelve years, sultaniye schools of nine
years, Female sultaniye schools of nine years, female sultaniye schools of ten years and female
industrial sultaniye schools.

%9 Tiirkiye de Orta Tahsil (Istanbul: Matbaa-i Amire, 1339), p. 8.
70 1bid., p. 14-16.

"' To what the high school for nine years corresponded and at what point their aims and goals
differed from the mainstream high schools are of question. The establishment of the high schools for
nine years in some towns like Amasya, Yozgat, Nigde and Bolu demonstrates the non-uniformity in
the system of education while others lasted for 12 years, such as, those founded in Malatya, Cankir1
and Kirgehir. The total number of high schools for twelve years is thirteen in Turkey and they
graduate 40 and 50 students each year. Fuad Giindiizalp, Talim ve Terbiyede Buhran (Sivas: Vilayeti
Matbaasi, 1340), pp. 92-93.
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A comparison of 1913-1914 statistics with the 1922 figures reveals the deteriorated
situation due to the warfare.

Table 8: Number of Primary School Teachers

Number of Primary School Teachers 1913-19147"

Male 7038

Female 1232

Table 9: Number of Children Attending and Not Attending Schools

Number | Not Not Attending Attending Total

of attending | attending

Children Male Female

at 7-13 Male Female

ages?’

1913- 591,751 672,559 200,000 50,000 1,465,542
1914 approximately’’* | Approximately

Considering the total number of children at school age, schooling did not go further
than towns and most of the children in villages were deprived of schools.””> The lack

of teachers and school materials complicated the problems about the quality of

*2 Betiil Batir, “Ikinci Mesrutiyet’ten Tevhid-i Tedrisata Tiirkiye’de ilkogretim (1908-1924) " (Ph.D.
diss., Istanbul Universitesi, 2007).

23 Samil Mutlu, “II. Mesrutiyet Devrinde Istatistik Bilgileriyle Egitim (54 sayfa belge, 4 sayfa grafik,
10 harita ile birlikte),” Belgeler: Tiirk Tarih Belgeleri Dergisi 17, no. 21 (Ankara: TTK Basimevi,
1997), pp. 127-143.

2" The exact numbers are 206,707 for male and 48,283 for female and 254,990 in total, according to
the publication of the Institute of Statistics, Education Statistics in Modernization from the Tanzimat
to the Republic 1839-1924, Historical Statistics Series 6, ed. Mehmet O. Alkan (Republic of Turkey:
State Institute of Statistics Prime Ministry Republic of Turkey, 2000). p.167.

*73 Criticizing the promoted officers and soldiers after the Independence War, he pointed out the
injustice to which the peasants were exposed to: “...working for his children in cities with a Prophet-
like patience and submission, counting the days until his death. O God! What is this misery and
despicability of the Turkish peasant?” It is noticed that Giindiizalp, like most educators, was
concerned by the separation of the schooling and education for villagers and townsmen. The teachers
for village schools should be trained more specialized on religious matters in order to combat the
reactionist softas in religious disguises. The intellectual comprehension expanding into the theoretical
explorations in scientific and philosophical debates was considered as harmful for the teacher sent to
the villagers since much intellectual knowledge violated his mind to reduce it to the level of the
peasants. For more details on teachers and children in villages, see Fuad Giindiizalp, Talim ve
Terbiyede Buhran (Sivas: Sivas Vilayeti Matbaasi, 1340), pp. 82-87.
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education. The curriculum debates were prolonged along with the crushing failure of

education in supplying the quantitative demands and needs.

The Debates on Curriculum Reform for the Primary Schools

The literature on education focuses on qualitative characteristics of primary
school of education more than its numbers in the period. Ibrahim Hilmi Cigiragan’s
book is one of the informative resources about the school textbooks from the
viewpoint of a publisher. He also revealed his criticism about the education policy of
the Union and Progress party. He made by comparisons with European countries,
where education was as usual perceived to be the essential incentive and factor
behind the progress. The colonialism and industrial power and the social and
economic changes were not taken into consideration. Throughout the book the
pessimism of the author recurred at times of contrasts between the “magnificent”
schools, classes, materials and books in Europe and the “poverty,” “deprivation,”
“cheapness and nothingness” in the Ottoman Empire.”’® The scantiness of the budget
allocated for education, which was to him absolutely necessary for overcoming the
catastrophe, was neglected as a result of the political conflicts.””” He saw no
difference when compared to the Hamidian regime in terms of education policies:

“Here is the policy of the education of the four years of the Constitution. Each

27 Tiiccarzade Ibrahim Hilmi, Maarif ve Servet-i Ilmiyemiz: Felaketlerimizin Esbabi (Istanbul:
Kiitiiphane-i Islam ve Askeri, 1329), pp. 10-11.

27 Ibid. p.11.
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minister came and made up his own organization and violated the operations of the
other... The chaos and irregularity dominated the governance of the ministry.”’®

He reported that the bureaucratic cadres in the commissions and councils of
the ministry lacked the capability to make education progress.””” The frequent
change of ministers was shown as a basic reason behind the non-uniformity in
policies.”®® The ten years between 1908 and 1918 saw eighteen ministers. Among the
ministers taking over the duty for a few months, the periods of Emrullah Efendi
(01.10.1910-02.18.1911, 01.01.1912-07.21.1912) and Siikrii Bey (01.24.1913-
12.09.1917) remained exceptional, exceeding one year on duty each.”®' The
remarkable and efficient decisions for curriculum change were only taken during
these exceptional longer periods.

Sat1 Bey was of the same opinion regarding the disorderliness of the policies.
He demarcated the constitutional years into three sub-periods: 1908-1909, 1909-1912
and 1912-1914. He excluded the years between 1914 and 1918, saving only to say
that it had been held in two periods.”® He reported that the first curriculum for the
elementary schools curriculum was made in 1909. The details of this program were

not elaborated; yet with a generalizing discontent, he contended saying that the

government had ignored the elementary schools.”® He explained the failure of the

7 “Iste, dort senelik mesrutiyette idare-i maarif! Her nazir geldi bir teskilat yapti, oteki geleninkini
bozdu. Birinin yaptigim éteki bozdu. Bir kargasalik, intizamsizlik hiikiim siirdii. ” Tbid. p.19.

7 Ibid. p.18.

280 Tbid. p.22.

*!For the list of the ministers between the period 1857 and 1922. Teyfur Erdogdu, “Maarif-i
Umumiye Nezareti Teskilati-1,” Ankara Universitesi Siyasal Bilimler Fakiiltesi Dergisi 51, no. 1-4
(1996: 183-247), pp. 235- 239.

282 Qati, “Mesrutiyetten Sonra Maarifimiz,” Muallim 2, no. 19 (Subat 1334) p. 656.

% bid., p. 661.
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“numune” schools, considered to be the new regime’s schools, in the first of his
periods. Despite still being disorganized, the period between 1909 and 1912 was
marked with the discussion of a new Public Education Law, which was prepared in
1909 (1325). Yet, he said it needed more care, time and exertion. This plan was
reduced to the renewal of the law of primary schooling first. The following year, the
idea of preparing a new law of public education was revisited. A new outline of the
law was prepared.

The attempts to renew education could only be achieved in the third period,
which was, for Sati, characterized as the period in which education was turned into a
matter both among ordinary people and in the publications. The power affiliated with
the army began to be attributed to education. It was no longer only the educators or
the Ministry of Education configuring reforms, projects or problems about education.
Due to the disagreements on this “matter” of education, the law of primary school
education was passed as a decree law (muvakkat kanun) in the parliament while, for
the same reason, the bigger project of the Public Education Law could not be

d.*® The Decree Law on Primary School Education (Tedrisat-1 Iptidaiye

issue
Kanun-u Muvakkatr) in 1913 brought novelties in many respects.”® First of all, the

curriculums were aligned with the new educational goal described in the law. What
followed the law was a detailed Guideline for Primary Schooling (1915), which was

gauged on a scholarly level in the previous chapter in terms of its entailments with

the new content and methods of the courses.

2 bid., p. 662.

5 Betiil Batir, “Ikinci Mesrutiyet’ten Tevhid-i Tedrisat’a Tiirkiye’de [kogretim (1908-1924)” (Ph.D.
diss., Istanbul Universitesi, 2007), pp. 99-117.
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One of the issues that changed with the new law concerned the finance and
administration of primary schools. The law, which decentralized the regulation of
primary school education, made people internalize education as a social matter. The
provinces were given the rights to open schools and appoint teachers. In addition to
the financing of the primary schools, the law of 1913 also left the regulation of the
primary schooling to the administration of the provinces. Thus the primary schooling
remained under the local control and administration for the most part. The councils
of primary schooling and the commissions of education which were constituted
under the provincial rule had large entitlements. He also pointed out the unwise
points of this partly decentralized system, stating that the councils of education in
some provinces went further by interfering in the curriculum of the schools and
trying to change it.**®

Yet such manifestations of misuses were taken under control by the order of
the center. Such incidents also were reported in the writings of the Republican period
educators. Giindiizalp recounted two examples of the lack of central control over
education. The provincial council of education in Kastamonu had taken the decision
to remove the pedagogy and psychology courses in the Teacher Training School in

2
87and lessons on the

three or four years earlier (most probably 1920 or 1921);
organization of funerals took its place. Similarly, it was reported that the council in

Zonguldak attempted to remove the textbooks with pictures from the schools in the

Constitutional years.”®® Similarly, Ibrahim Hilmi recounted how he resisted the

2% Sat1, “Mesrutiyetten Sonra Maarifimiz,” Muallim 2, no. 19 (Subat 1334), p. 663.

87 The arrestment of three teachers informing about Darwin in Natural Sciences classes in Kastamonu
was reported also by Abdullah Cevdet in I¢tihad in 1913. Niyazi Berkes, Tiirkiye'de Cagdaslasma
Haz. Ahmet Kuyas, (Istanbul: YKY, 2002) p. 441.

88 Fuad Giindiizalp, Talim ve Terbiyede Buhran (Sivas: Sivas Vilayeti Matbaasi, 1340), pp. 55-56.
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reaction of some teachers and the attempts at confiscation when reading and alphabet
textbooks were printed with pictures for the first time.**’

The discussions on the textbooks of the Second Constitutional Period can be
pursued in the reports and comments during the congress of education held by the
Ankara government. A critical commentary on the education of the period was
prepared by Ali Ali in order to be taken into consideration during the congress and
published in Samsun. His evaluation on textbooks marked the inconsistency in
philosophical point of view: “Some textbooks are written on conversation, some are
as short as to be called commentary of the curriculum, others contravene with the
program since they are deluged with unnecessary explanations and
exemplifications.”**’

Teachers were another obstruction to the official goals and direction of
education. The remarks in between the lines of the speech given by the minister
demonstrated that teachers were somehow taken under control through instruction by
textbooks. Textbooks gained much more importance in the politically vibrant
atmosphere after 1909, when the political disintegration increased among the
Unionists. The minister implied the importance of textbook production for unifying
the multiple points of views among teachers. Thus the state-approved textbooks
served to put an end to the diversity of political ideologies by which the Second

Constitutional period was characterized: “The university and medrasa lecturers and

professors were held responsible for writing textbooks in order to make firm what

% bid., p. 44.

20 “Kitaplarin bazist miikaleme seklinde, bazisi ders miifredatinin serhi denecek kadar muhtasar, bir
kismi da liizumsuz izahat ve misallerle... programa gayri muvafiktir.” Ali Ali, Maarif'de Inkilap
(Samsun: Sems Matbaasi,1337-1339), p. 35.
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they taught...The matter of unification of thoughts must first be ensured in the
university...If they teach the way the state demands, the aim will be achieved.”"
Textbooks were for unifying the teachers rather than and before the students in a
sense. The discord among teachers in terms of educational philosophy became one
of the common pretexts of the inefficiency in education.””> On the other hand, it was
sometimes the “textbooks, guidelines and programs puzzling teachers”: Each teacher
came to develop a policy according to his own ideas and convictions. The national,
religious, international and non-religious doctrines continued to co-exist.”””> One of
the strongest worries was that the generations would be raised aimless due to the
ideological disputes among the teachers.”’

The second important change was of the duration of the “iptidaiyes. The
three year of compulsory education was extended to six years. The law also was
critically targeted by numerous educators for this change. The dominant conviction
was that the law failed to correspond with the social and economic circumstances in
the country. Giindiizalp stated that there was no other law disregarded by people

more than the compulsory education law and he added: “Regrettably, the

disrespectfulness to (this)... law led to a terrible social behavior breaking the

P “Muallimler, medreseler, orada tedris ve talim ettikleri ulum ve Sflinunu tesbit edebilmek igin kitap

yvazmakla vazifedar kilindi ... Vahdet-i fikriye meselesi iste asil dariilfiinunlarda temin edilecektir...
Eger onlar telkinati memleketin arzusu dairesinde yaparlarsa igte vahdet- i fikriye temin edilmis
olur.” Stkrii Bey, “Maarif Nazirmin Beyanat1,” Muallim 1, n0.9 (Nisan 1333), p. 261.

2 Mahmud Muhlis (Konya Idadiye Katibi), Inkilab-1 Efkardan Maarif (Konya: Konya Vilayet
Matbaasi, 1329-1331), p. 38.

29 “Her muallim kendi kanaat ve diisiincesine gore hareket ediyor. Talebeye dini, mili, asri,

beynelmilel, gayri dini telkinat berdevam.” Ali Ali, Maarif'de Inkilap (Samsun: Sems Matbaas,
1337-1339), p. 36.

9% Mahmud Muhlis (Konya Idadiye Katibi), Inkilab-1 Efkardan Maarif (Konya: Konya Vilayet
Matbaasi, 1329-1331), p. 38.
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venerability of the phenomenon of law at the sight of the people”.?** He illustrated
the impossibility of the realization of the legal imperatives about education. He
estimated the number of the girls and boys at the age of compulsory education as two
million. The third article of the law limited the number of students in a class to fifty
students only; the result was that 40,000 teachers were needed, according to the new
regulation. Yet, a statistic in 1914 (1330) fixed the number of teachers in the whole
country as 11,137, and its 3,700 of which were in Istanbul. 2% He concluded that
1,600 teacher needed to be trained every year. The cost was estimated at reaching to
20 million lira and he noted that three times this number was spent on the army in
war time.””” Making compulsory education six years through the combination of the
rushdiye schools with the primary schooling, despite some support for it,”** was
objected to by such statements by Ali Ali: “It was not foreseen that the people who
had not demanded three years education couldn’t be obliged to complete the six
years.”>’

The opposition to the law emanated from the discrepancies between what the
Decree Law of Primary School Education proposed and the shortages of teachers and

physical qualities prevailing in especially Anatolia. Teaching traditionally was seen

as the last choice of people who were able to read and write, at times when other

293 “Yazik ki kanun namini tastyan bu matbu varakalarin diicar oldugu hiirmetsizlik, milletin
nazarinda kanun mefhumunun kudsiyetini ihlal etmek gibi dehgetengiz bir i¢timai mazeret tevlid
ediyor.” Fuad Glindiizalp, Talim ve Terbiyede Buhran (Sivas: Sivas Vilayeti Matbaasi, 1340), p. 40.

2% Giindiizalp, p. 41.
7 Ibid. p. 42.

298 Mahmud Muhlis (Konya Idadiye Katibi), Inkilab-1 Efkardan Maarif (Konya: Konya Vilayet
Matbaasi, 1329-1331), p. 35.

299 «__ii¢ senelik tahsili iptidaiyeye ragbet gosteremeyen milletin alt senelik bir tahsile mecbur

tutulamayacag diigiiniilemedi.” Ali Ali, Maarif’de Inkilap (Samsun: Sems Matbaasi, 1337-1339), p.5.

99



state jobs were impossible to obtain.’”” The reforms sought an essential change in
teaching through the experimental explorations of pedagogy and psychology. The
scientific perspective on children who “shouldn’t be left to rough and inexperienced
hands” aimed to make teaching a distinctive profession which was more than the
instruction of writing and reading.’”' The new regulation gave teaching the status of
a profession while leaving primary school teachers economically vulnerable to the
local conditions. The contrast between the drawbacks of reality and the idealism of
the reform documents is apparent in some other writings. Osman Zeki wrote his own
observations on the villages he visited while carrying out his administrative duty in a
district. What he noticed were the teachers who supported themselves by collecting
wheat from each house in a village.**> Moreover, the teachers in villages were more
than only teachers. They were also the imams in the mosques. Thus some of their
duties included conducting affairs related to worshipping, marriage and funerals.
Teaching in primary schools promised a lower economic status and it could not be

overcome during the period.

The Curriculum of 1913

The note following the title of the curriculum of 1913 demonstrates the

diversity of primary schools which consisted of four, five or six grades: “The

Curriculum in the Primary Schooling: Pertaining to the Schools of Six, Five and Four

3% Giindiizalp, p. 70.
% Giindiizalp, p. 77.

392 Osman Zeki, Kiymettar Hatiralarimdan: Bizde Maarif-i Iptidaiye (istanbul: Osmancik
Kaymakamligindan Miisteki Matbaasi, 1337), pp. 13-19.
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Classes and Teachers.”* The guideline gave information on how to adapt the

304

curriculum for use in four and five year grade schools.” Another adaptation is

illustrated in the subjects of religion, civics and history in specific for girls’
education. Religious subjects were to be identified considering the rules about
women in religion. In the civics lessons, the main goal for female education was
arousing love of family and compassion. In history classes, female figures were
supposed to be heroines in the narratives. The prominent women in Islamic history

such as Amine, Hatice, Fatima and Ayse stood out as well as the Ottoman women

who showed courage in wars, such as Bosnian Serife Hamm.**’

The curriculum stipulated the tools and school materials that were compulsory. Some

of the necessaries were as follows:

1. The Ottoman flag

2. A sheet of besmele written in Cali calligraphy

3. A sheet of the name of the school (to be hung below the sheet
of the besmele)

4. Sheets with the Quran verses or hadith regarding the moral
and social subjects. (The Turkish meaning of the hadith or verse
must be given just below its Arabic script.)

5. A sheet on which written “Long live my Sultan!” and the
photo of the Sultan (to be hung behind the teacher’s desk so
high that it could be seen from every area of the class).

6. Sheets of the photos of all Ottoman sultans (to be place at the
right of the teacher’s desk ).

7. National song and anthem (at the right of the teacher’s desk).
8. Sheets of songs with pictures

9. Sheets of moral and patriotic stories

10. The picture of the capital city

3 (.)3 Mekatib-i Iptidaiye Ders Miifredati- Alti, Bes, Dért Dershane ve Muallimli Mekteplere Mahsustur
(Istanbul: Matbaa-i Amire, 1329).

394 «Alt1 Dershane ve Muallimli Mekatib-i Ipt.idaiye Ders Miifredatinin Ug, Dért, Bes Dershane ve
muallimli Mekteplere Suret-i Tatbikine Dair Izahat,” in Mekatib-i Iptidaiye Ders Miifredan- Alt1, Bes,
Dért Dershane ve Muallimli Mekteplere Mahsustur (Istanbul: Matbaa-i Amire, 1329).

*% “Ders Miifredatinin inas Mekatib-i Iptidaiyesine Suret-i Tatbikine Dair Izahat,” in Mekatib-i
Iptidaiye Ders Miifredati- Alti, Bes, Dért Dershane ve Muallimli Mekteplere Mahsustur (Istanbul:
Matbaa-i Amire, 1329).
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11. A picture of villages and if possible a picture of the relevant
village

12. Illustrations about illnesses such as scarlet fever, measles
and smallpox®"

However, it is misleading to imagine a great transformative power of the state
during the 1910s. The writings of the educators underlined the miserable conditions
and lack of state image and power instead of its visibility. Here is how Ismail Hakk1
Bey describes a village school thirty minutes outside of Bursa, called Diiberciye. The
school materials were listed as follows: “ One axe for chopping wood, one black
board, four desks, three reading desks (rahle), one stove, two windows, one sheep
hide (koyun postu), one pot, one stick, one sweeper, tongs, and a patched cushion.”"’
He added that there were twenty five students of this village school. He wrote that it

would be erroneous to assess education considering only the schools in Istanbul both

in terms of physical qualities and teacher availability.

306

1- Osmanli Bayragi

2- Cali Hatti ile yazilmis matbu besmele-i serife levhasi

3- Mekatibin ismini havi levha (besmele- i serife levhasimin altina asilacak)

4- Ahlaki ve i¢timai ayat-1 kerime ve hadis-i serife levhalari ( her levhamin altina ayet-i
kerimenin veya hadis-i serifin Tiirk¢e manast yazilacaktir)

5- Padigsalim ¢ok yasa levhasi ve padisah tasviri (Dershanelerde muallim kiirsiisiiniin arkasina
ve dershanenin her tarafindan goriilecek vecihle duvarin yiiksek bir yerine asilacaktir.)

6- Osmanli padisahlarimn tasvirlerini cami levhalar (kiirsiiniin sag tarafina)

7- Milli sarki ve milli mars (kiirsiiniin sag tarafina)

8- Resimli sarki levhalar

9- Resimli ahlaki ve vatani hikaye levhalan

10-  Payitaht resmi

11- Koy resimleri ve miimkiin olan yerlere mektebin bulundugu kdytin resmi

12-  Kizil, kizamuik, cicek hastaliklarinin boyali resimleri
“Levazim-1 Terbiye ve Tedrisiye” in Mekatib-i Iptidaiye Ders Miifredan- Alti, Bes, Dért Dershane ve
Muallimli Mekteplere Mahsustur (Istanbul: Matbaa-i Amire, 1329).

7 “Odun kirmaya mahsus balta (1 adet), yazi tahtasi(1), sira(4), rahle(3), ocak(1), pencere(l),
pencere(l), koyun postu(l), toprak testi(1), degnek(2), siipiirge(1), yamal minder(1), masa(l) . Bu
mektebin kiz oglan yirmi bes talebesi var. ...iste yalnz Istanbul 'un mekteplerine bakip da hayal
kurmak ¢ok tehlikelidir . ” Ismail Hakk1, “Miiesseselerden Ismail Hakki Bey’in Nutku,” Milli Talim
ve Terbiye Cemiyeti Mecmuas: (Istanbul: Matbaa-i Amire, Eyliil 1332), p. 15.
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The guidelines determined the age limits of the students to be between seven
and thirteen. The students were to have a record showing their vaccinations and
another record from a doctor in order to demonstrate that they did not have any
contagious disease. The education was divided into three periods. The earliest period
(devre-i ula) was for seven and eight year-old children, the middle period (devre-i
mutavassita) for nine and ten year-old children, and the upper period (devre-i ali) for
eleven and twelve year-old children. If the number of children in five and six year-
old section exceeded twenty, kinder-garden classes were to be opened. The breaks
between classes lasted twenty minutes and the midday break was two hours. The
cleanliness of the students was checked by teachers in the mornings. Before lessons
started, children sang religious songs and the song of the school. Additionally,
students recited prayers, greetings and the Quran on Tuesdays and Thursdays.*”® The
number of the students in a class was limited to 50. Corporal punishment was
prohibited, specifically making students stand on their feet for hours, slapping and
beating.

The curriculum of 1913 introduced new courses for the elementary level. The
courses to be taught were the Quran (Kur’an-1 Kerim, for Muslims), Malumat-1
Diniye ( non-Muslims were to be taught their own beliefs), Kiraat ve Hat (Reading
and Caligraphy), Lisan-1 Osmani (Ottoman Language), Cografya- ozellikle Osmanli
Cografyas: (Geography, especially Ottoman geography), Hesap(Math) and Hendese
(Geometry), Tarih- ozellikle Osmanli Tarihi- (History, especially Ottoman history),

Diirus-u Esya (Lessons on Objects), Malumat-1 Tabiiyye ve Tatbikati (Natural

3% Religious recitations and ceremonies seemed to have had an important part of the daily practices
required in the primary schools. The schedule of a day in the elementary level of the Teacher Training
schools was arranged regarding to the hours of the religious prayers of five times a day.
Darulmuallimin Iptidailere Mahsus Mufredat Programi (Istanbul: Matbaa-i Amire, 1330), p. 141. See
Appendix J.
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Sciences with Experiments), Hifzisihha (Sanitation), Malumat-1 Medeniye ve
Ahlakiye ve Iktisadiye (Civics), Elisleri ve Resim (Hand work and painting ), Gina
(music, religious music and national songs), Terbiye-i Bedeniye ve Mektep Oyunlari
(Physical Education), Talim-i Askeri (Military Training, for boys), /dare-i Beytiyye
ve Dikis Isleri (Home economics and sewing for girls). The new subjects were
criticized for falling short of giving any help to the system by educators. One of the
educators reported that the number of subjects, which was more diversified with
courses such as painting, hand work and civics, confused most of the primary school
teachers. Ali Ali summarized his depiction with the truth of an idiomatic expression:

“No matter how big the size of the mosque, the imam reads what he knows.”"

The Procedure of the Copyright and Translation Office

Textbooks became part of the discussion with the new curriculum. It is
possible to pursue some of the debate on the new programs and textbooks in the
parliament sessions for the budget of the Ministry of Education. The changes in the
programs and the aim of the education were questioned by the parliamentarians in
these sittings. One speech by the minister, Siikrii Bey, tried to explain the necessity
of a new curriculum.’'® Another such a speech in the parliament was published in the
ninth volume of the journal titled Muallim (Teacher). Siikrii Bey explained for what

goals the curriculum of 1913 (1329) had been created. The major yield of the

39 “Cami ne kadar biiyiik olsa imam bildigini okur.”Ali Ali, Maarif’de Inkilap (Samsun: Sems
Matbaasi, 1337-1339), p. 5.

310 Siikrii Bey, “Umumi Biit¢e, Meclis-i Mebusan, Maarif,” Tedrisat Mecmuasi. Ameliyat ve Tatbikat
Kismi1 4, no. 27 (Haziran 1332), p. 108-109.

104



program was articulated as raising “a complete man” who “was devoted to his
religion and patriotic-spirited with feelings for his nation and homeland.”'" One of
the parliamentarians brought up the “prevailing” atheism among the youth sent to
Europe for education. The minister refrained from labeling it a trend among those
students. His reservation was that such a label might arouse hatred and reaction
against Europe and thus science and progress.'?

Instead, the minister underlined their policy seeking production of an
indigenous knowledge in the social sciences. The minister talked about their projects
to minimize the use of translated textbooks, which was one of the most lamented
points since the incorporation of modern education. It was reported by Rauf, the
Director of Education, that almost all textbooks in schools were inappropriate to the
program and the purpose since most had been translated from foreign languages,
with variations of translation and wrong translation, misspellings, or had been
selected incorrectly. He recommended that a professional translation office to be
established in order to translate western resources more soundly to prevent the
strange inconsistencies between the school texts and knowledge. *"

A journal called Milli Tetebbular Mecmuas: (Journal of National Studies) was
issued by a council assigned with the examination of Islamic art and science for the

goal of avoiding the European-centered knowledge: “We really do not know our

3 “Memlekete adam yetistirmek, her manasiyla adam yetistirmek gayesi programlarimizda birinci
diistindiigiimiiz nokta oldu. Tam adamin nasil olabilecegi meselesi nazart dikkate alinirsa dinine
merbut, vataninm sever, milliyetini tanir...” He explains more and repeats his statements: ...

yani muhtelif namlarla zikrolunan su vezaifi hiisn-ii ifaya gayret eder, dinine riayetkar olur, vatanini
sever ve kendisine bir vahdet-i siyasiye veren milliyetini his eder bir adam....” Sukrii Bey, “Maarif
Nazirinin Beyanat1,” Muallim 1, no. 9 (Nisan 1333), p. 258.

12 1bid., p. 260.

313 BOA, TTD, 63/18 (25 Mayis 1330).

105



history, our progress in history...This is a crucial need to be fulfilled...”>"*

Transferring the basic geographical knowledge from European textbooks did not
yield a detailed analysis on types of climate and vegetation, to the minister.’'> One
archive document also displayed how the government painstakingly encouraged the
printing and distribution of the journal Tedrisat-1 Iptidaiye (Primary School

Instruction) to the schools of charge in order to encourage the internalization of
pedagogy.®'

Another matter brought up was in regards to troubles in the production,
publication and distribution of textbooks that were to go with the new programs. The
minister tried to clarify the claims that the schools were deprived textbooks after the
curriculum change in 1913:

One of the points to be managed is to produce textbooks
appropriate to the changed curriculum...it is rumored that
schools lack textbooks. Yet, these are just some judgments
arisen from a lack of investigation and verification. We
encouraged teachers and scholars to write textbooks agreeing
with the new programs...The primary school grades needed
35 new textbooks and we have accomplished creating 30 of
them so far. Twelve of these textbooks were printed by non-
governmental publishers and 18 of them were inevitably
printed by the state, Matbaa-i Amire, since the other
publishers failed to do it due to the difficulties of war-
time...The textbook need of the Teacher Training Schools,
which was nine in number, was also supplied. Now I do not
understand how such claims about a shortage of textbook in
schools were taken seriously. I see that all these rumors rest
on the lack of information and verification.’"’

3% “Memleketimizi yani mazimizi, terakiyat-1 mazimizi hakiakten bilmiyoruz...bu ihtiya¢ her halde
tatmin edilecek kadar miihim bir ihtiyactir.” Stkrii Bey, “Maarif Nazirinin Beyanati,” Muallim 1, no.
9 (Nisan 1333), p. 262.

313 Siikrii Bey, “Maarif Nazirimin Beyanat,” Muallim 1, no. 9 (Nisan 1333), p. 262.
31 BOA, MF.VRK, 33/56, (1329).

3 “Tedrisat-1 iptidaiye hakkinda yaptigumiz nukudattan biri de programlara muvafik kitap viicuda
getirilmesidir. Bu nokta suret-i muhtelifede bazi yerlerde mevzu bahs oluyor. Mektepler kitapsiz
kalmus deniliyor. Halbuki bunlar adem-i tedkikten miitevellid miitalaattir. Mekatib-i iptidaiye i¢cin
oteden beri nesredilmiy kitaplar bulunmakla beraber biz yaptigimiz programlara tevfikan kitap telif

106



The complaints about the new textbooks were not limited to the shortage of
books. How the textbooks were selected and approved by the state was also
questioned. The 1912 regulation had reorganized the Grand Council of Education in
Emrullah Efendi’s period of ministry. This gave result to a series of changes in the
way the textbooks were produced, examined, printed and distributed, which was
configured in the Office of Copyright and Translation. Historically, the examination
and inspection of school texts were transformed into an official duty with the
implementation of the Regulation of the Public Education (Maarif-i Umumiye
Nizamnamesi) in 1869, which organized the local branches of the great council in the
provinces under the name of Provincial Council of Education (Vilayet Maarif
Meclisi) >'*

The Office of Copyright and Translation had been established under the
Office of Knowledge (Daire-i Ilmi) in the Grand Council in 1870 and promulgated
its first regulation.’'® The office, the duty of which was to engage in the production
and inspection of textbooks, underwent several changes in its administrational
structure when the Grand Council of Education ( Meclis-i Kebir-i Maarif’) was

reformed during the Hamidian years. Textbook production was taken under control

ettirmek i¢in muallimleri ve hari¢ten erbab-1 malumati tesvik ettik. Mekatib-i iptidaiyeye otuz beg
kitap yaptirmak icab ederken simdiye kadar bunlarin otuzunu yaptirdik ve bunlardan on ikisini
disaridaki matbaalar basti, kiisur-u onsekizini de zaruret-i harbiyeden dolayr bagka matbaalar
basamadigindan Matbaa-i Amireye tab ettirmek mecburiyetinde bulunduk... Dariilmualliminler i¢in
de yaptirnug oldugumuz kitaplarin adedi dokuzdur. Zaten oraya da dokuz kitap yaptirmak icab
ediyordu. Mekatib-i iptidaiye ile dariilmualliminlerin kitapsiz olmast meselesi bu suretle nasil mevki-i
mebahiseye konuldugunu anlamiyorum. Gériiyorum ki sorulmamaktan, tetkik edilmemekten ileri
geliyor.” Sukrii Bey, “Maarif Nazirmin Beyanati,” Muallim 1, no. 9 (Nisan 1333), p. 260.

318 Ugur Unal, Meclis-i Kebir-i Maarif 1869-1922 (Ankara: Tiirk Tarih Kurumu, 2008), p. 4-5 “An
inspector and a director of education was assigned to each province between 1879 and 1886; and the
government imposed an education tax.” p. 224.

19 Teyfur Erdogdu, “Maarif-i Umumiye Nezareti Teskilati-1,” Ankara Universitesi Siyasal Bilimler
Fakiiltesi Dergisi 51/1-4, 1996:183-247, p. 209.
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with the establishment of specific commissions Enciimen-i Teftis and Muayene
Heyeti in 1880 and Tetkik-i Miiellefat Komisyonu in 1892°%° worked efficiently in
this period.”*' In 1903, another commission was convened under the name of Kiitiib-
ii Diniyye and Seriyye Tedkik Heyeti, which specialized in the control of the books on
religion.’** Except for some minor changes in 1914, the last structural change in the
office occurred in 1917 and 1918 under the general directorship of Cevdet Bey; and
members were Sami Bey, Ismail Hafiz Efendi, Ishak Efendi, Ziya Bey, Fazil Nazmi
Bey and Ritkneddin Bey. **

The Office of Copyright and Translation in1912 took over the duties
conducted in multiple bureaucratic organs in the Hamidian period. This office also

324 The archive of

examined the production of textbooks in the elementary schools.
the Office has 63 files. Part of the data in this part is retrieved from only five of these
files, which hold documents of the Second Constitutional period. The last file
comprises the years from 1913 up to 1924. This shows how the work of the Office
decreased after the new regulation of 1912. While the file of 1908 replete with sheets
recording the banned newspapers, journals, books and textbooks, it becomes less

common to come across lists of prohibited books in the following years of the

Constitutional Period, except for in a few documents.

320 Seleuk Aksin Somel, Osmanli 'da Egitimin Modernlesmesi (1839-1908) Islamlasma, Otokrasi ve
Disiplin (Istanbul: iletisim, 2010), p. 126.

32! The first members of the commission are listed as follows: Ahmed Ziihtii Pasha (head and
minister), Abdiirrahman Seref Bey( Director of Mekteb-i Sultaniye), Hasip Efendi (Inspector of
Foreign and Community schools), Ali Galip Bey (Director of Evrak) , Haci Zihni Efendi (member in
the Great Council), Azmi Bey ( Director Rushdiye schools); Ugur Unal, Meclis-i Kebir-i Maarif
1869-1922 (Ankara: Tiirk Tarih Kurumu, 2008), p. 16.

322 Unal, p. 17.

323 Unal, p. 55. For the members of the Great Council of Education in 1912-1913, see Appendix I, p.
54.

324 Ibid., p. 21.
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The Guideline of Textbooks Examination and Approval’® describes in what
periods of time and ways the Committee of Copyright and Translation examined and
submitted the drafts of textbooks to the writers. The submission of textbook drafts
was to be made from the beginning of January to the end of the month each year.**®
The pages would be enumerated, kept like a notebook and put in an envelope, if
hand-written. The ministry stated firmly that late submissions would be in no way
accepted in Article 2. The examination committee was held responsible to end the
examinations in February and March, opening the envelopes of the hand-written
works in the presence of the members.*?’ The members of the examination
committee would write a report elaborating the reasons for both approved and
disapproved works and the report would be presented to the Office of Copyright and
Translation.

In the next article, the authors of the approved books were given two weeks
to make the necessary modifications and submit the second draft. After that, the
committee would make its last decision on the second draft in two weeks time.>**
The article also determined the specific time period for the objection of the authors
whose works had been rejected. The approved drafts of textbooks were to be taken
from the Ministry in April. The authors would have their works printed by mid-July
and were to present the printed book to the committee to check once again.**’ The

article strictly prohibited of textbooks which had failed to have this process of

32 “Mekatipte Tedris Edilecek Kitaplarin Sureti Tedkik ve Kabuliine dair Talimatname” BOA,
MF.MKB, 211/85 (1331).

326 BOA, MF.MKB 211/85/1 (1331) Article 1.
2T BOA, MF.MKB 211/85/1 (1331) Article 3.
328 BOA, MF.MKB 211/85 /2 (1331) Atticle 4.

2 BOA, MF.MKB 211/85/2 (1331) Article 5.
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examination before mid-July onto the list of the approved textbooks of that year.
Lastly, textbooks which had already been sanctioned before would be re-examined
according to this guideline, except for those books accepted for five years.**

The Second Constitutional Period saw a considerable increase in textbook
production while in the Hamidian period generally, as for each course only a limited
number of textbooks was determined and approved. This created a more liberal
atmosphere in terms of the number of textbooks and authors. The schools were
allowed to make their own choice among the alternatives. In the Unionist period, the
provinces were free to make their own production of textbooks to be valid for only a
limited geography.™' For example, reports sent to the ministry from the provinces
demonstrated the use of textbooks for a certain province. Most of the textbooks
examined in this study were printed for Istanbul and its surrounding area. Textbooks
printed in Anatolian provinces also are listed in bibliography. The diversity of
authors and publishers no doubt created more possibilities of differences, conflicts
and inconsistencies to arise in terms of textuality in the atmosphere of insufficient
central control. For sure, this multiplicity made the effort of this dissertation more

meaningful.

Problems in Printing, Pricing and Distribution

The Guideline of the Textbooks to be Printed in Matbaa-i Amire, the state
publishing house describes the process textbooks printed and distributed. One of the

duties stated in Article 7 in the guideline was that the publishing house was

39 BOA, MF.MKB 211/85/2 (1331) Article 7.

31 Teyfur Erdogdu, “Maarif Umumiye Nezareti Teskilat: I1,” Ankara Universitesi Siyasal Bilimler
Fakiiltesi Dergisi 52/1-4 1997:247-285, p. 264.
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responsible for the distribution of the textbooks. Article 12 stated that textbooks were
first sent to the Office of Goods (Mal Dairesi) in the provinces, and then stored and
sold through the officers of the Office of Goods. The officers took ten percent of the
total profit from selling and the rest of the revenue was sent to the account of the
state publishing house. It was also stated that the provincial councils of education
(vilayet maarif enciimenleri) could demand as many textbooks as they wanted
provided that they paid in cash. That way they could save the ten percent portion of
the officers in the accounts of the local council. Another article stated that the sold
textbooks could not be sent back; thus demands for more books than the need of
schools would be disadvantageous for the councils.”*?

Another document shows that the state struggled against the overcharging of
textbooks chosen by competition and catalogued. It dealt with bookstores that
overcharged by forcing them to write the price of each textbook on its front cover.”
Moreover, the lists of textbooks chosen after the competitions were published in the
newspapers, with their prices.

Fraud was one of the problems that led the state regulation of textbooks into
crisis. Many of the textbooks on the list were printed and marketed by unauthorized
publishers with few changes in their titles. The ministry recommended new
precautions in order to differentiate the original books from fraud prints before the

334

distribution of textbooks to the schools.”™ Another fraud was reported in production

and distribution of Halim Sabit Efendi’s textbook on religion, which was listed in the

32 BOA, MF.MKB 210/108/1-7 (1330).
333 BOA, MF.MKB 210/47/1 (1330).
34 BOA, MF.MKB 208/93/2 (1329).
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catalogue. The ministry warned teachers and students to be alerted about texts

printed without the name of the author.**

The Approved and Disapproved Textbooks and Justifications

The Second Constitutional Period created a considerable diversity in textbook
production compared to the previous period. Textbooks published especially for the
primary schools had the potential of yielding fair profits due to the fact that the
elementary grades had the most students in the Empire. Ibrahim Hilmi expressed
what probable chances the primary schools created together with the frustration the
publisher was pushed into:

...and in the newspapers it appears that the Ministry has opened
two thousand schools this year again. The textbook sellers
become happy. They hope that the elementary level textbooks
will be sold. Two years pass and no increase in sale is observed.
(The booksellers) are confused; they publish a catalogue and
send it to schools. The post system sends back the remaining
catalogues. It is written on the envelopes that “the school in the
so and so street was closed since it wasn’t financed and it didn’t
have teachers.” The booksellers have become used to being
disappointed and murmur, “what a contrast is this?” **°

Despite some disappointments from time to time, the competition between
the private publishers in textbooks production no doubt gained speed in the period.

The present study sheds only a limited light on the enterprises of the publishers and

their profit margins. It could have been a significant contribution to analyze the

333 BOA, MF.VRK 33/21/1 (24 Mayis 1327).

B ve gazetelerde Maarif Nezaretinin bu sene tekrar iki bin iptidai mektebi birden agtigi okunur.

Mektep kitapgilar: sevinir. Iptidai kitaplardan satilacagu iimit edilir, aradan iki sene geger, kitaplarin
satisinda hi¢hbir fark goriilmez, hayret eder, fihrist bastirir, mekteplere gonderir. Posta ekser
fihristleri iade eder. Zarflarin tizerine postanede sdyle bir yazi yazilir: (Filan mahalledeki mektebin
tahsisat-1 mahaliyesi olmadigindan ve yahut hocast bulunmadigindan sad edilmistir) Kitap¢t hayretle
kendi kendine ‘bu ne perhiz bu ne tursu’ diye séylenir. Tiiccarzade Ibrahim Hilmi, Maarif ve Servet-i
Imiyemiz: Felaketlerimizin Esbab: (Istanbul: Kiitiiphane-i Islam ve Askeri, 1329), p. 27.
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power relationships between the authors and publishers in this period. Kanaat
Kiitiiphanesi seems to have outpaced the other prominent textbook producing
printing houses, such as Kiitiiphane-i Islam ve Askeri or Kiitiiphane-i Hilmi, Artin
Asadoryan and Sirket-i Miirettebiye, in the scale of the textbooks researched in this
thesis.

This study sheds light on the authors and their affiliation with the state to
contextualize textbooks outside the given parameters in order to question to what
degree one textbook might have been preferred to another owing to the preference of
one author to another. This question developed when the correspondence between
the names of textbook authors and the names at the various councils of education
increased. Criticism of the textbooks selected by the state in the archives increased
the feasibility of finding an answer. To give a few names of popular authors, one of
the longest-used textbooks in religious education was by Haci Zihni Efendi, who
held membership in the councils from 1890s.**” Tbniil Cevad Efdaliiddin was a
history textbook writer when he was the member in the Grand Council of Education.
Ali Seydi and Ahmet Refik, who produced sets of history books for children during
the period, were members of the council on the Ottoman History. Ali Seydi’s
petitions during the submission process introduced him as a permanent member of
the Council on the Ottoman History. >* What this meant to the commission
examining his books no doubt resulted in good money for Ali Seydi. Examining his
books on civics course, one could say that some of his books can at least be counted
as hastily written paragraphs which had no contextual integration. This shows that

some texts from some names were only roughly examined for an inclination to

37 Ugur Unal, Meclis-i Kebir-i Maarif 1869-1922 (Ankara: Tiirk Tarih Kurum, 2008), pp. 27-54.

8 BOA, MF.TTD, 63/54 (21 Nisan 1331).
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approve and disapprove. Indeed, textbook writing offered a profitable opportunity for
the people of these education councils. The disappointments expressed and the
complaints stated in the documents of the Copyright and Translation Office give
voice to some of the other people who remained outside the circle of the high state
offices.

The reports on some primary school textbooks in social sciences show the
accepted and conditionally accepted textbooks: “Geography: Faik Sabri and Safvet
Bey’s work, accepted for five years in 2, 3, 4, 5 and 6 grades provided that they
immediately update their work as cases of change occur.”** The results of the wars
required immediate changes in history, and especially geography textbooks more
than any others since geography was taught with more effective means of education
like visual materials, charts or maps. The last decision about the reading, writing,
grammar and alphabet books were left to Faik Bey, the Director of Primary
Schooling, and Naim Bey, one of the members of the council.**’

The ministry announced the results of the competition of textbooks. For example,
one document reveals the notice of results which ranked Ahmed Cevad’s Ottoman
Language the first and Kopriiliizade Fuat Bey’s Turkish Language and Grammar the
second for two years. In reading classes, Kopriilizade Fuat Bey’s reading textbooks
were chosen, too.**!

Ihsan Serif and his history textbooks seemed to have been accepted by the

342

council successful and received praise.”"” His Historical Lessons for Children

339 Cografya: Faik Sabri ve Safvet beylerin eseri: 2,3,4,5,6 siniflar icin bes sene miiddetle ve fakat
vuku bulacak tebeddiilat derhal hin-i tashihi olmak megruttur. BOA, MF.MKB, 209/92/1-2 (1330).

0 BOA, MF.MKB 209/92/1-2 (1330).
#*1 BOA, MF.MKB 209/109/1-2 (1330).

2 BOA, MF.MKB 210/147/1 (1331).
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(Cocuklar i¢cin Tarih Dersleri) was appreciated since the photos and illustrations in it
were found proper and sufticient. This book was accepted for two years in the second
grades in elementary education. His Otfoman History (Tarih-1 Osmani) also was
accepted for one year in the third and fourth grades provided that the lacking parts
were completed considering the important events described in the program and a new
examination was held in the final stage.’* His General History with Illustrations and
Maps (Resimli ve Haritali Tarih-1 Umumi) also was accepted for the fifth grades for
one year only on the condition that he rewrote the chapters like the “Period of
Awakening” completely, and that he broadened subjects like the formation of the
Balkan countries, the Revolution in France and England, Discoveries and Inventions.
Also the foreign names and words in his three textbooks reported above were to be
given with their pronunciations clearly.*** A sample of the table showing the
approved textbooks for the rushdiye schools for one year in 1333 (1917) can be
found in Appendix G**

The reply of the ministry to the petitions written requesting the re-
examination of Ahmet Refik’s textbook set on history said that the textbooks once
rejected by the commission would not be considered once again. Yet, the author was
directed to write an objection petition in order to see the specific reasons behind the
refusal of the textbooks.**® In another petition presented to the Copyright and

Translation, Ibrahim Hilmi, the publisher of Ahmet Refik’s textbooks, praised his

¥ BOA, MF.MKB 209/116/1-5 (1330).
* BOA, MF.MKB 209/116/1-5 (1330).
3 BOA, MF.TTD 63/76/1 (1333).

¥ BOA, MF.MKB 211/10/1 (1331).
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books on General and Ottoman History for children with additional thanks to the
ministry for the new curriculums.**’

A disagreement over the work of Mithat Sadullah appeared among the
documents. His civics book Musahabat-1 Ahlakiye ve Medeniye was approved by the
commission on the grounds that parts found lacking would be amended. Yet, it was
rejected by the Council of Education and the author was directed to write in a clearer
language and to include more useful passages. That way the Copyright and
Translation Office had to examine the book once again. ***

The prohibited books, newspapers and magazines, most of which were
published before July 10, are observed to have increased in the year 1908. An
example of such lists of prohibitions is given in Appendix H. *** Some other reports
displayed the books banned from printing in Trabzon,”° a list of harmful magazines
and newspapers,” ' a group of banned newspapers,>>> and a book banned due to its
obscenity.””* Following the 1908 revolution, it seems that the load of the Office was
lessened. It becomes rare to come across lists of publications to be withdrawn from
circulation. For this reason, after this year, prohibitions are less frequent about the
school knowledge.

Whether the schools of the non-Muslims taught Turkish elaborately or

roughly were questioned and the documents of the office accommodated by the

*7BOA, MF.TTD 63/54/1-5 (1330).
" BOA, MF.TTD 63/52/1 (1331).
** BOA, MF.TTD 60/20/1 (1324).
30 BOA, MF.TTD 58/74/1 (1324).
1 BOA, MF.TTD 58/89/1 (1324).
332 BOA, MF.TTD 58/88 (1324).

33 BOA, MF.TTD 58/127 (1323).
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inspection reports. It was suggested that the textbooks on the social sciences be
controlled by translating the Turkish history and geography books into the other
languages.”* Some documents revealed that textbooks written by the non-Muslims
which were found harmful and were rejected. For example, a book of Armenian
songs and poems were not given permission in 1908,>>> while another Armenian
author’s petition for an illustrated geography textbook was still waiting for a
reply.*®A document reports that some books in Bulgarian were found perilous and
exterminated in the inspection of Hiiseyin Hilmi, the inspector of Rumelia, in
Salonika in 1910. A map which used the word “Macedonia” was one of the items
considered hazardous among the textbooks of civics, general history, knowledge of
useful things, knowledge of animals and some other books.>’

It seems that the vivid illustrations, photos and drawings relevant to subjects
were peculiarities in an ideal textbook. Another most preferred feature was the
explicitness and simplicity of the language. Some documents report that the
commission had to select one of the textbooks on civics just not to block the
education of students although none of them deserved it. One such example is Mithat
Sadullah’s textbook which lacked the required photos, pictures, and a simpler and

more explicit language.**® A reading textbook was also rejected on the grounds that

its language was improper to the level and age of the students. **°

3 BOA, MF.TTD 63/79-80 (1333).

333 BOA, MFE.TTD 58/60 (1324).

3¢ BOA, MF.TTD 58/67-68 (1324).
3TBOA, ME.TTD 60/15 (1324).

% BOA, MF.MKB 209/116-117 (1330).

3% BOA, MF.MKB 204/149 (1330).
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Kemalettin Bey rejected some books due to their contents. One of them was
Ahmet Cudi Efendi’s textbook on basic religious knowledge. It was stated in the
report that “firstly, the book is not proper to the program; secondly, the way it was
written does not look like the textbooks taught in schools, and lastly, it must be a
civics text more than a religion textbook.”*® A similar comment was made on the
textbook of Tiiccarzade Ibrahim Hilmi, once again by Kemalettin Bey. His book
called New Basic Religious Knowledge of Muslim Child (Miisliiman Cocugun Yeni
[Imihali) was rejected on the same grounds, that its content covered civics instead of

religion.*®’

Yet, Ibrahim Hilmi’s same titled religion textbook succeeded to be
published in 1910. It marks the change of mind with the new curriculum.

Hiiseyin Hifz1’s textbook on Tecvid teaching the pronunciation of the Quran was not
seen proper since it was made up of questions and answers. *** On the other hand, a
tecvid book written by Hac1 Ersed who was a well known religion textbook writer
was appreciated and found proper not only for the elementary level but even to the
high school students since its content was comprehensive enough. Yet Kemalettin
Bey recommended that the language used in the book to be reduced to the age and
understanding of elementary school students.*®

It seems that after 1918 the Office of Copyright and Translation worked in a

direction drawn by the Entente powers. The Appendix F table, which traditionally

380 “Mekatib-i sultaniyenin kism-1 iptidaiye programina muvafik olmadigi gibi tarz-1 tahriri

mekteplerde okunacak kitaplara benzememekle beraber bir ulum-u diniye kitabindan ziyade malumat-
1 medeniye kitabi olsa gerektir. 1335, 24 Temmuz. Kemalettin ? "BOA, MF.TTD 63/93 (1335).

1 BOA, MF.TTD 63/94 (1335).
32 BOA, MF.TTD 63/95 (1335)
3% BOA, MF.TTD 63/96 (1335)
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started with Besmele, showed the improper paragraphs and parts in the examined

textbooks in 1920 (23 Tesrinisani 1336).**

Objections from Authors

The petition of the director of Necm-i Terakki School complained about the
poor quality of the textbooks in the catalogue and questioned on what reasons his
textbooks had been returned.’® The director, emphasizing his long career in
education both as a teacher and a supervisor, articulated his opinions in the petition
as follows:

...I don’t know how but some of the textbooks written by my

humble efforts for the competition were not taken into

consideration and examination and were shelved in a corner by

the commissions gathered for textbook competition. Yet it

became obvious afterwards that the selected textbooks in the list

were in a lower degree than mine both in content and form.**®
He wished fairness from the ministry in the next competitions and his books to be
examined. In the reply of the ministry, it was stated that his works had not been

considered in examination because his application had arrived after the competition

had ended and the lists had been prepared.

3% BOA, MF.TTD 63/97 (1336)
% BOA, MF.MKB 208/92 (1329)

366 « g cizleri pek ¢ok senelerden beri bulundugum mektep miidir ve muallimliklerinde vaki olan
tecriibe-i acizaneme istinaden tahrir eyledigim asart acizanemden bazilart sene-i sabikta mektep
kitaplart intihabi igin teskil eden komisyonlarca her nastlsa nazari tetkik ve muayeneye alinmayarak
kuse-i metrukiye atilmig ve muahhiren intihab edilen kitaplardan bazisimin asar-1 acizanemden gerek
miinderecat ve gerek istifadece daha dun bir mertebede oldugu gériilmiistiir... 11 agustos 1329.
Necm-i Terakki mektebi reisi ve miidiri.” BOA, MF.MKB 208/92 (1329).
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Another petition about the rejected textbooks came from a teacher. In his
introductory words, we learn that had he taught in the Enderun-u Hiimayiin School
for fifteen years and felt competent to write textbooks with this experience in
education. He wrote books for primary school and rushdiye schools (the last period
of primary schooling):

...my Knowledge of Religion textbook of which ten thousand

copies were printed two years ago but was not included in the

official catalogue was all consumed today upon the demand of

the private schools, even though those well-known publishers

played all roles in order to promote their own textbooks. This

demonstrates the degree of the impact of my modest study on

the public opinion...>*’
The author stated his confidence in his book’s superiority compared to the other
textbooks provided that “an objective and conscientious person examined it.”
The schools were warned about the catalogue but this petition demonstrated that the
concern to prevent the use of textbooks not on the state list seemed not to work
efficiently although the government engaged in controlling the schools against any
use of unlicensed textbooks.**®

Fuat Kopriilii’s objection to the decision of the council is remarkable among

these authors. Thanks to his petition, the reasons for the rejection of a textbook was
revealed more openly, the objection of the author as a reaction and the response of

the ministry in details. The document informed that Fuat Kopriilii’s Mektep Siirleri

(School Poems, 1916) was not approved as a school textbook.>® Secondly, his set of

307« iki niishasini takdim eyledigim ulum-u diniye kitabu iki sene mukaddem on bin tab edildigi ve

her neden ise o vakitler Maarif Nezaretince resmen kabul edilmedigi ve malum kitap¢ilarin kendi
kitaplarin stirmek igin roller ¢evirdikleri halde hususi mekteplerin tercihleri tizerine bugiin matbu
niishast kalmamustir. Bu hal ise eser-i acizanenin efkar-1 umumiiyedeki tesir derecesini irae ve arz
eyledigi gibi...” BOA, MF.MKB 208/30 (1329).

% BOA, MF.MKB 210/47 (1330)

3% BOA, MF.TTD 63/77 (1332)

120



reading books was turned down although a set of readers were permitted to publish

in 1914. The objection of the author began as follows:

To the Sublime Directory of Copyright and Translation

I have very carefully deliberated on the report about my set of
reading books titled National Reading which I wrote for the
elementary school. Although such reports should include a
scrutiny and criticism on the way the book is written, its content,
its purpose, its concerns, considerations, -especially with
comments and criticism on its language in the reading
textbooks-, and although the secondary examination should be
held only after such a general scrutiny of the texts,
unfortunately, I could no way see something about the
correg;cgless or wrongness of the essential principles that guided
me.”

Fuat Kopriilii was critical of the fact that the report sent to him did not contain any
examination criteria relying on scientific principles. He stated that most of the
comments had been roughly prepared, such as “such and such passage is good” or
“such and such passage is bad” or “there is or isn’t need for references or quotes.”™’"
He then declared the report meaningless: “I have to say that this report cannot be
regarded as having a scientific base in the view of the experts in pedagogy.”’*

Kopriilii reported that he had gone over the changes directed by the examiners by

shortening long passages, and adding passages highlighting the bravery of the army

370 «“Telif ve Terciimesi miidireyeti aliyyesine

‘Milli Kiraat’ iinvaniyla yazmis oldugum mekatib-i iptidaiyeye mahsus kiraat silsilesi hakkindaki
raporu kemal-i dikkatle miitalaa ettim. Bu gibi raporlarda tetkik edilen eserin tarzi tertibine,
mahiyetine, gayesine, ne gibi nukuat-1 esasiye gozetilerek viicuda getirildigine ve kirat kitaplarinda
bilhassa lisanina ait tenkidat ve miitaalat mevcut olmak ve bu miitaalat-1 umumiyeden sonra tenkidat-i
taliyeye gecilmek icap ettigi halde, maatteessiif, eserin tertibinde bana rehber olan enzar-i esasiyenin
dogruluguna veya yanlisligina dair hi¢cbir seye tesadiif edemedim.” BOA, MF.TTD 63/76 (1332)

FIANTS

3 “Umumiyetle “filan par¢a iyidir” “ falan par¢a fenadr” veyahut “telmihlere, nakillere ihtivag
vardir yoktur tarzinda hicbir delil- i ilmi ve maddiye istinad edemeyen veya takib edilmeyen...” BOA,

MF.TTD 63/76 (1332)

2 bu raporun terbiye miitehassislart nezdinde ilmi bir mahiyeti haiz addedilemeyecegini séylemek

mecburiyetindeyim.” BOA, MF.TTD 63/76 (1332)
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in the first draft. Yet he stated that he could not accept some of the criticism. He
explained that the introductory part of the book in which he had written notes for
guiding teachers was important especially for teachers in the rural regions.

Fuat Bey argued that the books like Teachers’ Guide were still popular in
Europe and they fulfilled an important function. Secondly, he refused to make any
change in his opinions of the reading passages. It seems that the members of the
council and Kopriilii disagreed on to what degree Turkish-ness should be stressed.
Kopriilii refused to omit a poem titled “Ergenekon” from the content, arguing that his
work could not be molded by decisions taken by the council, which was prone to
ideological circulations of members every year:

As for the poem titled “Ergenekon”, which was suggested to be

omitted in the fourth part, this nice piece of verse which narrates

the national history in a simple language cannot be omitted from

a reading book claiming and only aiming to be “national” before

everything. The National Reading (Milli Kiraat) which was

formed within a certain wording for a certain goal is not like

works which take shape with regards to the pleasure and

ambition of the ever-changing miscellaneous members of the

councils in order to get the state approval. And its author is not

one who will give up the idea that he is free to enjoy his own

opinions as long as the framework of the program is not

deviated. >
Another subject criticized in the report was the lack of pictures and illustrations.
Kopriilii said that illustrations were a general problem in the country since there was

a lack of graphic artists and painters. His books were better than the others in terms

of its graphics, though. He additionally drew attention to the disorder, aimlessness

373 « . . . . . . . 77 P
...dordiincii kistmda ¢ikarilmas: teklif edilen Ergenekon manzumesine gelince, milli ananemizi en

basit bir lisanla ihtiva eden bu giizel manzumenin her seyden evvel milli olma iddiasinda ve sirf o
maksatla yazilan bir kiraat kitabindan ¢itkarilmayacagim arz ederim. Muayyen bir usul dairesinde ve
muayyen bir gaye istihdaf eyleyerek viicuda getirilen milli kiraat her sene tesekkiil edecek muhtelif
heyetlerin keyif ve hevesine gore sirf mekteplerde kabul olunmak maksadiyla (her...?) sekle girecek
eserlerden olmadigi gibi muharriri de Nezaret-i Celilesinin programi dairesinde i¢tihad-i zatiyesiyle
harekette serbest oldugu kanaatinden ayrilacaklardan degildir.” BOA, MF.TTD 63/76 (1332)
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and bad Turkish of some books which had been rejected by the directorate several
times but still tolerated while his works were rejected for such trivial problems. He
also claimed that his reading book for village schools had been rejected because the
council was unfamiliar with the program. He suggested a new commission be set up
to examine his books before the textbook catalogues were made and published.*”
Tiiccarzade Ibrahim Hilmi’s remarks on textbooks shed light on the

deficiencies regarding the state regulation of school textbooks. Though he put
forward contrasting views sometimes, he seems to have been consistent in his
admiration of European education. On one hand, he expostulated that Turkish
students were enslaved to textbooks compared to the students in the German system,
in which he observed most students did not have textbooks and each teacher served
like “a book.”"® He juxtaposed the Ottoman schools and the well-equipped and built
schools in Europe with a focus on the physical qualities most often:

A primary school at the edge of a graveyard... It has no desk or

table. Students read their texts in a chaotic way; most often they

do not have a teacher. ...and the rushdiye and idadiye schools

where parochialism dominates the buildings, classes, meals and

drinks which are in untidiness, disorderliness and lack of

cleanliness. Alas! What could be expected from such a life of

schools for the future?*’... If we can build schools like Robert

College, English and Greek schools... then we can talk about
Turkish school in Turkey.®”’

37 BOA, MF.TTD 63/75-81 (Agustos 1332)

373 Tiiccarzade Ibrahim Hilmi, Maarif ve Servet-i I[lmiyemiz: Felaketlerimizin Esbabi (Istanbul:
Kiitiiphane-i Islam ve Askeri, 1329), p. 45.

378 “Bir mezarlik kenarinda mekteb-i iptidai... Rahlesi, masasi yok, talebe karmakarisik ders okuyor,
ekseriya okutacak hocast da bulunmuyor. Sonra riigdiye ve idadi mektepleri ki binalarinda,
derslerinde, yemek ve i¢eceklerinde bir karisiklik, intizamsizltk, nezafet ve taharetten ari bir kéyliiliik
hayati hiikiimferma oluyor. Artik boyle gegen bir mektep hayatindan istikbal igin ne beklenir.”
Tiiccarzade Tbrahim Hilmi, Maarif ve Servet-i Ilmiyemiz: Felaketlerimizin Esbabi (Istanbul:
Kiitiiphane-i Islam ve Askeri, 1329), p. 34.

377 “Robert koleji, Ingiliz, Rum okullar: gibi okullar tesis edebilirsek ... O vakit Tiirkiye de Tiirk
mektebinden bahsedebiliriz.” 1bid., p. 29.
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One of the recurrences of the admiration of the European schools was
manifested in statements as follows: “The thing making Europe Europe is their
schools. [No], it is not the schools, it is the teachers and directors who manage the
schools. What intelligence! What grasp is it!” *’*He continued to make comparative
comments on the school materials: “The European countries take great pains with the
instruction and the curriculums.”” He criticized the defects and misuse of the
textbook regulation process as follows:

...the scandals of textbook selection in which so many illiberal
interests are concealed cannot occur there [Europe]. The
Ministry of Education makes up a short instruction program for
elementary, secondary and high schools. But this program is not
formed by one or two officers of the ministry in a few days; it
takes months of examination and study....then authors write
their textbooks accordingly.**

He described the regulation of textbook selection in the Ottoman Empire as follows:

A very indiscriminately prepared list of books means a program
in our country. This method, which is the result of Hamidian
period to exert pressure on education and keep teachers from
following the textbooks of liberal ideas, was censorship and bad
management. In the beginning of the Freedom [1908 Second
Constitutional Regime], a new curriculum was produced upon
the need of reforms; yet its practice yielded nothing than raising
a conglomerate of civil servants who would be useful for
nothing. As a matter of fact, the aimlessness in instruction
proved that the programs worked well for nothing.*®’

7 “Bugtin Avrupa’yi Avrupa eden mektepleridir. Mektepleri degil mektepleri idare eden miidiir ve
muallimlerdir. O ne zeka! O ne ihata!” 1bid., p. 43.

3 “Milel-i garbiyede tedrisata, tedrisat programlarina son derece itina edilir.” Ibid., p. 50.

380 “Yoksa bizdeki gibi zamaninda bir ¢ok hasis menfaatlerin gizlendigi kitap cetvelleri programi
rezaleti oralarda katiyen goriilmez. Maarif Nezareti iptidai, tali, ve ali sumiflara ait mufassal bir
tedrisat programi yapar. Fakat bu programi 6yle maarife mensub bir iki kiginin toplanarak bir kag
giin i¢inde tertip edivermeleri kabilinden olmayip aylarca tedkikten, istigalden sonra viicuda
getirilir... sonra programa gére muallimler, miiellifler kitaplarini yazarlar.” Tbid., p. 51.

38 “Bizde program denilince lalettayin bir kitap cetveli anlasiliyor. Bu usul devr-i Hamidiyede
maarifi sikmak, tazyik etmek, hocalarin serbestane tedrisatta bulunmalarina, serbest-i efkara ceryan
verecek kitaplart takip etmelerine meydan vermemek maksaduyla yapilmus inhisarimsi ve fena bir
usuldiir. Mebde-i hiirriyette maarifte bir yenilik géstermek iktiza etmis, bir miifredat programi
yapilmuigtir ki bugtin bununla amil olmak memlekete hi¢ bir seye yaramayacak yine bir yigin memur
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After all, I know very well that while the curriculum was being
made up, it was designed taking into consideration the
catalogues and contents of some textbooks written twenty or
twenty-five years ago. If we examine the program of any course,
what draws our attention is the same deficiencies. Even those
who make up the program selected their own textbooks, which
had been written but had not been published somehow before.***

Ibrahim Hilmi implied the power relations in the process of the textbook approvals.
The fact that textbook writing had turned into a profitable area for some members in
the councils of education yielded low quality books.

Because of the program, so many obvious injustices and
exploitations happened in the four-five years in the period of
Freedom that I couldn’t make myself understood in the
Ministry... even | submitted my petition printed to be read
clearly and not to be shelved. If I happen to write the responses I
got after months and the treatment of the petitions here, even
cats would laugh at this. Six months ago, a catalogue of
[selected] textbooks for Istanbul and Eyiip, Galata and Uskiidar
was printed with a hurry. Most books on the table comprise
textbooks written and printed hastily in a month. Even it consists
of the textbooks which stand in sharp contrast with the
curriculum of the Ministry. **?

yetistirmek demektir. Nitekim tedrisattaki tezbezeb, gayesizlik programlarin bir seye yaramadigini
ispat etti”. Ibid., p. 51.

382 «Zaten program tertip edilirken pekiyi bilirim, bizde yirmi yirmi bes sene evvel yazilmis bazi
kitaplarin ser levhalari, bahisleri kaydolunarak program viicuda getirilmistir. Herhangi bir dersin
programini tetkik edecek olursak ayni nevakis goze ¢arpar, hatta programi bizzat terbiye edenler
evvelce yazilip da bir tiirlii tab ettiremedikleri kitaplar firsattir diyerek programlara gecirmisler...”
Ibid., p. 51

¥ “Program yiiziinden dort beg senelik devr-i Hiirriyette o kadar acik haksizliklar ve suiistimaller

olmugtur ki fisebilillah maarifte ugrasdigim zaman kimseye derdimi anlatamamug, hatta istiday!
hasiwralti olmamak ve okunmak i¢in ayri hurufatla matbaada tab ettirerek vermistim. Aylardan sonra
aldigim cevaplari, istidalarin gérdiigii muameleyi suraya yazacak olsam kediler bile giiler. Bundan
alti ay evvel biitiin Istanbul ve bilad-1 selase icin alelacele bir kitap cetveli basilir. Cetvele miinderi¢
kitaplarin ekseriyast alelacele bir ay i¢cinde yazilip basilmus kitaplart ihtiva eder. Hatta maarifin
miifredat programina bile taban tabana zit kitaplardan miirekkeb bulunur.” Tiiccarzade Tbrahim
Hilmi, Maarif ve Servet-i Ilmiyemiz: Felaketlerimizin Esbab: (Istanbul: Kiitiiphane-i Islam ve Askeri,
1329), p. 52.
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He once again petitioned the Ministry and asked about the criteria of the textbook
selection:

Four years have passed since your curriculum was made. More
than two hundred textbooks have been printed in the provinces
and Istanbul. There are well-written and organized textbooks
among them. Why didn’t you select at least a few of them you
found rewarding by just examining cursorily? Why have you
issued an order monopolizing the public education of the one
and half million populated- capital with these foolish works and
prohibiting the instruction in contravention to the catalogue with
the invention of a new procedure which has never been
experienced at any country? >**

According to the author, the ministry accepted the complaints and the unfairness. It
took a series of decisions against this obvious corruption and “the fact that public
education had turned into a sport in hands of a few people”.*** The new policies
taken by the ministry displeased Ibrahim Hilmi. He paraphrased the reply of the
ministry as such:

Truly the other publishers printed very nice and good books and
they brought them to us. We saw and appreciated their works.
Yet, unfortunately, we did not have enough time to examine
them. Your complaint is right as some teachers came to the
ministry and said that the textbooks in the catalogue were up to
no good. To prevent all of what happened, we have decided to
return to the list of textbooks selected in 1324[1908] by writing
a circular letter and sending it everywhere.”™

38 “Sizin miifredat progranmindan sonra dort sene gecti. Dort sene icinde Istanbul da ve tasrada iki
yiiz bu kadar mektep kitabi basildi. Bunlarin i¢inde pek nefisleri ve pek giizel yazilmislart da var. Hig
olmazsa su eserleri sathi bir tetkikten gecirerek istifadeli buldugunuz bir ka¢int olsun neden cetvele
gecirmediniz. Bir buguk milyon niifuslu bir payitahtin maarif-i umumiyesini bdyle sagma sapan
eserlere inhisar ettirmeniz ve hi¢ bir millette gériilmedik bir res’i usul icadwyla bu kitaplarin hilafina
tahsilde bulunmak memnudur diye nasil emir veriyorsunuz?” Ibid., p. 53.

385 «

]

...milletin maarif-i umumiyesinin bir iki kisi elinde bazice kalmasina karsi seri bir karar verir.’

3 “Filhakika ekser kitap¢ilar pek nefis ve pek giizel kitaplar bastilar, bize de numunelerini getirdiler.
Gordiik, hayran olduk. Ne ¢care ki bunlari tetkike vaktimiz zamanimiz miisait degildir. Sizin de
sikdyetiniz haklhidir. Zaten ekser muallimler de maarife gelip cetveldeki kitaplarin bir seye
yaramadigin soylediler. Bu sikdyetin éniine durmak icin bir tesebbiise kara verdik. O da her tarafa
tamim yazacagiz 1324 senesinde intihab olunan kitaplarin tedrisini emredecegiz.” 1bid., p. 53.
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The new strategy to prevent the injustice still works for the disadvantage of his
publishing house since he had written new textbooks himself after 1908 and also
compiled new textbooks to be published. Thus he went much crazier about this plan
and noted these statements out of anger:

I beg your pardon, but whichever nation on Earth leads its
education and science back with one decision? Can a nation —
especially one like ours which has undergone an allegedly
revolution and revival- retrogresses to the nothingness of four
years ago by neglecting so many beautiful and good quality
works prepared during the four years period of time and by
closing its eyes to the light of progress?*®’

Why has the ministry chosen such a retrogressing strategy? First
of all, they considered the interests of the people who made up
the catalogue and secondly, the bother of examining the new
textbooks™*®

...Which author has the zeal to write a nice textbook and which
publisher desires to print a beautiful and costly textbook under
this unreasonable and unfair treatment and policy? Now, don’t
we have a right to petition the ministry collectively: “Please
only stand out of our light.” ***

Textbooks were of low quality since the cost of the production was prioritized to the
physical betterment of the printing. What made Ibrahim Hilmi, as a publisher,
bookseller and textbook writer, upset was the fact of cheap production for the

expense of low standards:*”

37 “Rica ederim kiire-i arz iizerinde hi¢ bir millet maarifini irfanini bir hareket-1 rica ile dort sene
evveline dogru siiriikler mi? Bilhassa bizim gibi giiya bir devr-i inkilab ve intibah gegiren bir millet
dort sene zarfinda viicuda getirilmis bunca giizel ve nefis asari ¢ekinerek, ziya-yi terakkiye gozlerini
yumarak dort sene evvelki hi¢ligine riicet eder mi?” 1bid., p. 54.

338 “Maarif bu hareketi irticaiveyi nigin ihtiyar eyledi? Evvela cetveli tertip edenlerin hatir ve gonlii,
sonra yeni kitaplarin tetkiki zahmeti vesaire... ” 1bid.,

¥ < Aruk maarifin su mantiksiz ve haksiz harekati karsisinda hangi muharrir giizel bir kitap yazmaga,
hangi bir kitap¢t nefis ve masrafli bir mektep kitabi tab etmege heveslenir?

Simdi hepimiz yek zeban olarak maarife: * Golge etme baska ihsan istemez’ dersek hak kazanmus
olmaz miyiz?” Tiiccarzade Ibrahim Hilmi, Maarif ve Servet-i Ilmiyemiz: Felaketlerimizin Esbab
(Istanbul: Kiitiiphane-i Islam ve Askeri, 1329), p. 54.

3% The fact that the booksellers had many different functions is displayed as one characteristic for the
late Ottoman period. Sinan Cetin, “Booksellers and Their Catalogs in Hamidian Istanbul, 1884-1901”
(MA Thesis, Bogazi¢i University, 2010), p. 7.
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These cheap books have also low quality in their calligraphy and

illustrations. It is our publishing house which produced durable

school textbooks by stitching them and binding them with a

cover... One can only by force keep himself from laughing or

crying at the [quality of] textbooks, chosen by the Ministry of

Education to reward students. If the most worn-out and shabby

books of the publishers that remained on hand ...are distributed

to students as rewards, then what illumination of aesthetics

could be expected from students who are raised under these

circumstances? >
Hilmi’s criticisms entailed the pedagogical deficiencies in the textbooks as well as
the problems of the printing quality. He said that the textbooks for children had not
been written considering objects and events that could be perceived at the level and
age of the students. On the contrary, the events and phenomenon outside the sight
and environment of children were described in a language which was even difficult
for the teachers to understand, let alone the students.>?

What these critical assessments signify for the scope of this thesis lies in the
fact that a state-sanctioned textbook did not emerge only as a result of some criteria
drawn in the guidelines; rather sometimes it was bound with the personal status and
relationships. The Second Constitutional period was no exception. These critical
arguments also could be considered as a result of commercial disappointments.

Ibrahim Hilmi’s publishing house, Kiitiiphane-i Islam ve Askeri, for example,

invested in publications on the military and education with high expectations of

IV By kadar ucuz kitaplarin tabi, yazigi, resimleri de pek melus ve murdardir. Ilk defa mektep
kitaplarimizi dikerek ciltleyerek mutazam bir sekilde ortaya koyan kiitiiphanemizdir ...

Maarif nezareti de icinde dahil olmak sartiyla miikafatlik olarak intihab edilen kitaplara giilmemek ve
aglamamak icin cebr nefis etmelidir. Kiitiiphanelerin satilmayp elde kalmis en pejmurde en evgelik
kitaplart... sakirdane miikafat olarak verilirse artik béyle bir milletin mektep irfamindan yetisecek
sakirtten ne gibi bir zevk selim beklenebilir? " Tiiccarzade Ibrahim Hilmi, Maarif ve Servet-i
IImiyemiz: Felaketlerimizin Esbab: (Istanbul: Kiitiiphane-i Islam ve Askeri, 1329), pp. 56-57.

2 Ibid., p. 59.
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economic return although it never brought him satisfactory profits.>”> The
documents of the archive help to reveal the power relations in the approval of
textbooks written by the high level council members and educators affiliated with
the state at a lower status and some publishers. Yet the political ambience in which
the textbook approval criteria were situated was still considerable as best epitomized
in the different treatment of Kopriilii and Ibrahim Hilmi’s textbooks at certain years

of the 1910s.

393 Johann Strauss, “’Kiitiip ve Resail-i Mevkute’ Printing and Publishing in a Multi-ethnic Society,”
Late Ottoman Society: The Intellectual Legacy (New York: Routledge, Curzon, 2004), p. 230.
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CHAPTER 3

TEXTBOOKS OF RELIGIOUS INSTRUCTION

Bureaucrats in the Hamidian years strove to balance the religious instruction
with the challenge of modern knowledge in school curriculums.*** The proportion of
religious instruction was increased in the curriculum as a solution to the supposed
“moral degeneration” of the youth whereas the content of the courses remained
unchanged and repetitive.>”> One of the criticisms was that the authors were not
suitably qualified to write pedagogical textbooks graded both in language and subject
matter, which were to be conveyed to the students by encouraging the practice of
reasoning instead of memorization.*®

Besides pedagogical problems, the content of textbooks was conservative in
that they sustained the classical religious subjects, the discourse of which had been
established in the earlier periods. The textbooks were in the scope of an ilmihal book
which illustrated the basic principles and practices of Islamic belief with the required

details in worshiping. Two books prepared by the Office of Mesihat (the office

regulating the religious schools and policy) for the primary schools (sibyan schools)

9% Aziz Berker, Tiirkiye de Ilkogretim I. 1839-1908 (Ankara: Milli Egitim Basimevi, 1945) pp. 158-
165.

3 ?5 Zeki Salih Zengin, II. Abdiilhamit Dénemi Orgiin Egitim Kurumlarinda Din Egitimi ve Ogretimi
(Istanbul: Camlica, 2009), p. 77.

3% 1t is reported in a document prepared by a commission in 1885 and gathered to evaluate the
religious instruction in primary schools. Ibid., p.97.
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were the duplications of Diirr-i Yekta and Risale-i Birgivi, which had been textbooks
of Rushdiye schools and Enderun in Tanzimat period.”’ Textbooks titled //mihal and
Muhtasar Ilmihal reproduced the religious knowledge in the following change of
curriculum in 1891; however, the search for an ideal composition of religious
subjects continued since the existing sources were not found satisfying in respect to
the new pedagogical terms for students who had developed new perspectives and
interests with their engagement in courses teaching science and nature. Zengin, in his
contextual evaluation of the textbooks of religion in Hamidian period, comments that
reproduction of textbooks failed to catch the “needs” of the modern period due to the
conservative attitude of the Mesihat.3 98

Teaching Islamic knowledge, which was realized to have been remolded
through the means of the pedagogical perspective®” in the Hamidian period, tended
to develop an approach communicating with modernity. Yet, the new theoretical
explorations in modern pedagogy were not exercised on the content and form of
textbooks. The use of the new scientific explorations in reproducing the religious
knowledge was propounded in the textbooks as a reformist policy to communicate
with the modern patterns of thoughts following the Constitutional Reform. The
conflict between the modern school knowledge and the religious epistemology thus
gained a visibility over the pages of the textbooks of religion taught in the modern
school system. The main conflict was that the Islamic epistemology, which

incorporated and supervised all other forms of knowledge, was diverted into a

7 Ibid., p. 97.
%8 Ibid., p. 106.

399 As discussed in the first chapter in Ziver Bey’s guide to teachers, he supported the idea of inter-
relating the scientific truths to the Quran verses and hadith.
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regulated and categorized subject as well as preserving an overall impact in the

. 4
curriculum.*®

Qualifying the Religious Education

Religious instruction in the modern schools was problematized for two
reasons: one was the scientific “need” to define Islamic knowledge with respect to
pedagogy, the other was the supposed “moral depression” (ahlaki bunalim) among
the youth, who were noted as having lost their faith under the influence of
materialism. Here the two reasons complemented each other in that it was believed
that the pedagogical reformation of knowledge would resurrect Islam and thus
combat the evils of materialism. Behind this was, on one hand, the challenge of
religion through the reproduction and empowerment of Islamic knowledge against
the modern science; on the other, the secularization of Islam under the impact of the
modern science and its epistemological philosophy.*! The writers of textbooks and
Islamist intellectuals can be observed as having had one or both of the discourses
during the Second Constitutional Period.

The reformist policy about the curriculum of Islamic subjects seemed to gain
widespread support due to the “moral depression” supposed to dominate the youth in
modern schools. The Unionist policy targeted the content of the religious education
instead of increasing the proportion of the religious instruction in the curriculum.

This renovation attempt has been neglected by studies on the policy of religious

4% Shiraz Tobani, “The Dilemma of Islam as School Knowledge in Muslim Education,” Asia Pacific
Journal of Education 27,n0.1 (2007) p.12.

01 fsmail Kara, Din ile Modernlesme Arasinda Cagdas Tiirk Diisiincesinin Meseleleri (Istanbul:
Dergah, 2005)
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education in the Unionist regulation.*”* The government generally is criticized
having decreased the hours of religious instruction without an interpretation of the
contextual analysis. The Union and Progress’s operation in the content of religious
instruction aimed both at the modern schools and the old established school system
in the medrasas. While secularization of the state was occurring as the policy, the
party’s attempts to reform the medrasas and the religious education in the modern
schools reinforced the Islamic epistemology within a new understanding of
religion.*?

A reform of the medrasas was no ways feasible without coming up against
the Office of Megsihat, which institutionally supervised the medrasas and directed the
religious policy. The medrasa and the modern schools were related in that the
religious education in the modern schooling was carried out by medrasa graduates.**
Not only the religious courses, but also the courses on social sciences such as history
and geography were taught by medrasa graduates who had passed in the proficiency
exams. Thus a change in the policy of the religious teaching in the modern schools
was indispensably part of the medrasas and ulema class on a larger scale. The

propaganda about the matter of religion was led in two directions. On the one hand,

the policy led by the Office of Mesihat until the Second Constitutional period was

92 Hasan Sabri Celiktas, “Il.Mesrutiyet Sibyan Mekteplerinde Din Ogretimi” (MA thesis, Uludag
University, 2006).

93 Whether medrasa reform was proposed for restoring Islam or for undermining it in order to
strengthen secular Turkish nationalism is discussed in Sarikaya’s work. The author assumes all
Unionists were secular nationalists. The policy of Islam is counted just as a trap for religion. He
agrees with the linear modernization theory that ignores the ruptures and resistance created by the
conservatives among the Unionists. Yasar Sarikaya, Medreseler ve Modernlesme (Istanbul: iz
yayincilik, 1997). For a counter argument on medrasa reform in the same period, see Zeki Salih
Zengin, II. Megsrutiyette Medreseler ve Din Egitimi (Ankara: Akgag, 2002).

404 M. Zekeriya, “Ziihti Terbiye,” Muallim 2, no.17 (1333).
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criticized on the grounds of the separatist trends among Muslims and the failure of
religious epistemology across the scientific thought. The declaration of medrasa
students in 1913, coinciding with Musa Kazim’s period of chairmanship of the
ulema, drew the outlines of the reasons for a reform in the medrasa programs.*”> The
declaration called for a reform in the medrasas giving that the political foundation of
the constitutional regime made people clearly see it as a crucial policy.**®

The Office of Mesihat was criticized for its policy of religion which was seen
to be inefficient against nationalist demands. The periphery of the Empire, which
stretched along the borders of the conquered lands, was believed to have been left
without official religious instruction. To these critical ideas, the governments had
accomplished its business by conquering new lands, but the Office of Megihat had
been unsuccessful and insufficient in setting up Islamic ties with these geographies
throughout the history. The case of the Albanians was posed to be the most
disconsolate example of the failure of religious policy. All of the Rumeli was seen as
having converted to Christianity or to various nationalisms. The discontent of the
Arabs also was presented as a result of the failure to establish strong ties between the
center and the periphery. Anatolia, on the other hand, was no exception in terms of
religious illumination: Hilmi Sabit wrote, “They know nothing about Islam. The
schools are in a miserable situation, and the mosques are ruined... Religion survives
in these lands only with customs, there is no such knowledge acquired through

formal instruction.” 4’

495 Kazanli Hilmi Sabit, Islah-1 Medaris Miinasebetiyle (Istanbul: Sirat-1 Miistakim Matbaasi, 1329).

4% Ibid., p. 3.

7 «Ahalinin dinden, Islamiyet ten haberi pek az. Mektepler perisan, camiler harab... buralarda din
gorenek ile tevariis tarikiyle gelmis bir sey... yoksa talim ile esasli bir tarzda bilinmis malumat
kabilinden degil. ” Tbid., p. 9.
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A second criticism on the Office of Mesihat concerned its academic
production. It was accused of being just as an office of state without contributing to
the accumulation of Islamic knowledge. The Ottomans had not contributed to the
flourishing of Islamic subjects due to the Office’s neglect: “No prominent scholiast
(miifessir) and scholar of Hadith (muhaddis) have been raised in our time™**® The
education in the madrasas was bounded to the content and interpretation of some
ancient books so that it was impossible to go further than the interpretation in those
sources, if one attempts “to interpret more scrupulous and ulterior meaning:” “Thus
reason, intellect, experience and necessity lost its importance.” **” The failure in
“trade, industry and agriculture,” three points which were commonly used in the
literature to make sense of the progress or backwardness, arose from the Megihat’s
inefficiency. The declaration drew the program of an ideal education in the medrasas
as such: the first period would be given to Islamic courses, the second to the natural
sciences to strengthen the acquired religious knowledge; the third year would be
allocated to the social sciences to connect with life.*!?

The worries about religious education became more evident in articles
proposing an ideal education for the Empire. To exemplify, the Committee of
National Instruction and Education declared one of its aims as saving the “poor youth

who have lost virtue and honor in the streets of Istanbul” referring to the expansion

98 «Bizde miimtaz bir miifessir, miimtaz bir muhaddis yetisemedigi gibi, akil ile fikir ile pek ziyade
temasta bulunan usul-u fikih, fikih, kelam fenlerinde de ayrica maser balinigsan olan kimseler
yetigmedi.” Ibid., pp.11-14.

49« daha dakik, daha gizli manalar ¢ikarilmak istenilir, diigiiniiliir... akhn, fikvin, tecriibenin,

ihtiyacin, ehemmiyeti kalmaz.” 1bid., p.19.

10 Ibid., p.45.
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1 It announced that the committee would organize congresses

of moral decay.
calling upon the educators and scholars of Anatolia and other regions for a debate on
educational issues. The committee decided to prioritize the subject of moral and
religious education upon its vitality. According to Ismail Hakki, the trouble was that
most of the young people had become atheist. However, since religion as an
indispensable constituent of communities should be preserved, the objective of the
congress was to find out a new approach to religion that could communicate with the
“imperatives of the twentieth century.”*'?

The pedagogical exploration of religious education made up one part of the
discussion in the journals on education. Educators who dealt with the application of
modern educational methods to the courses of social and natural sciences in the
curriculum seemed not much interested in the reproduction of religious education as
much as the other courses. For the abandonment of the religious education, some
prominent university (Darulfiinun) teachers called for new studies on teaching
religion, which had a substantial significance in the elementary school curriculum
especially. This reformist approach to the education of religion steered the way to

new methodological suggestions in which religion was taken as a subject of study

defined and categorized within the pedagogical context. The “pedagogical Islam”

1 «“Cemiyetin bazi miiesseseleri, Istanbul sokaklarinda siiriinen kiz erkek cocuklar izzet-i nefis ve
namusunu satan kadin ve erkekleri gérmiislerdir.” Ismail Hakki, “Miiesseselerden Ismail Hakk1
Beyin Nutku,” Milli Talim ve Terbiye Cemiyeti Mecmuas: (Istanbul: Matbaai Amire, Eyliil 1332), p.
16. (The journal has this sub-title: “Milli Talim ve Terbiye Cemiyeti Tarafindan Gayri Muvakkat
Olarak Nesredilir. Miidiri Siileyman Pasazade Sami.”)

M2 <Milli Talim ve Terbiye Cemiyeti, bu memlekette yirminci asrin icabatiyla telif edilebilir bir din ve
imanin ehemmiyetini biiyiik goriir.” 1bid., p.18.
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inevitably gave way to the “tailored*'*” Islam and proposed a new Islam which was
reformulated according to the needs of modern life in order to preserve the credibility

of religion.

The Moral Depression and “Imperatives of the Twentieth Century”

Ideas which sought to combine the Islamic epistemology with modern
philosophical insights appeared both in the works of the ulema and university
professors. Milasli Ismail Hakk1’s Din-i Islam ve Ulum-u Fiinun (Islam and the
Positive Sciences)*'* was one of the most influential books on the textbook writers.
Ali Seydi revealed his influence in order to detail the merits of Islamic practices such
as ablution. The Islamic prescription of lifestyles and preferences were compared
with scientific truths and the religious knowledge was confirmed in the modern scale
of ideas.*"

This reproduction of Islamic pedagogy in modern ways went in parallel with
the works of university teachers. Mehmet Emin, teaching history and philosophy at
Darulfiinun, probed the question of religious education in his conference speech
titled “Dini Terbiye, Dini Tedrisat”(Religious Education, Religious Instruction) and

published in the Journal of National Instruction and Education.*'® His article

*13 The term is borrowed from Eleanor A. Doumato and Gregory Starrett, “Conclusion: Tailor-Made
Islam,” Teaching Islam: Textbooks and Religion in the Middle East, eds. Eleanor A. Doumato and
Gregory Starrett (Boulder, Colo.: Lynne Rienner Publishers, 2007).

14 Milasl Ismail Hakk1, Din-i Islam ve Ulum-u Fiinun (Dersaadet, n.p.,1328).

5 Ali Seydi, Vezaif Nazariyesi Uzerine Miirettip Ahlak-1 Dini (Istanbul: Kanaat Kiitiiphanesi, 1329)
(30 Tesrinievvel 1326), p.23.

416 Mehmet Emin, “Dini Terbiye, Dini Tedrisat,” Milli Talim ve Terbiye Mecmuast (Mart, 1334).
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expresses well the silence on the role of religion. It is understood from his speech
that proposing religion for the agenda of pedagogical exploration was daring and
challenging since the general tendency was to maintain a silence about the role of
religion. He considered religious education a “morbid” issue in that it was felt to be
“incompatible” with modern life by more and more people each day, although this
was not articulated or expressed openly. To him, this silence and reluctance to
discuss the question of religion increased the severity of this social problem:
“Religious education in schools is one of such subjects that has been able to become
subject of a common argumentation so far although everyone rather has felt and
realized it as unnatural.”*'”

According to Mehmet Emin, this unnatural, incompatible situation had arisen
from the “wrong” religious insight which was shared on a common ground among
the school masters, teachers and students: “Due to the incorrect understanding of
religion in our schools and some wrong methods practiced, a real depression has
come into being.”*'® He said that families also were complaining about the
ineffectiveness of the religious courses in the curriculums.*'” The contrast between
religious and scientific knowledge had triggered the crisis and created an incongruity
in the minds of the students. The moral crisis in the schools was especially sensed in
the secondary education (idadi and sultani schools). One reason behind was that the

students of primary school generally were taught by the same teacher and a harmony

between the courses was possible to achieve. However, in the higher grades of

7 “Herkesin az ¢ok gayri tabiligini hissettigi halde simdiye kadar umumi bir miinakasaya mevzu
olamayan meseleler icinde mekteplerdeki dini tedrisat ve terbiye de bulunur.” Ibid., p.12.

Y8 «Mekteplerimizde dini terbiyeden yanlis mana anlasilmas, yanls yollar ihtiyar edilmesi yiiziinden
mekteplerimizde, gen¢lik ruhunda hakiki buhran hasil oluyor.” Ibid.,

19 Ibid., p.14.
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schooling, the teachers varied according to the branches of school subjects. In this
variation of knowledge, students were pushed into conflicting views of the world.
Moreover, the secondary schools were financed by the state while the finance of the
primary schooling was decentralized and left to the local authorities or indirectly to
families. Thus creating a revival or reform against the established religious
epistemology and methodology was more troublesome and less probable in primary
schooling. In addition, the emergence of a critical attitude towards the content of
curriculum was more possible considering the ages of the students in secondary
schools.

Another point encouraging the crisis in religious education concerned the
varying treatment of teachers by the state. Comparing the status of teachers, the
students began to despise the teachers of religious courses. The students, exposed to
such a conflict, chose the scientific point of view that they had acquired in the natural
and social sciences courses. As a result, this double point of view deviated the
purpose of education which was supposedly to direct all students in one direction.**
Depending on all these problems, he put forward that religious education was not as
fruitful as it was expected to be, regarding the proportion it had in the curriculum. As
a result, the religious subjects which had been increased in hours during the previous
period effected the youth negatively instead of strengthening their belief and making
them more pious.

The depression, described as a depression of religion or morality, was treated
in three different ways by Mehmet Emin: Contending with the decreasing value of

religion and shifting it with the secular and scientific mode of thought, replacing

20 Ibid., p.14.
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religion with the “national ideal,” and reviving religion upon a national and modern
ideal of society. The majority of educators can be characterized as having been
conservative about the role of religion. Mehmet Emin, who was one of those
developing the third attitude towards religion, opposed the devaluation of religion
and thought it very harmful for the society. He disagreed with the secular nationalists
in that the “national ideal” could not be thought of separately from religion. Behind
this was his conviction that religion was of vital importance for the solidarity and
survival of communities. Religion pacified the souls and strengthened the spiritual

421 . . ..
For this reason, he passionately endorsed religious

side of human beings.
education.*? Zekeriya’s diagnosis implied the same prescription, which a sort of
“true” religion was incorporated to national and modern education, having
complained that religious education did not hold as much importance as the history
and language classes in schools.*?

According to Emin, the goal of religious education must be to inculcate the
belief in God to prepare the ground for other principles of Islam in the souls of

24 Emin recommended faith be taught in such a way that students felt it.

children.
The practice and performance of Islamic faith took up a huge space in curriculums,
whereas the faith was less emphasized. The unnecessary details of some religious
commands, such as the details given to discriminate clean water from dirty, were not

worth teaching or spending so much time on programs for they were out-of-date

guidance: “While the teacher of religious education dealt with such unnecessary

1 Tbid., p.17.
22 Ibid., p.15.
23 M. Zekeriya, “Dini Terbiye ve Dini Tahsil,” Muallim 2, no. 16, 1333.

424 Mehmet Emin, “Dini Terbiye, Dini Tedrisat,” Milli Talim ve Terbivye Mecmuas: (Mart, 1334) p.18.
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details, the mind of the child develops and he starts to reason and search for the
scientific truth. His faith is demolished. And he begins to perceive all the things
taught him by teachers as useless and futile.”**’

The “true” religion taught faith as a personal issue, which meant that the
practical side of the faith had to be felt by students in time: “Children should not feel
forced into religious performance; the need for such performance, prayers should
first be aroused in their souls. So many people hate religion because they were forced
into its practice without preaching the faith in their souls.”**®

Those issues that do not originate from the essence of Islam and

the details which do not function to strengthen the faith, and the

regulations (ahkam) which are not in agreement with the

“imperatives of the century” ought not to be taught to the

students.*”’

The sample lessons on teaching religious subjects in the Journal of Primary School
Instruction (Tedrisat-1 Iptidaiye Mecmuasi) exhibits an example of a gradual
introduction to the Islamic faith. In the sample class, the teacher had students reason
over the necessity of a creator in the universe. After establishing the belief in God,
the reason for thanking God, the role of prophets and the necessity for the Quran

were presented in a logical and natural sequence of necessity. Asking questions and

making students reflect on them were some common methods recommended: “If one

3 “Ulum-u diniye muallimi boyle fiiruu tafsilatla vakit gegirirken yavas yavas ¢ocugun zihni inkisaf
eder; ilim ve mantikla diisiinmege baslar. Imant yikilir. Ve biitiin muallimin ogrettigi seyleri beyhude
addetmeye baslar.” 1bid., p.22.

426 “Dinin esasna taalluk etmeyen ve imani takviyeye medar olmayan fiiruu ve asrin ihtivacina gayri
muvafik ahkam talebeye telkin edilmemelidir.” 1bid., p.24.

7 Ibid., p.24.
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proposes that human beings came to existence by coincidence, would you believe
itt7”428
Nazim i¢sel’s textbook made use of this method of discovering the truths

through asking questions. His book differed from the others in that it taught in
dialogues instead of a plain narrative. The author used a dialogue between a little girl
and her grandmother. It is the only book that addressed to a female audience
although it was not written specifically for girls.

Q: My Daughter, who made this watch?

A: I don’t know.

Q: Does it come into being by itself?

A: No, of course. A man made it.

Q: My Daughter, could man build or create the sea, the moon

and the sun that you see over there?

A: You said he can’t.

Q: No, no, find out yourself and tell me.*?’

Sati, being one of the educators pushing religious education into the

pedagogical agenda, specially recommended at educators develop methods for
teaching Islam since teaching Islamic subjects occupied more hours and constituted

the basis of the primary school curriculum in the Second Constitutional Period. He

considered the existing textbooks and teachers of education ineffective compared to

428 “Biri sana insanlarn kendiliginden oldugunu séylese inanir misin? ” Thsan, “Bizi Yaradan,”
Tedrisat-1 Iptidaiye Mecmuast 1, no.1 p. 7. For the whole text transcribed in Latin, see Appendix D.

429 «§- Kizim bu saati kim yapmus?

C: Bilmem.

S: Bu kendiliginden mi olmug?

C: Hayrr, elbette. Onu yapan biri var.

S: Kizim, su gordiigiin denizi, ayi ve giinesi insan inga edebilir mi, yaratabilir miydi?

C: Yapamaz dediniz.

S: Haywr hayir, kendin bul ve soyle cevabi.” Nazim [I¢sel], Ameli Malumat-1 Diniye, Birinci Kitap
(Devre-i Ula, Birinci Sinif) (istanbul: Matbaa-i Hayriye ve Siirekasi: 1331) (Son programa gore tertip
edilip mekatib-i iptidaiye suniflarinda tedris edilmek iizere maarif nezaretince kabul edilen ulum-u
diniye kiilliyatimin sultani sekizinci sumiflarina mahsus kismidir.), p. 12-13.
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the informal teachings in family and community. The pedagogical approach to Islam
was also necessary in order to combat the settled understanding of religion, which
was described as bigoted prevailing in the country and is discriminated from the
essence of Islam.**" The ineffective teaching of Islam did not originate from the
insufficiency of teachers; instead, a method that classified and limited Islamic
knowledge was what was needed. He criticized teaching six-seven year old children
the abstract definitions of ‘‘farz, siinnet, vacib”- (the levels of “must”s in
worshipping) in Islamic teaching. Without taking into consideration the ages of
children, the textbooks of ilmihal (The book explaining the principles of Islam to the
public) were written for people from seven to seventy years old with the same form.
These abstract definitions led children to memorization, which was the method
dominating the education system. To Sati, the program in primary schools should be
limited and leveled with these subjects: the oneness of God, the Prophet
Mohammed’s life, and the belief in the Hereafter. The requisites of forms of
worships, the detailed information about the religious performances ought to be
disregarded in children’s texts. The existence of God should be inculcated through
the things and the facts children were able to conceive. God should be taught through
His work of art, nature.*’' Prayers had to be taught with its practice without
rendering the details about how it was classified.

Prophet Mohammed’s life story was interpreted pedagogically in parallel to
the modern life in the “asr-1 hazir” (twentieth century). Hiiseyin Ragip’s article

noted the details of choice of subjects accordingly with the true Islamin teaching the

40 Satr, “Ilmihal Nasil Ogretilmelidir?” Tedrisat-1 Iptidaiye Mecmuasi- (Nazariyat ve Malumat Kismi)
1, no.7, p. 12.

B! Ibid., p. 13.
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Prophet Mohammed’s life.** The Prophet’s engagement with trade in his twenties
was presented as proof of his being the father (imam) of the tradesmen in the present
day. His application of quarantine and recommendations for the public health were
considered as proof of his being “the first doctor and educator” because of his
teachings.*’

Prophet Mohammed is the best model for the ideal man who
relies only on himself. It is contrasting and opposing that a group
of people who do not comprehend the truths in the aims and
actions of the Prophet Mohammed neglect the world life and
count it as a suffering and complain about the world believing
that it must be hated, construct the Hereafter by abandoning the
world, prefers to prepare the road of Hereafter to improving the
Bab-1 Ali Street... It is not surprising to see that such a man who
humiliates the material side of the world due to a baseless mindset
will despise the life of his family and the social community to
which he belongs.***

The parallel points between the modern pedagogy and the Prophet Mohammed’s
sayings were also given to the regard of the readers such as the principles from
simple to complex gradually, teaching calmly without rage or intimidation. **°

The subject matter, method and purpose of religious instruction were debated

in the years following the 1908 revolution. The educational journals brought the

issue of religious education into question and developed a new point of view that

2 Hiiseyin Ragip, “Hz. Muhammed, Miirebbi, ” Tedrisat-1 Iptidaiye Mecmuasi 4, n0.22.

3 Ibid., p.114.

B “Hazreti Muhammed, insanin mededi kendisinden ummast lazim gelecegine bizzat en biiyiik bir
misal idi. Hazreti Muhammed’in emel ve hareketlerindeki hakikatlere vakif olmayan bir ziimrenin bu
devirde hala diinya hayatini ihmal etmeleri, diinyay, cefa addederek ve ‘diinya’ dan miisteki
oldugunu séyleyerek ondan nefret etmek liizum gelecegi itikadint beslemeleri ve hayat-1 diinyay
birakip hayat-1 ahireti imar etmek, Babiali caddesini tanzim etmektense ahiret yolunu hazirlamak icab
edecegi miitalaasinda bulunmalart ne kadar yanlis ve bizzat Peygamberimizin niyet ve ameline ne
kadar zid ve muhalifdir... Batil bir zihniyetle yeryiiziindeki maddi hayatini istihkar eden adamin
evvela hayat-1 ailesini sonra bagl oldugu ictimai heyetin hayat ve varligini da hakir gérecegi pek
tabii bir keyfiyet olmaz mi?” 1bid., p.118-119.

3 Ibid., p.115-116.
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categorized religious instruction in pedagogical terms. The aim of the instruction, the
methods and subject matters which were to be taught according to the biological and
mental development of children were redefined in the period.

It is really difficult to differentiate the treatment of religion in the 1910s and
1920s. What could be clarified easily is that the texts teaching religion remained
unchanged until 1927, when the religious courses were removed from the curriculum
in cities. What characterizes the post-1922 books is an increasing emphasis on “the
national need” (ihtiyac-1 milli) point of view in addition to the “imperatives of the
present century” (asr-1 hazirin icabt). For example, the emphasis on language gained
strength with the search for a proper Turkish accent by teaching from the simple to
complex.***

A second difference lay in the education philosophy of the two periods. The
Republican years witnessed the use of religion for the secular establishment of the
state and society rather than attempts at developing ways to revive and “rescue”
religion.”’ The policy of religious education in the period of the Unionists can be
differentiated from the Republican period which fixed the curriculum in 1927, in its
search for strengthening belief and overcoming the moral degeneration with more
piousness in the scope of the prescribed true religion.

The debate in educational philosophy actually was a reflection of the macro

battle between religion and science in the minds of the Turkish intellectuals. The

battle was understood as part of the epistemological transformation in Europe and

43¢ Mehmed Halid, Kur’an Muallimi (istanbul: Matbaa-i Amire, 1341) (Dariilmuallimin ve
dariilmuallimatlar ile mekatib-i sultaniye ve iptidaiyede tecvid talimi i¢in kabul edilmistir.), p. 3.

7 Ozlem Altan, “Turkey: Sanctifying a Secular State,” eds. Eleanor Abdella Doumato, Gregory
Starrett in Teaching Islam: Textbooks and Religion in the Middle East (Boulder, Colo.: Lynne Reinner
Publishers, 2007); Hasan Sen, “Din ve Iktidar: Ortadgretim Ders Kitaplarinda Yasam Diinyas1” (MA,
Thesis, Ege Universitesi, 2002)
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America from the translations and quotations of the Ottoman intellectuals in the
1920s. Izmirli ismail Hakk1’s translation of an article titled “Do Scientists Become
Pious?’” aims to show the return to religion in the developed countries: “This
precious and exalted article aimed to show that some principal English speaking
scientists believe in God.”*® The article, in short, described how religion
complemented science without contradicting it. Questions such as “Can an educated
man become pious?” and “Is there a place for religions in a scientific world?”
gathered in the conclusion that “Religion needs science to reach its goals. Science
needs religion for moral (correct) usage of its inventions and discoveries."*’

As discussed in the first chapter, science and Christianity co-existed in the
works of the Jesuits, the followers of the Thomists, who were categorized as
religious realists in Chapter One. Izmirli Ismail Hakk1 believed that “true” religion
which had been purified from “superstitious beliefs” were regenerated after its
stagnation in the West. It is possible to find the same attitude in different textbook
authors in the Constitutional years. Mehmed Asim and Ahmed Cevad offered to
examine the question of religion through the scientific view in their textbook titled
“Anadolu Yavrusunun Kitabi- Malumat-1 Diniye” (The book of Anatolian Child-
Knowledge of Religion) and they added: “Islam is the most proper religion for the

civilization.”*® After recounting the harmony between the two, they wrote that the

B8 «Kiymetli ve ali eser lisam Ingilizce olan belli basl miitefenninlerin Allah’a inandiklarin
gostermegi emel edinmistir.” Mr. Vurman, Miitefenninler Dindar Olabilir mi ? trans. [zmirli Ismail
Hakki, (Istanbul: n.p., 1928)

9 “Tahsil ve terbiye gormiis bir insan dindar olabilir mi? ... Tamamen fen olan bir alemde dine
ihtiyag var midir? ... Din gayelerine erismek icin en iyi vesaiti 6grenmesi itibariyle fenne muhtagtir.
Fen de kegsfettigi hakikatlerin insanlar tarafindan dogru bir tarzda istimal edilmesi i¢in dine
muhtagtir.” 1bid., p. 22.

MO0 <fslam medeniyete en muvqﬁk dindir.” Mehmed Asim, Ahmet Cevad, Anadolu Yavrusunun Kitabu:
Malumat-1 Diniye (Mekatib-i Iptidai, Altmcr Smif) (Istanbul: Kiitiiphane-i Islam ve Askeri, 1338), p.
4.
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rise of Islam, which was foreseen by some European intellectuals, would falsify the
cause and effect relation between the rise of education and the demise of religions.*"!
Ahmed Aksekili, another textbook writer, pointed out the “revival” of
religion in Europe as were the case in the above-mentioned authors’ points. First he
stated that the trend of atheism had ended in Europe. Second, he thought, like the
Tanzimat intellectual Namik Kemal, that Islam and Christianity should not be put in
the same pot: “After so many sorrowful experiences, the European thinkers have
understood that surviving without a religion is impossible... They say that faith is

necessary for humanity.”***

The discourse borrowed from the foreign countries,
which was what Europeans said and did about their religion was seemingly given to
the notice of the Republican reformers proceeding the secular reforms.

To Aksekili, Islam was compatible with what the modern world of man was
obliged to do and have: “How should the natural religion be? There 1s no doubt such
a religion combines the material and spiritual demands justly fastening the weapon
of one to the other.”*** Islam was presented as a religion balancing the two worlds.
To him, the justification of Islam, differently from Christianity, lay in its

adaptability with the “imperatives of the time”(asrin icabatr) which were of vital

importance. Satisfying the needs of ummath and the nature of “humanity” in the

! Ibid. p.4

42 «Bircok aci tecriibelerden sonra Avrupa miitefekkirleri anladi ki beserivet icin dinsiz yasamak
miimkiin degildir ...Diyorlar ki beseriyet icin bir din lazimdir.” Ahmet Hamdi Aksekili, Islam Dini
Futridir (Istanbul: Evkaf-1 Islamiye Matbaasi, 1341), p. 3, (Maarif Nezareti Telif ve Terciime
Enciimenince mazhar-1 takdir olmustur).

*2 Ibid., p.3.
43 «Jcaba miitefekkirin, beseriyetin riicuu etmek istedikleri ‘dini tabii, dini fitri’ nedir? Bu nasil bir
din olabilir? Siiphe yok ki bu din matlubu cismaniye ile matlubu ruhaniye beynini adilane bir surette
tevfik eden, birinin silahin digerine rabt eyleyen bir din olacaktir. Ahmet Hamdi Aksekili, Islam
Dini Fitridir (Istanbul: Evkaf-1 Islamiye Matbaast, 1341), p. 3, (Maarif Nezareti Telif ve Terciime
Enciimenince mazhari takdir olmustur).
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twentieth century was what makes Islam legitimized universally.*** Thus an
acceptable religion or ideal Islam was justified upon its relation and value to the
material world.

His conception of the state in religious patterns of thought reveals that the
reformist approach here was not necessarily an invitation for the secular worldview,
though the legitimization of Islam with its profane value made one think that the
author supported a sort of secularization. He criticized the conception of the state in
the secular world view openly in 1927. It is clear that he did not agree with the space
allocated for religion in the secularized state systems. What he proposed aimed to
strengthen Islam by directing it for the betterment of worldly affairs. This could be
seen as the process of the making of a profane worldview inside the belief system.
Thus what he called “natural religion” both stood against the process of
secularization and became a part of it.

The parallelism between the effort of Aksekili to reconcile religion with this
world and the modern discourse manifest in textbooks shows the prolongation of the
Second Constitutional period until the late 1920s. This parallelism is also observed
to be in public sermons other than the textbooks. The defense of religion in this way
is observed to have continued its impact in Republican Turkey. The high school
textbook written by Ismail Hakk1 perpetuates the utilitarianist approach to the
Islamic school knowledge.*** The forms of worships, such as fasting, pilgrimage and
alms-giving were related from the same perspective in terms of their use, but
especially for social life rather than emphasizing the personal gains as was proposed

in the texts of the Constitutional years. The author emphasized the sociological use

4 Ibid., p.3.

5 zmirli ismail Hakk1, Din Dersleri (Istanbul: Kiitiiphane-i Hilmi, 1927).
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of Islam. For example, people returned from pilgrimage with an understanding of
life regarding trade, agriculture and arts. They brought a lot of new useful

experiences to the homeland.**°

Alms-giving helped to secure society with social
help to needy people. Evils such as theft and robbing and killing could be
eradicated, the soul and property were given guarantee.**” The scope of religious
education, which was considered as the quintessence of the philosophy, reveals that
the Unionist government opted for Islamic trajectory rather than the vulgar
materialism of some liberal Unionists such as Abdullah Cevdet for whom
“modernity entailed the birth of a society devoid of all unscientific
characteristics.”**® The adaptation of a more secular discourse was not yet adapted
after the curriculum change in 1926, the year that the reformers in the Republican
Period altered the education policy completely.**” The disagreements between the

modern science and religion seem to remain latent until the end of the 1920s in the

Republican period.

4 Ibid., p.94.
7 Ibid., pp.115-116.

8 M. Siikrii Hanioglu, “Blueprints for a Future Society: Late Ottoman Materialists on Science,
Religion and Art,” in Late Ottoman Society: The Intellectual Legacy, ed. Elisabeth Ozdalga (London:
New York: Routlegde: Curzon, 2005: 28-116) p. 89.

9 One of the most explicit change of content is observed in Muallim Abdiilbaki’s and Hilmi’s
textbooks published in 1927. Muallim Abdiilbaki’s textbooks published in 1927 exemplifies the turn
in textbooks towards a national-religion agenda. Islam is diverted into the national religion. These
titles from his books of various grades depict the change very well: “The Religion of Present Turks,
not Interfering Other’s Beliefs, Islam Forbids Asceticism, Religious Hypocrisy and Deceitfulness,
Turks are the Strongest among Muslim Nations, Every Nation Addresses to God in Its Own
Language, Reason is Superior to Anything in Islam.” ibrahim Hilmi, Tiirk Cocugunun Din Kitab
(Istanbul: Kiitiiphane-i Hilmi, 1928) (Sade bir tarzda Islam dinini 6gretir. Maarif Vekaleti Milli Talim
ve Terbiye dairesinin 15 Eyliil 1927 tarihli 154 numarali karariyla ilk mekteplerin dordiincii simifina
kabul edilmigtir.); Muallim Abdiilbaki, Cumhuriyet Cocugunun Din Dersleri ([Istanbul]: Tefeyyiiz
Kitiiphanesi, 1928-1929) (Maarif Vekaleti Milli Talim ve Terbiye Dairesinin 23 —VI-1928 tarihli ve
88 numarall kararyla ilk mekteplerin dérdiincii ve kdy mekteplerinin tigiincii suniflart icin kabul
edilmistir.)
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The Articulation of the Moral Depression: Reports from the Provinces

The mail traffic between the ministry and the directors of schools in
provinces show that the worry of reforming the religious knowledge and education
occupied the Ministry of Education. The archives of the Ministry reveal that religious
instruction was treated specifically. In the documents the Ministry tried to evaluate
the quality of the religious instruction from the first grade to the twelfth grades,
which covered elementary, secondary and high school levels. The questions
suggested to the schools in Istanbul and the provinces were as follows:

1. What do you think about the subjects of the course? Is the
number of classes enough? Is the proportion of the hours to each
grade proper?

2. Are the subjects for each grade appropriate for the age and level
of students? If not, how could they be altered and which subjects
should be taught?

3. Which methods did you use in each grade to teach this course?
What kind of difficulties have you encountered? What is your
expectation about the success of students?

4. Which books have you used this year? What is your opinion
about these sources?*’

The questions are asked to estimate the congruence of the subjects in religion

courses regarding the levels of students and the methods used. Moreover, the existing

textbooks are evaluated accordingly with the experiences of teachers. It is understood

30 «1_Mevad-1 dersiye hakkinda suret-i umumiyede miitalaaniz nedir?Saat-i tedrisiye kafi mi?
Saatlerin sumiflara tevzii miinasip midir?

2- Her sinifta okutulan mebahis talebenin senesine ve seviye-i umumiye-i ilmiyesine muvafik midir?
Degilse nasil tadil edilmeli ve hangi bahisler okutulmalidir?

3- Her sinifta bu dersi ne usul iizere okuttunuz? Ne gibi miiskiilata tesadiif ettiniz? Tedrisinizden nasil
bir semere iktidaf ediyorsunuz?

4-Bu sene hangi kitaptan ders okuttunuz? O kitap hakkinda miitalaaniz nedir? ”
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that the ministry aimed to direct religious teaching by including the views of school
teachers of Religious Knowledge (Malumat-1 Diniye) course.

The answers of these teachers from almost all provinces are available in the
Ottoman archives. These reports about religious education can illuminate the quality
of education in three respects: The methods, the selection of subjects in religious
education, and the evaluation of textbooks as materials of the course.

The methods reported by the teachers generally consist of asking questions
and making students answer, summarization of the subject by the teacher,
introducing the subject in the beginning of the class, making students tell their own
experience of learning. Some teachers emphasized that they taught some practices
such as ablution by dramatization. It is understood that teachers did not have
different views how to develop new methods. All of the teachers repeated the same
sequence, that they introduced the subject orally, and then they directed students to
the textbook, each student read a part, and questions were asked to check their
understanding.

The evaluation of textbooks by teachers demonstrates that the central
regulation of unifying the school knowledge was not effectively executed due to
several reasons. First, some teachers noted that they used no written text in the first
grades of elementary school. The reason for this was shown as the lack of textbooks
properly prepared and written in clear Turkish for this level. A teacher from Yozgat
Sultani School regretfully stated that “the shortage of textbook has ruined

95 451

education. The reports revealed that the distribution of textbooks to the rural

areas was not successfully carried out.*>* The teachers who could not acquire any

B« kitapsizlik bizi perisan etti” BOA, MF.TTD, 63/16/32; BOA, MF.TTD, 63/16/37.

452 BOA, MF.TTD, 63/16/44.
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textbooks stated that they used their own compilation of notes, which they could give
to be checked by the ministry.*>> Those teachers who followed a certain textbook
used Halim Sabit Efendi’s and Hafiz Nuri’s textbooks which seemed to be the most
widespread obtainable sources in the periphery. At the secondary school level, the
most referred to textbook was Hac1 Zihni Efendi’s. Yet, it was generally criticized
for being above the level of the students, not being written as a textbook, using a
complex language, covering the subject without filtrating according to the levels of
the school students.

Textbooks were discarded by teachers not only because of the distribution
problems, but also due to quality. It is also discerned that some teachers did not
follow a textbook since the existing textbooks did not cover the subjects in the
program. Moreover, even if the subjects were covered, teachers complained that the
substantial textbooks did not comprise a sophisticated point of view that had an
analytical discourse comprising both Islamic and scientific knowledge, which were
popularly and unproblematically reconciled in the period.**

Another remarkable demand among the answers of the teachers involved

adding subjects about religious sects (mezhep).*>

A teacher from Aleppo stated that
the textbooks of religion were insufficient enough for his Arab students, and for this
reason he had given up following a book. Instead, he noted that he focused on

reasoning alongside pursuing the knowledge memorized from the books.**® Ahmed

Hamdi from Bitlis articulated the problem arising from the state policy of orthodox

43 BOA, MF.TTD, 63/16/6 (25 Subat 1329).

*4BOA, MF.TTD, 63/16/6, (25 Subat 1329); BOA, ME.TTD, 63/16/16; BOA, MF.TTD, 63/16/17.
455 BOA, MF.TTD, 63/16/27.

436 BOA, MF.TTD, 63/16/29.
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(Sunni) Islam in teaching religion.*”’ He stated that a textbook considering the Safii
sect of Islam would encourage people more to demand formal religious education in
schools. He proposed that textbooks should be written in two columns that gave
information about the Safii sect side by side the orthodox Islam. What is more, he
noted that the success of students was low due to the trouble regarding the religious
sects although he personally tried to cover the lack of information about the Safii
sect. Ahmet Hamdi did not neglect to add a note at the bottom that he was a Sunni
Muslim. He mentioned two textbooks by Hafiz Nuri and Ahmet Ziyaeddin, both of
which will be analyzed contextually below.** A third textbook is understood to have
been a locally published book. This shows that the uniformity in regulating textbooks
and a central control still had not been accomplished by the state.

Religious education in the eastern regions of the country also was discussed
in the parliament. The session in which the discussion over the budget of education
was held displays the worries about religious education which was thought to be
ignored by the government.*® The Ministry of Education was called to pay more
attention to religious education in general and to send teachers who were well trained
on religious subjects to Kurdistan.**°

There was a consensus among teachers on the addition of “jihad” as a

religious subject to the elementary textbooks.*®! Other subjects recommended to be

“7TBOA, MF.TTD 63/16/13.
8 BOA, MF.TTD, 63/16/18 (17 Mart 1330).

439 Siikrii Bey, “Umumi Biit¢e, Meclis-i Mebusan, Maarif,” Tedrisat Mecmuas: (Ameliyat ve Tatbikat
Kismi) 4, no. 27 (18 Haziran 1916), p. 108.

0 BOA, MF.TTD, 63/16/18 (17 Mart 1330).

41 BOA, MF.TTD, 63/16/45; BOA, MF.TTD, 63/16/48.
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added to the program were the issues of debt, poverty and sanitation. The subjects to
be removed from the program were the tiresome and detailed regulations about
weddings and the regulations of religious performances led by imams.**

Generally, the teachers gave detailed comments on the school subjects such
as hadith (hadis), commentary (tefsir) and Islamic philosophy (kelam). These
subjects were taught in the upper grades of secondary schools. Since the elementary
books were written by filtrating from these subjects, the comments laid out in these
documents are informative on the general situation of religious education. A
common point in all answers touched upon enriching the religious subjects with
modern knowledge accumulated in the areas of sociology, economics, politics,
morality and natural sciences. ElI- Hac Tevfik, a teacher of Ulum-u Diniye (religious
sciences) in Mamiiratilaziz (Elazig) Mekteb-i Sultani proposed to teach religious
courses such as hadith (hadis), the study of Prophet Muhammed’s life (siyer) and
commentary (tefsir) within comparisons to morality, economics, civilization and
politics in order to explore the truths of religion and prove its credibility.*** He
emphasized that the reason behind Islamic regulations and their benefits to “the
world,” life also should be revealed with an emphasis on social and personal gains.
He thought especially, it would be useful to teach a Kelam course (Islamic
Philosophy) in comparison with modern and ancient philosophy. The challenge of
religious knowledge over the modern epistemology emerged as one of the clear
objectives in proving Islam’s superiority and credibility still after centuries. Another

concern was to extinguish the moral depression, the doubts and hesitation about

42 BOA, MF.TTD, 63/16/47; BOA, MF.TTD, 63/16/57.

43 BOA, MF.TTD, 63/16/6 (25 Subat 1329).
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religious beliefs and practices, by maintaining a method that allowed students to
question religious beliefs openly and deeply.*®*

A teacher from the Sultani School in Uskiidar mentioned a parallel idea in
that the best aim should be to provide to students that the principal regulations,
orders and obligations in Islam did not contradict the positive sciences (fiinun-u
miispete). Thus for him, the religious knowledge should be based on positive and
scientific grounds. He regretted that the leading textbooks lacked such a point of
view.* A teacher from the Sultani Mektep in Trabzon explained that he made
students reflect on the benefits of Islam regarding this world as well as the
Hereafter.*®

A reporter from Edirne commented on the purpose of the new program. The
first period of Sultani, which corresponded to the primary school, focused on the
teaching of forms of worships (ibadat), while the second period (secondary school)
taught the articles of belief (akide).*®” To the reporter, the program did not yield good
results because the teaching of religious beliefs especially in the upper grades did not
satisfy students who were entangled with the modern science in methodical,
experimental and theoretical ways. The subjects of religion were taught but they
could not be proven efficiently by the teachers of religion depending on their

insufficiency in the positive sciences.*®® To obtain good results from religious

44 BOA, MF.TTD, 63/16/6 (25 Subat 1329).

% BOA, MF.TTD, 63/16/16.

9 BOA, MF.TTD, 63/16/17.

7 The translation of the terms are borrowed from Susan L. Douglass and Munir A. Shaikh,
“Defining Islamic Education: Differentiation and Applications,” Current Issues in Comparative

Education 7, no.1 (Teachers College Columbia University: 2004).

48 BOA, MF.TTD, 63/16/56-57 (20 Sefer 1328 : 18 Subat 1325).
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education the subjects of beliefs in Islam needed to be inculcated before the students
were exposed to the natural sciences. Only in that way could the belief of the
students survive and resist the positivist worldview instilled intensely at secondary
school.**

A teacher from Yozgat also articulated that he had taken into consideration
the material gains of all of the orders of Islam. He wanted to extract the worldly side
of religion, which he considered contributed to social and personal problems.*’® As a
result, one of the main goals in the program must be the demonstration of proofs that
Islam was not a hindrance to progress according to the teachers of religion in the
Empire.

The comments of the teachers mostly concentrated on some serious debates
especially within the evaluation of the higher grades. While the teachers of the lower
grades mainly stated overall comments about the hours, methods and subjects, the
teachers of higher grades went further than commenting and criticized the program
and policies. Mehmet Tevfik, at the Kabatas Sultani School, teaching students from
the eighth to twelfth grades, criticized the exaltation of scientific knowledge while
religion was discredited. Believing that not Islam but some hurafat (superstitious
beliefs) in the disguise of religion were the cause of backwardness, he defended
Islam, which was the only protection against the “degeneration” of secularization in
the pious societies.*’! He agreed with the common conviction which emphasized
Islam’s universality, the harmony drawn between the orders of Islam and the modern

sciences. He advised for example, to write about the taharat (cleaning) issue by

49 BOA, MF.TTD, 63/16/58-60 (20 Sefer 1328 : 18 Subat 1325).
1" BOA, MF.TTD, 63/16/44.

Y71 BOA, MF.TTD, 63/16/34.
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presenting the worldly gains with respect to the natural and social sciences in the
textbooks.*"?

A teacher of the Istanbul Sultani School, Mesud, said he found the new
program of Kelam course constructive to strengthen Islamic knowledge of Kelam so
as to “combat against and triumph over the present materialist and naturalist
philosophy,” which led the youth to degeneration.*’”> However, he warned that the
present program of Kelam course left teachers in enormous hardships since the
commission which had been established to form a book had not produced a work. He
proposed the foundation of a new commission, consisting of Ahmet Naim, Ismail
Hakki, Abdiillatif Efendi from the university and some teachers in the Sultani
schools for the goal of making up a new Kelam textbook.*”*

The textbook selection of the Writing and Translation Office concluded its
report on the written samples in 1330: “...since there was no work meeting the
necessary conditions among the submitted textbooks, they were not worthy of
approval; however, until a work appropriate to (our) demands is compiled, ...the
books of Ersed and Ahmet Ziyaettin are counted favorable because they are better
ordered and well-written comparatively.”*”* It is evident that the commission was not

satisfied with the existing textbooks. It would be great to know on what pretexts

some books were returned; however, the archive renders very limited knowledge on

42 BOA, MF.TTD, 63/16/35.

413« bugiinkii felasife, maddiyyun, tabiuyyun ve saire ile pencelesecek ve temin-i galebe edecek bir

hale getirmek...” BOA, MF.TTD, 63/16/39.

474 BOA, MF.TTD, 63/16/39.

473« ulum-u diniye kitaplart arasinda serait-i lazimeyi haiz bir eser meveud olmadigindan sayan-i

kabul olmadiklar: ve ancak matluba muvafik bir kitap telif edilinceye kadar talebeyi istifadeden
mahrum etmemek tizere mevcud asara nispeten takim teskil edilmis, iyi yazilmig olmak itibariyle
Ersed ve Ahmet Ziyaiiddin Efendilerin kitaplarmin mekatibin Muvazzah Malumati Diniye, ve Ameli
IImihal namindaki mezkureye kabiilii miinasip goriilmiistiir.” BOA, MF.MKB, 210/56/1 (1333, M,
27).
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this question. What is clear is that most of the textbooks lost the chance of
publication due to physical conditions such as the complexities of organization of the
subjects and titles inside the book, incomprehensive language use, lack of illustrative
figures, and pictures.

It 1s important to see in what discourses the religious instruction, which
turned into a Constitutional right in 1908, were reproduced within the scientific
modes of thought and practices in daily life. The knowledge of this world (the
secular or scientific point of view) and the other world (the religious indoctrination)
came into conflict through the lines of the primary school textbooks. The clashes and
reconciliation of the two world views and epistemologies will be discussed below
through the multitude of primary school textbooks written by different authors for
different levels. Twenty-nine school textbooks written between 1908 and 1928 for
the course of Malumat-1 Diniye are examined with a contextual analysis to
characterize the state policy on teaching Islam. The textbooks conflict with the
classical texts of Hamidian period which explain religious obligations through merits
and sins in the religious system; in what follows how textbooks following the
Constitutional reform developed a modern discourse which reinterpreted and
formulated the religious duties so that a scientific verification of religious knowledge

was reached will be discussed.

Putting Religious Practices in Modern Forms

The official name of the course according to the curriculum text of 1913 was

Knowledge of Religion, but the textbooks do not have a uniform title. Some common
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titles of textbooks are “Religious Knowledge for Children, Comprehensible
(Muvazzah) Religious Knowledge,” “Practical (4meli) Religious Knowledge” and
“Scientific Religious Knowledge for Students.” These titles transform into “The
Religion Book of the Turkish Child” and “The Religion Book of the Republican
Child” in the last years of the 1920s. Compared to the other social science textbooks,
religious instruction seems to have had no physical attractiveness. Pictures, photos or
illustrations were used rarely. The only textbook that included multitude of pictures
was Asim and Cevad’s “The Religion Book of the Anatolian Youngsters” in which
seventeen pictures were used in thirty-two pages. *’® In terms of page and paragraph
order, most books lack a favorable appearance. One of the authors articulated his
regrets about the quality of textbooks as such:

When I started to print the textbooks, I had to read and go

over the books, of course. The situation was so deplorable

that I wanted to cry. Thousands of books were printed but

each was a copy of the other. Then I pitied this nation. I

understood why education cannot progress and the sons of

the country remain ignorant. *’’

In terms of the narratives in the textbooks, the explication of the subjects was

provided with simple and concrete examples. In parallel, the cover pages of the

books emphasized their best quality as simplicity and clarity, which made the

knowledge of religion compatible with the perception of children by language. The

“*Mehmed Asim and Ahmed Cevad, Anadolu Yavrusunun Din Kitabi (Devre-i Ula Birinci Sene)
(Istanbul: Matbaa-1 Amire, 1332).

17 “Mektep kitaplar: tabina baslar baslamaz tabi bu yolda yazilmug biitiin asart okumak ve tetkik
eylemek icab etti. Bu asar-1 matbuayr okuduk¢a aglayacagim geldi. Binlerce kitap tab edildigi halde
dokuz yiiz doksan yedisi birbirinin kopyast... O vakit bu millete acidim, maarifin nigin terakki
etmedigini evlad-1 vatamn nigin cahil kaldigim anladim.” Tiiccarzade Ibrahim Hilmi, Miisliiman
Cocugun Yeni Ilmihali (Istanbul: Mahmut Bey Matbaasi, 1326) (Kiiciik ¢cocuklara akaidi talim eder.
Tertibi giizel, yazilisi sadedir.)
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language of some books was found “even difficult for a secondary school student to
understand the meanings in a primary school textbook.”*"®

As for the contents of these books, they followed the same circle, starting
with meaning of shahada.*” Tt was followed by the explanation of the obligatory
duties such as ablution (abdest), prayers (namaz), fasting (orug), alms-giving (zekat)
and pilgrimage (hac) in the program. These subjects went parallel to the teaching of
reading the Quran at the elementary level. The curriculum defined the titles of the
subjects, yet it did not go in detail in which perspective the content would be
situated. This left the pedagogical limitation of the subjects to the teachers. For
example, a notification states that the compulsory (farz) duties of ablution or prayers
would be taught only as much as the children are able to understand. On the other
hand, there was another reminder to teachers that the forms of such acts as worships,
prayers, ablution, and fasting should be taught with proper examples from the life of
the Prophet Muhammad. Another warning described how the subjects of religion
would be adapted to female students, for in Islam the forms of worships required
rules different from those of for boys and girls. Thus the program drew a teaching of
Islam on the basic practices and beliefs. The five obligatory duties of Islamic
practice, which are shahada, prayer, fasting, alms-giving and pilgrimage, and the
essentials of Islamic belief, which are the belief in the oneness of God, the belief in
the Prophets and holy books, Angels, the Hereafter and Destiny were taught. It is
understood that the pillars of Islam and Islamic belief made up the main agenda in

primary schooling.

48 “Mekatib-i iptidaiye programlarinda mevcud ilmihallerin manasini idadi talebesi bile anlamakta
miiskiilat ¢eker.” Tiiccarzade Ibrahim Hilmi, Miisliiman Cocugun Yeni Ilmihali, (Istanbul: Mahmut
Bey Matbaasi, 1326) (Kiiciik ¢cocuklara akaidi talim eder. Tertibi giizel, yazilisi sadedir.)

47 Shahada is declaring that one witness there is no other God but Allah; and Muhammed is the
subject and prophet of Allah.
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The real effect the Constitutional regime created is observed in the discourse
of the textbooks. The increase in the number and authorship of religion textbooks
indicates the quest for new textbooks compared to the limited variety of books in the
previous periods. Actually the books in the previous periods had not been different in
the subjects covered, yet the textbooks of the Second Constitutional Period brought
up a new methodological and philosophical perspective. The new knowledge was
based on methodological reason. The Islamic belief and practices were explained
with the help of reasoning instead of memorization. Thus the new knowledge was
conveyed in a sequence of logic. The philosophical insight of the textbooks brought
up and pushed the worry of “the world” in contrary to the worries of Heaven and
Hell in the Hereafter.**’

What is interesting here is that the curriculum of the religion course does not
have any explicit encouragement for teachers for explaining the Islamic belief and
practices with reasoning.*®' Instead, teachers were cautioned to find examples from
religious texts, such as the practices and life of the Prophet. However, the new trend
appeared within the textbooks tackled the question of adapting religion to the
material world more than the Hereafter. On the subject of “believing in the
Hereafter” even, they were told to repeat warnings of “yes, this world is temporary
and not eternal for any human being. Yet every man has to work with his honor as if

he is going to live forever. It is a sin committed against God and one’s soul to sit and

80 The existence of God, the creation of Adam, the prophets in order, necessities of Islamic belief, the
concepts of farz, siinnet, mekruh and miibah in worshipping. The subjects are not held with questions
or reasoning. n.a., Ziikiir Riigdiye Mekatibine Mahsus Birinci lImihal (n.p., 1318)

1 Mekatib-i Iptidaiye Ders Miifredan (istanbul: Matbaa-i Amire, 1329)
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not work and lead a life of pleasure and joy since the world is not eternal... Our
ancestors say a life of eight days require a livelihood of nine days.”**

Ameli Malumat-1 Diniye, written by Hafiz Nuri,” a teacher in a rushdiye
school in Besiktas, described the religion of this world clearly. Meant for the first
grades of primary school in 1916, it revealed the true Islam which regulated life in
this world. Hence, religion’s intervention in the world affairs was underlined:

The Quran commands not lying, obeying one’s parents, helping
the poor, being patriotic, being educated, and being raised as a
true man. There are also all bad actions, such as to betray, to
escape from military service, to be ignorant, to disobey the
parents, not performing prayers, and not fasting.***

The selection and composition of orders indicates the effort to bring the
worldly side of religion to the attention. The Quran was presented as a guide
responding to the social and economic ills of the society. The precepts of the religion
quoted above indicated Islam’s contribution or direct influence with its solutions

against disorder. These precepts made up what religion consisted of and what were to

be demanded by either family or the state. The relevance of these moral attitudes,

82 «Jste bu diinya muvakkattir ve insan hi¢ bir vakit baki degildir. Fakat her insan ebediyen
yasayacakmus gibi calismaga namuskarane yasamaga mecburdur. Diinya baki degilmis diye yan gelip
oturmak zevk- ii sefa stirmek hem nefsine hem Allah’a karsi giinahtir... Atalarimiz sekiz giinliik 6mre
dokuz giinliik nafaka lazimdir derler.” Tiiccarzade Ibrahim Hilmi, Miisliiman Cocugun Yeni Ilmihali
(Istanbul: Mahmut Bey Matbaas1, 1326) (Kiigiik cocuklara akaidi talim eder. Tertibi giizel, yazilist
sadedir.) p. 11.

83 Hafiz Nuri, Ameli Malumat-1 Diniye (Devre-i Ula, Birinci Sene) (Dersaadet: Sirket-i Miirettebiye
Matbaasi, 1332) (Hissiyat-t masumane ile pak ve miinevver olan evlad-1 muhdinin efkar-i
Islamiyelerini tenvir ve takviyeye, meleke ve miimareselerini tesrie ve teshile medar olacak
vazifelerini dahi tertip olunmugtur.)

4 “Kuran’t Kerim’de yalan séylememek, babaya anaya hocaya itaat etmek, fakirlere para vermek,
vatamni sevmek, okumak yazmak, adam olmak gibi ne kadar iyi seyler varsa hepsi yazilidir. Sonra
vatana hiyanet etmek, askerden kagmak, cahil kalmak, anamn babanin séziinii dinlememek, namaz
kilmamak, orug tutmamak gibi ne kadar fena seyler varsa hepsi yine yazilidir.” Hafiz Nuri, Ameli
Malumat-1 Diniye (Devre-i Ula, Birinci Sene) (Dersaadet: Sirket-i Miirettebiye Matbaasi, 1332)
(Hissiyat-1 masumane ile pak ve miinevver olan evlad-1 muhdinin efkar-1 Islamiyelerini tenvir ve
takviyeye, meleke ve miimareselerini tesrie ve teshile medar olacak vazifelerini dahi tertip
olunmugtur.) p. 20.
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such as loving the homeland, obeying one’s parents and state to the world affairs was
already evident. This effort of indicating religion in cooperation with profane values
and realities went beyond some evident cases in the textbooks.

Treating the sacred book as a source of solutions for worldly affairs goes
hand in hand with a discourse that relied on science to legitimize the five principal
orders of Islam. To convince students of the necessity of these religious duties in the
twentieth century, a worldly perspective was developed with scientific truths which
showed how these forms of worship served this world. The practice of religion was
brought to the attention of children and the links of this world with the religious
system were established upon worships (ibadat) of ablution, prayers, fasting, alms-
giving and pilgrimage, which are the five basic orders of Islam, taught in the
elementary school.

This gives the idea that the modern world view especially was produced as a
result of the pedagogical reproduction of religious values. The pedagogical method
of teaching abstract things with concrete examples led the new discourse in religious
instruction. The spirituality in the religious system was made visible with respects to
its benefits for the material world. The discourse that converted the religious
practices into worldly benefits served to make the religious system understandable

and useful in the mind of the child.

Sanitation and Physical Education

Ablution, which requires the cleaning of the hands, mouth, nose, face, arms
and feet, is the first step in beginning the practice of worship in Islam. It is a must in

the preparation for prayers. Hence this necessity of washing hands and body was

163



seen as representation of hygiene in Islam, which went prior than the discovery of
microscope and microbes. Comprehensible Religious Knowledge described ablution
as the best weapon against illnesses. Reforming ablutions five times a day yielded

powerful and healthy bodies.*®* Islam gave life since it ensured sanitation: “Luckily,

I am Muslim and there is ablution.””*%

Ablution ensured sanitation, and the prayers following it refreshed the body
as it helped the digestive system. Different authors presented the subjects of ablution
and prayer within a discourse which was supposedly thought to be convincing due to
the scientific explanation. The students in the first decade of the twentieth century
were introduced to a new point of view as follow:

Prayers (namaz) has lots of benefits for our body as well as its
profits in the Hereafter... The first prayer (morning) activates the
body which has slept throughout the night. It gives strength and
agility to us... The children who perform the first prayer can
understand their classes better. Such students always achieve the
first rank in the classroom. The second (midday), third
(afternoon) and fourth (evening) prayers refresh our bodies; the
ablution cleans hands, faces and feet. It gives coolness to our
body. The fourth prayer whets our appetite. The last prayer (late
evening) helps us digest our meal. Prayers serve the progress of
man both spiritually and materially. The prayers make us think
God. %87 someone contemplates God, he remembers his sins and
faults.

85 Muallim Ersed, Muvazzah Malumat-i Diniye (istanbul: n.p., 1333) (Maarif-i Unumiye Nezaret-i
Celilesince tanzim olunan son miifredat programina tevfikan tertip edilmis ve nezaret megarileyh
tarafindan bilciimle mekatib-i iptidaiyede tedris edilmek iizere kabul buyrulmustur. Mekatib-i
iptidaiyenin birinci sunif talebesine mahsustur.) p. 18; The book consists of 32 pages since it is written
for the first grades. The language and narration is simple and clear in parallel to the standards put by
the Copyright and Translation Office. Some titles from the book are as follows: Being a Muslim, the
Quran, ablution, prayers, fasting, almsgiving, pilgrimage, the greatness of Islam. The book uses Tanr1
for Allah throughout. For use of “Tanr1” similarly. Kiireli Ahmet Ziyaettin, Malumat-1 Diniye
(Dérdiincii Kisim) (Istanbul: Matbaa-i Sems, 1333), p. 8.

486 «Neyse ki ben bir miislimanim ve miislimanlikta abdest var.” Hafiz Ersed, Malumat-1 Diniye

(Devre-i Mutavassita, ikinci Sene) (Dersaadet: Kanaat Matbaasi, 1338), p. 2.

W “Namaz bir emr-i dini olmakla beraber viicud igin de bir riyazettir. Sabah namazi geceleyin

yatakta uyuyan viicudumuzu harekete getirir. Bize kuvvet ve ¢eviklik verir... Sabah namazim kildiktan
sonra ¢alisan ¢cocuklarn zihnine ders daha iyi girer. Boyle cocuklar sinifta daima birinci ¢ikar. Ogle,
ikindi ve aksam namazlar: yorulan viicudumuzu tashih eder. Bu namazlar esnasinda alinan abdestler
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Another point about prayers focused on the movements of body while praying. As
clearly stated by Ersed, “prayers are at the same time physical education.”*** In
Nuri’s text, the benefits of prayer are illustrated more concretely with the

movements of body, step by step:

The benefits of the five prayers for our body and life are too
many to appreciate properly. What a good exercise is standing
while performing prayers! ...How useful is bending for the
waist which holds all our power! While putting your face on the
floor, your waist, thighs, knees, feet, hands, arms, elbows,
shoulders and fingers open and close widely. The blood
circulates better... Our stomach easily refines the food we have
consumed... The sports, which are to strengthen human power,
are in no way able to give us these benefits of prayers. **’

el ayak ve yiizlerimizi temizler, bedenimize serinlik verir. Aksam namazi istahumizt agar, yatsi namazi
yvedigimiz yemegi hazmettirir. Namaz insamin maddi ve manevi tekamiiliine hizmet eder, her namazin
sonunda dua eder. Bu duada Allah’t diisiiniir. Allah’1 diisiindiikce kendi hatalarin giinahlarin
hatirlar.” Tiiccarzade Ibrahim Hilmi, Miisliiman Cocugun Yeni Ilmihali (Istanbul: Mahmut Bey
Matbaasi, 1326) (Kiigiik ¢ocuklara akaidi talim eder. Tertibi giizel, yazilisi sadedir. ), p. 13-17; Nazim
[i¢sel], Ameli Malumat-1 Diniye (Istanbul: Kiitiiphane-i Islam ve Askeri, 1335) (Ziikur ve inas
mekatib-i sultaniyenin beginci ve mekatib-i iptidaiyenin altinci senelerinde tedris olunmak tizere
maarif nezareti tarafindan kabul edilmistir. Devre-i Aliye, Ikinci Sene ), p. 7.

8 “Namaz aymi zamanda bir terbiye-i bedeniyedir.” Muallim Ersed, Muvazzah Malumat-1 Diniye
(Istanbul, n.p., 1333) (Maarif-i Unumiye Nezareti Celilesince tanzim olunan son miifredat
programina tevfikan tertip edilmis ve nezaret mesarileyh tarafindan bilciimle mekatib-i iptidaiyede
tedris edilmek tizere kabul buyrulmugtur. Mekatib-i iptidaiyenin birinci sunif talebesine mahsustur),
Tiiccarzade Tbrahim Hilmi, Miisliiman Cocugun Yeni Ilmihali (Istanbul: Mahmut Bey Matbaasi, 1326)
(Kiigiik cocuklara akaidi talim eder. Tertibi giizel, yazilisi sadedir. ), p. 13-17; Nazim [l¢sel], Ameli
Malumat-1 Diniye (Istanbul: Kiitiiphane-i Islam ve Askeri, 1335) (Ziikur ve inas mekatib-i sultaniyenin
besinci ve mekatib-i iptidaiyenin altinci senelerinde tedris olunmak iizere Maarif Nezareti tarafindan
kabul edilmistir. Devre-i Aliye, Ikinci Sene), p. 21.

9 “Namaz kalmanin viicuda yasayigimiza olan faideleri de layik-1 vechiyle anlasilamayacak derecede
¢oktur. Namazda ayakta durmak bastan asagi viicudu ne iyi bir yoklamadir... Namazda egilmek
insann biitiin kuvvetini saklayan bel i¢cin ne giizel bir harekettir! Namazda yiiziinii yere koymak: bel,
kalca diz ayak, el kol dirsek, omuz parmak kendilerini kamilen acar kapar; onlara yenilik kuvvet verir.
Kamimiz daha iyi oynamaga baslar. Yediklerimizi midemiz daha kolaylikla aritir... Namazin
viicudumuza verdigi faideleri hi¢bir kuvvet oyunu veremez.” Hafiz Nuri, Ameli Malumat-1 Diniye
(Dersaadet: Sirket-i Miirettebiye Matbaasi, 1332) (Hissiyat-t masumane ile pak ve miinevver olan
evlad-1 muhdinin efkar-1 Islamiyelerini tenvir ve takviyeye, meleke ve miimareselerini tesrie ve teshile
medar olacak vazifelerini dahi tertip olunmusgtur. ), pp. 25-26.
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Prayer, as one form of worship in Islam, was introduced to the readers in a modern
context. The revival of physical education in the nineteenth century, which became a
crucial part of the modern pedagogy, found its religious counterpart in the worship
physically performed.*”® The connection set up between the performance of prayers
and gymnastics indicated a trial of adapting one to the other: Islam and modern
science. The point of view which suggested the conformity with modern science was
sometimes accompanied by a language of challenge. The statement above that “the
sports which are to strengthen human power are in no way able to give us these
benefits of prayers,” conveys a conviction of the superiority of Islam over modern
science. !

The general tendency of the textbook authors who explained the merits of
Islamic practices to the modern life and its contribution to the individual, society and
stated through terms such as hygiene, gymnastic, dieting, fraternity and social policy
is not followed in the book of Egribozi,** published in 1913. He did not need to
explain and illustrate religion for psychological, sociological and economic
perspectives. The religious context of punishment, reward, different degrees of

obligations (farz, sunnet, vacip) dominated the narration and without emphasis on

0 Yigit Akin, “Giirbiiz ve Yavuz Evlatlar”: Erken Cumhuriyet 'te Beden Terbiyesi ve Spor (istanbul:
Tletisim, 2004), p. 103.

O “Namazin viicudumuza verdigi faideleri hi¢bir kuvvet oyunu veremez.” Hafiz Nuri, Ameli
Malumat-1 Diniye (Dersaadet: Sirket-i Miirettebiye Matbaasi, 1332) (Hissiyat-1 masumane ile pak ve
miinevver olan evlad-i muhdinin efkar-i1 Islamiyelerini tenvir ve takviyeye, meleke ve miimareselerini
tesrie ve teshile medar olacak vazifelerini dahi tertip olunmusgtur. ), p. 25-26.

2 Although the author put some remarks on the necessity of a new interpretation of religion in the
present day, he prefers not to conform to modern discourse of presenting religion. Egribozi Ali Irfan,
Malumat-1 Diniye, Birinci Kisim (Istanbul: Sirket-i Miirettebiye Matbaas1, 1329) (Maarif Nezaretinin
en son progranina tevfikan gayet agik ve sade bir lisan ile muharrer olup nuristekan?-1 vatana hayat-
1 diniyelerini talim eyler.) The introductory note states that it is written in a clear and purified
language. The contents comprise such titles: The existence of God, His Greatness, His Prophets, His
Orders, Orders of Prophet Muhammad, Prayers. There was no note about which grade it was written
for. Yet, the number of pages was limited to 40, and it is understood that it was intended for the first
grades of elementary school.
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illustrating these subjects within reason. Contrary to the science and reason based
discourse, he emphasized the contribution of prayer to the human psyche, which was
educated through keeping people away from arrogance and pride. He was more wary
about using some more practical and secular benefits of worships in his teaching of

the religious subjects.

Except for Egribozi’s classical view, the overwhelming tendency of the
textbooks in the Second Constitutional Period proposed an Islam approved by what
modern science had discovered; however, this relationship was founded upon
religion’s validity and sufficiency to the modern, not upon an inferior provision. The
scientific discourse used in explaining the worship, which was theoretically
performed to gain the consent of God in the classical discourse of Islamic teaching
show the effort of “justification” of religion relying on its worldly part that appealed
to human reason. This is, in a sense, a defense of religion against the discredit of
beliefs which was articulated more openly by some intellectuals affiliated with the
radical Westernist block in the Second Constitutional period. Although one of the
probable results of this scientification of religious knowledge could be the
secularization of religion, this seems not exactly to have been the intention of the
authors since they admonished the students that worship was only made for God, just

after these benefit (faide)-reason (hikmet) considerations.
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Dieting

Nazim’s textbook Ameli Malumat-1 Diniye®® 1917 dated drew the same line
of scientification regarding fasting. The textbook, written for the upper grades of
primary school, adapted the modern point of view on religion, though only partly.
Fasting for one month was recounted as a parallel to dieting as a medical application
to the body: “there is a benefit of fasting in respect to the protection of health. It is a
kind of diet that gives power to the stomach and intestine. It removes many

29494

illnesses. Fasting was mentioned similarly in earlier book by the same author:

“Fasting is very meritorious, yet it has also benefits. First of all, it is proper for the
health to keep the stomach empty once a year.”*”

Nuri presented fasting directly with its worldly connotation in his choice of
title: “Fast for being healthy!” (Sthhat igin orug tutun! ), which directly related the

worship to the worldly result it rendered. He continued to illustrate the issue,

elaborating on the human anatomy and fasting as follows:

93 Nazim [i¢sel], Ameli Malumat-1 Diniye (Iptidai, Altinc1 Sene) ([Istanbul], Kiitiiphane-i islam ve
Askeri, 1335). (Ziikur ve inas mekatib-i sultaniyenin besinci ve mekatib-i iptidaiyenin altinct
senelerinde tedris olunmak iizere maarif nezareti tarafindan kabul edilmistir. Devre-i Aliye, Ikinci
Sene)

Y% “Orucun muhafaza-i sithhat nokta-i nazarinda faidesi vardur: Bir nevi perhizdir ki viicuda, mideye,
bagiwrsaklara kuvvet verir. Bircok emrazi def eder.” Nazim [i¢sel], Ameli Malumat-1 Diniye
([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333) (En son programa gore tertip edilmistir. Devre-i
Aliye, Birinci Sene. Ziikiir ve inas mekatib-i sultaniyenin beginci senesiyle mekatib-i iptidaiyenin
devre-i aliye birinci senesinde tedris olunmak tizere Maarif Nezareti tarafindan kabul edilmistir.)

93 “Oru¢ tutmanin sevabu biiyiiktiir. Bununla beraber faidesi ¢oktur. Evvela senede bir defa karni bos
tutmak hifz-1 sthhaya pek muvafiktir.” Tiiccarzade Ibrahim Hilmi, Miisliiman Cocugun Yeni Ilmihali
(Istanbul: Mahmut Bey Matbaasi, 1326), p.1 8.
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As prayers make our outer body rest, fasting makes the inner

body rest and refresh. It cleans our digestive organs. It makes us

fit, strong and agile.*”
The reproduction of religious knowledge with scientific terms reverberated
throughout Ersed’s textbook in the same approach: “One who fasts carries out what
God orders him to do and makes a useful diet. It treats him if he is sick. If not, his
body and stomach find strength.””*"’

A contradictory point of view was again observed in Egribozi’s book, which
viewed fasting in the classical discourse. His presentation indicated the contrast
between the old and new perspectives and it showed the novelty of the new tendency.
Fasting was approached with its benefits; however, these benefits would take the
person closer to the other world rather than this world:

...not eating and drinking are characteristics of angels. For this
reason, fasting puts human beings closer to the state of angels. It
purifies man, pacifies him, makes him more compassionate; makes
him contemplate the Hereafter rather than the world. It calms the

worldly ambition and greed; it decreases the interest in worldly
affairs. It makes man approach God and keep away from the devil.**®

6 “Namaz viicudumuzun disim dinlendirip ferahlandirdigi gibi orug da viicudumuzun icini

dinlendiriyor, ferahlandirtyor. Hazim aletlerimizi temizler. Orug bizi saglam kuvvetli ve ¢evik bir hale
koyar.” Hafiz Nuri, Ameli Malumat-1 Diniye (Dersaadet: Sirket-i Miirettebiye Matbaasi, 1332)
(Hissiyat-1 masumane ile pak ve miinevver olan evlad-1 muhdinin efkar-1 Islamiyelerini tenvir ve
takviyeye, meleke ve miimareselerini tesrie ve teshile medar olacak vazifelerini dahi tertip
olunmugtur.), p. 29.

Y7 “Orug tutan kimse hem Hak Teali Hazretlerinin emr-i serifini yerine getirmis olur, hem de giizel
bir perhiz yapmus olur, hastaligi varsa sifa bulur, yoksa viicudu midesi kuvvet bulur.” Muallim Ersed,
Muvazzah Malumat-i Diniye (Istanbul: n.p., 1333) (Maarif-i Umumiye Nezareti Celilesince tanzim
olunan son miifredat programina tevfikan tertip edilmis ve nezaret mesarileyh tarafindan bilciimle
mekatib-i iptidaiyede tedris edilmek iizere kabul buyrulmustur. Mekatib-i iptidaiyenin birinci sinif
talebesine mahsustur.), p. 24; Muallim Ersed, Muvazzah Malumat-1 Diniye (istanbul: n.p., 1334);
Hafiz Ersed, Malumat-i1 Diniye, (Devre-i Aliye, Birinci Sene) (Dersaadet: Kanaat, 1338), p. 3.

8 <« yememek ve icmemek meleklerin sifatidir. Bunun icin orug¢ insanit melek haline yakin
bir hale koyar. Insan: yumusatir, sakinlestirir, merhametli kilar. Diinyadan ziyade ahireti
diigtindiiriir. Tamah ve hirst teskin eder, diinya hevesini azaltir. Allah’a yakinlagtirir,
seytandan uzaklastirir.” Egribozi Ali Irfan, Malumat-1 Diniye, Birinci Kisim (Istanbul: Sirket-
i Miirettebiye Matbaasi, 1329) (Maarif Nezaretinin en son programina tevfikan gayet agik ve
sade bir lisan ile muharrer olup nuristekan?-1 vatana hayat-i diniyelerini talim eyler.), p. 21.
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The point of view in Egribozi’s text did not envisage a point that could indicate the
use or return of religion in the practical life. The old perspective in his teaching Islam
was blamed as the “wrong” religion which removed the love of the world and
implanted the notion of the other world as one reality, to the opinions of Religious
Knowledge teachers in the archive reports. As stated above, most intellectuals and
educators of the period, both in periodicals and textbooks pointed out the methods
not to calm but to arouse worldly ambition and greed as the goal of the new insight
of religion. The fact that Egribozi’s book was approved by the ministry demonstrates
that a strict unification policy was absent regarding the construction of the school

knowledge through textbooks in this period.

Distribution of Wealth

The alms-giving requisite was interpreted and presented as means of
providing the social justice in society.*”” The concept of equality was treated
attentively between the liberal philosophy and religious obligations:

God has given the blessing to His subjects equally. In reality
men are equal in their nature, yet in terms of their livelihood
they differ. If everyone were equal by property and richness,
then working would lose its meaning. For this reason, the rich
need the work of the poor and the poor the help of the rich. The
poor need to work for a living, as the rich have to think about
the hardships of life for the poor and they have to give the alms
of their properties both because of a religious obligation and as
a humanitarian necessity.”"’

9 Tiiccarzade Ibrahim Hilmi, Miisliiman Cocugun Yeni [lmihali (istanbul: Mahmut Bey Matbaas,
1326) (Kiigiik ¢ocuklara akaidi talim eder. Tertibi giizel, yazilist sadedir. ), p. 19.

90 «“riak Teali kullarina nimeti miitesaviyen ihsan etmistir. Vakia insanlar fitren miisavidir; fakat
maisetce aralarinda fark vardir. Eger herkes mal ve servet cihetiyle ayni seviyede olsa, ¢calismak
kanununa halel gelir. Bunun i¢indir ki zenginler fukaranin say ve gayretine fukara da zenginlerin
muavenetine muhta¢ bulunurlar. Fukaramn gecinmek icin ¢calismaya mecburiyetleri oldugu gibi
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Another author called for becoming rich in order to give alms by attracting the
attention to the backwardness and poverty of Muslims. The two were given as two
ills of the society. Ersed placed the benefits of the country, the national wealth and
the consent of God in the same line:

I like helping the poor. I will try to be rich for this reason. I will

gain the consent of God by helping the poor through alms-

giving, donating the useful foundations of my nation and the

homeland after becoming rich.’”!

O! How nice is our religion! It does not ignore the poor. It pities

the poor...Thank God, we are Muslim. We will work and
become rich. We will help the poor and make the poor kids

happy.
Egribozi, who restrained explaining and presenting worship on a worldly
base, drew a parallel discourse with the above-mentioned modern presentation of
alms-giving. For alms-giving, he introduced a more secular discourse, which
combined alms-giving with its social results: “...no one dies of hunger, poverty and

begging disappears.”*

zenginlerin de kendilerine her seyi hazirlayan fukaramn mesakkatli hayatlarini diigiinmeleri ve nail
olduklar: nimetin siikriinii eda i¢in onlara mallarimin zekatimi vermeleri dinen ve insaniyeten
elzemdir.” Nazim [I¢sel], Ameli Malumat-1 Diniye, Kitab-1 Hac Zekat ([istanbul]: Matbaa-i Hayriye
ve Strekasi, 1331) (Son programa gore tertip edilip mekatib-i iptidaiye simflarinda tedris edilmek
tizere Maarif Nezaretince kabul edilen ulum-u diniye kiilliyatinin sultani sekizinci simiflarina mahsus
kismudir.), p. 79.

OV «“Ben fakirlere zavallilara yardim etmeyi severim. Bunun i¢in de zengin olmaya ¢alisacagim.
Zengin olunca da zekat vermek, vatana ve millete faideli olan yerlere iane etmek ile Hak Teali
Hazretlerinin rizasint kazanacagim.” Muallim Ersed, Muvazzah Malumat-1 Diniye (istanbul: n.p.,
1333) (Maarif-i Umumiye Nezareti Celilesince tanzim olunan son miifredat programina tevfikan tertip
edilmis ve nezaret mesarileyh tarafindan bilciimle mekatib-i iptidaiyede tedris edilmek iizere kabul
buyrulmugtur. Mekatib-i iptidaiyenin birinci sinif talebesine mahsustur.), p. 30.

92 Kiireli Ahmet Ziyaettin, Malumat-1 Diniye (Devre-i Ula, Birinci Smifa) (istanbul: Sirket-i
Miirettebiye, 1333), p. 38.

03« Kimse aglik ¢cekmez, dilencilik ortadan kalkar, kimse acindan élmez...” Egribozi Ali irfan,
Malumat-1 Diniye, Birinci Kisim (Istanbul: Sirket-i Miirettebiye Matbaas1, 1329) (Maarif Nezaretinin
en son programina tevfikan gayet agik ve sade bir lisan ile muharrer olup nuristekan?-1 vatana hayat-
t diniyelerini talim eyler.), p. 24
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The Journey to Muslim Unity

Almsgiving and pilgrimage complemented the benefits of worships to the
society and state. According to Egribozi, pilgrimage was to be counted as a rehearsal
of the day of the Hereafter since everybody became equal by dressing up in the same
way without considering their worldly poverty or wealth. Thus no one could have a
cause for superiority or self-esteem: “Everyone comes closer to God, he is forgiven
and they are strengthened religiously.”** Pilgrimage is pointed out with its spiritual
gains; its worldly side is not focused.

However, Ersed’s and Igsel’s textbooks counted pilgrimage in its political
and social aspects. In addition to the concepts of equality and union of Islam, the
personal benefit of pilgrimage was enjoying a journey which enabled Muslims to see
different lands and people.

Pilgrimage is an important means of Islamic union. It gathers
people of far geographies who are unaware of each other’s
situation at the same point. It strengthens the love and ties
among them and it enabled them to unify their political and
social interests. It makes the power of Islam and Ottomans
constant. The greatest reason of pilgrimage aims at this goal.”*

Hafiz Ersed’s textbook focused on the equalizing function of pilgrimage. While the

equality and fraternity terms were corresponded to religious concepts, nationalism

9% “Herkes Allah’a yakinlik peyda eder. Suclart bagiglanir, dini kuvvet bulur.” Tbid., p.23.

5 “Hac ittihad-1 Islam in mithim bir vasitasidir. Birbirinden uzak, birbirinin ahvalinden bihaber ehl-i
Islami bir noktada cem ile beyinlerindeki revabet? muhabbeti teeyyide ve onlarin ictimai ve siyasi
menfaatlerini tevhide medar kavi olur. Su suretle sevket-i Islamiye ve Osmaniyenin payidar olmasini
temin eyler. Haccin en biiyiik hikmeti bu gayeye matufdur. Nazim [I¢sel], Ameli Malumat-1 Diniye
Kitab-1 Hac Zekat ([Istanbul]: Matbaa-i Hayriye ve Siirekas1, 1331) (Son programa gore tertip edilip
mekatib-i iptidaiye simflarinda tedris edilmek iizere maarif nezaretince kabul edilen ulum-u diniye
kiilliyatimin sultani sekizinci simiflarina mahsus kisnudir.), p. 13.
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was blamed as a modern ill and Islam once again was presented as cure for it.
Pilgrimage tells people that gender and ethnicities are of no value and Muslims are

brothers to each other.>%

A High School Textbook

An examination of the textbooks of upper schooling yields more
complementary results regarding how religious knowledge was imposed with
scientific truths. Dini Dersler” was taken as a reference book for it was
recommended for all levels of schools and the medrasas by the Ministry of
Education. By its difficult language and the number of the pages, the textbook can be
considered to have been a high school text. Worshipping and being grateful to God
was presented as rational by referring to the reason and conscience of man: “For this
reason, we state that worshipping is a duty of ration and conscience. When we ask
our wisdom and conscience, we understand worshipping God is a duty of human
beings.”” According to him, the fact that worshipping was compatible to human
nature and psychology confirmed this case.”® The emphasis on human reason and
psychology helped to base the divine knowledge in the scientific terms.

The author, though mentioning the relation between the world and religion

did create a direct bridge between two. He counted the justification of religion with

%Hafiz Ersed, Malumat-1 Diniye (Devre-i Aliye, Ikinci Sene) (Dersaadet: Kanaat Matbaasi, 1338), p.
35.

397 Aksekili Ahmed Hamdi, Dini Dersler (istanbul: Amedi Matbaasi, 1339-1342).

8 < plal ve viedammiza miiracaat edince insanlarin ilahina karsi ibadet etmesinin bir vazife oldugunu
anlariz.” Ibid., p. 17.

9 bid., p. 18-21.
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science as a threat and opposed it in his emphasis upon the principle that
worshipping could only be performed for God’s consent, not for a worldly benefit.
This is to say that worship was not done for the reason (hikmet) or benefit/return
(maslahat) behind it. They were orders that came with revelation:

Yes, the spirit and sincerity in worshipping is only reached if it is

done as God’s order rather than regarding its reason. Yet, this does

not mean that there is no reason or return in worshipping. One

should not be unaware of the reason behind the religious

legislation. For this reason, some parts of the religion course

program include the orders of Islam and the reason and sociological

returns in it.”'’

Besides his wariness to the secularly justified religion, he disapproved of
ignoring the reasoning in God’s orders. The book focused on the relation of the
world and religion, especially on its sociological side properly with the political
context of the 1920s. Performing worship all together aroused feelings of solidarity
and wiped out the social ills and evils which helped order and security to be
implemented in society. “Even in ablution, which could be seen as a particular action
at the beginning of praying, there are social benefits”.”'" Ablution was presented as a
purifier of materialism before performing prayers. After proposing ablution in such a
reason-return perspective, he once again admonished his readers to have restraint

against the threats of secularization of the religious knowledge: “...we perform our

prayers since it is a religious duty for us; no matter whether there is a reason,

10 «“Eyet, ibadette ihlas, ibadette ruh onu bir hikmet ve bir maslahat miilahazasiyla degil; ancak emir
olundugu icin yapmaktir. Fakat, bu ibadette bir hikmet ve maslahat yoktur manasini istilzam
etmediginden yapacagimizi, ibadetin hikmet-i tegriinden gafil olmamak lazimdir. Iste bunun icindir ki
dini derslerin bir kismi Islam icin bilinmesi elzem olan ibadeti ve bilhassa onlardaki hikmet-i tegriiye
ve mesalih-i igtimaiyeyi de ihtiva etmektedir.” 1bid., Introduction.

S <Ry itibarla bidayetten bir ibadet-i mahsusa gibi goriilen abdestte bile i¢timai menfaatler
mevcuttur.” 1bid., p. 40.
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spiritual or material return, an instant or a long run interest or not ... We do not think

about it. And we ought not to.”"?

In addition to the consolidating power of religion, Islamic beliefs and
practices supported the individual lives with their practical benefits in modern times.
The author illustrated the relation between microbes and ablution practice directly.

Gentlemen! Ablution, which is essential for bringing men close
to God, promises also plenty of earthly and corporeal benefits.
It 1s of vital importance regarding physical cleanliness.
Especially after the discovery of the little animals called as
microbes, the significance of ablution has begun to be
understood more. Before, only Muslims appreciated its
importance; now the sensible non-Muslims, too, begin to
appreciate it. Yes, we now know and hear that many illnesses
are spread with these little creatures...A pious Muslim cleans his
hands, which are exposed to microbes the most, through
obeying the order of God, five times a day, properly.’"?

As noted above in the examination of the elementary school textbooks, the
reconciliation between Islam and modern science was turned into a discourse
challenging the secular knowledge. The relation he constructed between alms-giving
and social welfare exhibits the claim of superiority of revelation over the knowledge
acquired through induction:

We know certainly that there is and cannot be a law as essential
as alms-giving, a compulsory donation imposed on the rich, in

312 By nokta-i nazardan biz de namazi bir vazife-i diniye olmak iizere kilariz; bunda bir hikmet bir
maslahat, bir menfaat-1 maneviye ve maddiye, bir faide-i muacele ve mevicle olsun olmasin? orasini
hi¢ diigiinmeyiz. Ve diigiimmemek iktiza eder.” Aksekili Ahmed Hamdi, Dini Dersler (istanbul: Amedi
Matbaasi, 1339-1342), p. 89.

3B “Eendiler, haddi zatinda insant Allah tna dogru yaklastirict bir ibadet olan abdest ayni zamanda
maddi ve cismani pek ¢ok faideleri de mezmundur. Nezafet-i cismaniye noktasindan da pek biiyiik
ehemmiyeti vardir. Hele mikrop denilen hayvanciklarin kegfinden sonra abdestin ehemmiyeti daha
ziyade anlasiimaya baslamistir. Evvelce bunun ehemmiyetini yalniz Miisliimanlar takdir eder iken
bugiin akli basinda olan Frenkler de takdir etmeye baslaniglardir. Evet, hepimiz biliyoruz, isitiyoruz
ki bir¢ok hastaliklar mikrop denilen hayvanlar vasitasiyla olur, pislikten husule gelir... Halbuki,
dinine riayetkar olan bir Miisliiman Allah in emrini yerine getirmek maksadiyla giinde bes defa
abdest almakla en ziyade mikroplara maruz bulunan ellerini giizelce temizlemis olur.” Tbid., p. 40.
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wiping out the social discontent, misery and improving the
situation in society.”"*

According to the author modernity committed a crime against humanity. Another
statement making a criticism on modern economy has presented in the follwoing
idiomatic expressions: “Who cares about the starvation of others after I have had
full” and “You work and take pains; and I rest.”"> According to him, these thoughts
were some of the sentences summarizing the spirit of the modern economy, and they
were detrimental to the harmony and order of humanity since they had extinguished
the existing system, which had organized the obligations of people to each other.’'
His book resembles to the formation of civics textbooks after explaining the
religious subject with such a point of view. He adapted the civics subjects to an
Islamic point of view, creating a discourse vis-a-vis the discourse purged in the
civics curriculum. The “duty” which was the key point in civics was described within
religious morals: “Duty is to do the good ordered to be practiced by the religion and
custom.”'” This definition contradicted the new discourse produced upon the “law”
in civics education. The relations between individuals and the state are designed
within religious patterns. The religious duties extended into doing military service,

training, guarding and ensuring solidarity. The “biggest sin” was taught as escaping

1% “Biz katiyetle biliriz kil Heyet-i ictimaiyyedeki hosnutsuzluklari, bedbahtigi izale ve cemiyetin
senini? islah icin Islam tn mecburi bir muavenet olmak iizere erbabi servete farz kildigi “zekat” kadar
esasl bir kanun yoktur, olamaz da!” Tbid., p. 162.

313 “Ben tok olduktan sonra baskalarinin achgindan banane!” “Sen ¢alis, zahmet ¢ek, ben istirahat
edeyim”.

318 Ibid., p.162.
S «“Vazife seriat ve orfiin ifasinm emreyledigi haywrdir.” Tbid., p.224.
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from these militaristic duties.’'® This last phase of the book can be regarded as the
first reflection of militarism in the religious textbooks.

The emphasis on state duties in the disguise of religion was not a
characteristic of the Unionist period. The duty of military service and tax were
separately titled. In addition, the issues such as the right of freedom, property and
equality principle also were taught in parallel to the state authority. Islam was
tailored so as to fit with the “necessities of the present age.” The modernist view was
seemingly inherited from the Unionist period, which first confronted the conflict
between science and religion. The conflict was aggravated with by secular nationalist

policies in the 1920s.

The Peasants’ Book of Religion

The content and language of the Friday sermons delivered to the public
constituted one of basic discussions among Muslim intellectuals in journals such as
Sebiliirresad. The discussion was first of all about the language of the sermon which
were given in Arabic to Turkish audiences and served for no political and social use.
The use of the vernacular language in preaching seems to have been supported by
most of the intellectuals.’'® Another discussion on the sermons was related to their
content, which generally included subjects about the Hereafter by trivializing the
value of the material world. The discussions in the journals point out the necessity of

subjects relevant to the problems of Muslims in political and social terms, such as the

318 Tbid., p.242.

5.1'9 Recai Dogan, “Cumhuriyet Dénemi Oncesinde Yaygin Din Egitimi A¢isindan Hutbeler,” Ankara
Universitesi llahiyat Fakiiltesi Dergisi 39/0 (n.d).,: 491-533, p. 512.

177



reasons for the backwardness of society and the integration to the constitutional
regime.”*® One of the most common sermons prepared by the Committee for Union
and Progress revolved around a basic message raising awareness about worldly
matters. Islam was presented as a sufficient religion for progress and happiness. The
economic ways of unity were exemplified with the opening of factories through
cooperation.”?' Some other titles indoctrinated some political concepts within
religious terms such as equality, fraternity, justice, liberty, and patriotism.

The Peasants’ Book of Religion (K&ylii IImihali) described a book explaining
the essentials of Islamic belief. The book written for peasants in 1922 (1338,) was
authored by Vahit, whom it is not known whether he was affiliated with the CUP or
not. Yet, it is important to ascertain to what extent parallel lines can be observed
between the textbooks of the modern schooling and a book written for adults in rural
areas. Villages were considered areas of uncivilized population necessitating special
treatment and approach in terms of education policies in the Unionist period. The
enlightenment or modernization of villagers continued to be considered a special
issue that culminated in the Republican years as a systematic policy on the villages.
The book was a written document of preaching as far as can be understood from the
expressions and addresses.

It adapted the hikmet (reason) point of view in the textbooks examined above.
The peasants’ religion book introduced the belief of God grounded in reasonable

conclusions. The conflict between the practical result of believing in Islam and

320 1bid., p. 512.

32! Mevaiz-i Diniye, Birinci Kisim (Istanbul: [Osmanli ITC Sehzadebasi Klubii Heyet-I Ilmiyesi
Tarafindan nesredilmistir.], 1328), p. 14.
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theoretical results were pointed out and it was emphasized that Islam had not
initiated underdevelopment. Practicing Islam truly was believed to bring progress:

Now if you are not offended, I will explain the reason for our
ignorance living as a Muslim. If we had been deservedly
Muslim, we wouldn’t have been in such a situation. Thank God,
we are Muslim but to be honest, we don’t know how to live
Islam. If you ask why, because Islam wants cleanliness, yet we
are dirty... it wants diligence, we are lazy. It wants health and
power, yet we are rotten (sick).’?

We do not like other nations, but I wonder which nation could
admire us? If you say science, there is no science, say arts, no
arts, say righteousness, no righteousness. No morality, no
justice...and we are better than all, ha? We are deceiving
ourselves, gentlemen.’>’

O subjects of God! Isn’t this much absent-mindedness enough?

Isn’t this much poverty enough? Let’s, for God’s sake, go to

work! Let’s not stop, never stop!! We are not in an age of

stopping and disregarding. The world is turning. Everybody is

struggling for his own interest. Never get back. Do not let

yourself insulted and your religion blamed.***
While encouraging success in the world, on the other hand, he warned that religion
should not be discarded for the sake of worldly affairs. He said that Europe and

America, which were so much developed in the material world, had not given up

their religions. He had two points about developed countries. First, they had not

322 “Simdi siz darilmazsamz ben divecegim ki: Bunun sebebi hep bizim miislimanca yasamag
bilmeyisimizdir. Eger biz bunu layikiyla bilmis olsa idik boyle olmazdik, bu hale gelmezdik.
Hamdolsun biz Miisliimaniz ama ne yalan séyleyelim ki miisliimancasina yasamagi bilmiyoruz. Neden
derseniz? Miisliimanlik temizlik istiyor biz pisiz... Miisliimanlik hamarathk istiyor, biz tembeliz,
Miisliimanlik viicud saglamlik istiyor biz ¢iiriigiiz.” Vahit, Koylii [lmihali (Istanbul: Matbaa-i Amire,
1338), p. 40.

33 “Baska milletleri hi¢ begenmeyiz ama acaba bizi kim begensin? Ilim desen ilim yok, sanat desen
sanat yok, dogruluk desen dogruluk yok. Ahlak yok, insaf yok. Yok oglu yok. Sonra da biz herkesten iyi
ha! Aldaniyoruz agalar aldaniyoruz.” Ibid., p. 61.

324 «py Allahin kullar! Yetmez mi bu kadar gaflet? Yetmez mi bu kadar sefalet? Haydi Allah askina
olsun is basinal... Durmaywm ya hu durmaywmn!! Duracak dudak biikecek zamanda degiliz. Diinya
doniiyor. Elalem kendi ¢ikari i¢in ¢urpintyor. Siz de siz olun geri kalmayin. Kendinize séz getirip

dininize toz kondurmayn. Béyle yapin ki iki cihanda aziz olasiniz.” Vahit. Koylii IImihali (Istanbul:
Matbaa-i Amire, 1338), p. 117.
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given up worldly affairs though they were so wealthy, second, besides their hold on
the world affairs they do not give up following their religions. He asked: “...O
Muslims, why is your belief growing weaker and weaker each day? Why are you
becoming so distanced from the mosques and congregation of Muslims while
everyone all over the world is hugging his religion without questioning its credibility
or incredibility?...Let aside Europe and America, don’t you see the Christians in this
country?” °* He regretfully asked, “Why are you so disinterested to the prayers?
What harm of religion did you experience in this world? Is it because you did not
understand the benefits of belief?”**°

The credibility of religion was enabled through the principal orders of Islam
regarding the daily life. The discourse in explaining the ablution with hygiene and
fasting with health went in parallel with the textbooks. The preacher likened the
microbes to “little worms” (kurtcuklar) to make what he said concrete. He told
people not to get angry when microbes were mentioned, stating that they, too, were
the creatures of God.”’

The book gives place to fasting under the title of “The Benefits of Fasting in
Medical Science,” which gave a utilitarian point of view: “Gentlemen, there are
countless benefits and multifold reasons (hikmet) in every command of our religion.

It is not beyond the power of our wisdom to understand all of them. As the science

3B “Ayrupa Amerika bu kadar ilmiyle bu kadar sanatiyla kuvvetle beraber yine dinini birakmiyor. Bu
kadar zenginligi bu kadar inceligiyle beraber diinyadan vazge¢miyor da be hey Miisliiman sana ne
oluyor ki git gide béyle dinin imanin zayifliyor? Diinyanin her tarafinda herkes egri dogru demiyor
kendi dinine dort elle sarilyyor da sen niye boyle gittikce isi kusatiyorsun, neye gittik¢e camiden
cemaatindan boyle uzaklasip duruyorsun? Avrupa Amerika soyle dursun. Memleketimizdeki
Hiristiyanlart gormiiyor musun? ” Ibid., p. 61.

326 “Ne icin 6yle namazdan bucak bucak kagiyorsun? Ne var? Ne oldu? Sana bu dinden ne zarar
geldi? Miisliimanliktan ne fenalik gordiin? Acaba diisiiniiyorsun tasiniyorsun da dinen imanen

faidesini mi anlayamiyorsun? ” 1bid., p. 62.

327 Tbid.,p.108.
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and technology have developed, the greatness of our religion has been revealed
more. | am going to articulate only some of the benefits of fasting to our health and
goodness.”** He introduced fasting as a protector against illnesses and “all evils.”
The relation between wealth and religion was another point bridging Islam to
this world. The old understanding of religion was rejected first to establish a new
insight on Islam. This new Islam was presented as a newly discovered or realized
form of God’s messages. Say (diligence) was encouraged as an addition to the tripod
philosophy of kanaat (satisfaction), tevekkul (fatalism, putting oneself to God’s
hands) and sabir (patience).
...there is one more constituent of satisfaction, fatalism and
patience. It is diligence. Since it does not suit our interests, we
don’t mention it ever. Only we live in the hold of the other
three.”*
He tried to deconstruct the negative perception about becoming rich. The poverty of
Muslim geographies was questioned and the social ills that resulted from it were
underlined:
Why are we like this? Is it the war or armistice making us so
poor? No, no! Neither wars nor others... We were poor before the

war; we were this much lazy... Do not attempt to blame the
friends or enemies for this sin.>*

328 « g salar, bizim dinimizin her emrinde derin derin hikmetler bizler icin biiyiik biiyiik faideler vardur.
Bunlarin hepsini birden anlayabilmek aklin haricinde degildir. Ilim, fen ilerledikge dinimizin de
biiytikliigii daha ziyade meydana ¢ikmaktadir. Ben size bugiin orucun iyiligimize, sagligimiza olan
faidelerinden bir kagini séyleyecegim.” 1bid., p. 70.

329« kanaat, tevekkiil ve sabur denilen ii¢ seyin bir arkadasi daha vardir ki saydir. Isimize pek

gelmedigi i¢in onu hi¢ agzimiza almiyoruz. Sade dilimize bu ii¢ seyi dolayip orada burada séylenerek
geziyoruz.” Ibid., p. 110.

30 «piz niye boyleyiz? Bizi béyle eden bu kadar fakir diisiiren muharebe midir, miitareke midir,
nedir? Haywr, hayir! Ne muharebe, ne bir sey! Biz muharebeden evvel de béyle fakirdik. Yine boyle
miskindik... Bunun igin sakin muharebeye felan bahane bulmayin. Kabahati dosta diismana
yiiklemege kalkismaymn. ” Tbid., p.123.
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The preacher ascribed the guilt to the attitude of Muslims towards life; their being
lazy and content with what they had. He encouraged wealth and explained why
poverty was objectionable in the sight of religion, too.
...some people despise richness. They admire destitution by

neglecting such a blessing of God. I don’t know why they approve

of poverty, why they pose hostility to wealth. Is it good to be

needy and lean on other people? Poorness is not a toy, God forbid,

it is an ordeal. There is no way to love it. There is such a degree

of poorness, God forbid; it bores man so much that it leads to

thousands of sins.>”’
Such statements as “O God, make me closer to the poor” (Allah 1m beni fakire
fukaraya yakin et ) were to be replaced with “May God make me refrain from being -
poor”( Fakirlikten Allaha siginirim) under the title of “Wealth”. He exemplified the
issue to be strongly convincing: “Imagine how much a ship needs the sea to go! The

same way a Muslim does need worldly wealth.”**?

As seen in the tendency of the
other authors, he did not fail to caution about excessive love of the world. The love
of this world was likened to a state of malady if not defined within the limits of
religion: “What harms you if you keep your wealth, capital and commodities in your
cash desk or cupboards, but not in your heart.”** Thus a moralistic and religious
wealth and richness was suggested and supported. As a result, Vahit’s book for

adults in villages described a new view of religion in the axis of this world. The text

for adults’ preaching confirms the textbooks of children examined in this study. It

33V <Ry béyle iken bazi kimseler zenginligi pek hor goriirler. Allahin boyle bir nimetini yabana atip
fakirlige ozenirler. Bilmem ki fakirligin nesini begenirler. Zenginlige ne i¢in ulu orta diisman
kesilirler? Sanki yoksulluk ¢cekip elogluna muhtag¢ olmak iyi bir sey midir? Fakirlik oyuncak degil
neuzubillah atesten bir gémlektir. Onun sevilecek hi¢ bir yeri yoktur. Yoksullugun éyle bir derecesi
vardir ki hafizanallah adami séyle daraltir, bunaltir da ¢ileden ¢ikarip bin tirlii giinaha sokar.”
Vahit, Koylii IImihali (Istanbul, Matbaa-i Amire, 1338), p. 120.

332 “Gemiye deniz nasil lazimsa Miisliimana da diinya mali o kadar lazimdir.” Tbid., p.122.

33 “pParamz pulunuz dolabimizda kasanizda dursa da gonliiniizde durmasa kiyamet mi kopar?” Ibid.,
p.122.
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can be concluded that the general understanding of Islam tended to be concerned

more with this world than the eternal life.

The Treatment of Nationalism

The nationalist idea of the period was demarcated into two paths as far as
drawn by Ahmet Naim, one of the well known Islamists. His article, Islam’da Dava-i
Kavmiyet (The Nationalist Cause in Islam,) published in 1916, put nationalists into

two groups in respect to their treatment of religion.”**

The first group was defined as
“pure Turkists.” They regarded religion as acceptable only to the extent it functioned
to consolidate the modern national project. In their formula, religion must
instrumentally and secondarily be incorporated to the system:

Let’s find out a way that provides us happiness of this world. As

long as religion served worldly happiness, we follow it...

However, there is no possibility of progress with the old beliefs.

If there was, we wouldn’t be in this situation now. ...This

people ought to be Turk first and Muslim secondarily.’*
Material progress was the first motive behind the unpopularity of Islam in the sight
of the secular nationalists. The credibility of Islam was bound to the success of the
political theory of Islamism. The second group was defined as Turkish Islamists,
whom Ahmet Naim targeted to convince since the first group’s exclusion of Islam

left no common point on which to agree. He stated that Islam encompassed both the

homeland and Turkishness: “Please do not turn the face of Turks from Kabe to

3% Ahmet Naim, Islam 'da Kavmiyet Davas: (n.p., Dariilhilafe, 1332).
333 “Biz bu diinyadaki saadetimizi temin etmenin yolunu arayalim. Din mefkuresi bizi mesud ettik¢e

biz arkasindan kosabiliriz... Demek ki eski iman ile kurtulacagimiz yok. Kurtaracak bir sey olaydi
zaten bu hale gelmezdik. ...bu halk evvela Tiirk sonra Miisliiman olmalidir.” 1bid., p. 7-8.

183



Turan. ... There is no need for us to know the law of Cengiz, the land of Ilhan and
the Golden Army”.>*

What is interesting to note is that nationalist thought which was considered
“an enlightening trend” (miinevver bir ceryan,) by Musa Kazim, the Sheikhul-islam,
did not bear a serious challenge to the reproduction of religious knowledge in
textbooks.>” It could rightfully be claimed that the widespread “national ideal” was
drawn between us/others binary opposition. What was national was what was not
foreign. Hence, the “national ideal” in the educational context was based, not on but
against something during the 1910s. Foreignness was perceived to be someone or
something from Europe or America, or the foreigners were the non-Muslims among
“us.” In this sense, “national education” did not necessarily stand against Islam in the
discussions of the 1910s; instead, the national and Islamic characters fostered and
strengthened each other. To exemplify from the recommendation of an educator, the
foreign teachers and foreign education were no longer welcomed; the project of
sending students to Europe was disliked. Only those students who were only sent
after the high school education could be trustable and expected to be beneficial to the
country. Those who were educated in Europe from childhood were believed to lack
the Ottoman national identity. The students sent via state finances had to be selected
with regards to their success in the courses on religion, the Ottoman history,
geography and Turkish language. Those who did not get good marks from these

courses must even be stopped with the police force.”*® The students who are sent by

336 “Oyleyse Allah rizasi i¢in Tiirklerin yiiziinii Kabe den Turan’a ¢evirmekten vazgegin... Cengiz’in
yasasini bilmek, Ilhanin yurdunu tammak, Altunordu yu anmak bize lazim degil.” Tbid., p. 15-18.

337 Appointed as Sheikhul-islam four times following the Constitutional regime.
338 Ahmet Hikmet, “Milli Terbiye,” Milli Talim ve Terbiye Mecmuas: (Mart 1334), p. 53.
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the state had to be kept from marrying “dishonored” women; the consulates must be
reminded about not marrying such couples since the harm of such women to the
Islamic and Turkish family and society was already evident.”*

While the conflict with science made up the basis of the debate on religious
education, “nation” and “nationalism” seem not to have been taken into
consideration in the textbooks on religion. The national character in religious
education described in articles which proposed new perspectives on religious
education suggested the need for Turkish prayers. A second peculiarity emphasized
the use of religion in instilling the subjects related to the enhancement of the state
power through the discourse of “duties” to the state besides “God”.

However, what can be seen is that the religion books totally neglect the
nationalist theories and do not develop a discourse about the dissolution of ummah
viewpoint. While it is possible to see the traces of Turkish nationalism in the civics
and history books, the textbooks on religion used the word “nation” rarely, and when
it was used “millet’(nation) meant “din”(religion,) as seen in Muallim Ersed’s book
of 1917 (1333): “Religion means nation, that is Islam. The way of goodness and
salvation is only through Islam. A Muslim searches and finds every truth with it
(Islam).”>*

The consciousness of the Islamic identity and fraternity marked the basic

message in the textbooks: “I love Islam and I can sacrifice my soul if necessary for

33 Ahmet Hikmet, “Milli Terbiye,” Milli Talim ve Terbiye Mecmuas: (Mart 1334), p. 54.

3 “Din demek millet demek, Miisliimanlik demektir. Iyilik yolu, selamet yolu ancak Miisliimanlik
voludur. Miisliiman olan kimse her tiirlii iyiligi arar, bulur.” Muallim Ersed, Muvazzah Malumat-1
Diniye (Istanbul: n.p., 1333) (Maarif-i Unumiye Nezareti Celilesince tanzim olunan son miifredat
programina tevfikan tertip edilmiy ve nezaret mesarileyh tarafindan bilctimle mekatib-i iptidaiyede

tedris edilmek tizere kabul buyrulmugtur. Mekatib-i iptidaiyenin birinci sunif talebesine mahsustur.), p.
3.
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the sake of it... Although a Muslim who lives in China, India and Africa is not a
fellow citizen, I suppose that he is my brother. If [ hear or witness a trouble or need

of his, I feel that [ must come to his rescue.”*!

The religious identity and Islamic
fraternity were encouraged in the textbooks as follows:

All goodness is in the way of Muslims. A pious person

overcomes every single work successfully. Muslims are

brothers. They help each other as brothers do.>**
The morality and belief of Muslims are emphasized in this consciousness. Non-
Muslim versus Muslim opposition appears to have been the point of identity:

Muslims worship only one God...Every Muslim knows

Mohammed as the true prophet and follows the truthful and

good path pointed by him and finds the goodness of all. Thank

God I am Muslim. I like to be Muslim and have Muslim

brothers. I was born Muslim; [ will live and die Muslim. All my

existence is for being Muslim.”*
A consciousness of being Muslim was aroused in these lines; the model was given as
the Prophet Muhammad. The aim of the religious texts certainly was to build a pious
man who was molded within a religious belief system. The Prophet Mohammed’s

role in this shaping is noteworthy. His life- siyer- and words —hadith, as two subjects

of Islamic teaching, were both emphasized in the reports and the curriculum: “I do by

S “Ben din-i miibin-i Islam’1 severim ve ona camimi feda edebilirim eger gerekirse... Cin’de, Hint te,
Afrika’daki bir Miisliiman benim vatandasim olmasa da ben onu kardesim bilirim. Onun bir
stkintisini, ihtiyacim duyar ya da bilirsem ona yardimu bir borg bilirim.” Hafiz Ersed, Malumat-1
Diniye, Birinci Kitap (Devre-i Ula, Birinci Sene) (Dersaadet: Kanaat Matbaasi, 1338), p. 15.

2 «Biitiin iyilikler Miisliimanlarin yolu iizerindedir. Miislimanca ¢alisan kimsenin her isi kolaylikla
biter. Miisliimanlar biri birinin kardesidir. Kardes kardese nasil yardim ederse Miisliiman miisliimana
dylece yardim eder.” Muallim Ersed, Muvazzah Malumat-1 Diniye (Istanbul, n.p., 1333) (Maarif-i
Umumiye Nezareti Celilesince tanzim olunan son miifredat programina tevfikan tertip edilmis ve
nezaret mesarileyh tarafindan bilciimle mekatib-i iptidaiyede tedris edilmek tizere kabul
buyrulmugtur. Mekatib-i iptidaiyenin birinci sinif talebesine mahsustur.), p. 4.

38 “Miisliiman yalniz bir olan Cenab-1 Allah’a tapar. Her Miisliman Hazret-i Muhammed

aleyhisselami hak peygamber bilir. Ve onun gosterdigi dogru iyi yola gider, gider de biitiin iyilikleri
bulur. Emhamdullilah Miisliimanim. Miisliimanligi ve Miisliiman kardeglerimi severim. Miisliiman

dogdum Miisliiman yasayacagim, Miisliiman olarak olecegim. Biitiin varligim Miisliimanlik icindir.”
Ibid., p. 4.
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pleasure what the Prophet Mohammed orders. I restrain from what he counts as
harmful... I like the Quran and I read it night and day. I do every work of mine
according to the Quran. One who loves the Quran is destined for Heaven; one who
dislikes it for hell.”*** The reason for the backwardness was shown in the loss of
religious ties and not being pious enough.”*

The Prophet’s life story was just used to show solutions for the modern
problems of Muslims as shown above. The samples chosen from his life were used
pedagogically to transfer the message that the religion was still worth following. The
goal was exact revenge on the “foreigners” through the spirit of Islam:

He went to Sam when he was just twelve and twenty-five for

trade and a journey. He had wars with enemies so as to

enlighten every land with Islam’s truth. We, too, ought to work

for trade and travel as much as we work for our religion. We

should be strong enough not to give a chance for the enemies of

religion and homeland. We should never forget to avenge

ourselves on them.**°
Nazim Nuri’s textbook Mekteplilere [imi Malumat-1 Diniye, published on the brink
of the abolition of the Caliphate in 1923 (1339) is observed to give this Muslim

consciousness about the Caliphate, which was presented as the representative of the

S <ffz. Muhammed aleyhisselamin bize yapin dedigi her iyiligi seve seve yaparim. Yapmayn dedigi
fena seylerden sakinirim... Ben Kuran't Kerim’i severim. Gece giindiiz okurum. Ben biitiin islerimi
Kuran’t Kerim’e gore yaparim. Kuran-1 Kerim-i seven cennetlik sevmeyen cehennemliktir.” 1bid., p.6,
p.17.

% Hafiz Ersed, Malumat-1 Diniye (Birinci Kitap, Devre-i Ula, Birinci Sene) (Dersaadet: Kanaat
matbaasi, 1338), p. 16.

34 «“Seyahat ve ticaret i¢in daha on iki ve yirmi bes yaslarinda iken Sam taraflarina bile gitmisti.
Miisliimanligin ilerlemesi ve her yerin Miisliimanlik nuruyla nurlanmasi i¢in diismanlar ile muharebe
ederdi. Biz de dinimiz olan Miisliimanhga ¢calistigimiz gibi seyahat, ticarete de ¢alismalyiz. Din
diismanlarina, vatan diismanlarina goz a¢tirmamak i¢in kuvvetli olmaya ¢alismalyiz. Onlardan
intikam almayi da hi¢ bir zaman unutmamalyyiz. ” Muallim Ersed, Muvazzah Malumat-1 Diniye
(Istanbul: n.p., 1333) (Maarif-i Unumiye Nezareti Celilesince tanzim olunan son miifredat
programina tevfikan tertip edilmiy ve nezaret mesarileyh tarafindan bilciimle mekatib-i iptidaiyede
tedris edilmek tizere kabul buyurulmustur. Mekatib-i iptidaiyenin birinci sinif talebesine mahsustur.
Mekatib-i iptidaiyenin birinci simif talebesine mahsustur.), p. 7.
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Prophet. “Thank God every morning and night since He created us as Muslims. The
biggest religion is the religion of Islam in the world. ... My homeland is a Muslim
land. The representative of the Prophet is the caliph. The caliph is responsible for
doing the useful and good works for Muslims.”>*’

The nationalist thought, the institutions of the state and the sultanate were not
mentioned in the textbooks. The neglect of nationalist idea instead was filled with the
unity and fraternity of Muslims. The Islamist union was prolonged and encouraged in
the textbooks. The textbooks of religion problematized the challenge of modern
science rather than nationalism. Religion was made compatible with the modern
world without touching upon the nationalist insights. What is more interesting in the
religion textbooks is the disappearance of this Ottomanist identity. The nation is all
Muslims, which is the ummah of the Prophet. Thus the religion textbooks until 1927
did not become means of conveying the strength of the state or the sultanate.

Although the religion textbooks served for the preparation of a compatible
religion with profane understandings, they can also be seen as part of the two
domains of knowledge that competed to take place in the minds of students and in
the curriculums. The religious creation story defines all the historical revelation from
such a point of view. This was a contrast, considering the new domain of knowledge
that emerged with Darwinian inspirations. History started with the first man, Adam,
in the religion textbooks and the mission was given to that man within a relation to

the Creator. The agents and heroes of this narration were taken from the Quran and

4 «Sabah aksam Allah Teala’ya hamdedelim ve siikiir edelim ki, bizi Miisliman olarak yaratmistir.
Diinyada en biiyiik din, din-i Islam’dir. Din-i Islam kiyamete kadar siirecektir. Ben Miisliimanim, ben
miiminim, ¢tinkii Lailaheillallah Muhammedun Resullullah diyerek Cenab-1 Allah in birligine Hazret-i
Muhammed’in peygamberi olduguna inanirim. Babam anam kardeslerim, arkadaglarim hep
Miisliimandir. Memleketim Miisliiman memleketidir. Peygamberimizin vekiline halife denir. Halife
Miisliimanlar icin iyi ve faideli olan isleri diisiinmege ve yapmaga bor¢ludur.” Nazim Nuri,
Mekteplilere Ilmi Malumat-1 Diniye (Istanbul: Necm-i Istikbal Matbaas1, 1339), p. 16.

188



the sequence of prophets determined the notion of time as the geography in the holy
book prepared the notion of place. Muslims were modeled with Islamic characters
and the past was built upon such concepts as the Islamic history of the Four
Caliphates, and the companions of the Prophet.*® The chapters of History and
Civics will reveal how much this religious context of knowledge was coherent with

the knowledge presented in the textbooks under study.

% One extraordinary sample of a textbook is Hilmi’s much earlier text which encompassed the
conception of duties so as to include the country, the sultan, the parents, laws and military. Ibrahim
Hilmi, Miisliiman Cocugun Yeni llmihali (istanbul: Mahmut Bey Matbaas1, 1326) (Kiiciik cocuklara
akaidi talim eder. Tertibi giizel, yazilisi sadedir. ), p. 24-28. Published in 1910, this book was not
approved by the Office in 1919 for the reason that the book was more like a civics textbook rather
than religion. See Chapter 2.
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CHAPTER 4

CHILDREN OF ISLAM AND THE HOMELAND

In the Unionist period, pedagogical considerations became the most essential
criteria in the evaluation of textbooks. The search for new methods in teaching the
social sciences dominated the agenda and purpose of the educational journals. For
this reason, the period generally can be regarded as one of pedagogical
enlightenment, yet most textbooks failed in the application of the educational
theories of instruction. Actually, the badly constructed, incomplete paragraphs,
confusing statements and disorder in page layout and the disorganization of the
content accompanied the deficiencies in pedagogics, such as the common use of
inappropriate examples from the world of adults. The political agenda of civics
textbooks hardly let pedagogy to become the first consideration.

While reading the civics books; it sometimes became difficult to feel that they
had been written for children, setting aside the use of address such as “my little
children.” The civics books began refering to all children without gender separation,
but the authors’ inconsistencies demonstrate the domination of male students over
the female who were fewer in number. “Little Gentlemen” or only “Gentelemen”
was widespread, besides the phrases of “My little children,” “My little friends,” and
only “My Children.” Male children were configured as miniatures of adults rather
than reserving their specialties of the childhood period as a result of the characteristic

of the perception of the child in the 1910s.
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Most of the civics textbooks were formed in the form of teachers’ lectures in
class. In other words, the narratives look like typed lectures, like a father speaking to
his son. In this sense, the textbooks presented the subjects more like a sermon rather
than a modern ordering and narration. Since it was like a speech, what lacked was
generally the normative narration. The integrity of the lines was broken easily by the
speaker’s emotional fluctuations on certain political or social issues. The words of
resentment in cases of misfortune or the bad policies of statesmen or Muslims
appeared in the text. Another problem is the badly-composed paragraphs and
narration. For example, obeying the parents, the importance of making a family
budget and the harms of bachelorhood are ordered as consecutive sentences in one
paragraph without well-established cause and effect relationship.”*’ Ali Seydi’s
textbook (1915,) which gives an impression that of was written in a rush, best
epitomizes the disorder and badly constructed paragraphs.

The general thematic disorder observed in almost all textbooks gives the idea
that the textbooks were not yet controlled according to strict criteria about their
content order, titles or physical peculiarities. The post-Republican civics textbooks
display the difference in the structure of the textbook construction and language
which developed a more modern and normative language and attitude distancing it
from the preaching format. Orhan Fuat’s textbook stands as an example in its modern
character; yet in a few pages he, too, tends to follow the preaching format by
addressing “little gentlemen.” Yet, notwithstanding his incongruent design, the
modern style of his textbook is discerned easily from the speech-based (preaching)

narration among the other narrations.

¥ Ali Seydi, Terbiye-i Ahlakiye ve Medeniye (Dersaadet: Artin Asadoryan Matbaasi, 1331) (Mekatib-
i riisdiye, idadiye, sultaniye ve dartilmualliminlerde tedris edilmek iizere tertip edilmistir.)
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Assessing the technical and methodological novelties in theory and
application, this chapter will delineate the inconsistent character of the Second
Constitution with respect to perceptions and adaptations of the civics course into
Ottoman socio-political and economic context which witnessed several wars as a
result of which the change of maps, politics and sociology forcibly violated the fixed
time and space notion of the existing curriculum.

This study first of all tried to include as many civics textbooks as possible in
order to reach to a sufficient comprehension of the multifarious ruptures in terms of
the content between the texts. It is because making an analysis on randomly chosen
textbooks from certain years might lead to a misleading impression about the
character of the primary school texts in the period. The curriculum defined the course
as a lecture based on teaching and arousing moral values and feelings in the first and
second grades, while the formation of a government and city life with the technical
details of state institutions was focused on in the upper grades.”® The curriculum of
1913 fixed the name of the civics course in this title: “Assessments of Morality,
Religion, History and Civilization” -(Muhasabat-1 Ahlakiye, Diniye, Tarihiye, and
Medeniyye”) The weekly hours of the course began with three hours in the first
grades and went on with two, two, one, one and one in the following grades. As seen,
the hours diminished as the grades of the students increased. Ali Seydi, despite
appreciating the Constitutional regime’s operation on the curriculum, found the hour
of this course insufficient since it was useful to contemplate the taught subjects in the
following hour.”>' When classified by year of publication, many textbooks emerged

following 1909, when the Unionists got the hold of the power from Sultan

339 Mekatib-i Iptidaiye Ders Miifredan (istanbul: Matbaa-i Amire, 1329)

33U Ali Seydi, Terbiye-i Ahlakiye ve Medeniye (Dersaadet: Artin Asadoryan Matbaasi, 1329) (Mekatib-
i riisdiye ve idadilerde tedris edilmek iizere tertip edilmistir.) p. (Mukaddime).
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Abdulhamit, with the exception of two textbooks published in 1908.%>* It is possible
to observe different manifestations of civics education that were adapted from the
European educational models.

The titles of the textbooks give the implication of the unofficial changes due
to the busy and kaleidoscopic political agenda of the 1910s. The choice of words
used in the titles of the textbooks reflects the author’s change of discourse
accordingly with the changing circumstances. What is conspicuous in the titles is the
change of “civics” into “morals” and into “homeland” in the last phase. The “civics”
period, of which was seen in the first tendencies of the authors just after the new
regime was announced and no description of the course was made, represented the
worry of a “civilization” which was welcomed without national and religious
constraits.

The change from “civics” into “morals” occurred with the government policy
that resulted from a new curriculum in 1913. The curriculum’s description of the
course reflected the confusion of subjects with a moral emphasis, as seen in its long
title: Assessments on Morality, Religion, History and Civilization (Muhasabat-1
Ahlakiye Diniye, Tarithiye, Medeniye.) With this title the course aimed to incorporate
social studies in a complete way so as to create a new morality. Following 1913,
although the titles still varied, a unification of titles was ensured around the central
key word, “morals.” Within the supposed moral depression and the disappointment
of the Western civilization, the state policy seems to have resorted to moral
education besides civil education. The last phase dated to the beginning of 1920s

with titles using the word “homeland”: “Knowledge of the Homeland” (Malumat-1

32 Mehmed Hazik, Malumat-1 Medeniye (Istanbul: Matbaa-1 Amire, 1908); Selanikli Faik, Malumat-1
Medeniye (Istanbul: Karabet Matbaasi, 1908)
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Vataniye).”> The essential characteristic was manifested in the national citizenship
based on a common law, in which a secularizing and science-based discourse took
place in contrary to the decreasing religiosity. The ideas of state formation and
homeland consciousness became the central imposition in textbooks in addition to a
detailed knowledge of the machinery of town, city, county, state and national
government.”>* In this transformation of knowledge, the religious references and
content of moral values became indistinct while the formation of state, society and
citizenship was grounded on sociological and historical elucidation, namely on a
social Darwinist path.

This chapter pursues the discursive views in content of the civics textbooks
of primary school children. The authors’ contrasting conceptions of the terms
morality, duty and civilization will dechipher the failure in forming consistent school
knowledge. The textual analysis of the textbooks is based on the years between 1913
and 1921, taking into consideration the previous and following years in comparison

to the chosen years.

533 Mehmet Emin, Malumat-1 Vataniye (Istanbul: Matbaa-i Amire, 1340); Mithat Sadullah, Malumat-1
Vataniye ve Medeniye (Istanbul: Sirket-i Miirettebiye, 1340); Orhan Fuad, Musahabat-1 Ahlakiye ve
Malumat-1 Vataniye (istanbul: ikdam Matbaasi, 1924); Muslihiddin Adil Taylan, Cumhuriyet
Cocuklarina Malumat-1 Vataniye (istanbul: Kiitiiphane-i Hilmi, 1926)

3% Ustel noted that while the citizenship was regarded as being members of a family in the textbooks
of the Second Constitutional period. However, in the Republican years, especially after the 1926
curriculum change, civics books focused on the state more by affiliating citizens to the state only.
Fiisun Ustel, Fiisun Ustel, “Makbul Vatandas’in Pesinde: II. Mesrutiyet ten Bugiine Vatandaglik
Egitimi (Istanbul: iletisim, 2005) p. 134.
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Theoretical Discussions on Civilization and Religion

The analysis in this chapter is based on the textbooks between 1908 and 1926.
It provides the chance to observe the epistemological change of discourse between
texts. The gradual change was manifested in the use of concepts such as civilization,
progress, morality and religion within attributed contextual meanings. The attempts
at making the content of the religious education compatible with modernity in the
previous section reversed the case, so that while there was an attitude of legitimizing
religion with secular knowledge in the textbooks on religion, the textbooks on civics
exposed quite the opposite by justifying the knowledge via religion until the 1920s.
Contingencies and political tension block the settlement of the educational
philosophy in the textbooks of the Second Constitutional period. Thus, a study of
civics textbooks can reach conclusions only if the variety of textbooks is included at
the turning points in 1908, 1913 and 1921.

The Ottoman contextualization of translated civics books led the way to a
synthesis. In this sense, the civics textbooks are observed to have resulted in an
Islamic adaptation of the Kantian morality, which aimed to raise autonomous
individuals who carried out their rationally defined duties. Working for the
perfection of one’s self and the happiness of others could summarize the end of the
Kantian doctrine. In his view, morals were not a medium to reach God or the other
world, rather they were the goals in themselves; duty was to be done for it was a
duty. > Morals were considered to be the department of Islam by the writers such as

Ali Kemal, Ali Seydi and Muslihiddin Adil in the high school textbooks which are

33 Emil Butro, Avrupa Medeniyetinin Ahlak Kokleri, trans. Rahmi Balaban (izmir: Cumhuriyet
Basimevi, 1940).
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originally replicated from the Abdurrahman Seref’s I/m-i Ahlak, considered as the
basis of the morality books.” In this dominant point of view, religion and morals
were existed together so that disbelief paralleled immorality, as seen in Muslihiddin
Adil’s articulations in his textbook for high schools. >’

Morals without religious standpoint were expressed and rooted by the radical
wing westernist intellectuals such as Baha Tevfik, Abdullah Cevdet and Ahmet
Nebil.”*® Baha Tevfik did not fail to criticize the reproduction of Islamic morality in
Kantian disguise, a view that led his criticism on the existing curriculums.” What he
meant by the “new morality” exceeded the impact of Kant and reached a more
materialist and utilitarian philosophy, rejecting any eccelestial background. Kant,
whose insight on duty created a substantial impact on the Ottoman intellectuals
formulating religious morals, was counted as an old-fashioned philosopher failing to
represent the novelty in Western philosophy in the 1910s.”°° He drew the roots of the
new morals from the physiological and psychological grounds which rendered the
formation of human behaviors.”® Kant’s insistence that “God and an immortal soul

995562

are necessary postulates of morality”””* was challenged by the secular ethics, as

3% bid., p. 64.

5?7 Hiisamettin Erdem, Son Devir Osmanl: Diisiincesinde Ahlak (Tanzimattan Cumhuriyete Kadar)
(Istanbul: Dem, 2006), p. 77.

38 Ibid., p. 305.

%9 Baha Tevfik, Yeni Ahlak ve Ahlak Uzerine Yazilar, ed. Faruk Oztiirk (Ankara: Kiiltiir Bakanlig
Yayinlari, 2002), p. 4.

%0 Ibid., p. 31.
%1 Ibid., p. 6.

362 W. Watts Miller, Durkheim, Morals and Modernity (Montreal: Routledge, 1996), p. 207; Alasdair
Maclntyre, A Short History of Ethics, A History of Moral Philososphy from the Homeric Age to the
Twentieth Century (London: Routledge, 1998), p. 196.
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MaclIntyre writes, according to which “we must understand moral forces in their

rational nakedness, that is, in their true nature stripped of all symbols.”*

Ali Seydi, one of the members of the council of Ottoman History, tried to
reach a synthesis through the adaptation of the old and new theories of morals with
the judgements of Islam. His book, Religious Morality: Constructed on the
Theoretics of Duties was originally written as a textbook yet not chosen in the
competition for the moral textbooks though he was one of the popular textbook
writers. He argued that the the meaning of “religious morality” (4hlak-1 Dini) was
confusing because there cannot be a judgement that the principles and codes of
morals fall into conflict with religious morality. Therefore, he commented that
“...what the Ministry of Education aimed at while adding this course to the programs

last year was not well understood”.>**

He stated that morality could not take the place
of religion since it was secular and did not offer anything for the Hereafter. However,
religion both comprised moral provisions and values and provided people with
felicity in both worlds. The remarks in the book reveal his aim overtly: “I wrote a
piece of work to show that all of the moral codes, that the Europeans brought to the
present perfection by amending and purifying..., appropriate completely well with
our exalted Islamic provisions and to prove that none of the modern progress and

development remain out of the encirclement of Islam.” >®°

393 Tbid., p. 142.

6% <« ahlak-1 dini’ terkibinden Maarif Nezaretinin ne demek istedigi...anlasilmamus oldugundan...”

Ali Seydi, Vezaif Nazariyesi Uzerine Miirettip Ahlak-1 Dini (Istanbul: Kanaat, 1329) p. (Mukaddime).

395 “gyrupalilarca tertip ve kavaid-i islah edile edile sadelestirile sadelestirile bugiinkii hal-i kemale
getirilmis olan kavain-i ahlakiyenin tamamen ahkam-1 celile-i seriyyeye muvafik oldugunu ve terkibat
ve tekmilatini, medeniyeden hi¢ birinin din-i miibin i Islamin daire-i ihatasindan hari¢ kalmadigin
gasterecegim bir eser ... tahrir eyledim. ” 1bid., p. 2.
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He defined morals as the medium of education which taught the worldly and
spiritual duties and thus provided happiness in the two worlds.’*® The synthesis
comprised the modern sciences of psychology and pedagogy supported by Islamic
moral principles derived from religious sources from which he resorted to 111
hadiths and 76 Quranic verses.”®” The duties were, as usual in elementary textbooks,
divided into three: religious (beliefs, and practices), personal (the body, mind and
morality), social (to the family of the Prophet, religion and nation, citizens, all
humanity, animals and the environment) with the difference of more Islamic
emphasis. The state-sanctioned textbooks did not have a special focus on the family
of the Prophet and the caliphates, however. The book rejected the notion of
nationalism and sought to create an Islamic entity of consciousness. The rights of the
non-Muslims were only understood and interpreted as much as the Islamic regulation
about non-Muslims made possible.’®® Calling the religious obligations a “duty”
seems to have been nothing else than putting Islamic precepts into a Kantian mould.

In what follows lay the efforts of the Ottoman textbook writers to solve out
the predicament of Western civilization superimposed on an Islamic/Ottoman
background. The textbooks affirming a civil life with an Islamic penchant and the
textbooks presenting knowledge-based on scientific and rational thinking will be
differentiated with respect to their approaches to civilization, Islam, Ottomanness
and progress, recognizing the years of their production. The dissertation identifies the

turning point from a teological epistemology to the sociological theory in school

%% bid., p. 3.

37 Hatice Kiibra Kanal, Ali Seydi Bey’in Ahlak Diisiincesi (MA Thesis, Marmara Universitesi, 2010),
p. 142.

%8 Ali Seydi, Vezaif Nazariyesi Uzerine Miirettip Ahlak-1 Dini (Istanbul: Kanaat, 1329), p. 76-78.
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knowledge as well as noting that the state sanctioned textbooks became, within the
pedagogical claims, the terrain of this clash of ideas distilled from the intellectual
thought in the chaotic atmosphere of the Second Constitutional Years.

In Seydi’s Vezaif-i Medeniye, his synthesizing opinions were put into practice
for the elementary level. The textbook started with the introduction of a nine-year old
child, Sadi, who “is the smartest, the most hardworking, the cleanest, the tidiest and
the best-mannered student of all the class.” °*® As soon as he gets up, he performs his
praying to God. Finishing the praying, he says: “Oh, my God, what a beautiful thing
is prayers to you. My heart filled with light. I feel a great relief.”>’® Thus, carrying
out his responsibility of servitude to God, he goes to the garden silently if the
weather is good, he breathes fresh air, and does some gymnastic by holding onto the
branches of the trees. Sadi has got a table of good deeds and misdeeds in which he
notes his actions in a day. He thanks God for the good deeds, and feels regret for the
bad things.””' Thus, the individual first of all was linked to God, before everything.
Yet, the physical education is not neglected in the early morning side by side with
the religious performance in Sadi’s life.

The second point the book stressed was the duties towards his parents. The
emphasis on respect for the family just after God seemingly went in parallel with the
Quranic order of respect and gratitude.

On the other hand, belonging to the state came only after these two items,

God and family. The author set up the vision of the state through a student and his

369« sinifimin en zeki, en ¢caliskan, en diizenli, en temiz, en terbiyeli bir sakirdidir.” Ali Seydi,

Vezaif-i Medeniye. Mekatib-i Iptidaiye Sakirtlerine Mahsus (Istanbul: Kanaat Kiitiiphanesi, 1328),
p.l.

31 «“Oh Ya Rabbi! Sana ibadet etmek ne giizel seydir. Kalbim nurlarla doldu. Biiyiik bir ferahlik
hissettim.” 1bid., pp.6-7.

7 bid., p. 9.
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school. The school was the micro form representing the state in the book. The
ideology of Ottomanism was perpetuated by giving space to songs of the country
titled “We are the Ottomans.” It refers to the ancestors as Ottomans. “Turks” or
“Turkish” as words did not appear in the book. As ethnic signals, the words “Greek”
and “Armenian” were used once. It is observed that the society was constituted a
binary of Christians and Muslims, but united under Ottomanism.

Although the last pages of the book inform about the government, ministries,
and parliament, the stress of the book is on the army as an institution. Sadi said the
students should learn military tasks so that they did not get in trouble in the future. It
would make them feel ready to be trained as soldiers. The Armenian and Greek
children also were added to the conversation as supporters of Sadi’s ideas about the
army. It is reported that the Christian children liked the idea of military service very
much. Sadi donated his watch to the navy and it was stressed once again that “both
our souls and our properties belong to our state and nation.”’* The book turned the
story of a nine-year old child into that of a little commander when Sadi became
Captain of the friends at the end.

Sadi was interested in politics, too. He taught his friends the meaning of
equality, freedom, and constitutional parliament. One of the days he loved the best
was July 10 and we learn from him that this was a festival where people got together

in the Hill of Abide-i Hiirriyet and where people with flags in green and red colors

5_72 “Cammiz da malimiz da milletindir, devletindir.” Ali Seydi, Vezaif-i Medeniye. Mekatib-i
Iptidaiye Sarkirtlerine Mahsus (Istanbul: Kanaat Kiitiiphanesi, 1328), p. 25.
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greeted the Sultan®” and celebrated the acceptance of Constitutional regime by
watching the performances of the army.>”*

As can be seen from Seydi’s textbook, which was sanctioned as an
elementary school textbook, the government tried to carry out two duties
simultaneously at the turn of the nineteenth century: enlightening and moralizing. "
Civics lessons comprised the goal of “moralizing the modern man” against the ills of
the liberties arising from the Enlightenment. Thus, the philosophy of education
tended to preserve a conservative character against emancipation through schooling.
The synthesis which the conservative modernists pursued seemingly became a
widespread influential policy of the state on the philosophy of the social sciences
education in the period between 1913 and 1921.%"

The consciousness of a “national” bond stood at the core of the crisis which
passed through the different phases in the 1910s. The national consciousness was
drawn upon much broader entitites in the first phase and one such word to articulate
this consciousness was “civilization.” The notion of time and how it was valued in
the textbooks plays a crucial role in this construction of “our civilization.” The past
was believed to have staged the great civilization of Ottomans; and the present was

given as a regretful short transitionary span of time in which the real civilization and

373 The first and only place the sultan was mentioned.

37 1t is observed that the author utilized some symbols like the Ottoman flag, the national anthem and
the festival of July 10 to make the state visible. The festival of July 10 had been accepted in 1908
named “/d-i Milli” in the parliament, and was celebrated until 1922. Ziya Gokalp expressed the
significance of such symbols for the maintenance of Ottoman nationalism: “The power and solidarity
of the Ottomans will get strengthened as long as the number and variety of the festivals or the days of
commemoration increased.” Mimar Tiirkkahraman, Tiirkiye ‘de Siyasal Sosyallesme ve Siyasal
Sembolizm (Istanbul: Birey Yaymcilik, 2000), p. 147.

3 Henry A. Giroux, Schooling and the Struggle for Public Life, Critical Pedagogy in the Modern
Age, (Minneapolis: University of Minnesota Press, 1988), p. 53.

376 Sehbenderzade Filibeli Ahmet Hilmi, Taklitle Medeniyet Olmaz (istanbul: Bedir, 1962).
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resurrection of Ottomans would be achieved through adherence to the original values
embedded in religion and customs. In the words of Mehmet Ziya, one of the
members of Great Assembly of Education in 1921: “Since we have forgotten our past
and the imperial civilization, we are deprived of the truth of education to a
degree.””” Another author in Yeni Nesil envisioned the past as the only power
“making the river flow.””’®

The eclectic understanding of morality and the matter of “an indigenous
civilization” in the Ottoman context led to the manifestation of confusing concepts
and terms. Muallim Cevdet called the educators to ask questions to fix an appropriate
content for Ottoman children: “What deficiencies do we have as Ottomans? From
what occasions, beliefs, and thoughts should our children be kept from? 19 He
called for an inquiry to find out what kind of upbringing and education the enemies
of the Ottomans implemented for their children so that the program of this imported
course could be modified. For both political and economic goals, the national and
religious consciousness should be instilled in children: “Make them feel that they are

Turkish and Muslim.”*® The Ottoman state, the meaning of the Caliphate and the

guarantee of state over the non-Muslims who lived in peace with the Muslims were

31 “Biz mazimizi, oradaki miiessir medeniyetimizi unuttugumuz icin irfan hakikatinden bir dereceye
kadar mahrum kaldik.” Mehmet Ziya, “Musahabe-i Milliye: Asar-1 Eslafa Hiirmet Edelim,” Yeni
Nesil 1 (Istanbul: Matbaa-i Amire, 1337).

378 «“Yeni hayat nehrin bugiinkii yatagidir. Ve arkada biraktigi yollariyla yani mazisiyle kuvvetle
alakadardir. Ve mazi bu nehrin akabilmesini temin eden kudrettir. O kudret ecdadimizin sadik kaldigi
dini ananeleri, saglam seciyesidir.” Ahmet Siikrii, “Yeni Hayat ve Geng Nesil,” Yeni Nesil 3
(Istanbul: Matbaa-i Amire, 1337).

319 Bizim, biz Osmanlilarin ahlaken ne eksikliklerimiz var?... Onlari, ne hallerden, ne itivadlardan,
ne fikirlerden sakinacagiz?” M. Cevdet, “Mekatib-i Iptidai Ahlak ve Malumat-1 Medeniye Dersleri
Programi Etrafinda,” Tedrisat-1 Iptidaiye Mecmuasi 1, no. 2, p. 280.

80 «Cocuklarmiza Tiirk ve Miisliiman olduklarin iyi hissettiriniz.” Tbid., p. 285.
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some of the subjects that Muallim Cevdet said that should be given importance by
the teachers of this course.

Similarly, Sat1 Bey emphasized the significance of the civics course in its
being a kind of moral indoctrination which raises patriot people having knowledge of

the institutions, legislations and system of the state.”®’

He explained that he meant the
values accepted by the family and the state and the religion all together. In order to
create citizens, all other courses in the program should be utilized so that the moral
messages sanctified by both state and religion were conveyed to the children. *** He
urged them not to disregard any of “the circumstances which create[d] an
opportunity to serve moral education.”®* After exemplifying how the moral
education might be incorporated into social science classes like history and
geography, he continued with mathematics:

Let’s organize a “moral” Math class. A child went out with his

father, the father gave five pennies to a poor but honorable man

they came across. Then, they saw a donation box, the father put

10 pennies in it. Then, they entered a store to buy new clothing

for the boy. They paid 30 pennies. Since his shoes seemed good,

they did not buy new shoes. Yet his sister’s shoes were worn

out. They bought a pair of new shoes for her. The father paid 10
pennies. How much did they spend in total? ***

381 Sati, “Terbiye-i Ahlakiye ve Vataniye,” Tedrisat-1 Iptidaiye Mecmuast 1, no. 2, p. 67.

382 Sat1, “Derslerde Tesirat-1 Ahlakiye,” Tedrisat-1 Iptidaiye Mecmuast 2, no. 18, p. 210.

8 “Her derste sakirdana ahlaki hisleri ilga edecek vesaiti diisinmeli ve bu maksada hizmet edecek

hi¢ bir firsat kacirilmamalidir.” Sat1, “Terbiye-i Ahlakiye ve Vataniye,” Tedrisat-1 Iptidaiye
Mecmuasi 1,no. 2, p. 69.

8% < Ahlaki bir hesap meselesi tertip edelim: ‘Bir ¢cocuk babasiyla sokaga ¢ikar, rastgeldikleri bicare
fakir namuslu bir adama baba 5 kurus verdi. Sonra donanma ianesi i¢in bir kutu gezdiriliyordu, oraya
da 10 kurus verdi. Sonra bir diikkana girdiler, ¢cocugun elbisesi eskimiy idi. Bir kat elbise aldi. 30
kurus verdi. Kunduralart iyi oldugu i¢in ona yeni kundura almad:. Fakat kiz kardesinin kunduralarin
eskimig idi. Onun igin bir ¢ift kundura alindi, baba bu kunduralar icin 10 kurus verdi.’ Verilen
paralarin mecmuu ne kadar eder?” 1bid., p. 70.
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The use of Math for moral ends was regarded as pedagogically and scientifically
appropriate for small children: “Here is a Math class that does not violate Math.
However, it provides moral benefits such as real thrift, the love of homeland, and a
sense of economy.” °* In this way, on the theoretical level, the educators envisaged a
moral program which had its roots in the indigenous needs of “Ottoman civilization”

project for the civics education.

Blending Islamic Roots with Western Merits

The historical construction of “civilization” marked consequently the
aristocratic superiority over the bourgeoisie, the clash between the bourgeoisie and
the working classes, and the conflicts at the international level in the later centuries.
The transfer of civilization to the East dated back to the Napoleon’s invasion of
Eygpt in 1798. The genealogy of the term “civilization” in the Ottoman context can
be traced in Semsettin Sami’s Kamus-1 Turki, articles and in the books of various
intellectuals. For the most part, the concept is defined in two ways: the formation of
communities, law and order; and benefitting from the merits of science, technology,
industry and trade, in other words, progress.’® The Tanzimat reformers regarded
civilization as a “renewal of morals,” which referred to the aim of protection from
the evils of modernity. The conception of civilization in the Tanzimat era marked the
beginning of the constant tension over the word while evaluating the textbooks of

civics. The fear of modernity that came with the impact of Romantics such as

385 «fste bir hesap dersi ki hesap dersine bir halel getirmez, lakin ¢ocugun nazarindan hakiki
tasadduk, muhabbet-i vataniye, fikr-i iktisadr dur tutmamak gibi bir menfaat-i ahlakiyeyi de temin
eder.” Tbid., p. 70.

% Ruhi Giiler, “Tanzimattan II.Mesrutiyete “Medeniyet” Anlayisinin Evrimi” (Ph.D. diss., Marmara
Universitesi, 2006)
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Rousseau made Ottoman intellectuals divert civilization to a more moralistic ground
which was suspicious especially about the liberties demanded by the Enlightenment.
The impending evils suggested an eclectic and ambivalent attitude to modernity and
the compensation of the probable ills with dignified moral values.

The term “Islamic civilization” used in the Hamidian period emerged as result
of this ambivalence about civilization and modernity. “Conservative modernization”
prolonged the eclecticism of the Tanzimat period and the civics textbooks of the
Young Turk Period were by no means meaningful without the recognition of this
tension produced over the term. For example, one of the textbooks introduced
students to the unjustifiable invasion of Tripoli on the pretext of transferring
civilization: “They [the Europeans] were claiming as such: ‘You could not civilize
those places, we will expand civilization to Africa. Hence, we will provide for the
wealth and felicity of the people there.” Of course, these were some non-sensical
statements.”®’ The call for Muslim solidarity was based on the invasions in Balkans
and Tripoli. The book, calling for Islamic union, clearly violated the curriculum
under title of the “Treatment of the Foreigners” in which the students generally were
informed about the principle of equality. >** The Abolition of the Capitulations in
1914 also took its place in this anti-imperialist framework in the book.”®’
Islamic civilization inevitably was produced against the civilization which was

necessarily western and imperialist. The examination of civics books confirms

3 “Bunlar su iddiada bulunuyorlardi: ‘Siz oralar: medenilestiremediniz, biz medeniyeti Afrika’va da
nesr edecegiz. Bu suretle oramn ahalisinin refah ve saadetini temin edecegiz.’ Stiphesiz bunlar pek
bog sézlerdi.” H. Natan, Mithat Sadullah, Yeni Musahabat-1 Ahlakiye, Diniye, Medeniye, Tarihiye
(Devre-i Aliye, Birinci Sinif) (istanbul: Sirket-i Miirettebiye, 1333), p. 159.

%8 Ibid., p.160.
% bid., p.162.
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Giiler’s evaluation that “Ottoman intellectuals tried to prevent the spread of
destructive psychology among both intellectuals and society, with the thoughts that
the East is the cradle of the civilization.”>® What was taught to the children was a
“civilization of their own,” part of which was recognized and tolerated to have been
influenced by the merits of the Western civilization. What is more, the Islamic
civilization was even superior to the West since the virtues determined by the
centuries-long Western civilization had already existed in Islam theoretically and in
the Ottoman past in practice. Especially, tolerance, equality, freedom and
consultation were part of Islamic belief and Ottoman history.””’

The concept of “Islamic civilization” bore manifold problems as well as
caused theoretical discussions. Ilber Ortayli interpreted it as a secularizing concept
which caused Ottomans to assess themselves not with an interior interest but by an
exterior Western look in the course of time.>*? In other words, Islam and what was
Islamic was evaluated only to the extent it contributed to what was modern.”®® Thus
in the narration and composition of school subjects, differences and conflicts tended
to be lost from sight in the school knowledge; instead, the search for the adaptability,
compatibility and appropriation of the indigenous led the content, and simultaneously
resulted in the reproduction of the Islamic values and morals in the western sense

which could be seen as both the secularization and revivalization of the convention.

%% Ruhi Giiler, “Tanzimattan II.Mesrutiyete “Medeniyet” Anlayisinin Evrimi” (Ph.D. diss., Marmara
Universitesi, 2006) p. 172.

39 Lothrop Stoddard, 1914-1921 I. Cihan Harbi Sonrasinda Islam Alemi: Bir Medeniyet Sorgusu ve
Arayigi, haz., Kamil Yesil, (Istanbul: Kakniis, 2002), p. 158.

%92 Ruhi Giiler, “Tanzimattan II.Mesrutiyete “Medeniyet” Anlayisinin Evrimi” (Ph.D. diss., Marmara
Universitesi, 2006) p.185.

%% fsmail Kara, “1slamq1 Soylemin Kaynaklar1 ve Gergeklik Degeri,” Modern Tiirkiye 'de Siyasi
Diisiince, Islamcilik 6 (Istanbul: Iletisim, 2005), p. 44.
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The critical question in the Ottoman curriculum of civics, however diverted
from the western models and asked “who are we?” The description of the universe
and mankind indispensably produced a new mold of “duties” conducted to centers of
belonging. Ali Irfan’s book, Education of Man and Civilization posed the fact in
which man is configured as a celestial entity which generally found his expression in
the discrepancy between the spiritual and material sides of human beings, of which
the former was meticulously taken into consideration against the modern materialist
imperatives. The question of “Who are we?” was answered within this holistic image
of man in religion: “We, human beings, are the most precious and valuable among
the live and inanimate creatures of God. We are even more favorable and superior

than angels.”**

Man, who was interpreted as a work of art in the religious circle of
living beings, certainly conflicts with an envisagement of man in the Enlightenment
ideology. The sultan and the state denominated the celestial existence in the world
view above. The children were taught why they should love the Sultan in these lines:

Why do we love the Sultan?

].3”ecause he is the caliph of the Prophet, the representative,

The testimony of the three hundred million Muslims on Earth

Because he is the Sultan of thirty million Ottoman,
He carries the throne, honour and glory of the ancestors.””

9% «“Biz insanlar Cenab-1 Allah’n yarattigi canli, cansiz biitiin mahlukatin en degerlisi, en
kiymetlisiyiz. Hatta meleklerden bile daha muteber daha makbuliiz.” Ali Irfan, Terbiye-i Insaniye ve
Medeniye (Istanbul: Tefeyyiiz Kiitiiphanesi, 1329), p. 3. (Maarif Nezaretinin son programina tevfikan
ve gayet agik ve sade bir lisan ile muharir olup nur seydegan vatana hayat —1 insaniye ve i¢timaiyeyi
talim eder.); For similar statements, Selanikli Faik, Malumat-i Medeniye (Istanbul: Karabet Matbaasi,
1908), p. 3.

395 “Pydisahi biz ne i¢in o kadar ¢ok severiz

Ctinkii odur Peygamberin halifesi, vekili

Yeryiiziinde ti¢ yiiz milyon miisliimanin delili

Ctinkii odur otuz milyon Osmanlilik sultan

Ondadir hep ecdadinin tahti, serefi, sant.”

Authored by Ibrahim Alaattin in Osman Fahri, Musahabatiil Ahlakiye, Sthhiye, Tarihiyye, Medeniye

(Istanbul: Tefeyyiiz Kiitiiphanesi, 1332), p. 15. (Maarif-i Umumiye Nezaretinin teskil ettigi bir ve iki
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The religiosity in the description of man converged with the reason and
rationality of the Enlightenment. Human intellect, constituting one branch of the
modern education, was appreciated as a gift of God. **® The celestial point of view
did not necessarily result in avoidance of the material value and gains of this world.
This might be read as part of the synthesis reached as a result of the intellectual quest
in the Second Constitutional period. Human reason had gained much importance
because civilization and progress sprang of it: “Utilizing all things with our wishes,
making the universe obey our pleasures, in short, founding communities,
governments, living with perfect felicity (kemal-i saadet) and welfare are all thanks
to our reason.”’

The civics books from 1913 to 1926 unanimously suggested on three
categories regarding the term “duty:” personal duties (to the body, spirit, mind,
intelligence and honor), social duties (to the family, country, humanity and

civilization) and religious duty (to God).>”®

Religious duty, which made up one of the
circles of duties, came the last following the material duties such as the importance

of wealth, which opened the worldly progress and point of view possibly. To Irfan,

man progressed and was civilized by carrying out civic duties:

dershane ve muallimli mekatib-i iptidaiyenin devre-i ula miifredat programina muvafik olarak tertip
edilmistir.)

3% Al frfan, 1329, p. 4.

97 «“Biitiin esyayt istedigimiz gibi kullanmamiz kainati kendi istedigimize tabi kilmamiz velhasil
vahgetten kurtulup cemiyetler, hiikiimetler teskil etmemiz, kemal-i saadet ve refahetle yasamamiz hep
aklimiz sayesindedir.” Tbid., p. 5.

3% The placement of the duties to God varies in the textbooks accordingly with the author’s respect of
the secular worldview. For example, as seen above in Ali Seydi’s Vezaif-i Medeniye, the child was
taught his duties starting with the morning prayers in the day. However, most authors prefered to
place the religious duties in the last page since, as justified by some authors, the religious duties were
going to be taught in detail in the course of religion.
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In brief, man is able to do whatever he imagines. To get what

you want and to live in comfort, thus to get rid of the

savageness, is only possible by civic duties. So, what is civics?

It 1s all of the things to be accomplished in order to have a

prosperous life by civilizing and leaving barbarity. **°
To Seydi’s textbooks of 1913, the aim of the course was: “To teach man his
humanity, the glory and merit of being a man, and what his personal and social duties
are about.”®”" He stated that western civilization had progressed with morality, which
was acquired through a proper education.

The push towards enlightenment, civilization and progress was resisted by the
identity crisis, in the narration of Osman Fahri. The reluctance to change was
disclosed within dichotomy of the “self” and the “others™: “Each nation has customs
of its own and they are worthy at its own sight. They are irrevocable because they
identify that nation. If a nation spoils its customs, that means, it does not want to
resemble itself. It definitely imitates other nations. Imitation should be abstained
from, avoided. Losing your own identity means becoming the slaves of others.”*"!
The authors’ approaches to the relation between religion and civilization

varied in form and degree with respect to their personal choices. The conception of

“duty” was overtly designated as Islamic in a textbook which began with Besmele

39 “Velhasil aklina her geleni her istedigini yapabiliyor. Insanin béyle her istedigini elde etmesi,
rahat yasamasi, vahsetten kurtulmasi ancak vezaif-i medeniyesi iledir. Su halde, vezaif-i medeniye
nedir? Vezaif-i medeniye insanlarin vahgetten kurtulup bir yerde toplu olarak rahatca serbestge
yasayabilmeleri icin yapilmasi lazim gelen seylerdir.” Ali Irfan, 1329, p. 12.

690 «“fnsana insanhg, insaniyetin seref ve meziyetini, vezaif-i sahsiye ve medeniyemizin neden ibaret
oldugunu 6greten bu dersin fevaidinden uzun uzadiya bahsetmeye gerek yoktur.” Ali Seydi, 1329, p.
3.

OV «“Her milletin adeti kendi kendisine aittir. Ve kendi nazarinda o adetleri kiymetlidir, degistirilemez.
Ctinkii onu tanitan o adetlerdir. Adetlerini bozan kendi kendisine benzemek istemiyor demektir. O
mutlaka baska milleti taklit eder. Taklitten ¢ekinmelidir, sakinmalidir: Kendi kendini kaybetmek
bagkasina esir olmaktir.” Osman Fahri, Musahabatiil Ahlakiye, Sthhuye, Tarihiyye, Medeniye
(Istanbul: Tefeyyiiz Kiitiiphanesi, 1332), p. 106. (Maarif-i Umumiye Nezaretinin teskil ettigi bir ve iki
dershane ve muallimli mekatib-i iptidaiyenin devre-i ula miifredat programina muvafik olarak tertip
edilmistir)
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and had no author name. Duty was introduced directly within the religious
framework: “The duties to God are the most blessed and important duties. It is to do
what God commands and to avoid what he prohibits. These are the duties which
constitute the basis of all other duties.”*"

Haydar and Ziya’s The New Knowledge of Civics also exemplifies the
narrative of civics with a religion-based epistemology. The subject matters in the
book were presented with Islamic references either from the Hadiths or the Quran on
thirty occasions. The textbook nearly lost its distinctive character as a civics course
book due to so many religious references. To give an example, the importance of
solidarity between family members was supported first with two hadiths: “A
despicable man is one who leaves his family in misery” and “Those rich people
whose families are wretched are not our brothers.”**® He underlined the religious
authority over the moral values, by saying, “Gentelemen, as you see how family is

significant and sacred in the sight of law of Islam.”®"*

He added concluding remarks
on the function of family in Shariah. This legitimization process certainly served not
only the reproduction but also the strengthening of the religious discourse. The

author compromised civilization and religion and used both terms side by side in his

texts: “In the old times people sold their kids like slaves, if they wanted they even

692 1 a., Malumat-1 Medeniye (Istanbul: [Vezir Haninda 48 nolu Matbaa], 1327), p. 7.(Umum Mekatib-
i Iptidaiyelerin ikinci ve tigiincii senelerinde tedrise elverisli surette tertip edilmistir.)

693 <« insanlarin alcag ailesini sefalette birakanlardir... Vakit ve hali miisait oldugu halde ailesini

muzayikte birakanlar bizden degildir.” Ali Haydar, A.Ziya, Yeni Malumat-1 Medeniye (Istanbul:
Kanaat Kiitiiphanesi, 1330), p. 5. (Mekatib-i riisdiyenin ikinci senelerinde okutulmak iizere programa
muvafik olarak yazilmigtir.)

9% “Efendiler, gordiiniiz ki Seriat-1 Islamive nazarinda aile ne kadar miihim ve kutsi bir mevki

tutmustur.” Ali Haydar, A.Ziya, Yeni Malumat-1 Medeniye (istanbul: Kanaat Kiitiiphanesi, 1330), p. 5.
(Mekatib-i riisdiyenin ikinci senelerinde okutulmak tizere programa muvafik olarak yazilmigtir.)
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killed them. The law of Islam, the civilization and the humanity abolished all of these
evils” *%

The agency given to civilization and religion in the same line is apparent
throughout the book. It is indiscernable to what “civilization” referred, yet it is
understood that “civilization” connotated the economic and intellectual progress of
Western Europe. This word seems to have served for the “pedagogical” articulation
of western values, so that the Ottoman pride and hope were not hurt. Thus, besides
pedagogical considerations, this euphemism made the expected tension and
predicament between the East and West easier to negotiate in the context of civics.

The duties to family, relatives, inheritance, justness, private property,
entrepreneurship and equality were emphasized with religious references in Ali
Seydi, t00.°” Islam and reason were used in the same line: “Religion, reason and
conscience lead us to do this.”...“God commands us to be characterized by justice
and benevolence. Wisdom (akil), reason (hikmet) and rationality (mantik)
necessitated this, t00.”*"” Some subjects were crystallized in historical terms with the
periods of the Four Caliphates. Seydi presented the duty to God as the most
encompassing of all duties surrounding man. The man was imagined in relation to
God, before all ties and belongings in parallel to his theoretical ideas discussed
above:

Wherever we go in the world, we witness that people of these

places -even if they are savages (vahsi-) we see that they believe
in the existence of a Creator. The more the civilization

895 “Eski zamanlarda insanlar ¢cocuklarin esir gibi satarlar, isterlerse oldiiriirlerdi. Seriat-i Islamiye
insanlitk ve medeniyet bu gibi fenaliklart kaldirdilar.” 1bid., p. 8.

69 Ali Seydi, Terbiye-i Ahlakiye ve Medeniye (Dersaadet: Artin Asadoryan, 1331), p. 9, p. 79.
(Mekatib-i riisdiye, idadiye, sultaniye ve dariilmualliminlerde tedris edilmek iizere tertip edilmistir.)

87 “Din ve akil ve vicdan bizi bu feraizin hiisnii ifasina sevk ediyor... Cenab-1 Hak Kuran’i Kerim'de
adil ve ihsan ile muttasif olmamizi emrediyor. Akil hikmet mantik da bunu mudildir. ” 1bid., p.32, p.70.
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progresses, the more the feeling of piousness gets strength,
whereas the bigotry (taassub) is lessened. The feeling of divinity
is so exalted that they perceive disbelief as equal to their death.
Here, the duties carried out to the Creator are called religious
duties.®*®

Not only the discourse of duties, but also the center to which the sanction was
imposed and the responsibility oriented arose from the Islamic belief system. Parents
who did not educate their children well were held responsible to God and humanity.
The narrative did not intend a citizenship based on state and law power directly.’”’
Instead, “humanity” as a version of “civilization” counterbalanced the religious
discourse. Haydar’s quest for congruence between the laws of Islam and the
imperatives of the “civilization” were exposed clearly in these lines, historically
predating Islam’s merits over “civilization”: “The exalted Islamic law showed the
sacredness and inviolability of family to people almost 1300 years ago.”'”
Islam preached the principle of consultation, parliamentary
regime, national sovereignity, the greatest of all principles, 1300
years ago. Yet, it is regretful that Muslims have drifted apart
these principles in the course of time, and they got so
miserable.®"’

Here, Haydar and Ziya agreed on Ali Seydi’s conception of morality in which he

argued that Islam encompassed what “civilization” had just found out.

8 “Diinyanin hangi tarafina gitsen orada yasayan adamlarin vahsi derecesinde bile olsalar- bir
halikin bir mahlukun viicuduna iman ve itikad ettiklerini goriiriiz. Medeniyet terakki ettikce taassub
azalmakta ise de dindarlik hissi gittikce kuvvet bulmaktadir. Diyanet hissi o derece yiiksektir ki
itikadsizlik adeta onlarca bir cinayet hiikmiindedir. Iste insamn halikina kars: yapacag vazifelere de
vazife-i diniye adi verilir.” Ali Seydi, Musahabat-1 Ahlakiye (Devre-i Aliye, Birinci Sene) (Istanbul:
Tefeyyiiz Kiitiiphanesi, 1336), p. 9. (Maarif nezaretini celilesince bilumum mekatibde tedris edilmek
tizere kabul edilmis ve bu kere tashihat ve tadilat icrastyla yeniden tab olunmustur.)

699 Ali Haydar, A. Ziya, p. 6.
810 «Sep-i Serif bin ii¢ yiiz su kadar sene énce aile ocaginin masuniyetini ve kudsiyetini insanlara
gortermigtir.” Ibid., p. 5.

S “Apisliimanlik bundan bin di¢ yiiz su kadar sene evvel bu biiyiik insanhk diisturunu, kaide-i
mesvereti, megrutiyeti, hakimiyye-i milliyeyi vaz etmistir. Fakat maatteessiifdiir ki miisliimanlar bir¢ok
zamanlar bu kaidelerden uzaklasmiglar, uzaklasmislar da béyle perisan diismiisler.” 1bid., p. 38.
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The lines above depicting how religion predated what the “civilization” had
formed over centuries articulate the substantial defense of religion against the thesis
of the correlation between religion and socio-economic backwardness. Thus, the
credibility, righteousness and universality of Islam were claimed upon its ability of
correspondence with the contemporary knowledge. It is evident that religion still
played a crucial role in the imagination of the Ottoman community in the Second
Constitutional Period according to these authors. The resurrection of the Empire, the
restoration of morality and the renewal of education all were bound strictly with the
revival of religion, which was manifested in the demarcation of “true religion” from
the “old superstitious, violated religion” (hurafat). The same was observed in the
textbooks on religion on the harmony of religion versus science dichotomy.

The “civilizations” of the East and West found some more explicit
comparisons in Ali Seydi’s textbooks. One major thesis told students that western
civilization owed a great deal to the East while the second one highlights that the
present and even future “civilization” would be unavoidably and ireversibly Western.
He reflected the implications of an understanding of history which culminated in
Western civilization.’* Seydi discussed the dichotomy of religion and civilization

13 He articulated his

by carrying it onto geographical entities of the East and West.
foresight that the superiority of western civilization could be long term. He argued
that when the earlier people were destroyed; their civilizations were, too. Yet,

western civilization seems to be last at permanent since it was the culmination and

compilation of many states. He regretfully stated that the compulsory direction for

812 H. Asena Demirer Akmaner, “Batida Medeniyet-I¢i Hakimiyet Miicadelesi ve Medeniyet- Dist
Diisman Tasavvuru” (Ph.D, diss., Marmara Universitesi, 2007), p. 138.

613 Ali Seydi, 1329, p.18.
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Ottomans in order to progress was to the Western civilization, although “...we, the

nation of Ottomans, taught everyone everything once upon a time.”*"*

He explained
the reasons of direction to the West as follows:

Yet today, European civilization has become the civilization of

science; and consequently, it is released from the threats of

losing its power and domination with the stagnation and decline

of a few governments or people. Because the contemporary

European civilization is not the product of one people, every

nation and people surviving today has a claim, share and help

over it. Therefore, accepting the components of European

civilization has no drawbacks, but maybe benefits, provided that

they are religiously and culturally compatible with us. °'
The author tried to overcome the disquiet and uncanny character of following the
“others” in the sight of the new generation with the conviction that all civilizations
from the East and the West melted into the same pot and made up it. He gave some
concrete examples to persuade students the merits of the “civilization” which is
overtly put as inevitably “Western” in the present time. He exemplified his positive
viewpoint with the humanitarian projects in Europe, such as the compassionate
organizations or regulations helping the poor in order to create a favorable existence
for all people in the world.®'® By disregarding the inner and foreign political crises
which lately had turned out an anti-Westernist attitude as a result of the Balkan wars,

he sustained to set up a dialogue with the Europe. He continued to exalt European

civilization with reference to the rights of the foreigners in a country:

1% «“Halbuki, biz Osmanli milleti bir zamanlar herkese herseyi 6gretirdik.” Ali Seydi, 1329, p.16.

815 “L akin bugiinkii Avrupa medeniyeti (medeniyet-i ulum) seklini almis ve binaenaleyh éyle bir
kavmin birkag hiikiimetin siikutuyla inkiraziyla hiikmiinii kaybetmek tehlikelerinden azade
bulunmustur. Ciinkii Avrupa medeniyeti hazirast hi¢ bir kavmin mali mahsusu olmayip bugiin
mevcudiyeti siyasiyesini muhafaza eden her kavmin her milletin bunda bir hakki, bir sirketi bir
himmeti vardir. Binaenaleyh Avrupa medeniyetinin serait-i diniye ve i¢ctimaiyemize tevafuk eden
aksaminmt kabulde bizim i¢in mahzur degil, belki faideler mevcuttur. ” Ibid., p. 19.

616 Alj Seydi, 1329, p. 25.
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No need! History shows us that there are great differences
between our time and the time three or four centuries ago. In
previous times, a man who travelled to a foreign country had to
hide his foreignness. If not, he was harmed and humiliated. Now
it is not like this... What is wanted from civilization is to create
this situation. However, against those who unjustly attack our
nation, country and society, our first duty is to silence them in a
plausible way, if they do not give up, cutting off our
communication. Our reaction and anger should be restricted to
those people’s personalities, without extending it to their sect,
race, 2]r%d nation. It is because the principle of pedagogy orders it
to us.

Ali Seydi presented the life styles of the East and West with concrete
examples. In contrast to the above-mentioned authors, he adopted the Orientalist
point of view which counted backwardness ingrained in the morality and the
character of the East: “We, the Eastern people, are erratic and feeble-minded.”*'® He
commented:

If a civilized European tells you, “Let’s meet at five tommorrow
at so and so place,” you will find that man at the exact hour and
minute there no matter what happens. We, on the other hand,

do not take such occasions seriously. However, is this behavior
. 1
appreaciable?°"’

1" “Ne hacet! Bundan ii¢ dért asir evvelki zaman ile simdiki zaman arasinda pek ¢ok fark oldugunu
tarih bize gosteriyor. Evvelleri bir adam ecnebi bir memlekete gitse ecnebiligi saklamaga mecbur
olurdu. Aksi halde zarar hakaret goriirdii. Simdi ise béyle degildir... Medeniyetten matlub olan sey de
bu hali viicuda getirmektir. Mahaza; bigayr hak milletimize, vatamimiza, heyet-i ictimaiyemize, taun
ve taarruz edenlere karsi birinci derecede vazifemiz onlart mantik dairesinde ilzam etmekten,
olmadigi halde kendileri ile miinasebeti kesmekten ve bu babdaki infialimizi o gibi adamlarin sahsina
hasr edip bunlarin mensup oldugu mezhep, millet, cins efradinin umumuna tesmil etmemekten
ibarettir. Ciinkii terbiye kanunu bize bunu emrediyor.” Ali Seydi, 1329, p. 26.

818 «Biz sarklilar iradesiz ve sebatsiziz.” Ali Seydi, Musahabat-1 Ahlakiye (Devre-i Aliye Birinci
Sene) (Istanbul: Tefeyyiiz Kiitiiphanesi, 1336), p. 19. (Maarif nezaretini celilesince bilumum
mekatibde tedris edilmek tizere kabul edilmis ve bu kere tashihat ve tadilat icrasiyla yeniden tab
olunmusgtur.)

819 “Medeni bir Avrupali size (beni yarin saat beste filan yerde bekleyiniz) derse saat ihtilafi miistesna
olmak iizere behemehal o adami aym saat ve dakikada orada bulursunuz. Biz ise bu seylere pek
ehemmiyet vermeyiz. Halbuki bu hal bir marifet midir?” Ali Seydi, 1336. p. 19.
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Life styles of Europeans were most frequently referred to in Ali Seydi’s books. The
etiquettes, manners and customs in eating and dressing were detailed. He appreciated
the customs of foreigners (frenkler,) which were counted as compatible with national
requisites. In detail, he gave information about in what ways a table was prepared for
a meal, how to behave if invited somewhere, what to do while eating, and how to
shave. To give some examples, biting bread was not appropriate or fish was not eaten
with a knife.®*® On the other hand, those European customs which were improper to
the Ottoman also were touched upon.

The West was turned into an object of desire both in economic and moral
terms in Ali Seydi’s textbooks. Giving a new character formation and changing the
Eastern way of upbringing described one of the distinctive aims of the civics course.
Raising hard-working and rich patriots who had self-esteem and pride seems to have
been the ultimate end of civics books. Ali Seydi, who made his concluding remarks
by praying to God,**' motivated children to be productive with questions such as
follows:

What device have you invented to be beneficial to the humanity,
nation or family so far? What law have you added to the present
science? With what capital did you enterprise at a work and
double your money?°**

The textbook of Ali Seydi introduced Europe and modernization as less

problematically compared to the other writers even though he supported relying on

620 Ali Seydi, 1331. p. 108-111.

2! “Heman Cenab-1 Hak, ciimlemizi hiisn-ii itikaddan ve amelden ayirmasin ve iltifat-1
Samedaniyesine mazhar buyursun.” Ali Seydi, 1336, p. 64.

622 «Sen simdiye kadar ilm-i insaniyete veya milletine veya ailene faidesi olacak ne gibi bir alet icad
eyledin? Mevcut uluma ne gibi bir kaide ilave ettin? Kimin sermayesi ile ortaya atildin da onu iki ve

misline ¢ikardin?” Ibid., p. 22.
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the Islamic roots, which were already “compatible” with Western thoughts. The
criticism of imperialism highlighted in Haydar-Ziya and Cevad’s texts was turned
into a language criticizing the East with an Orientalist perspective as Seydi’s.
Notwithstanding the minor variations, the authors whose textbooks have been
discussed in this section display a common treatment of civic and moral knowledge
interpreted with Islamic background. Religion, no matter if it was utilized for the
legitimation or the formation of local identity, still played an important role in
constructing the minds and identities of children in the 1910s.

The duties were considered in three parts, one of which belonged to God. The

623

textbooks™™ examined in this part demonstrated the adaptation of civics knowledge

623 Ahmed Cevad, Muhasabat-1 Ahlakiye, Sthhiye, Medeniye, Vataniye ve Insaniye (istanbul:
Kiitiiphane-i Islam ve Asakir, 1330) (Mekatib-i Iptidaiyenin besinci ve mekatib-i sultaniye sunuf-
iptidaiyesinin dordiincii senesine mahsustur); Ali Haydar, A.Ziya, Yeni Malumat-1 Medeniye
(Istanbul: Kanaat Kiitiiphanesi, 1330) (Mekatib-i riisdiyenin ikinci senelerinde okutulmak iizere
programa muvafik olarak yazilmistir); Ali irfan, Terbiye-i Insaniye ve Medeniye (istanbul: Tefeyyiiz
Kitiiphanesi, 1329) (Maarif Nezaretinin son programina tevfikan ve gayet agik ve sade bir lisan ile
muharir olup nur seydegan vatana hayat —i insaniye ve i¢timaiyeyi talim eder); Ali Seydi, Terbiye-i
Ahlakiye ve Medeniye (Dersaadet: Artin Asadoryan, 1329) (Mekatib-i riigdiye ve idadilerde tedris
edilmek tizere tertip edilmistir); Ali Seydi, Terbiye-i Ahlakiye ve Medeniye (Dersaadet: Artin
Asadoryan Matbaasi, 1331) (Mekatib-i riisdiye, idadiye, sultaniye ve dariilmualliminlerde tedris
edilmek tizere tertip edilmigtir.); Ali Seydi, Musahabat-1 Ahlakiye (Devre-i Aliye Birinci Sene)
(Istanbul: Tefeyyiiz Kiitiiphanesi, 1336) (Maarif nezaretini celilesince bilumum mekatibde tedris
edilmek iizere kabul edilmis ve bu kere tashihat ve tadilat icrasiyla yeniden tab olunmugstur); Mithat
Sadullah, Sualli Cevapli Malumat-1 Medeniye Dersleri (Istanbul: Miirettebin-i Osmaniye Matbaasi,
1328) (Yedi senelik mekatibi idadiyenin ikinci ve iictincii simiflariyla, mekatibi riisdiyenin ikinci ve
tictincii senelerinde tedris edilmek iizere tertip olunmugtur); n.a., Malumat-1 Medeniye (Dersaadet:
[Vezir Haninda 48 nolu Matbaa], 1327); Mehmed Abdiilkadir, Malumat-1 Medeniye ve Ahlakiye
(Istanbul: Keteon Bedrosyan, 1326) (Maarif Nezareti celilesinin tanzim ettigi son programa muvafik
olmak iizere tertip edilmistir.); Selanikli Faik, Malumat-1 Medeniye (Istanbul: Karabet Matbaasi,
1324) (Mekatib-i Iptidaiyenin tigiincii senesinde tedris edilmek ve son programa muvafik olmak iizere
tertip edilmistir.); H. Natan, Mithat Sadullah, Yeni Musahabat-1 Ahlakiye, Diniye, Medeniye, Tarihiye
(Devre-i Aliye, Birinci Smif), (Istanbul: Sirket-i Miirettebiye, 1333); Ali Seydi, Vezaif-i Medeniyet:
Kism-1 Evvel (Dersaadet: ikdam Matbaasi, 1328) (Mekatib-i iptidaiye sakirtlerine mahsustur.);
A.Riza, Iptidailere Malumat-1 Ahlakiye ve Medeniye (Istanbul: Nefaset Matbaasi, 1331) (Maarif
Nezareti celilesinin mekatip programina tevfikan tertip ve umum mekatib iptidaiye iiciincii senelerinde
okunmasi resmen kabul olunmustur.); Osman Fahri, Musahabatiil Ahlakiye, Sihhiye, Tarihiyye,
Medeniye (Istanbul: Tefeyyiiz Kiitiiphanesi, 1332) (Maarif-i Umumiye Nezaretinin tegkil ettigi bir ve
iki dershane ve muallimli mekatib-i iptidaiyenin devre-i ula miifredat programina muvafik olarak
tertip edilmistir.)
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into Islamic context was not seen in harmony; yet the celestial system and power
were perceived as part of the state power. To end with the most explicit epitome
depicting the period, a duty was taught within the various sanctions: “... the tax

imposed by the government is obliged both by Sharia, the law, and morality.”®**

Teaching Identities through Economy: Muslims versus non-Muslims

To what extent the Ottoman textbook writers disclosed the imperialist
policies and colonialism of European countries and in what context they situated the
negative image of western civilization the political ambience of the Unionist period
when the Balkan Wars and the Great War altered the course of ideological agenda is
worth examining.

The critical judgements and the tension with “civilization” were disclosed
more openly on the matter of economic progress in the textbooks during the 1910s.
Yet, textbooks published in the 1920s lacked the comparisons regarding the progress
and economic growth of the West. The books of Nazim [I¢sel], Orhan Fuat,
Muslihiddin Adil Taylan and Mithat Sadullah emphasized issues of accumulating
wealth and studying hard; yet, the colonial relation between the East and the West
disappeared.

The broad cover of the subjects in civics textbooks gives the impression that
they were not only written for students at the elementary level, but the fathers of the
students were targeted, too. Textbooks, which provided the means to convey the

formally established baggage of knowledge into houses, reached not only a child but

82% < g hali de hiikiimetin tayin eyledigi vergiyi vermeye hem ser’en hem kanunen hem de ahlaken
mecburdur.” Ali Seydi, 1329. p. 52.
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his family, too. As stated in the guideline (1913), the imposition of “getting ready for
life” was the major purpose in education. Envisioning children as adults appeared as
the inevitable result of this goal no matter how unpedagogical the imposition of some
responsibilities was appropriate for a child. In both ways, textbooks were by no
means to be read only as texts of elementary level. Economy manifests in the
textbook from the livelihood of a family at the micro level to the economic war
between imperialist powers and the Ottoman state. For example, Ahmed Cevad
reminded the students about the high possibility of their parents’ passing away before
students died, since the parents were much older. He taught them to get ready for any
case of misfortune. In order to be prepared for such a possibility, “every child should
find a way of a livelihood, work, occupation or property. If a child does not consider
this important, he comes to regretfulness by suffering from abject poverty not long
before ”°* Thus, the scope of knowledge in civics covered all life cycles of a student
in elementary school which is mostly the first and last phase of schooling for many.
Livelihood was presented as a matter to be stressed about for the students of 1910s.
The authors detailed the trouble of livelihood stretching from the family to the state
level. The Ottoman child pedagogically was taught to care about the economy and he
inevitably found the backwardness of the East and the enchanting riches of the West
in his school agenda and childish imagination.

The civic textbooks established a strong relation between being equipped
with a lot of knowledge and being a useful man: “Whoever has lots of knowledge is

honored, needed, useful and great. Or at least he has the potential to be great.

825 “Bynu her ¢ocugun diisiinmesi ve bir an evvel kendini bir kazang, bir is, gii¢, miilk sahibi etmege
calismast lazimdir. Cocuk gengliginde buna ehemmiyet vermeyecek olursa ¢ok ge¢meden fakir ve
zarurete miibtela olarak nedamet getirir.” Ahmed Cevad, Muhasabat-1 Ahlakiye, Sihhiye, Medeniye,
Vataniye ve Insaniye (Istanbul: Kiitiiphane-i islam ve Askeri, 1330), p. 59. (Mekatib-i Iptidaiyenin
besinci ve mekatib-i sultaniye sunuf-1 iptidaiyesinin dordiincii senesine mahsustur)
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Whoever is without knowledge and education is insignificant, dishonored and he is
of very little benefits to himself and the homeland.”**® The background of the
frequently repeated “knowledge and usefulness” relationship was exposed in the
comparisons of the Europeans and Ottomans. The usefulness was linked to the
amount of capital which the individuals accumulated. Civics textbooks manifested
how liberal economy was normalized and internalized at the elementary school level.
Europe owed its success to the construction of a sense of economy given in
children’s education: “the sense of economy is given to children in the cradle, in the
arms and at school. Families show children some epitomes about economic life
everyday... Today, in this great territories of the Ottoman Empire, there are a few
men deservedly to be called rich, since we lack the opinion of economics”.*” While
the curriculum plans included “showing compassion to needy people,”®*® Ali Seydi
recommended blaming the poor and the beggars on the streets. On the other hand, the
relation between poverty and laziness was questioned on the conflict that “our
farmers work hard, but somehow they earn less.”**’ However, he did not elaborate on
imperialism. The means of enrichment was shown with interesting questions:

How many of those magnificent houses on the shore and chalets

you see around belong to officers, how many to tradesmen and
business men? If you ask, you will discern that a man must

826 “Her kim ¢ok malumatl ise o serefli, lizumlu, faidelidir, biiyiiktiir. Veya hi¢ olmazsa biiyiik olmak
istidadindadir. Her kim ilimsiz, irfansiz ise o kadirsiz, serefsizdir, kendine vatanina faidesi pek azdiwr.’
Ahmet Cevad, 1330, p.57.

]

827 “Miitemeddin milletlerde ¢cocuklara iktisad fikvi daha besikte kucakta, mektepte iken verilir. Her
giin aileleri arasinda onlara iktisada dair fiili misaller gosterilir... Bugiin su koca Memalik-i

Osmaniye’de bakilsa bir kag kisi miistesna olmak iizere bihakkin zengin denilmege layik pek az
adamlar vardir. Ciinkii bizde fikri iktisad yoktur.” Ali Seydi, 1336, p. 24.

828 Mekatib-i Iptidaiye Ders Miifredan (istanbul: Matbaa-i Amire, 1329).
629 Ali Seydi, 1336, p. 25.
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definitely be either a farmer or a tradesman or craftsman in order
to be rich.®*°

The economic stagnation and the territorial losses in the past centuries which
allegedly had resulted from the accumulation of “lack of knowledge” invoked the
“repossession” missions loaded on the youth in the present time. The intensive
indoctrination leads one to draw such a poposition: The children were to learn many
things as quickly as possible, if not, they would not only fail, they would destruct
themselves, not only themselves but their family and nation too. The link between
being learned and being nothing appeared very often, with great emphasis:

The European nations have dominated the others today; they
have shared Africa and substantial territories of Asia. As for
those who could remain independent, their economic gains and
profits have been exploited, too. For example, all the trains,
tramways, steamships and mines belong to them, and are run by
them. The greatest stores, banks belong to Europeans, too.
Although it is our homeland, all its wealth and properties are
obtained by them. Europeans got these great forms of
exploitation from us, not through war, but with science (ilim).
We lack the ability and science to construct trains. For this
reason, we are doomed to lose the profits of the investments that
we have had the Europeans do.®’

The image of imperial Europe, the colonies in Asia and Africa and the semi-

colonial independents such as the Ottoman Empire drew the political and economic

map of the world in the child’s mind. The exploitation created in the informal

830 «Sokakta gezerken rastgeldiginiz biiyiik muhtesem konaklardan yali ve késklerden ka¢i memura
kag1 erbabt ticarete ve sanayie aittir. Eger tahkik ederseniz anlarsiniz ki bir adam zengin olmak igin
mutlaka ya ¢ifici, ya tacir, ya da zanaatkar olmalidir.” 1bid., p. 27.

8 < Ayrupa milletleri bugiin diinyamin diger milletlerine hakim bulunurlar; Afrika yi, Asya’min pek
miihim yerlerini aralarinda paylasmislardir. Miistakil kalabilen devletlerin de biitiin kazanglarint yine
onlar ¢ekerler. Mesela bizim memleketimizde biitiin simendiferler, tramvaylar, vapurlar, madenler
onlarindir ve onlar tarafindan igletilmektedir. En biiytik magazalar, bankalar da Avrupalilarindir.
Memleket bizim oldugu halde biitiin servetleri varidati onlarin eline gecer. Avrupalilar bizden bu
cesim menfaatleri muharebe ile degil ilim sayesinde alirlar. Biz simendiferleri yapmaga muktedir
degiliz. Onun i¢in Avrupalilara yaptirmaga ve faidelerini onlara kaptirmaga mecburuz.” Ahmet
Cevad, 1330, p. 57.
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colonial system was underlined rather than shedding light upon the large spaces of
colonialism in different regions. Another considerable remark is that the texts
generally depict how the Europeans had progressed instead of highlighting the
disasterous results for colonized people. At this point, the authors treated the issue
pragmatically rather than making ethical jugdements. The reason why they focus so
much on the steps of Eurpean progress was to teach the shortest ways of making
fortune to the Ottoman children. In this sense, in some paragraphs, the colonial
imperialism of Europe on the Asian and African continents was affirmed. To Haydar
and Ziya, becoming a slave was the natural and legitimate result of ignorance and
lack of hard work. The exploitation of the poor people in colonies was presented as
the inevitable result of the laws of nature. The narration taught with what kind of
education Europeans had become successful within the social Darwinist rationality:
“Because the English are learned (malumatii) and diligent people. The law of the
world is this, my kids: A big fish always swallows the little.”*** Thus “the
subordinates of the Ottomans,” such as the often cited Africans took place in cases of
admonitions, in which Ottoman students were cautioned against the worst and last
phase of the European expansion and capitalism.

Ahmed Cevad’s text differed from others with its remarks on political
economy and the proposal of accumulating legitimate capital. The pejorative results
of the fortune-making were drawn within the critical frame against capitalism. The
idea of becoming wealthy was affirmed only if it was “moral and national.” Wealth
which had no national or moral consideration turned into a power that suppressed

poor people and produced injustices. The case of the Ottoman Empire is given to the

832 «“Ciinkii Ingilizler malumath ve ¢caliskan bir milletdir. Diinyanin kaidesi boyle yavrularim, daima

biiyiik balik kii¢iik balig1 yutar.” Ali Haydar, A. Ziya, p. 41.
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notice of students in a relation in which the rich were the foreigners (ecnebiler) and
their power and capital brought “manifold harm” to the Ottomans. Criticizing the
imperialist capitalism of Europe earned on the cheap labor of the poor, he expressed
no hopes about the change of the existing capitalist system in the future, saving
hopes in the Hereafter: “Even the law is unable to do anything against these tyrants.
Their giving account of their deeds and being punished are left to the Hereafter.”®*
The moral and national rich should pay the taxes and take care of the share of the
homeland and the poor. He argued that Islam led the formation of a bourgeoisie
provided that they had social responsibilities.***

The difference between the East and West is summarized in one word,
“progress,” which the authors repeatedly wrote about as the enchanting
transportation vehicles such as train, steamship, airplanes as well as factories. Since
the progress of Europe was held in the context of its results on behalf of the Ottoman
Empire, the antinomy of “us” and “foreigners” became indispensable:

They have been constructing companies by gathering, and
thanks to this, they set up a new tradehouse and a factory, and a
train or a new bank. All industrial and commercial
establishments have been acquired by them. We have not yet
opened our eyes and dared to compete with them.®*”

As you see, we buy food, clothes and almost everything we

consume from foreigners. Our five pennies that we earn with so
many hardship all flow into the pocket of the foreigners. They

833 «“By gaddarlara karst kanun dahi hi¢ bir sey yapamamaktaduir. Artik amellerinin hesabini vermek
ve cezasint gérmek ahirete kalmistir.” Ahmed Cevad, 1330, p.153-154.

3% Ibid., p.155.

833 «“Birleserek birer sirket tesis ediyorlar ve o sayede derhal yeni bir ticarethaneyi, yeni bir fabrikayt,
yeni bir simendiferi veya yeni bir bankay: viicuda getiriyorlar. Memleketimizde sinai ve ticari biitiin
tesebbiisler ecnebilerin elindedir. Biz heniiz goziimiizii agip onlarla rekabete ¢tkamiyoruz.” 1bid., p.81.
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worked and progressed whereas we sat lazily in a corner like the
wretched.*

...a nation, which fails to improve its industrial, agricultural and
commercial capabilities and lacks factories, finds itself unable to
preserve its being.**’

Ali Necati’s earlier written book had traces of anti-imperialism side by side
the often repeated image of the Ottoman citizenship which embraced Christians and
Jews warmly. He described the homeland that consisted of people with common
benefit, yet somewhere else the homeland was taught as a territory “molded with the

blood of martyrs,”®*®

which connoted an Islamic discourse. The preface of his book
called for the teachers to be responsive to the present economic situation of Muslims:
“Teachers, let’s think what we were and what we came to be. What do we have in the
book we read which was invented by our thought and study, in the room in which we
sat or in the clothes we wore? ... You need to know physics, chemistry, calculation
and maths in order to produce this paper...some other nations know these, and they

produce and market to us. They have become richer and we have been

impoverished.”**

836 «Goriiyorsunuz ki yedigimiz ictigimiz ve giydigimiz seylerin hemen hepsini ecnebilerden aliyoruz.
Bir¢ok zorluklarla kazandigimiz bes on kurus paramiz hep ecnebilerin keselerine akiyor. Onlar
calismuslar ilerlemigler. Biz ise miskinler gibi tembel tembel bir késede oturuyoruz.” Ali Haydar,
A.Ziya, p. 23.

637« | fabrikalar: bulunmayan, kabiliyet-i ziraat, sanayi ve ticariyesi inkisaf etmemis bir millet

mevcudiyetini muhafazadan aciz kalir.” Nazim [I¢sel]. Yeni Musahabat-1 Ahlakiye, Diniye, Tarihiyye,
Sihhiyye ve Medeniye. Istanbul: Kiitiiphane-i Hilmi, 1337. (Maarif Vekaleti Celilesi tarafindan ziikur
ve inas mekatib-i iptidaiye ile sultani iptidaiyelerinde tedris olunmak iizere kabul edilmistir.) p.21

838 “vatan siiheda kanyla yogrulmus muazzez sevimli meskendir.” Ali Necati, Malumat-1 Medeniye ve
Ahlakiye (Trabzon: Mihailidi Mat., 1327), p. 12, 15, 64. (Mekatibe mahsus olup usul-u idare ve hayat-
1 igtimaiyemize dair gayet miifid mebahisi havidir. Yeni programa tevfiken umum mekatibde tedrisi
tensib edilmigtir.)

39 “Hoca Efendiler! Diigiinelim ne idik ne olduk. Ustiimiizde basimizda bulundugumuz oda i¢inde
okudugumuz kitap iizerinde bizim ¢alismamizia bizim diisiincemizie yapilmis ne var? Giydiklerimiz
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Ahmed Cevad’s lines below went beyond reifications of trains, planes and
ship, which were as attractive as toys in the minds of children. He set forth the
Ottoman bugdet figures in comparison to those European countries. The economic
problems were introduced to the comprehension of the students in all of its details.
The contradistinction in developed and undeveloped countries was drawn on
concrete calculations. The author intended to warn about the economic war
exceeding the dimensions of the war on arms. He once again encouraged students to
find out the ways of making a fortune against the imperialist Europe:

A gigantic army and productive navy are necessary in order to
have a confident and distinguished status in the international
arena. Each year great nations spend hundred millions of liras.
As for us, we only have a bugdet of 29 million lira. One-third of
this goes for the payments of debts to European countries. We
have to get by with 19-20 million liras in our country. Of what is
this a result? Because we are backward in crafts, trade and
agriculture, in short, in civilization... on one hand, we should

get ready for military service ...on the other, it is vital to take a

step in the ways of wealth in this civilization with all our

4
power.**

[llustrating the economic conditions with the most concrete states, students were
expected to be “learned as quicker as possible.” Realizing that all of this knowledge
would be conveyed to a child’s mind, he articulated his hope that only a
“conscientious and good-hearted”(vicdanli ve iyi kalpli) child would give an ear to

his calls for missions about the state and economy. Students were made realize that

bizim kumagslarimiz degil miydi? ...baska milletlerde fen intisar etti. Sanat ilerledi, zengin, kavi mesud
oldular. Biz ¢ok geride kaldik.” Tbid., p. 3.

840 “Devletlerarasinda emin ve miimtaz bir mevki sahibi olmak icin cesim bir orduya, miihib bir
donanmaya liizum vardwr. Her sene biiyiik devletler yiizlerle milyon liralar sarf ediyorlar. Biz ise
ancak 29 milyon liralik bir biitceye malikiz. Bunun salisi ise Avrupa 'va bor¢larimiza mukabil gidiyor.
Ancak 19-20 milyon lira ile memleketimizi idare etmege mecburuz. Bu neden ileri gelir? Zanaatta,
ticarette, ziraatte hasili medeniyette geri oldugumuzdan... O halde bir taraftan askerlige hazirlanmatk,
vatam ugrunda feda-i can etmekte asla tereddiit etmeyecek derecede sevmek ile beraber medeniyetin
kazang yollarina biitiin kuvvetimizle atilmamiz da elzemdir.” Ahmed Cevad, 1330, p.132.
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the economy was the main predicament that created a huge gap of wealth and
progress between “us” and “them.”

The idea of “entrepreneurship” constituted one crucial component of the new
character education in which willpower, perseverance and diligence shaped the new
man. The children of “other countries” were presented to epitomize the imperatives
of the new character in the civilization.

There are young people who succeed in completing their

education enduring great hardships in the other countries. They

get a government job in trade offices, banks, factories, yet they

do not restrain from contemplating plans of new businesses in

the future to earn money from their own business and

capabilities. Such people are called “people having

entrepreneurship” (tesebbiis-i sahsi.) Here are those who

deserve the idioms such as “earning a livelihood from rocks”

and “turning soil into gold.”®*!
Not only the poor but also the rich needed knowledge on how to increase their
fortunes. The duty of being diligent and accumulating money interested the wealthy
people more than any other. Having a store opened by the family or finishing a “high
school of trade and business” was not that important. He advised to know the
business environment, bankers and banks very well and he added: “Fortune is never
considered too much. No matter how much the wealth is, one should work to
enhance it. It must be spent for the goodness and welfare of the homeland and nation

if fortune exceeds the needs of the owner.”%*?

84 “Baska memleketlerde Gyle gengler goriiliir ki biiyiik zahmetlere katlanarak tahsilini ikmale
muvaffak olur, ticarethanelerde, bankalarda, fabrikalarda bir memuriyet elde eder, fakat ayni
zamanda istikbalde kendi bagina bir is becerebilmek i¢in neler yapabilecegini diisiinmekden ve yeni
yeni isler kesfetmekten hali kalmaz. Bu gibi insanlara fikr-i tesebbiis sahibi derler. Iste ‘tastan
ekmegini ¢ikaranlar’, ‘toprak tutsa altin olur’ soziine musaddak olanlar onlardwr. ”Ahmed Cevad,
1330, p.80.

642 «Sepvet hi¢ bir zaman fazla sayilmaz. Servet ne kadar ¢ok olursa olsun yine tezyidine
calistimalidir. Servet sahibinin ihtiyacindan fazla olursa onu vatani milleti ugrunda hayrat ve
hasenata sarfetsin. ” Ibid., p. 60.
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The idea of self-enterprise was consolidated with details in comparison of
the East and West, with unknown geographies. The knowledge of the material
world also was supported with the content of the geography books in order to create
awareness about how to increase wealth.® Modern Europe was presented to
students with visual illustrations. The texts urged children to the duty of producing,
profiting, accumulating money, at last being beneficial to the country. Children
seemed to get their portion of “saving the country” duty through making it progress
to the European level. The child learned how men of different lands had become
successful, which hardly had a correspondence to the interests of children.

One of the messages conveyed through civics about economy was that the
Ottomans were behind the time. However, backwardness was restricted to the
economy and science, whereas the indigenous cultural and religious peculiarities
were meticulously defended against the foreign. The reasons behind poverty are thus
detailed in these books. In Haydar and Ziya, the backwardness had several reasons.
He pointed out the detriments of traditional education, which obstructed the
production-oriented education to raise “extroverted, self-confident and provident”
children: “For example, parents expect their children to be literate in order to become
an officer or policemen; and to get ‘that much’ salary instead of telling them to study
hard, learn reading and writing and earn money with concern for business on your
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own enterprise. He complained that the families did not raise children with tasks

and responsilities. One of the textbooks posed questions at the end of the

643 «“My son, geography teaches the world.” Tiiccarzade ibrahim Hilmi, Cocuklara Ik Cografya

(Istanbul: Kiitiiphane-i Islam ve Askeri, 1325) (Mekatib-i Iptidaiye Sakirdamna Mahsus olmak iizere
tertip edilmis ve gayet acik bir lisan ile yazilmigtir. 35 sekil ve 1 haritayr havidir.) p. 24.

4% “Mesela eviadim sen ¢alis adam ol, oku, yaz sonra da kendi ekmegini kendi elinle, tesebbiisiinle
kazan diyecegi yerde bilakis ‘evladim oku yaz da memur ol zabit ol su kadar maas al’ diyor. ”.Ali

Haydar, A. Ziya, p.24.
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presentation of this subject as such: “Would you prefer a government job or trade
when you graduate? Why? If you cannot become a state officer, what other jobs do
you imagine having?”

In the three textbooks by Ali Seydi, enrichment had a crucial place. He taught
the meaning of competition as the basis of wealth accumulation. He tried to
discriminate competititon from jealousy to ascribe a constructive value to it.>*® If
there was no competition, “we would have bought a fez for a hundred instead of ten
pennies.”®’ He explained how competition worked to lower prices: “If one fez seller
gives a high price, we go and buy from the other.”** Criticizing the monopolies, the
means and principals of free market economy constituted part of teaching. The state
opened schools not to train officers, but to raise educated people. He argued the
common point that the idea of being a state officer was not a good idea.®* He
continued with the historical background that the Turks in the Ottoman state
demanded only the state administration; and thus they became poor since they fell far
from the means of accumulating capital:

Relying on the government and national treasury are other
reasons for poverty. Children, it has been three years since the
Constitutional reform was made. Yet, still we haven’t been able
to accomplish any considerable changes in industry and
agriculture... We see that Christians have outstriped Muslims in
respect to wealth and life quality... Muslims and specially Turks
relied on the government. They said “we are the governing

nation”, they kept the positions in state offices and served for
the country. However, they fell poorer than other people since it

845 «“Mektebi bitirince size teklif edilen ticari isi mi yoksa memuriyeti mi tercih edersiniz? Neden? Eger
memur olamazsaniz hangi iglerde ¢calismayr hayal edersiniz.” Ahmed Cevad, 1330, p. 83.

646 Ali Seydi, 1329, p. 66.
647 <« bir fesi 10 kurusa degil 100 kurusa giyerdik” Ibid., p. 67.
48 «“Bir fesci fazla fivat verse gider obiiriinden aluriz.” Tbid., p. 67.

49 Ibid., p. 88.
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is not a salary but agriculture, trade and industry that make one
. 1. 650
rich.

It was often emphasized that expectations from the Ottoman state would continue the
economic disaster the Muslims faced since it was deemed that it augmented the
disadvantageous situation on behalf of Muslims.

The last of the reasons which was taken into consideration here was the
fatalism in religious education. At this point, the content of civics and religion
textbooks made common causes on the wrongness of religious indoctrination
favoring unbeneficial and afterlife-oriented knowlegde conflicting with science: “He
sits in idleness and never studies, falls into poverty, gets in trouble and says ‘It is the
will of God’ or ‘one never overreaches the destiny’ or ‘Deceitful world! No matter
whether you work or not.”®!

The progressed nations were cited as the English, French, American, German
and Japanese people.®* About the power of England it was said, “governance of

three hundred million people despite their [limited] geography which consists of two

islands.”®>* On the other hand, he reprimanded the Ottomans’ importing wheat

830 «iikiimete giivenmek ve milletin hazinesine goz dikmekdir... Cocuklar, Mesrutiyet olaly ii¢ sene
oldu. Hala memleketimizde ticaret ziraat ve zanaat namina éyle goze ¢arpan birsey yapamadik...
Gortiyoruz ki Hiristiyanlar zenginlikce yasayisca Miisliimanlardan ileri gitmigler. ... Miisliimanlar ve
alelhusus Tiirkler hiikiimete giivenmisler. Millet-i hakimeyiz demigler, memur olmuslar, resmi
hizmetlerde bulunmuglar ve bulunuyorlar. Fakat diger kavimlerden fakir diigmiisler. Ciinkii insan
zengin eden memursyet ve maag degildir. Belki ziraat, ticaret ve zanaattir.” Ali Haydar, A. Ziya,
1329. p. 25.

651 ey embel tembel oturur, ¢calismaz, cabalamaz, fakir diiser, sikinti ¢eker, sonra da ‘ne yapalim
kader-i llahi béyle imis veyahut kismetten ziyade olmaz’ veyahut ‘yalan diinya ¢alissan da ¢alismasan
da hep bir’ der.” 1bid., p.25.

652 Ali Haydar, A. Ziya, p. 26.

833 “Ineilizlerin vatant iki adadan ibaret oldugu halde bugiin 300 milyon insani idareleri altina

almislar.” Ali Haydar, A. Ziya, p. 26
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despite “the agricultural wealth”. The underdevelopment of Ottoman lands was based
on English imperialism, which found its discourse over “ecnebiler” (foreigners).®>
Textbooks, opposed to the Ottomanist ideology, taught the means of creating
national economy and bourgeoisie with the anti-emperialist propensities in the
books.®>® On one side, the authority of law, the constitution and citizenship were
constructed in the pages of the civics books; on the other, the Muslim versus
Christian capital constituted the part of the discourse on the issues around
civilization, economy and development. The only exception to this inconsistency was
Riza’s textbook in which the writer did not refer to enmities between Muslims and
non-Muslims, whereas he emphasized fraternity, homeland, brotherhood and
equality. He limited the relations of the two groups in the tolerance shown to non-
Muslims and their misuse of this tolerance of the state and said that, as a result,
Muslims had become impoverished.**®Overall, textbooks produced after the 1913
curriculum unanimously had the inconsistent discourses. It is evident that these
books were written for Muslim students in the Empire to teach them how to view the
social and economic affairs in the presence of “others.” For Ziircher, what this
dissertation calls inconsistency was the consistent behavior of the Young Turks from
the very beginning, before the 1908 Constitutional regime: “It was not
disillusionment with the reactions of the Christian minorities that made them turn

from Ottomanism to nationalism after 1908.”% He wrote, “It was defined in a

6% Ali Haydar, A.Ziya, p. 27.

653 7afer Toprak, “Tiirkiye 'de Milli Iktisat” (1908-1918),” Ankara: Yurt Yaymlari, 1982.

66 A Riza, 1331, p. 42.

857 Erik J. Ziircher, “Young Turks, Ottoman Muslims and Turkish Nationalists: Identity Politics 1908-
1938,” In Ottoman Past and Today’s Turkey, ed. Kemal Karpat, (Leiden: Boston: K&ln: Brill, 2000) p.
174.
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particular and antagonistic relationship between Muslims who had been on the losing
side in terms of wealth and power for the best part of a century and Ottoman

Christians who had been the winners.”®®

Forms of Consciousness in the Disguise of Ottoman Citizenship

The constantly changing borders of the Ottoman Empire made it difficult for
the authors and publishers to conform to a political agenda. The inconsistencies in
the definitions of “homeland” and “nation” display the difficulty in dealing with the
theoretical configurations. As discussed above, the economic consciousness aroused
in the civics textbooks seems to have been one of the major initiatives leading the
tension of the different layers of “we”’s in the narrations. Although the formal
definition of Ottomanness was apparent, the secret “we” spoke through the lines in
the subjects of economy and politics. It was of vital importance to see these various
forms of ‘we’s within their tensions and convergences in the texts. The authors
addressed to various layers of the consciousness, ranging from imagining a pluralist
community to instilling a Muslim identity that sheltered the hopes of a regeneration
and progress against the reality of the backwardness caused by the “enemies”.

As a general tendency, Ottomanness was presented as an upper identity over
the ethnic entities. Haydar and Ziya taught to prioritize the Ottoman identity over
Turkishness, Arabness, Albanianness, Armenianness and Jewisheness: “We belong
to a common nation, which is Ottoman.”®® They tried to consolidate this state of

belonging through the comparisons of “Ottomanness” to the imperialist

538 Ibid., p.173.

859 “Bizim umumi bir milletimiz var ki Osmanliliknir.” Ali Haydar and A. Ziya, p. 30.
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“civilization.” Ottomanness was mostly constructed with the statements beginning
with “in old times.” The Ottoman courage and manfulness challenged the European
colonialism in these narrations:

When they shook the world with their swords and lances once

upon a time, if they had changed the nationalities, beliefs,

customs and everything in the conquered lands, they could have

done it. Yet, they did not condescend to it, they did not depart

from the provisions of Islam, they did not treat their captives as

captives. They never gave up the justice and humane behavior.

No such great nations have existed so far in the world. Here are

the histories standing there.®®

Ali Irfan’s definition of ethnicity and nation, which corresponded to the upper

identity and sub-identity, paralleled this idea. Ethnicities were epitomized with those
being Turk, Circassian, Georgian, Kurd and Arab. Nation was defined as such: “The
congregation of one or more ethnicities renders a nation and they are called with one
name. We are called Ottoman. The reason for this is that our first leader was called

956061

Osman. The emphasis was put on the conviction that a nation consisted of plural

number of people. Dr. Hazik’s text taught in a more precise way: “nation is never

ever composed of only one people (kavim).”*

This identity was filled with the pride of a glorious past in which it had been
Ottomans’ turn leading the world and it was just and humanitarian compared to the

present day. The past served to be more functional than the present time in arousing a

80 «giliclariyla, mizraklaryla diinyalar titretdikleri bir zamanlarda eger istese idiler zabt ettikleri
memleketlerin milletlerini, dinlerini, adetlerini herseylerini degistirebilirlerdi. Halbuki, ona tenezziil
etmediler, miisliimanlik ahkanmindan ayrilmadilar, esir ettikleri insanlara milletlere esir muamelesi
vapmadilar. Adaletten mertlikten ayrilmadilar ki diinyada bu biiyiikliigii hi¢ bir millet yapmamustir.
Iste tarihler meydanda duruyor.” Tbid., p.32.

881 «“Bir veya birkag kavmin biitiiniine heyet-i umumiyesine ise millet denir ve bir isimle amlir. Bize ise
Osmanli denir. Sebebi ise ilk reisimizin il padisahimizin ismi Osman olmasidir.” Ali Irfan, 1329. p.14.
882 <« hi¢bir zaman millet yalmz bir kavimden ibaret degildir.” Dr. Hazik, Malumat-1 Ahlakiye ve
Medeniye (Istanbul: Keteon Bedrosyan Matbaasi, 1328) (Umum Mekatib-i riisdiyelerin iigiincii
senesinde tedris edilmek iizere) p. 40.
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consciousness since the “gorgeous history” was ascribed as a standpoint of self-
reliance to extinguish the present backwardness. The numbers and statistical data

were mostly added to such narrations. “The Ottomans ruled over 120 million people

in the past while they are now failing to protect themselves even.”*®

Belonging to the past was emphasized with references to the ancestors and
their life styles. The way to progress was seen in the past, which was the terrain of
refuge. An account of the past was documented and lessons from the past events
were retrieved. The manifestation of the past identity was drawn from the pride of

the magnificent years: “Our past is so glorious. The history of the Ottoman nation is

95664

full of incidents to be scribed with golden pens in history. Yet, the realization of

“backwardness” and the psychology of belatedness cannot be separated from the
Ottoman nation formation in the first quarter of the twentieth century. It is evident
that this political and economic ambience easily led to the consciousness of present
time:

At one time, our nation was the strongest of its contemporaries,
its morals were nice. For this reason, they progressed a lot. At
the time when their morals deteriorated, they became ignorant
and so did the homeland. The other nations worked non-stop,
but we were frozen and fell into a lull like the winter tar.
Because we fail at studying, our country has become devastated
and ruined. Those nations that are not educated cannot survive.
Gentlemen, my lads! Listen to these statements with a
tremendous care never forget them. Time is merciless. Those
nations which do not study, cannot keep the pace; they are
captured, defeated and at last laid in all ruins. It is not enough to
say “our fathers did so, our ancestors progressed, won in the
wars so and so.” The time is the time of progress, the age of
science and technology. Let’s not stop and strive like the other

683 <« Yiiz yiiz yirmi milyon insanlart idareleri altina almislar. Fakat bugiin kendimizi bile korumakta

miiskiilat ¢ekiyoruz...” Ali Haydar and A.Ziya, p. 41.
8% «“Bizim mazimiz pek sanhdir. Osmanli milletinin tarihi altin kalemlerle yazilmaga laytk pek¢ok
vakalarla doludur... fakat sonralart cehalet, ahlak bozuklugu, istibdat ve zulum bizi ezdi, ¢ignedi

bugiinkii hale getirdi.” 1bid., p. 43.
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nations or even more than them. Let’s save ourselves or
absolutely we will be defeated.®®

The narration of the glorious history was broken with a notice of mistakes and the
reasons for underdevelopment: “Yet afterwards, ignorance, violation of morality,
despotism and tyranny oppressed, crushed, and yielded us this situation.”®®® Ali
Haydar and A. Ziya added their Islamist view to these reasons with this statement:
“Muslims who forget and fail to obey the gorgeous principles of the Shari’a have
lagged behind the other nations.”®®’ Natan and Sadullah expressed the similar
statements in 1917 (1333):

As we see in history, those people who did not obey the

commands of God were doomed to many disasters... We obey

the laws brought by our Prophet upon him the blessings... A

man who does his religious duties with the utmost care does not

fail to do his other duties. Yet, it is evident that a man who does

not carry out his duty to God cannot do the duties to his own
self, government, homeland and humanity.668

895 «“Fiskiden bizim milletimiz, zamanlarindaki milletlerin en kuvvetlisi imis, ahlaki giizel imis, onun
icin pek ziyade ilerlemis. Vakta ki ahlaklar: bozulmus, cahil kalmislar, memleketimiz dahi geri kalmus.
Diger milletler ise calismislar, durmamugslar, bizim milletimiz ks katram gibi donmus kalmus,
uyusmug. Cehaletimizin ¢alismamamizin sebebi olarak memleketimiz béyle harab ve perisan bir hale
gelmis. Okumayan ¢alismayan milletler yasayamaz. Efendiler, yavrularim! Bu sozleri biiyiik bir dikkat
ile dinleyiniz, bu sézlerimi hi¢hbir vakit hatirimizdan ¢tkarmayiniz. Zaman pek bir emandur.

Calismayan milletler geri kalir, esir olur, ezilir ve nihayet biisbiitiin mahv olurlar. Babalarimiz géyle
yvapmus, dedelerimiz séyle ilerlemis, kili¢ sallamiy demekle is bitmez. Zaman zamam terakkidir,
insanlik ilim ve marifet devridir. Durmayalim, diger milletler gibi ve belki onlardan fazla ugrasalim.
Kendimizi kurtaralim, yoksa mahv olmak muhakkak gibidir.” Ali Haydar and A.Ziya, p. 42.

666 ««  fakat sonralar: cehalet, ahlak bozuklugu, istibdat ve zulum bizi ezdi, ¢ignedi bugiinkii hale
getirdi. ” Ibid., p. 43.

667 <

>

Seriatin parlak esaslarina riayet etmeyi unutan Miisliimanlar diger milletlerden geri kalmuslar.’
Ibid., p. 53.

598 «Turihte gordiigiiniiz vechile Cenab-1 Hakk in emirlerine itaat etmeyen milletlerin baslarina pek
cok felaketler gelmistir... Peygamerimizin sallallahii taala aleyhi ve sellem Efendimiz Hazretlerinin
teblig ettigi ahkam-1 seriyyeye itaat ederiz... Vezaif-i diniyesini kemali dikkatle ifa eden bir adam,
vezaif-i sairesini de ihmal etmez. Halbuki, Cenab-1 Hakk’a karsi vazifesini ifa etmeyen bir adamin
sahsina, hiikiimetine, vatanina ve hem nevine karst olan vazifelerini de layikiyla ifa etmeyecegi
bedihidir.” H. Natan, Mithat Sadullah, Yeni Musahabat-1 Ahlakiye, Diniye, Medeniye, Tarihiye
(Devre-i Aliye, Birinci Sene) (istanbul: Sirket-i Miirettebiye, 1333), p. 165.
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This emphasis on the deterioration of religious ties and the advent of the calamity
seems to have had a considerable impact, still in the Second Constitutional period. In
this context of divinely punishment, the anti-imperialist tendency turned into
Islamism directly in some textbooks. The picture of the oppressed Muslims was
given and all Muslims were called to unite in Haydar and Ziya’s textbook. Thus the
last chapter of the book turned out that the word “Ottoman,” which was taught as the
identity of all people in the Empire, covered only the Muslims:

There are 350 and maybe 400 million Muslim people. Despite

their population, the most suppressed are Muslims. A lot of

Muslims are mourning under the yoke of other nations. Let’s

hold on to each other very tightly. Let’s gather our hearts and

obey the orders of Islam.*®

O my glorious Ottoman children who are the hope of the

country! Study, be courageous, and always go ahead. The bright

future is waiting for you; this wrethced nation awaits many

things from you.®”
By “we” Ahmed Cevad clearly meant Muslims in the Ottoman frontiers. The
narration made the conflict between Muslim and non-Muslims explicit with the
emphasis on Islam. For this reason, the narration turned into the defense of being
Muslim. The tolerance of the Ottomans about not forcing the non-Muslims to convert
their beliefs was noted as one of the liberties to be appreciated.®”" Just after this, it

also was stated that Islam came out ahead from its mild policy towards the non-

Muslims because although Christian missionaries worked everywhere, could not

9 “Diinyada ii¢ yiiz elli ve belki dort yiiz milyon Miisliman var, béyle oldugu halde yine en ziyade
cignenen Miisliimanlardr. Bir¢ok Miisliimanlar, diger milletlerin boyundurugunu altinda inliyor.
Birbirimizi gayet siki tutalim. Kalplerimizi birlestirelim. Miisliimanligin emirlerine riayet edelim.”
Ibid., p. 56.

870 «“Ey vatann biitiin iimitleri olan sanl Osmanli yavrularim! Calisiniz, cesur olunuz, daima ve daima
ileriye atilimiz. Sanli istikbal sizi bekliyor, bu zavalli millet sizden ¢ok ve pek biiyiik seyler timid
ediyor.” Ali Haydar, A.Ziya, p. 58.

7' Ahmed Cevad, 1330, p. 167.
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succeed converting Muslims. America cited as a place where Islam was spreading
very fast. That every year 40,000 people converted to Islam in America was noted in

the lines of textbooks in 1910s.7?

The interpretation was that Islamic tolerance on
the liberty of belief returned various profits to Muslims.

To summarize, there was a perception of nation which consisted of sub-sets,
for this reason it is hard to say that the civics books proposed a consistent ideological
background for Ottoman nation and citizenship. The textbooks began with the
emphasis and praises of pluralism and drew an Ottoman nationalism encompassing
all religious groups; yet they ended either with Ottoman-Muslim proto-nationalism
or a larger Islamism. For example, the pluralism and the equality of the
Constitutional regime were exemplified with the implementation of the compulsory
military service for non-Muslims. Yet, the author added the historical note about the
military service and once again reminded the case of non-Muslims in the past as
such:

In the past, only Muslims joined the army service. The non-
Muslims could not. A sum of money was taken from them for
military service. This is so malicious... could the honor of
military service ever be sold with money? When a war broke
out, only Muslims went to fight and hundreds of thousands of
them were martyrized, thousands and hundreds of thousand
children lost their families. On the other hand, non-Muslims
continued to engage in trade, agriculture and industry. They

earned money and lived securely in this country. The killed and
harmed always were the Muslims.®”?

572 Ibid., p. 168.

7 “Eskinden yalniz Islamlar askerlik ederdi. Gayrimiislimler asker olamazdi. Askerlik icin onlardan

bir parca para alimirdy ki ne kadar fena bir sey... Hi¢ askerlik serefi, vatan muhafizlig1 para ile satilir
mi? Bir muharebe olsa yalniz Islamlar gider, binlerce yiizbinlerce sehit verirlerdi, ¢cok aileler dksiiz
kalirlardi. Gayrimiislimler ise ticaret ve ziraat ve sanat ile mesgul olurlar, para kazamirlar, bu
vatanda rahat rahat yasarlardi. Kirllan dokiilen hep Islamlard:.” Ali Haydar and A.Ziya, p. 20.
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Despite the religious and economic conflict between Muslims and non-Muslims, all
the textbooks recommended children love non-Muslims and live with them in
fraternity. Yet, this was presented as a religious obligation which required respect
and tolerance for non-Muslims, instead of a common ground, which was based on
constitutional rights and citizenship. Haydar and Ziya wrote, “In short, we should
love all our citizens, and we should be brothers with them. We should respect the
rights of all people, be it Muslim or non-Muslim. All is our brothers. They are given
under our protection by God. It is forbidden to misappropriate.”®”

Another point that led to the sense of an inconsistent nation was apparent in
the image of the equivocal homeland which the territorial losses at the continuing
wars were considered temporary. The imagination of Ottoman geography was
contrary to the political realities in the textbook lines in the Hamidian period, t00.°”
The territories and Muslim population in the Balkans created the crisis of definition.
The authors brought forth different remarks about whether they were considered part
of the homeland or not. One common way said that the Muslims living in the lost

lands were brothers; and their lands were included in the homeland. The homeland

was a spritiual union of Muslims in two ways: The independent homeland and the

7% “Hiilasa-i Kelam: Biitiin vatandaslarimizi sevmeli ve onlarla birlesmeliyiz. Miislim olsun gayri-
Miislim olsun hepsinin hukukuna riayet etmeliyiz, hepsi kardeslerimizdir. Cenab-1 Hakk in emanetidir.
Emanette hiyanet olmaz yavrularim.” 1bid., p. 21.

675 «“Especially, all geography textbooks emphasized the temporary status of this occupation and place
of the region within the Ottoman territorial division. Tunis was another example of this feature.
Although Tunis was under the French occupation after 1881, it was displayed within Ottoman
borders.” Ozkan Akpinar, “Geographical Imagination in School Geography during the Late Ottoman
Period 1876-1908” (MA Thesis, Bogazici University, 2010), p. 117.
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captured homeland.®’® The captured homeland was presented with the sorrows of the
Muslims, thus the Islamist point of view prevailed in the narrations: ¢’

This separation that was bitter enough to make both us and our

unfortunate brothers who were doomed to the disaster of

separation appreciate the homeland. They are, now, being

suppressed by the oppression of the cruel Greeks, Bulgarians,

Serbians, Montenegrins, French, Italians and Russians who have

invaded their lands.®”®
Ahmed Cevad tried to prove that people of the Balkans and North Africa had no
links with the invaders while the Ottomans had strong historical foundations. For
him, the people of these lands still identified as Ottomans. In addition to the common
past, there were common religious ties as well as the common customs and language
between the free homeland and the captured land.®”

The borders of the state were drawn according to the borders before 1878 in
one of the 1913 published book. In Irfan’s textbook, it was noted that these lands had
Muslims in the majority. irfan even taught the geographical peculiarities of the lost
lands in details of the climate and vegetation in these provinces. ** In Cevad, the lost
lands and “homeland” gained meaning in connection to Islamic unity. The way to
save the captured homeland were discussed and people in the “homeland” were kept

responsible with the feeling and hope of saving the captive lands; and the anger and

hatred towards the enemies thus became part of the teaching in the civics. Despite the

67 Ahmed Cevad, 1330, p. 108.

77 Ibid., p.1009.

878 «By ayrilik hem bize hem bizden ayrilmak felaketine diicar olan o bedbaht kardeslerimize vatanin
kiymetini takdir ettirmege kafidir. Onlar simdi memleketlerini istila etmis olan gaddar diismanlarin;

Yunanlilarin, Bulgarlarin, Sirplarin, Karadaglilarin, Italyanlarin, Fransizlarin, Moskoflarin tazyikat
ve ittisafati altinda eziliyorlar.” Ahmed Cevad, 1330, p. 108.

579 bid., p. 10.

680 Ali frfan, 1329. p. 46.
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demographical changes after the Balkan Wars, the components of the Ottoman
nation were listed in 1914 as Turks, Arabs, Albanians, Kurds, Lazs, Circassians,
Armenians, Greeks, Bulgarians and Jews united, and made it Ottoman the official
language.®®' Tt is clear that the Balkan defeat in 1912 was not taken into
consideration in the textbooks written following the Balkan Wars. On the other hand,
one of the books showed that students were oriented to scratch out the names like
Salonika which no longer an Ottoman territory in 1915. The systematic scratching
out of names gives the idea that most probably the paragraphs related to the lost
lands had been sorted out by the teacher.®® However, the fact that some other
textbooks gave information on the latest change in the borders showed the authors’
preferences and flexibility in their approach to the limits of homeland and nation.
Turks as a sub-set of the Muslim identity were created with the presentation

of their roles in the Ottoman past. Some textbooks increased the tone and emphasis
on the Turks:

Those who founded the Ottoman state were Turks. Turks have

struggled to protect these lands for almost six hundred years.

They are the strongest and the most populated among the

Ottomans. Yet, whatever ethnicity they have, all are called

Ottoman today and they all have the same laws and

legistlation.®™

The continuation of the narration violated the balance between being Turk

and Ottoman. The author detailed as such: “Turks are the most courageous, the most

patriotic and the great-hearted among all nations. They are dispersed around the

world with names like Turk, Tatar, Kipchak, Mongols, Nuguy, Tonguz, Circassian,

681 Ali Haydar and A.Ziya, p.16.

682 Ali Seydi, 1331, p. 90.
%3 «“Osmanli hiikiimetini teessiis eden Tiirklerdir. Tiirkler alti yiiz su kadar seneden beri bu topraklar:
muhafaza icin pek ¢ok ugrasmislardir. Bugiin Osmanlilar icinde niifusca en ¢ok olan ve en kuvvetli
bulunan Tiirklerdir. Fakat hangi kavim olursa olsun bugiin hepsi Osmanli namu altinda bulunur ve
hepsi aynt hukuka malik ve aymi kanuna tabidir.” Ali Haydar, A.Ziya, p. 16.
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7684 The result of the Balkan Wars was influential in the

Kyrgyz and Hungarian.
emergence of Turkist ideology. However, the emphasized Islamist discourse, on the
one hand, the Ottomanism on the other, created a confusing case. The pluralist
Ottomanism which was supported with references to Islam was connected to Turks
in the last instance.®®

In Ahmed Cevad, the understanding of nation was based on an Islamic
discourse, too. After long teaching of what a nation was he summarized that the
conception of nation in Islam was better since it was more inclusive: “With one
word, the nation and religion are one in Islam.”**® The book defined “nation” on the
word Ottoman, however this Ottomannes was never given in an ethno-secular
ground. Ottomanness was built up upon Islam most of the time. The non-Muslim
entity was apparent in the lines only as “others”, at statements on their wealth or
liberties in the history and the present situation.®®’

It is evident the textbooks searched for ways to legitimize the plularity of
“Ottoman” nation. Ali Seydi taught that the common points of the people in the
modern nation states and explained the Ottoman nation with its specialities. He
wrote,

...people in other countries belong to one ethnicity, race,
morality and customs; in short they resemble each other in many
respects. This resemblance strengtens their union... yet not in
every country do all people belong to one nation. They all do not

speak one language, their morals and customs differ. Despite
this, the individuals of that nation love each other; their youth

884 «Tiirkler biitiin milletler icinde en cesur en hamiyetli ve en yiirekli bir kavimdir. Tiirk milleti
diinyamn bir¢ok yerlerine dagilmigtir. (Tiirk, Tatar, Kipcak, Mogol, Nuguy, Tonguz Cerkez, Kirgiz,
Macar) gibi bir¢ok kavimler hep Tiirk siilalesidir.” 1bid., p.31.

685 Ali Haydar and A.Ziya, p. 31.

68 “Bir kelime ile Islamiyet 'te din ile millet birdir.” Ahmed Cevad, 1330, p. 111.

587 Ahmed Cevad, 1330, p. 130.
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respect the elderly, the elderly help and protect the youth
because their feelings about the homeland are the same...

688

The civic duty required one to know about significant past incidents, to keep
them in mind. For this reason, the prominent characters of history were presented in
part of the civics books. Beginning with Osman Gazi the sultans were taught. The
following topics are Orhan Gazi, Yildirim Beyazit, the invasion of Tamerlane, Celebi
Mehmet and the conquerings with Fatih Sultan Mehmet, the abolition of the
Janissaries, the Tanzimat, the First and Second Constitutions, and the reactionary
incident of March 31.°* The success in restoring the constitution was given as a
proof that the Turks would rise again.*’

It 1s explicit that the authors had difficulty to adapt to the modern conception
of nation into the plurality of the Empire. The case of the Ottoman Empire, the
frontiers of which underwent redrawing a few times before an elementary school

student graduated, made the textbook writers fail in giving clear definitions or

illustrations.

688« ekser memleketlerde bir milleti teskil eden insanlar bir irka, bir cinse mensub olurlar, ayni

ahlaka ve adata tabi bulunurlar, elhasil birbirlerine bir¢ok cihetlerce benzerler. Bu benzeyis
aralarindaki ittihada kuvvet verir... Halbuki, her yerde bir milleti teskil eden efradin kaffesi ayni irka
mensub olmaz. Bunlarin ciimlesi bir lisanla konusmaz, hepsinin ahlaki ve adeti birbirine benzemez.
Bununla beraber o millet efradi yine birbirini sever, gengleri ihtiyarlarina hiitmet, biiyiikleri
kiigiiklerine riayet ve herbiri digerine muavenet eder. Ciinkii bunlarin vatana karsi hisleri diisiinceleri
birdir... Binaenaleyh: Uzerinde ecdadimizin yasadig, hiikiim siirdiigii, icinde babamizin kemiklerinin
gomiilti bulundugu, su miibarek vatanmimizi hepimiz severiz, hepimiz onun saadet ve selameti i¢in her
tiirlii fedakarliga katlamiriz.” Ali Seydi, 1336. p. 34.

659 Ali Seydi, 1329. p. 85.
6% Ali Seydi, 1331. p. 85.
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The Advent of the Secular School Knowlegde: 1921-1926

The conception of “duty,” which had been defined on a religion base during
the Young Turk regime, began to be remoulded on law in some of the textbooks at
the beginning of the 1920s, when a discourse based on a secular filtration leaving out
the ambiguous character, which reproduced the Western theoretics with Islamic
morals became clear. For example, Ahmed Cevad defined duties as things to be
carried out since they were “good” and to be refrained because they were “bad”.*”’
He did not elaborate on the basis of the “good” and “bad”, yet he emphasized that
“the most unerring guide in determining what is a duty is reason and judgment”.***
He explained in detail why only consience was not enough in defining duties with
examples: “If we make a child think over every action from his childhood, he is not
mistaken and gets no diffculty in differentiating the good from the bad.”** However,
the lines between the duty concept and religious obligation remained indiscernable
and ambivalent in between the political messages and Islamist propensities of the
textbook as seen in economy and identity issues.

A book written by Nazim [I¢sel] in 1921 marks the beginning of the
philosophical change in its treatment of morals and civics in the scope of this study.
He did not follow the official sequence of subjects in the curriculum. The

introduction of the book presented a reading passage which did not take place in the

curriculum. The reading passage, (Kiraat,) which was informally placed in the

1 Ahmet Cevad, 1330. p. 6.
92 «Vazifeyi tayin eden en yamilmaz rehber akil ve muhakemedir.” Tbid., p. 7.

893« Bir cocuk kiigiik yasindan beri her hareketi icin diisiinmiis ve diisiindiiriilmiis olursa iyiyi fenadan
tefrik etmekte giicliik cekmez ve hi¢ yanmilmaz.” Ahmet Cevad, 1330. p. 7.
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beginning of the book was noteworthy. It recounted the evolution of humanity from a
primitive wilderness to civilized communities. Kiraat gave information about the
primitive peoples by depending on the positive results extracted from archeological
excavations. It had been 100,000 years since people made up communities. The
narration describing the first people brought up a contrasting point of view to the
knowledge based on the religious education. This book published in 1921, heralds
the turning point at which is the change of philosophy occurred towards a secular
construction in the late 1920s: “In the past, people used to live in gatherings of
three-five in number in miscellaneous climates in wild. The first people lacked even
the ability to speak and everything, except their poor intelligence and wild
feelings.”®*

The text which that recounted primitive people communicated with signs, and
lived in hunting in caves was accompanied by the illustrations of wild seemingly
half-dressed human figures. It was written beneath the figures of the first people that
they “... endured many difficulties in order to survive and prolong [their] species
against hunger, thirst, the effects of changing climates and the attacks of the powerful
animals in the surrounding.”®” The narration of the first people continued with new
knowledge directly contrasting with the religious knowledge established with God’s

creation and then progressing through the prophets. The half-dressed women and

9% “Bundan evvel insanlar iicer beser kisiden miirekkeb olarak muhtelif iklimlerde vahsiyane
yasarlards. Ik insanlarin soniik zekalari, kaba hislerinden baska hi¢bir seyleri hatta lisanlar bile
yoktu.” Nazim [l¢sel]. Yeni Musahabat-1 Ahlakiye, Diniye, Tarihiyye, Sihhiyye ve Medeniye. Istanbul:
Kitiiphane-i Hilmi, 1337. (Maarif Vekaleti Celilesi tarafindan ziikur ve inas mekatib-i iptidaiye ile
sultani iptidaiyelerinde tedris olunmak iizere kabul edilmigstir.) p. 5.

% “Daima a¢hgn, susuzlugun, tebeddiilat-1 hevaiyenin teessiiratina ve etraflarindaki kuvvetli

hayvanlanin hatta yekdigerlerinin hiicumlarina maruz kalarak sahislarimin ve nevlerinin bekasini
temin etmekte biiyiik miiskiilata katlamirlard.” Nazim [Igsel], 1337. p. 6.
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men sitting around the fire exemplified their wild lives®®®: “They slaughetered their
prey with their teeth or killed them by hitting their heads with sticks.”®’

The evolution from savageness to civilization had already taken place in the
books published between 1908 and 1913. Yet, details about the wild life and
mankind, such as the phases of the evolution, had not been elicited.®® Hence, for
sixth grades students in 1921 there were two different stories from two different
sources: One was the religious epistemology and worldview nourished from
revelation; the other focused on an evolutionary process rooted in the study of nature,
which provided the archeological excavation and empiric findings.

The secular narration focused on the formation of communities from
primitiveness to civilization while the religious one was on the disbelief and belief of
the peoples, either destroyed by God’s punishment or progressed thanks to their
submission to their faith. Community was formed as the result of agricultural
activities. People helped each other so as not to suffer hunger in winter. The women

sat at home and men looked for food outside homes, which configured the gender

roles.®”” The nomadic period ended and people started to progress in terms of reason

6% Nazim [igsel], 1337. p. 7.

897 «Yakaladiklar: avlaijz disleri ile bogazlarlar veya tasla baslarini sersemlestirdikten sonra sopa ile
oldiiriirlerdi. ” Nazim [I¢sel], 1337. p. 8.

%% Some of the textbooks introduced the civics knowlegde within the the phases of Vahset, Bedeviyet
and Medeniyet are as follows: Mehmed Abdiilkadir, Malumat-1 Medeniye ve Ahlakiye (istanbul:
Keteon Bedrosyan, 1326) (Maarif Nezareti celilesinin tanzim ettigi son programa muvafik olmak
iizere tertip edilmistir.); Selanikli Faik, Malumat-i Medeniye (istanbul: Karabet Matbaas, 1324)
(Mekatib-i Iptidaiyenin tigiincii senesinde tedris edilmek ve son programa muvafik olmak {izere tertip
edilmistir.); H. Natan, Mithat Sadullah, Yeni Musahabat-1 Ahlakiye, Diniye, Medeniye, Tarihiye
(Devre-i Aliye, Birinci Simif) (Istanbul: Sirket-i Miirettebiye, 1333); Mehmed Hazik, Malumat-1
Medeniye (Istanbul: Matbaa-i Amire, 1324); Mithat Sadullah, Sualli Cevapli Malumat-1 Medeniye
Dersleri (Istanbul: Miirettebin-i Osmaniye Matbaasi, 1328) (Yedi senelik mekatibi idadiyenin ikinci
ve Ugilinci siniflartyla, mekatibi riigdiyenin ikinci ve iiglincii senelerinde tedris edilmek {izere tertip
olunmustur.).

599 Nazim [igsel], 1337. p. 8.
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and morality. This led to the establishment of towns. Wars were an indispensably
part of life; since the struggle for survival left no other chance; the weak were beaten
by the powerful as a rule. Since the weaker tribes had little possibility to survive
under these conditions and since the law was that the fittest survived, “communities
consisting of strong and dominant individuals came into being.”’* The greater the
progress was, the greater the need for security, laws and justice increased among
men. What follows these was the formation of states, governments and officers. "'
Following the reading passage which did not take in the curriculum, students
were taught about the importance of community life with striking and
comprehensible examples: “Imagine, one morning you go out of your home, you see
the streets are emptied, and people are deported! What would you do?”’** He drew
the attention to the the need for a communal life. The break with religion reflected on
I¢sel’s explanation of adminisration of states. In the past, the prophets had been
political leaders, but now there was no need for them. He implied that state and
religion should be separated in modern times since the rule of one person turned into
tyranny.”” The content of civic education was directed by the sociological

704

thought.”™ The state and its configuration as a result of sociological needs dominated

the content of the books in the 1920s.

00 «Béylece zayiflar yok edilip giichiler ayakta kaldig i¢in hakim ve muhkem ferdlerden miitesekkil
cemiyetler viicuda gelirdi.” 1bid., p.10.

! Ibid., p.9.

02 «“Bir sabah evinizden disart ¢iktigimiz vakit sokaklar: tenha bulsaniz, halkin ¢ikag gitmis oldugunu
gorseniz ne yaparsiniz? " Ibid. p. 13

73 Nazim [igsel], 1337. p. 27.

% Ibid., p. 13.
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In the books published after 1921, the relation between child and state grew
more important than the celestial ties. Mehmet Emin’s textbook for high school
students confirmed the remarks about the elementary school curriculum. The family
and state was associated in the sight of students and the necessity of the state was
emphasized as such:

For example, we are sure that nobody can steal our money. If

someone does steal, we immediately call the police and they

safeguard us...This means that as our family protects us in

childhood, we have some state institutions to prevent any kind

of assault and injustice in our adulthood... In addition, it is the

same institution that opens schools to educate everyone, and

therefore make us get more benefits from life in the further

years. It is the state which constructs roads and ensures us more

profits. This means that there are some institutions and officers

who make us live in comfort and security.’®’
The ideas that people were born in debt to their community and they had to pay for it
replaced the indebtedness and thankfulness to God’s blessings: “What would you do
if you landed on an isolated island?” and the “Benedictions of the Community to the
Individual” titles replaced the blessings of God in religious narration.”*

Individualism was strictly impeded with the indebtedness to the society and
state: “The question ‘why do I earn money?’ should be replied with “I work both for

myself and my nation.””®” It was strongly stressed that individual happiness and

welfare were got through the well-being and soundness of the nation. The nation was

95 “Mesela eminiz ki paramizi kimse ¢alamaz. Calarsa derhal memleketin polisi gelir, bizi himaye
eder... Demek ki cocukuluk zamaninda bizi ailemiz korudugu gibi biiyiidiigiimiiz zaman da her nevi
taarruz ve tecaviize meydan vermeyen bir takim miiesseselere malikiz... Diger taraftan mektepler
acarak herkesi okutan ve binaenaleyh ilerideki hayatimizdan daha iyi istifadenizi temin ettiren yine
o teskilattir, yollar yapan, kazanmanizi temin eden de odur.” Mehmet Emin, Malumat-1 Vataniye
(liseler ve muallim mektepleri i¢in) (Istanbul: Matbaa-i Amire, 1340), p. 3-4.

706

]

“Sizi vahgsi bir ormana biraksalar ne yapardimiz? ... Ferdin cemiyete medyun oldugu nimetler...’
Ibid. p. 14

7 Mehmet Emin, 1340. p. 7.
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also used as a control vehicle of conscience. It took the place of religion as a control
center. The book elaborated on it in these lines: “The place of Knowledge of the
Homeland (Malumat-1 Vataniye) among the other studies: It is morals that examine
human behavior. Knowledge of the Homeland was part of morality since it taught us
some part of these duties... It acknowledged the legislation of the state.””*®
Individuals needed a community not to be eaten up as seen in the examples of wild
Africa and civilized Europe:

For example, if you compare the tribes in Africa, Australia and

America, which still lives in the wild, to the civilized people,

you see that these civilized people are superior to these

tribes...Even today’s civilized European people came out of the

era in which they ate man, used guns made of stone and tools

made of bones in the most ancient times. '*

Emphasizing that even Europeans, like other people, transformed living in the
wilderness to civilization through community best expressed the progressive history
of achieving civilization. The information given about the evolutionary process,
cause and effects in begining agriculture, founding communities and creating civil
life in Taylan’s text went parallel to the narration of Nazim [I¢sel]. The needs

increased as the civilization progressed. The subjects of progress were frequently

epitomized by the inventions of trains, ship, factories and airplanes: “Gentlemen,

"8 “Malumat-1 vatanivenin diger malumat arasindaki mevkii: Insan vazifelerini mevzu bahis eden
ilme ahlak denir. Malumat-1 vataniye bu vazifelerin bir kismini bize ogrettiginden ahlakin bir fashdir.
Malumat-1 vataniye devletin mevzuatini da tanir.” Mehmet Emin, 1340. p. 8-9.

99 “Mesela heniiz vahset halinde yasayan Afvika, Avustralya ve Amerika’min bazi taraflarindaki
kabilelerle medeni alem arasinda bir mukayese yaparsaniz, medeni aleme mensub insanlarin, bu
kabileler halkindan daha yiiksek oldugunu gériirsiiniiz... Hatta bugiinkii medeni Avrupa halki en eski
zamanlarda insan eti yiyen, tas silahlar ve kemik aletler kullanan bir takim vahgilerin neslinden
gelmigstir.” Muslihiddin Adil Taylan(Dariilfiinun Mukayeseli Hukuk Idare Miidiri), Cumhuriyet
Cocuklarina Malumat-1 Vataniye, (Istanbul: Kiitiiphane-i Hilmi, 1926) (Miitehassis komisyonun
raporu tizerine milli talim ve terbiye dairesinin 1926 numerosu ve 24 Agustos tarihli karari ile
mekteplere kabul edilmistir. Ilk Mektep Déordiincii sinif’) p. 6.
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everyday, you hear that a new machine and a new airplane have been invented.” '’
On the other hand, the primitive people and their needs were restricted with their
capabilities. They did not know what rights meant; they understood nothing except
eating and drinking. However, today’s people thought about each other more.
Civilization was glorified through these lines: “My lads! Be happy that you live in
the present time. To be a contemporary man means to love rights and freedoms.”’"!
The author told children that life was a battle, hence he warned that the battle
of life neccessiated working hard and competing against others. The fatalist
philosophy was directly criticized as in the 1910s and opposed with a new
worldview. An ideal man depicted in the book was of diligent, perseverant and
determined with the willpower to manage solidarity and cooperative work. These
were in harmony with the frequently mentioned charateristics of the ideal generation
in the manuscript of 1915 explained in detail.”'* This depiction of ideal generation
overlapped with the manuscript of 1915 except in its focus on religious education.
Taylan’s textbook, the latest published text taken into consideration in the
scope of this study, discussed “religious duties,” too. To him, conscience, public
opinion, health, law and religion are the guardians of duty. Religion forced man into
the worldly responsibilities reminding him of the rewards and punishment
mechanisms in the Hereafter. The responsibility felt by the conscience was greater

than his responsibility to the laws.”"* The division of duties which comprised the

"0 “Efendiler, her giin bir makinenin, bir tayyarenin icad edildigini duyuyorsunuz...” Taylan, 1926. p.
17.

" “Eyladlarim bugiiniin adami oldugunuzdan dolayi sevininiz. Ciinkii bugiiniin insan demek hakkin
hiirriyetin asigi demektir.” Taylan, 1926. p. 12.

12 See Chapter 1.

3 Taylan, 1926. p. 28.
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duty to God continued to take place in Taylan’s textbook of 1926. This reflects the
continuity of the previous period in the lines of the textbooks before strict unification
policy was implemented by the Republican bureaucrats. On the one hand, the
secularized knowlegde based on “change” and evolution instead of “eternality” was

posed side by side with the religious patterns of thoughts.

Imagining an Ethno- Secular Community: Breaking Away with Religion

It 1s appropriate to consider the period following 1920 in itself in terms of the
identity of “us.” In those books, the foundation of the Ankara government was felt
very neatly in the narration of the textbooks. Nazim [I¢sel] depicted the state as a
community with “a strong government and regime, just legislations, a definite
territory, independent and sovereignity, and serving for the same goal.” The nation
was “all people belonging to the same government and sharing the same religion and

ethnicity.””"*

The formation of a state required not only territories as focused on most
textbooks, but also a government, independence and a community. The definition of
nation primarily was bound to belonging to the same government while religion and
ethnicity were taken as more flexible ties. Citizenship received a special emphasis at
the end of a long string of wars, which caused various political and social changes.

For this reason, the post-1920s textbooks discussed here display a considerable

interest in instilling the idea that the place of birth might not be one’s homeland. The

"% “Muntazam bir hiikiimeti ve sekil idaresi, adilane kanunlari, muayyen ve mahdum arazisi bulunan,
istiklal ve hakimiyeti haiz olarak miisterek bir maksada hizmet eden her cemiyete devlet nami verilir ...
Aynt memlekette ayni hiikiimete tabi, dinleri ve kavmiyetleri bir veya muhtelif olan insanlarin
umumuna millet denir.” Nazim [I¢sel], 1337. p. 17.
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territories in which the ancestors lived and died might not be the homeland. Orhan
Fuat described the place of birth and homeland like this:

For example, I —as a Turk, son of Turk- might have been born in

... Bagdad or Aleppo where my family had been for a short

time. But these lands cannot be my homeland, because these

lands are governed by other governments today. The majority of

the people living there belong to different ethnicities and

nationalities from mine. Nobody acknowledges me as a citizen

there. They do not let me interfere in any political and

administrative affairs of their country.”"”
To Orhan Fuad, being from the same town should not be exaggerated. The
regionalist tendencies were conspicuously rejected and cautioned against. Orhan Fuat
defined citizenship as the share of rights among different religious and ethnic groups
under the same law while nationhood encompassed Turks living on the lost
territories. Sharing the happiness and sorrows of Turks outside Turkey was the mark
of the consciousness of nationhood.”'® If the citizens shared the nationhood at the
same time, this was considered as the most beautiful situation, those who shared both
nationhood and citizenship should be treated the best. The text, which detailed the
articles of the Constitution, presented the huge entity of state to the students. The
details included much annoying and non-essential knowledge.

The homeland is not the place of birth in the book by Muslihiddin Adil

Taylan. According to him, the defined nation in the homeland was Turkish nation:

“All citizens who live in Turkey and have been in Turkish character are called

"3 “Mesela ben halis Tiirkoglu Tiirk oldugum halde ailemin muvakkat bir miinasebetle bulundugu
Bagdad veya Halep ve belki de Marsilya veya Londrada dogmus olabilirim. Lakin buralar benim
sayilmaz, ¢iinkii bu memleketler bugiin baska hiikiimetlerin idaresi altindadir. Oralarin ekser halk:
benim mensup oldugum wrktan milliyetten baska irk ve milletlere mensuptur. O halk i¢inde beni
vatandas taniyan higbir kimse yoktur. Onlar beni o memleketlerin hi¢bir siyasi ve idari haklarina,
islerine karistirmazlar.” Orhan Fuad, Musahabat-1 Ahlakiye ve Malumat-i Vataniye (istanbul: ikdam
Matbaasi, 1924), p. 8.

1% Ibid., p.14.
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Turk.””"” Such expressions were intensively used to exalt Turkishness: “The great
and acute intelligence of the Turks has given many works to the civilization.””'® The
period between 1926 and 1930 could be shown as the preliminary era of the
construction of the Turkishness in the Turkish History Thesis in the 1930s.”"
Mehmet Emin’s textbook for high schools confirmed the ideas made at the
elementary level. He gave “we” clearer in that the religious unity was no longer
considered as part of the “we.” Nation was the aggregate of people with the same
feelings, and common goals and interests. He also commented that the elements
consituting nation were controversial. To him, there were some common points,
though; for example, “the valuable monuments and the common customs.””* “Why
some groups of people were inclined to have a determined goal and purpose?”’*' He
answered that the effect of territory and climate played a role; however the common
point of living in the same territory was not seen enough to become a nation. For this
reason homeland was different and did not signify any territorial commonness: “On
the contrary, the concept of homeland today expresses a spiritual love and belonging

99722

rather than a material one.”’*” Homeland in old times was regarded as the place of

birth where one’s ancestors were buried. Now its meaning is broadened.” He tries to

"7 “Tiirkiye 'de yasayan Tiirk tabiatinda bulunan vatandaslarin hepsine Tiirk denir.” Taylan, 1926, p.
53.

"8 “Tiirklerin biiyiik ve siddetli zekasi medeniyete bir ¢ok eserler vermistir.” Taylan, 1926, p. 39.

"9 Ali Seydi, Yurt Bilgisi (Dordiincii Sinif) (istanbul: Kanaat Kiitiiphanesi, 1929); Ali Seydi, Yurt
Bilgisi (Koy Mekteplerinin ve Ilkmekteplerin Ugiincii Sinifina Mahsustur) (istanbul: Kanaat
Kiitiiphanesi, 1929)

720« deger verilen abideler veya ortak adetler...” Mehmet Emin, 1340. p. 10.

72V« bir takim insanlar nasil oluyor da millet halinde boyle muayyen emele muayyen gayeye sahip

olabiliyor?”
22 “Bilakis vatan mefhumu yavas yavas bu toprak ve arazi muhabbeti halinden ¢ikmistir. Bugiin vatan

milletimize ve onun seref ve istiklaline karst duydugumuz muhabbeti ifade eder. Binaenaleyh maddi
bir sey degil, manevi bi hisdir.” Mehmet Emin, 1340. p. 11.
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give a new conception adaptable with the new situation which required to love
everywhere “accommodated” by Turks.” The outer Turks were thus replaced in the
defitinion of “we” after 1923. Despite having a role in nation making, race was seen
as such: “A nation consisted of generations coming from the same race from the
begining rarely exists.”’> He fixed the problem of ethnicity based on Turkishness
with feelings: “If a person esteems himself as coming from the same origin and have
the same feeling and goal in his conscience, there is no doubt that he belongs to that
nation”.”** The common benefit in the future was the excitement and goal of people
who had to hold on to each other in order to survive.””> The effect of religion in
making up nations was held as the esteem of old peoples who regarded religion as
the only or the most important tie among people. The author, who found a relation
between the worldly happiness and nation formation thought that the national feeling
had the aim of providing the world hapiness:

The national sense and religious sense are confused. Yet, these

two senses are totally different from each other. National sense

requires wishing our nation to be free and happy in the world.

The religious sense sets one’s sight on the happiness of the other

world through the practices and beliefs counted as right.

Therefore, religious sense impelled man to such activities that

the goal is not to be something in the world; it is rather to reach

the felicity of the other world. Yet the goal we direct with the

national sense is all profane. If we do what the national sense

requires, we aim to provide the worldly happiness and welfare to
our nation.”**

2 «Saf bir irk daima ayni menseden gelen baba ve anadan dogma evlatlardan miirekkeb bir millet
hemen yok gibidir.” Tbid., p. 13.

2% <Bir kimse kendini milletdaslariyla ayni menseden gelmis addeder, ayni his ve gayeyi vicdaninda
duyarsa o milletin ferdi oldugundan siiphe edilmez.” 1bid., p. 13.

2 bid., p. 15.

26 «Vaktiyle insanlar arasinda en miihim rabita hissi dini zannolunuyordu. Hiss-i milli ile hiss-i dini
yekdigerine karistirtlyyordu. Halbuki bu iki his birbirinden tamamen ayridir. Milli his
milletdaglarimizin bu diinyada miireffeh, hiir ve mesud olmasini istemeyi icab eder. Dini his ise ferdin
gerek nefsini, gerek diger insanlart dogru addetdigi itikadat ve amal sayesinde uhrevi saadete isal
istihdaf eyler. Binaenaleyh hiss-i dini insani dyle hareketlere sevkeder ki onun gayesi diinyada bir sey
olmaktan ziyade ahirette saadete ermekligidir. Halbuki milli his ile istihdaf ettigimiz gaye saf
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The author taught that the religious sense obstructed the nation formation and
material well-being. The Renaissance in Europe was described as the process of
differentiation between the religious and national senses. Civilization was taken
with a point of view affirming it on merits to humanity. To overcome the conflict
between the humanistic and national senses, it was underlined that without a
national sense it was impossible to develop a humanistic one.

Although textbooks went through an epistemological change from 1908 to
1926, between two curriculums, most themes remained unchanged, such as the
significance given to progress in the material world. The teachings, that the ignorant
and lazy people did not have any value or honour, that they were useless for their
soul and the homeland, were still common teachings in character education. ">’ One
of common points was the importance of state organs. For example, the municipal
services occupied a considerable part in some textbooks.”*® Some titles were keeping
the streets clean, repairing the pavements, constructing neat houses, building
hospitals for the poor, lightening the streets at night, controlling the sellers in the
bazaars and sellers for the advantage of the people. The bureaucratic foundations of a
government and the technical details on its institutions occupied a great amount of
pages on textbooks in years from 1908 to 1913, and increased in amount in the

1920s. The question of the necessity for a state brought up the issue of

diinyevidir. Milli hissin icab ettigi harekette bulundugumuz zaman gayemiz milletdaslarimizin bu
diinyada saadetini ve binaenaleyh refahini temin eylemektir.” Mehmet Emin, 1340. p. 17.

27 Taylan,1926. p. 37.
28 Hiiseyin Hifz1, Malumat-1 Medeniye (Mekatibi riisdiye ve idadi) (istanbul: Tefeyyiiz Kiitiiphanesi,

1326), p. 23-54.The governance of provinces which is considerably boring for children lasts for 31
pages in the book.
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community.”* The government was explained upon its most visible institutions such
as law, police, gendarme, army and state officers. The establishment of a government
was presented as an imperative of the community life where the stronger people
tended to dominate the weaker. Hence, the state was called a power which protected
the weak against the powers (enemies) both inside and outside. 7*°

The Islamic character in duty conception and the tension in the flow of the
prevailing religious discourse and secular knowledge were the main concern in this
chapter. The examination of the textbooks published between 1908 and1913, called
the “liberal” period in this study, was restrictive to reflect the religious tone. The
textbooks published in the liberal atmosphere of the Constitutional regime differed
from those published after the government control issued an authorization on
textbooks in 1913. What marked the textbooks published between 1913 and 1921 lay
in the religious character in the conception of duties derived from Kantian morals.
The textbooks in the years between 1908 and 1913 were produced within this liberal
atmosphere and had a more secular penchant than post -1913. The books of Cezmi,
Hifzi, Hazik and Behi¢ were marked as not comprising a part such as “duties to
God”.”' The imagination of man out of the universe of God prevailed in the texts
while all of the later published books (until 1927) configured “man and his duties”

within the context of the “Supreme Being of God” (Cenab-1 Hakka kars1 vazifeler)

7 Hakki Behig, Malumat-1 Medeniye ve Ahlakiye (Mekatib-i Idadi) (Dersaadet: Kanaat Kiitiiphanesi,
1327)

3% Nazim [igsel], 1337, p. 16.

! Hiiseyin Hifz1 (Necmi Terakki mektebi ve gazetesi miidiri), Malumat-1 Medeniye (Birinci Kisim),
(Dersaadet: Tefeyyiiz kiitiiphanesi, 1326) (Yeni program mucibince mekatibi iptidaiyede tedris
edilmek iizere tertip edilmistir.); Dr. Hazik, Malumat-1 Ahlakiye ve Medeniye (Umum mekatib-i
riisdiyelerin iiiincii senesinde tedris edilmek iizere) (Istanbul: Keteon Bedrosyan Matbaasi, 1328);
Ismail Cezmi, Malumat-1 Ahlakiye ve Medeniye Dersleri (Istanbul: Artin Asodaryan, 1328); Hakki
Behic, Malumat-1 Medeniye ve Ahlakiye (Mekatib-i Idadi) (Dersaadet: Kanaat Kiitiiphanesi, 1327)
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according to the curriculum of 1913. Similarly, the use of hadiths and the Quran did
not take an explicit degree in the formation of this secular discourse. Duties were
revealed as the requirement in the context of the formation of the community, state,
government and laws in these texts. At this point, the secular worldview in some of
the pre-1913 textbooks bore resemblance to the general peculiarities in the post-1920
period, while years between 1913 and 1921 signified a more religious character
accompanied by the Ottoman- Muslim identity. Another result to be noted is that as
the level of the books increased from elementary to secondary grades, the religiosity

of the narration diminished.”*?

Yet, this could be marked as an expected result since
one of the characteristics of the elementary schooling was its being based on moral

education more or less following an Islamic path.

32 The comparison of high school books to the elementary level in the same year renders the result
that both the use of the secular language increased and a sharper critique of the old regime was made.
For comparison to the elementary level textbooks, Pir Hazarizade Abdiissamed Fahri, Malumat-1
Medeniye ve Ahlakiye (1dadiye ve sultaniyeler icin) (Istanbul: Cihan Matbaas1, 1331), p. 95-98.
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CHAPTER 5

HISTORIES: GENERAL HISTORY, OTTOMAN HISTORY AND ISLAMIC
HISTORY

The curriculum drawn in 1913 (1329) designed the six years of instruction of
history. The first year of primary school aimed to teach history not as a separate
class, but embedded in the civics subjects with historical stories. History as a
separate class began in the second grade. It comprised a blend of stories about
Islamic, Ottoman and Turkish heroes, as seen in Ali Resad and Ihsan Serif’s
textbooks serving as models in this category.””> The third grade covered the subjects
about Ottoman History. Ottoman life, customs, culture and the power of the state in
the past were underlined. The reasons why the state had progressed and declined
were asked and answered by reducing it to the understanding of the students. The
Ottoman civilization was described and highlighted.

Twelve Ottoman history textbooks, three of which were from the Hamidian
period, were compiled from the miscellaneous libraries in the framework of this

734

study as follows."”" In the fourth grade, students witnessed the incidents of the closer

3 Ali Resad, Cocuklara Tarih Dersler, Islam, Tiirk ve Osmanli Megahiri (istanbul: Matbaa-i Amire,
1332); Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i
iptidaiye devre-i ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede kabul
edilmistir.)

34 yusuf Ziya, En Kolay Tarih-i Osmani (Izmir: Sems matbaasi, 1329); Ibnul Nuzhet Cevad, Ravza-i
Tarih-i Osmani (Istanbul: Kasbar Matbaasi, 1328), (Maarif nezaretinin en son programina tevfikan
tertip ve mekatib-i riisdiyede tedris edilmek iizere tahrir edilmistir); Ihsan Serif, Cocuklara Tarih
Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334), (Mekatib-i iptidaiye devre-i ula ikinci senelerinde
tedris olunmak iizere bilmiisabaka birinci derecede kabul edilmistir); Thsan Serif, Cocuklara Tarih-i
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times, facing the realities of the present. The scope of the subjects extended from
Sultan Osman the Second to the Balkan Wars. The fifth year primary school students
were responsible for presenting history in a larger framework based on
“civilizations.” The books examined in this study are listed in the footnote.”*> In the
fifth grades, the history of civilizations was examined until the New Age, starting
from the old civilizations such as the Egyptians and going over the Middle Age with

a focus on Islamic civilization. The Islamic civilization and history were made part

Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331), (Mekatib-i iptidaiyenin devre-i mutavassita birinci
senelerinde tedris olunmak tizere bil-miisabaka birinci derecede kabul edilmistir);, Abdilkadir,
Cocuklarima Resimli Kiiciik Osmanh Tarihi ([Istanbul]: Saadet ve Tefeyyiiz Kiitiiphaneleri, 1329);
Selim Kohen, Resimli Muhtasar Tarih-i Osmani (Dersaadet: Artin Asadoryan, 1327), (Umum
mekatib-i iptidaiye-i Osmaniyede tedrise elverigli olmak iizere gayet agik ve basit bir usliip ile tahrir
edilmigtir); Ibnul Cevad Efdaliiddin, Kiiciiklere Osmanli Tarihi ([istanbul]: Karabet Matbaasi, 1329-
1327) (Maarif nezaretinin kabul ettigi resmi programa gore Riigdi ve idadi mekteplerinin ikinci
suiflarinda okutturulmak iizere tertip olunmugtur); Ahmet Refik, Muhtasar Resimli Tarih-i Osmani
(Dersaadet: Kiitiiphane-i Islam ve Askeri, 1332), (Biitiin padisahlarin resimlerini ve sakirdana
mahsus tarihi kiraatleri havi olmak tizere Mekatib-i Iptidaiyeye mahsus tertip edilmistir); Ahmet
Refik, Yeni Osmanl: Tarihi ([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333), (Mekatib-i iptidaiye ve
sultaniyenin dordiincii senelerine mahsustur); Ahmed Resid, Haritali ve Resimli Miikemmel Tarih-i
Osmani (Dersaadet: Tefeyyiiz Kiitiiphanesi, 1326) (Umum mekatib-i idadiyelerde tedris edilmek tizere
tertip edilmistir); Selanikli Tevfik (Sabah gazetesi ser muharriri), Muhtasar Tarihi Osmani
(Dersaadet: Matbaa-i Kiitiiphane-i Cihan, 1323); Ahmed Rasim, Kiiciik Tarihi Osmani, (Istanbul:
Artin Asadoryan, 1306) ( Sitbyan Mekteplerine mahsustur.); Ali Nazima (Mekatib-i Miilkiye-i Sahane
Miidiir muavini), Tarih-i Nazima, Kiiciiklere Tarih-i Osmani (Dersaadet: Kasbar, 1313).

33 Hasan Sirr, Tarih-i Umumi (Dersaadet: Karabet Matbaasi, 1309) (Vilayet-i Sahanedeki Mekatib-i
Idadiyenin 1310 senesinde Maarif Nezareti celilesince tayin ve tanzim olunan programa tevfiken
tertip olunmugtur),; Muhyiddin, Kainata bir Nazar yahut Miicmel Tarihi Umumi (Dersaadet: Kasbar
Matbaasi, 1307) A. Riza, Tarih-i Umumi, (istanbul: Karabet Kiitiiphanesi, 1327) (Yeni programa
tevfiken tertip ve mekatib-i idadiyede tedris olunmak iizere Maarif Nezareti celilesince kabul
edilmigtir); Ibnul Niizet Cevad, Tarih-i Umumi (Istanbul: Artin Asadoryan, 1328) (1326, 1325 sene-i
tedrisiyesine mahsus olmak iizere erbab-1 ihtisastan miitesekkil komisyon tarafindan mekatib-i idadiye
tedrisati icin tanzim ve tahrir olunup meclis-i maarifce bittetkik kabul olunan miifredat programina
tevfiken tertip edilmistir); Sabri Cemil (Uskiip idadisi miilkiye muallimi), Kiiciik Tarih-i Umumi
(Istanbul: Kiitiiphane-i Askeri, 1327); A Memduh, Ahmet Halid, Umumi Tarih (Numune Mektepleri
i¢in) (Istanbul: Zerafet Matbaasi, 1330) ; Ahmet Mithat, Darulfiiniin Dersleri, Tarih-i Umumi
(Dartilhilafe: Sirat-1 Miistakim Matbaasi, 1328); Ihsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe:
Kanaat Kiitiiphanesi, 1331) (Mekatib-i iptidaiye 'de Devre-i Mutavassita ikinci senelerinde tedris
olunmak iizere bilmiisabaka birinci derecede kabul edilmistir); Mithat Sadullah, Muallim A.
Memduh, Muallim Ahmet Halit, Kiiciik Mekteplilere Umumi Tarih (Istanbul: Sirket-i Miirettebiye,
1334) (Maarif-i umumiye nezareti celilesi telif ve terciime heyetince bittetkik biitiin iptidai
mekteplerde okutulmak iizere kabul edilmistir); Ahmet Refik. Muhtasar Tarih-i Umumi (Istanbul:
Kiitiiphane-i Islam ve Askeri, 1330) (Mekatib-i Sultani Besinci sinif ve mekatib-i iptidaiye beginci ve
altinct simflara mahsustur); Mehmet Masum, Riistiyelere Tarih-i Umumi (Istanbul: Ikramiyeli
Matbaa, 1326); Ali Haydar, Tarihi Umumi- Enbiya ve Beni Israil Tarihi (Bursa: Hilal Matbaas,
1330).
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of the general history in this regard. Yet, it is interesting to see that the teaching of
these subjects was kept separately and books on Islamic history were demanded. The
books produced for this special goal are noted below, too.”*®

The goal in history overall was to teach students on what political conjecture
the Empire and other states were juxtaposed in the world. Children were taught in
school about the interests and impending jeopardy for the country.””” In the last
grades, the history of civilization subject specialized on the New Age, which
consisted of subjects like the inventions and discoveries in France, England and
Russia. While the developments in Europe were taught, the Ottoman civilization
especially in middle ages was accentuated scrupulously vis-a -vis the contemporary
European civilization. Some of the titles in this category were the revolutions in
Europe, the constitutions in the Ottoman Empire and the colonial policy of
Europe.”*® Thus, along with the curriculum, three types of history textbooks were
produced by the authors. These were General History, Islamic History and Ottoman
History.

The authors’ notes about their written pieces inform us that the simplicity of
the language was a common concern in the production of history textbooks for

children. The significance of language use was a major consideration in religion and

3¢ Behget Kami, Tarih-i Islam (Cocuklar icin) ([Istanbul]: Arakil Matbaasi, 1330); Ali Seydi, Tarih-i
Islam ([Istanbul]: Kanaat Matbaas1, 1330) (Mekatib-i Iptidaiye de tedris edilmek iizere resmi
programa kabul edilmistir); Ali Resad, Ali Seydi, Tarih-i Islam- Haritali ve Resimli (Dersaadet:
Kanaat Matbaasi, 1330) (Mekatib-i Riisdiyenin birinci senesi i¢in kabul edilmis son programa
tevfikan tertip edilmistir); n.a., Yeni Kiictik Tarih-i Islam (Dersaadet: [Babiali Caddesinde 18 numarali
matbaada tab olunmustur], 1327) (Maarif vekaletinin son programinca mekatibi iptidaiyede tedris
edilmek tizere tab ve tertib edilmistir.)

37 Sabri Cemil (Uskiip idadisi miilkive muallimlerinden), Kiigitk Tarih-i Umumi (istanbul: Kiitiiphane-
i Askeri, 1327). p. 4.

8Mekatib-i Iptidaiye Ders Miifredat: Alti, Bes, Dort ve Ug Dershaneli ve Muallimli Mekteplere
Mahsus (Istanbul: Matbaa-i Amire, 1329).
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civics textbooks, too. Yet, the narration in the history textbooks is distinctive. The
authors rarely spoke to the students and there were few expressions of addressing
such as “my little kids”. The narration flowed more smoothly, without fluctuations
of emotions compared to the civics textbooks. Yet, it is common to see examples of
detailed narrations of violent incidents such as the murders of the sultans, Janissaries
or some enemies. For example, the slaughter of Osman the Second was depicted with
the violent details of how he was strangled and his ears were cut off.”*’ In this sense,
the content of history textbooks evidently lacked the pedagogical sensitivity and

qualities despite the clarity of the language.

Situating General History in the Curriculum

While it was only restricted to the chronological order of the past events,
history was loaded mission to work for the betterment of the present and future. The
past began to be regarded as important provided that it served to demonstrate the way
of and steps to progress. There was no space in the curriculum of national history for
an incident which had no probable contribution to the present politics.”** The years
of the Independence War brought in the “national” aspect losing its tight hold on the

995741

search for “civilization.””™ Thus, in the first decades of the twentieth century,

Ottoman history textbooks were inevitably given to the service of the moralistic

"Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyede Devre-i Mutavassita ikinci senelerinde tedris olunmak tizere bilmiisabaka birinci derecede
kabul edilmistir) p. 59.

740 Nurullah Ata, “Tarih Tedrisati Hakkinda,” Te erbiye 2, no.8 (Istanbul: Devlet Matbaasi, 1927-
1928), p. 1-2.

" bid., p. 1.
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doctrine which “dominated till the end of the nineteenth century in Europe”.”* When
moral concerns began to lead the historical outlook, facts were exposed to distortion
in order to prettify the past.”*> The educational journals focused on the content of the
history teaching. The debates over the function of the history class among the
French historians were followed and some articles were translated. The discussions
on what made history distinctive as a narrative were reported in the articles; and the
doubts about the correctness of the perspective which presented all history as

progress and perfection of justice were brought up. **

The perils of building up the
national feelings with history were balanced with the benefits of civics education: “It
became the new trend to teach the History of Civilizations against the History of
Wars.”’*

The epistemological turn in the subjects of primary schools can be traced
through the scrutiny of the Hamidian school knowledge. Through two general history
textbooks, the characteristics of the general history teaching were examined for
comparison to that of the Second Constitutional Period. Hasan Sirr1’s book presented
three pre-historical periods: Creation (Hilkat), the Flood (Tufan) and the reproduction

746

of human beings (/nsal-i Beger).” He defined the holy books as one of the sources

"2 “Tarih muallimini bir ahlak¢t addeden akide 19.asrin nihayetine kadar hiikiimran olmustur.”
Mosyo Mitard, “Tarih ve Milli Terbiye” in Nurullah Ata, “Tarih Tedrisati Hakkinda,” Terbiye 2, no.8
(Istanbul: Devlet Matbaasi, 1927-1928), p. 56.

™ Tbid.,

4 bid., p. 58.

™ “Harbler tarihine karsi medeniyet tarihini one siirmek bugiin moda olmugstur.” Ibid.,

7.46 Hasan Sirr1, Tarih-i Umumi (Dersaadet: Karabet Matbaasi, 1309) (Vilayet-i Sahanedeki Mekatib-i
Idadiyenin 1310 senesinde Maarif Nezaret-i Celilesince tayin ve tanzim olunan programa tevfiken

tertip olunmugtur), p.14.
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of history besides archeological findings.”*” For this reason, his teaching of kavims
(peoples) continued with the scriptural information about the prophets. Throughout
the book, the religious point of view dominated the General History subjects.

The author of another textbook, Muhyiddin, displayed a cautious approach
which implicitly followed the teaching of a progressive history conception. His text
brought forth the contest of civilizations and progress. Yet, he attributed savageness
to Europeans and civilization to Egypt in his presentation of the people of Antiquity.
The temporariness of having the attribute of “civilized” or “savage” was subject to
periods. The idea of “civilization,” which was attributed only to Europeans, was
rejected:

Five thousand years ago, Europe was inhabited by men who did

not resemble the human beings in Europe today. They lived in

caves and holes... In short, they were savage. At that time,

people in Egypt knew to construct dams to impede the flood of

the rivers. And they constituted the civilized nation of that

. 748

time.
The book continued with the subject matter of the Israelites and then on to the
Prophets, Greeks, Romans, Christians, and the emergence of Islam. As a result, it
could be stated that the Hamidian textbooks of general history presented a scriptural
point of view. Yet, it is also possible to see the traces of the modern secular theory in

some texts, as seen in Muhyiddin. A more detailed examination as to what degree the

school knowledge was produced uniform in philosophy in the Hamidian years seems

7.47 Hasan Sirr1, Tarih-i Umumi (Dersaadet: Karabet Matbaasi, 1309) (Vilayet-i Sahanedeki Mekatib-i
Idadiyenin 1310 senesinde Maarif Nezaret-i Celilesince tayin ve tanzim olunan programa tevfiken
tertip olunmugtur), p. 12.

8 «“Beg bin sene var ki Avrupa kitasi bugiin Avrupa’da iskan eden insanlara benzemeyen adamlarla
meskun idi. Magaralarda, kovuklarda ikamet ederler... Hastlt bunlar vahgi idi. Bu zamanda Misir’da
bulunan adamlar nehirlerin istilasina mani olacak sedler yapmag biliyorlar ve o zamanin millet-i
miitemedinesini teskil ediyorlardi.” Muhyiddin, Kdinata bir Nazar Yahut Miicmel Tarihi Umumi
(Dersaadet: Kasbar Matbaasi, 1307), p. 4.
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worthy of study.”® To get an overall conclusion, inheriting an already existing
epistemological conflict in the produced school textbooks, the problem was
augmented in the liberal atmosphere of the Second Constitutional Period, despite the
regulations on the uniformity of textbooks.

Hasan Sirr1 complained that there had not been any regulation until 1894
(1310) in order to make uniform the textbooks. He described the textbooks until that
year as having been mere indiscriminately compilations of some certain subjects. He
commented that this disorder had resulted in inconsistencies in the contents of
textbooks. Thus, teachers were left to choose whichever of such unconscientiously
prepared textbooks they wanted. He considered this situation as one of the reason for
the insufficiency of the education system.”’ To him, the first regulation to organize
the school knowledge was a promising step toward terminating the inconsistency in
philosophy. Yet, it seems that despite the regulations demanding uniformity that
began to be issued in 1890s, the confusion and inconsistencies continued throughout
the Second Constitutional period. Yet, uniformity was partly accomplished in more
visible ways such as in the titles of the subjects.

What results from the contextual analysis of the textbooks on general history
is that while they constituted uniformity in the titles, as shown in the curriculum on
the one hand, the philosophical point of view which was expressed through the
discourses in the narratives varied in the Constitutional years. For example, from the

similarity between the narration of Thsan Serif and Mithat Sadullah, it seems like the

™ For a study on some of the history textbooks in the Hamidian Period see, Selguk Aksin Somel,
Osmanly’da Egitimin Modernlesmesi (1839-1908): Islamlasma, Otokrasi ve Disiplin (Istanbul:
Iletisim, 2010).

% Hasan Sirr, Tarih-i Umumi (Dersaadet: Karabet Matbaasi, 1309) (Vilayet-i Sahanedeki Mekatib-i
Idadiyenin 1310 senesinde Maarif Nezaret-i Celilesince tayin ve tanzim olunan programa tevfiken
tertip olunmugtur), p. 8.
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authors of the textbooks at the primary level abridged data from larger history books.
It 1s evident that the main source was just copied since their books were written with
almost the same sentences. The non-uniformity, on the other hand, can be seen in the
more attentive delving into the textbooks in which the versatility of philosophical
insight was displayed. For example, two textbooks of general history demonstrated
the multi-dimensional philosophical insight in the school curriculum at the high
school level. A. Riza’s (1911) and Ibnul Niizhet Cevad’s (1912) textbooks drew
conflicting lines of secular and theological knowledge. Since both textbooks were
sanctioned to be taught in the state schools, it is hard to explain how the two books
were approved by the same committee at the Writing and Translation Office within
one code of uniformity. Ismail Hakki Baltacioglu expressed the inconsistent
character of the Second Constitutional Period such a time when educators were
entangled with no specific philosophy of education while a huge interest was

directed to instructional methods and educational theories.”"

For this reason, a
contextual analysis of the textbooks of the period independent from that of the
curriculum guidelines deserves scrutiny. What follows is an analysis of textbooks
both for their uniform and non-uniform contents. After examining the textbooks of
high schools and the university, the study probes into the elementary level textbooks.
The introduction of A. Riza’s book entailed a statement that knowledge of
general history was as important as that of the homeland.”* This significance arose

from the conception of “a progressive civilization” deemed as the inheritance of the

contemporary civilizations. Through historical inquiry, one could understand the

3! fsmail Hakki, Tarih ve Terbiye (istanbul: Siihulet Kiitiiphanesi, 1933), pp. 6-7.

32 A. Riza, Tarih-i Umumi (istanbul: Karabet Kiitiiphanesi, 1327) (Yeni programa tevfiken tertip ve
mekatib-i idadiyede tedris olunmak iizere Maarif Nezaret-i Celilesince kabul edilmistir), p.
(mukaddime).
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present civilization and progression. The insight into history was formed through this
conception of civilization in the textbook. Two characteristics it brought forth were a
linear progressive notion of time and history, and the fact that the sacredness of
religious knowledge had been replaced by the science of archeology, which produced
knowledge through the results of excavations and the understanding of a progressive
history. In the secular narratives of textbooks, history was separated into two, as the
pre-historic and historic periods, marked by the scientific outlook. The first human
beings and the beginning of agriculture, the formation of communities, trade, law,
governments and wars were all presented within the evolutionary sequence.

On the other hand, Ibniil Niizhet Cevad’s textbook on general history began
with the Arab peninsula, detailing such things as its geography, population, and
ethnic varieties of Arabs. Following a short overview of the pre-Islamic Arab world,
the book engaged in the history of prophets in Quranic chronology, Islam’s
expansion and the states.”>> On the cover note, as was usual of all textbooks, it was
written that the book had been designed in parallel to the curriculum prepared by the
Ministry.

As a third way, A. Memduh and Ahmet Halid’s textbook drew on an in-
between language of secular and religious points of view:

People are descended from Adam and they lived in Asia from
where they dispersed to Europe and other continents. The first
human beings passed a miserable life in deprivation. They lived
in caves and dealt with wild animals. Instead of dressing up,

they wore the skins of the animals they had slaughtered. Yet,
since the Supreme Truth [Cenab-1 Hak] granted mind and

753 Tbnul Niizhet Cevad, Tarih-i Umumi (istanbul: Artin Asadoryan, 1328), p. 9.
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wisdom to people, they progressed in the course of time and
searched for the requirements of a life in welfare.””*

The creation story of Adam was combined with the positivist knowledge
drawn from social Darwinism. Though connecting the first formation to Adam’s
creation, the book recounted the history of primitive man building on his own
capabilities as a result of which the contemporary civilization culminated. The
narration based on social Darwinism brought together racial segregation based on
skin color. Human beings were segmented as white, yellow, red and black, among
which the white had contributed the most to civilization. History taught man the old
experiences so that the same faults were not repeated. History enabled man to be
ready for the future and events which were believed to have occurred in the past that
would repeat more or less in the same way.”>> “The sources of history are on the first
plane, the books and scripts and stones...then mosques, tombs and sculptures, and
thirdly the holy books.” "*° This narration basically fell into conflict with the celestial
knowledge, which considered the prophets as the teachers of society and makers of
the civilization in religion.

Ahmet Mithat’s lecture in the Dariilfiinun poses an essential standpoint since

it drew the theoretical lines of the history teaching. History served to display “the

3% “Insanlar Hz. Adem’den tiiremisler ve Asya kitasina yerlesmislerdir. Avrupa’va vesair kitalara
insanlar hep Asya’dan ge¢miglerdir. Ilk insanlar gayet sefil mahrum bir omiir gegirirlerdi:
Magaralarda agag kovuklarinda yatarlar, yirtict hayvanlarla ugraswrlardi. Elbise yerine de
oldiirebildikleri hayvanlarin postlarin giyerlerdi. Lakin Cenab-1 Hak insanlara akil ve zeka ihsan
etmis oldugundan yavag yavas kendilerini toplamaga basladilar ve rahat yasamak icin lazim olacak
seyler aradilar.” A Memduh, Ahmet Halid, Umumi Tarih (Numune Mektepleri icin) (Istanbul: Zerafet
Matbaasi, 1330), p. 3.

33 Ibid., p.5.

38 Ibid., p.7.
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continual progress of human civilization” in the view of modern times.”>” The
philosophy of history was that it made man contemplate so as to get a lesson from
the past and be ready for the present and future challenges.””® The close relevance
and correspondence between geography and history was underlined as the former
dealt with the present while the latter dealt with the past.”” The aim of history was
described as illuminating the ways to discover the future. The obscurity and
hardships of the future could be overcome with the lessons from the past.”®’

He considered the “coincidental” existence of human beings as a false
thought and discussed this question in his article: “...the only thing directing them
(those rejecting creation) to this wrong belief and claim is nothing else than the
variety of human beings in color, language, shape and faces.”’®' He stated that
although existence could be classified in variety of beings, it turned out at the final
stage that this variety had appeared only after creation. He claimed that the truth of
the unity in the beginning could be traced with modern studies on languages and the

762 The point he tried to make was that the variety of beings had emerged

philology.
only from the descendants of Adam. He got used the sciences that supported this

creation point of view. He fixed the exodus of Adam and Eve geographically and

31 “nev-i beserin terakkiyat-1 miitemadiye-i medeniyesinin intikadi” Ahmet Mithat, Darulfiiniin

Dersleri, Tarih-i Umumi (Dariilhilafe: Sirat-1 Miistakim Matbaasi, 1328), p. 4.
38 Ibid., p. 15.

9 Ibid., p. 11.

7% Ibid., p. 4.

Y “Bynlar su batl itikada ve iddiaya sevk eden sey sinif-1 beserin elvan ve elsinesinde ve sekil ve
simalarinda gériilmiis olan ihtilaftan ibarettir.” Ibid., p. 33.

762 Ibid., p. 33.
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when it had occurred based on Islamic history. Variety was not rejected, but
explained on the basis of different climates and geographies.

He cited from the research results that thirty to forty races existed in the
world; and what is more, some other scientists had commented that this number
could be reduced to three or four in their origins. The most essential races were thus
supposed to have emerged according to this Euro-centric interpretation. What he
meant by “human beings’ turning into original unity” came from this induction
method.”®® He rejected the contribution of Darwin’s thesis that said human beings
had evolved from monkeys. He put forward his claim on the basis of the newer
scientific proofs which pointed to the impossibility of reproduction between
species.’®* Additionally, to him, the philology rejected these ideas with its fact that
hundreds of languages had derived from only three or four languages.”® The variety
of religions, on the other hand, was overcome with the common points such as the
story of the Flood and the common moral values everywhere in the world, which
proved that humans were created by the same God.”®

He wrote that the rise and fall of various civilizations confirmed the truth
about the concept of progress in history. Although the scientific research had
revealed the beginning of human life in complete savageness, the truth of the holy
books made him think that people had fallen into the wilderness by forgetting and

then losing the grace of God’s enlightenment in the beginning.”®’ He also added that

763 “Nevi Beserin Asli Vahide Ircar” Tbid., p. 35.

6% Ibid., p. 35.
783 Ibid., p. 37.
768 Thbid.

787 Ibid., pp. 39-40.
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the progression from savageness to civilization could be seen as possible only after
believing in God’s favor granted in the beginning. He rejected a unique line of
civilization which was necessarily European of origin. To him, European progress
had come after their savageness, which implied an expected demise for its
civilization as once earlier civilizations had risen and fallen in earlier periods. Once
again, in parallel to the Hamidian period, European civilization and progress were
emphasized as being ephemeral.

Within this theoretical framework, he started teaching about the old Egyptian
civilization. After contesting religion with Darwin in terms of his impact on the
theory of history, he reached a synthesizing conclusion that he would make his
comment on “reason” although there were some false points in scientific knowledge.
The synthesis was that not the monkeys, but that Adam was the father of all human
beings; yet, the progressive character of human civilization and humanity could by

no means be neglected or denied.

Conflict about the First Man

Textbooks at the elementary level displayed the above-mentioned
epistemological dilemma. The school knowledge was reproduced based on the
Islamic sources and the scientific facts adapted into that source. The authors
developed a conception of the First Man derived from one of these viewpoints, or in
some writers, both views took place in confusion. The variety of people was
illustrated with the different colors and languages most widespread.”®® The races

were grouped by the colors in the narration of civilization beginning with the

768 Thid., p. 4.

268



Egyptians. This is the general tendency of all textbook writers following the Euro-
centered outlook.

Ihsan Serif’s presentation of the First Man depended on the progressive
conception of history: “The first human beings did not have homes. They ate the
fruits in nature and the meat they hunted and wore the pelts of the animals.” ’® The
same narration is seen in Sadullah’s textbook with almost identical word and in
Refik’s history book, too.””® The definition of history was given in that it showed
how states and nations were devastated and how they rose once again.”’' History was
regarded as a way of learning how people progressed, why some states declined and

why some others developed further.”’>

Mehmed Masum’s textbook for Rushdiye
schools constructed the conception of First Man, who was imagined to have been
Adam.”” The subject was titled as Intisar-1 Adem, that is, “the emergence of Adam.”

He referred to Adam as the first man, and that he had lived half-dressed in caves and

hunted animals, so and so.

79 “[i insanlarin evi barki yoktu. Bulduklart meyvelerin, avladiklart hayvanlarin etini yerlerd;,
postunu giyerlerdi.” Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat Kiitiiphanesi, 1331)
(Mekatib-i iptidaiyede Devre-i Mutavassita ikinci senelerinde tedris olunmak iizere bilmiisabaka
birinci derecede kabul edilmigtir), p. 3.

77 Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (istanbul: Sirket-i Miirettebiye, 1334),
(Maarif-i Umumiye Nezareti Celilesi telif ve terciime heyetince bittetkik biitiin iptidai mekteplerde
okutulmak iizere kabul edilmigtir), p. 2.

"' Ahmet Refik, Muhtasar Tarih-i Umumi (Istanbul: Kiitiiphane-i islam ve Askeri, 1330) (Mekatib-i
sultani beginci sunif ve mekatib-i iptidaiye beginci ve altinci siniflara mahsustur), p. 3.

2 Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (istanbul: Sirket-i Miirettebiye, 1334)
(Maarif-i umumiye nezareti celilesi telif ve terciime heyetince bittetkik biitiin iptidai mekteplerde
okutulmak iizere kabul edilmistir.)

" Mehmet Masum, Riistivelere Tarih-i Umumi (Istanbul: ikramiyeli Matbaa, 1326), p. 2.
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Thsan Serif’s textbook of 1918 (1334)"”* version is very important in that it
ranked the first in the report of the commission that approved the textbooks. That
means the way the content was presented was favored by the authorities. First of all,
the book began with Besmele, which means “with the name of God, the Merciful and
the Compassionate.” Besmele was used in the textbooks mostly in the Hamidian
period.””® Despite few in number, the early years of the Second Constitutional Period
witnessed textbooks beginning with Besmele.

Why Serif chose such a beginning in 1918, in other words, why the
commission valued such a beginning is worth considering in the evaluation of this
textbook. The book generated an Islamic perspective and terminology which
contrasted with the narration of “first human beings” who were not imagined under
the domain of God. The book regarded history as a history of the God’s art and
works on the universe:

There is one God who created the earth and the sky. He is the
creator of all creatures not only the earth and sky. Muslim,
Christian and Jewish all have the same God. God assigned his
most beloved subjects among people with keeping away from
the bad deeds and spreading the good. These are called
Prophets. The prophet of the Muslims is Muhammad the
blessings upon him.””®

He continued with the great men throughout the history of the Muslims, starting with

the Prophet Muhammad and the four caliphates and ending in Turkish commanders

" Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i iptidaiye
devre-i ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede kabul edilmistir.)

3 Nuri Dogan, Ik ve Orta Dereceli Okul Ders Kitaplar: ve Sosyallesme, 1876-1918 (Istanbul:
Baglam, 1994)

7% “Yeri gogii yaradan bir Allah vardir. Allah yalmz yeri gogii degil biitiin meveudati yaradandir ...
Allah yeryiiziindeki insanlart fenaliktan sakinmak, iyilikleri tanitmak icin yine kendi i¢lerinden en
sevgili kullarini memur etmigstir. Bunlara peygamber denilmistir. Islamlarin peygamberi Muhammed
aleyhisselamdir.” Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334)
(Mekatib-i iptidaiye devre-i ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede
kabul edilmigstir), p. 2.
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and sultans. The author’s text in 1915 (1331) displayed a contrast with that of 1918
(1334) and it became hard to interpret the knowledge rendered in different
epistemological backgrounds.

Ali Haydar’s general history textbook is the second example of the textbooks
fostered on religious knowledge. Beginning with the word Besmele, it used Islamic
terminology and perceived that history started from AZilkat -creation perspective. The
creation of the universe (hilkat-i alem) and Adam were elicited with direct references
from verses in the Quran. Its time notion and history pursued the Quranic order of
the prophets. He overcame the conflict between religious sources and modern history
in the synthesizing way. In his book, Adam was created by God and his children
were dispersed to the different geographies in the world and constituted the

civilizations and peoples beginning with the Egyptians.””’

Peoples (Kavims) in History

All of the textbooks followed the line of the civilizations and peoples in the
pre-historic and historic times. The authorial preferences seem not to have distorted
the uniformity in the sequence of peoples (kavims). The civilization of Egyptians
came first without controversy and they generally were followed by the Assyrians,
Chaldeans, Persians, Hittites, Turks, Israelites, Greeks and Arabs in Serif’s (1915-

1331) list with two exceptions.’”® What was common in all is the idea of progressive

""" Ali Haydar, Tarihi Umumi- Enbiya ve Beni Israil Tarihi (Bursa: Hilal Matbaasi, 1330), p. 42.

"8 Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyede Devre-i Mutavassita ikinci senelerinde tedris olunmak tizere bilmiisabaka birinci derecede
kabul edilmistir), Egyptians, Phoenicians, Chaldeans, Assyrian, Persians, Hittites, Turks, Beni Israel,
Greeks, Macedonians and Romans in Mithat Sadullah and et al., Kiiciik Mekteplilere Umumi Tarih
(Istanbul: Sirket-i Miirettebiye, 1334); Egyptians, Phoenicians, Chaldeans Assyrians, Persians,
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civilization, which was not necessarily having European roots. The point underlined
was that the contemporary civilization had journeyed from the East to the West over
ages.””” The textbooks drew attention to the order of civilizations which underlined
the truth of “inheritance.” This emphasis was of vital importance since it served best
for the making of Ottoman civilization, which was configured as predominantly
“Eastern.” For this reason, Islamic civilization and the unity of Muslims encapsulated
the Ottoman and Turkish discourse.”®” After eliciting the well known earlier
civilizations, the general history books moved on to the new century. The European
states made up the core of the narration of civilization reproduced in the later
centuries. However, the Islamic/Ottoman contribution to the humanity emphasized
the indigenous entity against the “foreign.”

It is also important to assess the effects of Arab nationalism on the textbooks
written at the end of the war. Thsan Serif explored the Arabs for ten pages in his
book. Mithat Sadullah —in his textbook for the fifth grades- referred to it in that the
Islamic civilization had been formed by Arabs:”®'

In the middle ages, Europeans not only learned science and arts from
Muslims ... but also the humane virtues and feelings such as the

respect for justice, freedom, rights and beliefs. It was Islam that
created the light of humanity and science in the East...while the

Hittites, Turks, Greeks and Romans in Ahmet Refik, Muhtasar Tarih-i Umumi (istanbul: Kiitiiphane-i
Islam ve Askeri, 1330); One exception is Mehmed Masum’s textbook which adds China and India to
these people, Mehmet Masum, Riisdiyelere Tarih-i Umumi (Istanbul: Ikramiyeli Matbaa, 1326);
Another exception starts with China, India and Turkistan in the first title of the book which is

followed by the order beginning with the Egyptians in the second part, Hasan Sirr1, Tarih-i Umumi
(Dersaadet: Karabet Matbaasi, 1309), p. 20.

7 Ahmet Refik, Muhtasar Tarih-i Umumi (istanbul: Kiitiiphane-i islam ve Askeri, 1330) (Mekatib-i
sultani beginci sinif ve mekatib-i iptidaiye besinci ve altinct siniflara mahsustur.)

780 Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (istanbul: Sirket-i Miirettebiye, 1334)
(Maarif-i Umumiye Nezareti Celilesi telif ve terciime heyetince bittetkik biitiin iptidai mekteplerde
okutulmak iizere kabul edilmistir), p. 75.

"Blbid., p. 76.
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European barbarians were being suffocated in the smog of
ignorance. Here, we should love the belief of Islam with our most
sincerity and obey its rules with all our spirit.”**

The most civilized people were Arabs in the Middles Ages. They
were lovers of freedom.”™

“The intelligence of Arabs,” “Arab civilization,” “that they founded up the
bases of the contemporary European industry” and “that so many discoveries were
inherited by Europeans from Arabs” were all used to praise Arabs while Turks did
not have no such frequent mention in the context of the narration of “Islamic
civilization” "**: “Arabs knew the compass directing the North before Europeans got
hold of it only in the thirteenth century... They also invented paper and it was
transferred to Europe.””™
Directed by the title “The comparison between the Islamic world and

Christianity in the Middle Ages” in the curriculum’®®

, the authors gave priority to the
savagery, feudality and fanaticism in Europe in contrast to the freedom and respect

for different beliefs during the middle ages: “Here, this short comparison

82 “Elhasil kurun-u vustada Avrupalilar, Miislimanlardan yalniz ilim ve sanat degil, ...adalet,
hiirriyet, hakka, itikada hiirmet gibi insani hisleri ve faziletleri de 6grenmislerdir. Iste Avrupa
barbarlar: cehalet dumanlart i¢inde bogulurken sarkin... ufuklarinda ebedi bir marifet ve insaniyet
nuru yaratan bu Islamiyet’i en hakiki sevgimizle sevmeli, kanunlarina biitiin ruhumuzla itaat
etmeliyiz. ” 1bid., p. 77.

" “Kyrun-u vustada en medeni kavim Araplardi... Araplar hiirriyeti sever bir milletti.” Ahmet Refik,
Muhtasar Tarih-i Umumi (Istanbul: Kiitiiphane-i Islam ve Askeri, 1330) (Mekatib-i sultani besinci
swnif ve mekatib-i iptidaiye beginci ve altinct simiflara mahsustur.) p. 89.

FEIT]

8 < graplarin zekasi...”, “Arab medeniyeti...”, “simdiki Avrupa sanayi-i esasisini viicuda getirdiler.’
Ibid., p. 95.

]

85 “graplar miknatish ibrenin daima simale déndiigiinii bilivorlardi. Fakat Avrupalilar bunu ancak
on tictincii astrda anlayabildiler... Kagidr da Araplar icad ettiler, Avrupa’'ya soktular. ” Ibid., p. 105-
106; For similar expressions such as, “It was Arabs who formed the basis of the natural sciences” and
“It was Arabs teaching Europeans even the methods of teaching,” Hiiseyin Hifz1, Hiilasa-i Tarih-i
Umumi (Kurun-u Vusta), (Dersaadet: Tefeyyiiz Kiitiiphanesi, 1326), p. 110-112.

78 See Appendix C.
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demonstrates that there was a sharp contrast between the world of Muslim and
Christians in terms of science, art, method, administration and justice in the middle
age.”” The scientific thought and studies among Muslim scholars were listed

following the phrases such as “while those who say the Earth is round were being

thrown into the fires alive...””"®

The colonization process the Europeans pursued was made one of the topics
taught in the general history textbooks. Children were alerted to watch the order and
status in the international arena. They gathered enough information to contest
England with Germany. Some strategic data was presented in figures about the

colonial powers. The English colonization had expanded in two ways: “One is the

conquest and then the occupation of empty lands™’*:

India is the soul and spirit of England. The French colonies in
Asia and Africa are twenty fold of France. Germany got
infirmity of colonization when the population and trade
increased very much. They are one of the biggest states of the
world in trade and industry in Africa and Oceania. Yet, despite
their hard work, the trade Germany make from its colonies is
only fifty — five million lira. It is because they began to colonize
late, the unpopulated and bad-acclimatized territories were left
to their lot. As a result, Germans compensate for their lesser
profits compared to England and France encroaching
everywhere in the world.”°

87 «“[ste su kisa mukayese, kurun-u vustada alem-i Islam ile alem-i Hristiyaniyet arasinda gerek ilim
ve sanat gerek usul ve idare ve adalet itibariyle daglar kadar farklar bulundugunu gosteriyor.)Mithat
Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (Istanbul: Sirket-i Miirettebiye, 1334) (Maarif-i
Umumiye Nezareti Celilesi Telif ve Terciime Heyetince bittetkik biitiin iptidai mekteplerde okutulmak
tizere kabul edilmistir), p. 76.

88 “Kyrun-u vustada Avrupa’da ‘arz yuvarlaktr’ divenleri atese atarlards.” Tbid., p.76.

8 «Biri fiitiihat, digeri bos araziyi isgal.” Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat
Kitiiphanesi, 1331) (Mekatib-i iptidaiyede devre-i mutavassita ikinci senelerinde tedris olunmak
tizere bilmiisabaka birinci derecede kabul edilmistir), p. 120.

0 “Hindistan Ingiltere nin ruhu candir. Fransizlarin Asya’da ve Afiika’daki miistemlekat:
Fransa’nin yirmi mislidir. Almanya’da niifus ve ticaretin fevkalade artmasi iizerine bunlar dahi
miistemleke hastaligina tutulmuslardir. Afrika’da, Okyanusya’'da Almanlari ticaret, zanaat ve
iktisadiyat nokta-i nazarindan diinyanin en ileri giden milletlerinden biridir. Ancak bu kadar
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The way the political economy was made part of the history teaching was
complementary, considering anti-Western criticism developed in the civics books.
National wealth, producing, selling and marketing and their relation to laws,
governments and society were dealt with in a comparative manner in both the civics

and history books.

The Origin of the Turks

The Hamidian history textbooks extend the origin of the Turkish people to the
prophets in the scriptural chronology vis -a- vis the scientific knowledge formed by
ethnography and archeology. The Turks and Chinese were presented as the
descendants of son of Yafes, one of the sons of Noah. It was also fixed that this
information was in contrary to the ethnography classifying Turks as species of
Mongol.”"! The traces of the Hamidian period were found in some of the textbooks in
the Second Constitutional period, especially in those texts proposing an Islamist
perspective. Yusuf Ziya’s text stated that the Turks were the sons of Yafes whose

brothers were Tatar and Mongol.””> Ahmet Refik’s textbook informed about the

calismaga mukabil Almanya’nin miistemlekat ile ettigi ticaret ancak elli bes milyon liradir. Ctinkii
Almanlar miistemleke alis verisine en son giristiklerinden havasi fena ahalisi az olan yerler
hisselerine isabet etmistir. Mamaafih Almanlar ticaret ve iktisad ile cihamn her memleketine
sokularak Ingiltere ve Fransa’dan az olan kazan¢larin mesaileriyle tazmin ve telafi etmektedirler.’
Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyede devre-i mutavassita ikinci senelerinde tedris olunmak iizere bilmiisabaka birinci derecede
kabul edilmistir), p. 120.

>

7.91 Hasan Sirr1, Tarih-i Umumi (Dersaadet: Karabet Matbaasi, 1309) (Vilayet-i Sahanedeki Mekatib-i
Idadiye 'nin 1310 senesinde Maarif Nezaret-i Celilesince tayin ve tanzim olunan programa tevfiken
tertip olunmugtur), p. 20.

2 Yusuf Ziya, En Kolay Tarih-i Osmani (izmir: Sems matbaasi, 1329), p.5 (The book starts with
Besmele).
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Turks in a manner almost identically to that of Yufus Ziya: “Turks come from the
family of Yafes, one of the sons of Noah. "

On the other hand, to Ibnul Nuzhet Cevad, the Turks had come from India,
which was the first land of all peoples.””* The words of Gultekin were cited: “I
resurrected the perishing nation. It was bare, I clothed it. It became impoverished, I
made it rich. I increased the poor population of the nation.””*> These textbooks strove
to historicize the Turkish people dating back to the pre-historic times. One concern
behind this attitude might have been the presentation of Turks as having explicit and
old roots in antique history. Yet, in that goal even, it seems that there existed a
confusion of knowledge about the basic subject matters.

With the exception of the above-mentioned textbooks, the other textbooks
documented the origin of the Turkish people with regards to a legendary story
describing the emergence of the Turks. Oguz Khan, lying in his cradle, got up and
named himself and never became pagan throughout his life. He believed in Ibrahim’s

religion.””® Turks were reported to be the most graceful and populated group among

peoples on Earth even in the present day, in the ten pages-long narration of Yusuf

793 “Tiirkler Hazret-i Nuh un eviadlarindan Yafes'a mensubdur.” Ahmet Refik, Muhtasar Tarih-i
Umumi (Istanbul: Kiitiiphane-i Islam ve Askeri, 1330) (Mekatib-i Sultani Beginci sinif ve mekatib-i
iptidaiye begsinci ve altinct siflara mahsustur), p. 25.

"*1bnul Niizhet Cevad, Tarih-i Umumi (istanbul: Artin Asadoryan, 1328) (1326, 1325 sene-i
tedrisiyesine mahsus olmak iizere erbab-1 ihtisastan miitesekkil komisyon tarafindan mekatib-i idadiye
tedrisati icin tanzim ve tahrir olunup meclis-i maarifce bittetkik kabul olunan miifredat programina
tevfiken tertip edilmistir.)

93 “Olmekte olan ulusu dirilttim. Ciplakt giydirdim. Yoksul oldu, zengin ettim. Sayist az olan ulusu
artirdim.” 1bid., p.28.

¢ Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i iptidaiye
devre-i ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede kabul edilmistir), p.
21.

Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (Istanbul: Sirket-i Miirettebiye, 1334)
(Maarif-i Umumiye Nezaret-i Celilesi Telif ve Terciime heyetince bittetkik biitiin iptidai mekteplerde
okutulmak iizere kabul edilmistir), p. 24.
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Ziya.”” They served the civilization in agricultural development, well-constructed
towns and in the management of mines: “...after all, Turks were the most powerful,
hard-working and brave ethnic group in the Asia.””*® The intelligence, courage and
grace of the Turks were epitomized by scholars as Farabi and Ibni Sina and
commanders like Genghis Khan and Tamerlane. Old monuments were given as proof
of an old Turkish existence.

Sultan Osman was the leader of a small tribe. He was not a

scholar, he was illiterate. It was not his personal capability to

found a government which had appropriated its qualities from

the imperatives of the civilization. Yet, he had his heart in the

sacred and blessed provisions of the Quran. He paid regards to

the statements of the ulema such as those Sheikh Edebali and

Candarli Halil Efendi relevant to the laws of Muhammed. "°
Presenting Sultan Osman the First as a hero only with the help of Islamic belief and
accompanied by educated men around him sound interesting. The narration about the
sultans generally focused on the agency of the prominent and successful pashas
around the Sultans as a characteristic of the Second Constitutional Period
historiography.

The trace of the Turks was sought in Hittite and Chaldean civilizations in

Anatolia and Mesopotamia. Chaldean lands (Keldanistan) were described as the

territory called Mesopotamia by the Europeans so as to mean between two rivers.*”

1 Yusuf Ziya, En Kolay Tarih-i Osmani (izmir: Sems matbaasi, 1329), p. 5.

98« velhasil Asyamn en kuvvetli, en ¢aliskan, ve en cesur anasiri Tiirkler idi.” Thsan Serif,

Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat Kiitiiphanesi, 1331) (Mekatib-i iptidaiyede devre-i
mutavassita ikinci senelerinde tedris olunmak iizere bilmiisabaka birinci derecede kabul edilmistir), p.
22.

99 «“Sultan Osman kiigiik bir kabile reisi idi. Alim degil, iimmi idi. Ihtivacat-1 medeniyeye gére bir
hiikiimet kurabilecek malumata malik degildi. Ancak Kuran-1 Kerim’in mukaddes ve miibarek
ahkamina dort elle sarildr. Seyh Edebali ve Candarli Halil Efendi gibi ulemanin seriat-i
Muhammediyeye miistenid sézlerini nazara dikkate aldi.” Tbid., p. 66.

800 Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i iptidaiye
devre-i ula ikinci senelerinde tedris olunmak iizere bilmiisabaka birinci derecede kabul edilmigtir.), p.
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The Chaldeans, unidentifiable for the contemporary school books, were considered
as having been as a branch of the Turks:

The oldest people of Chaldeans were of Elams, Sumers and

Akads. Sumers and Akads are Turani ethnicity. They

founded the first civilization here. They developed writing.

Then the peoples from Sami race came and made up the

Chaldeans and Assyrians. *”'
A similar tendency is observed in the relation set up with the Hittites in two authors’
texts while the others do not grapple with it.*** The textbooks did not have
uniformity of knowledge about the origins of the Turks despite the fact that the

impact of the studies in Turkology was overt.

Islamic History

In the Ottoman archives, the history of Islam class is reported to have created
confusion and disturbance for the Armenian students in high school. According to
the report, religious matters were used to create political confusion led by the priests

in Eskisehir.**® In another document, a textbook named History of Islam written by

11; For similar sentences in Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih (Istanbul:
Sirket-1 Miirettebiye, 1334) (Maarif-i Umumiye Nezareti Celilesi Telif ve Terciime heyetince bittetkik
biitiin iptidai mekteplerde okutulmak iizere kabul edilmigtir), p. 16-17.

0V «Keldanilerin en eski kavmi Elamlar, Siimer-Akadlar. Siimer- Akad Turani yani Tiirk cinsindendir.
Burada ilk medeniyeti onlar kurmuslardir. Yaziyr onlar icad etmislerdir. Daha sonra akvam-
Samiyeden kavimler gelmisler, Keldanileri ve Asurileri teskil eylemiglerdir.” Ahmet Refik, Muhtasar
Tarih-i Umumi (Istanbul: Kiitiiphane-i Islam ve Askeri, 1330) (Mekatib-i sultani besinci sunif ve
mekatib-i iptidaiye beginci ve altinct siniflara mahsustur), p. 13.

%02 Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i iptidaiye
devre-i ula ikinci senelerinde tedris olunmak iizere bilmiisabaka birinci derecede kabul edilmigtir.), p.
20; “...these are deemed as Turks” in Mithat Sadullah, et al. Kiiciik Mekteplilere Umumi Tarih
(Istanbul: Sirket-i Miirettebiye, 1334) (Maarif-i Umumiye Nezaret-i Celilesi Telif ve Terciime
heyetince bittetkik biitiin iptidai mekteplerde okutulmak iizere kabul edilmistir), p. 21.

%03 BOA, MF.VRK 32/39/1-2 (1326).
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the history teacher, Emin Ali Bey was by no means found proper for school teaching
due to the fact that the book comprised words and statements offending the Islamic

894 The document also informed about the dismissal of the

practices and beliefs.
teacher. Another textbook on the history of Islam criticized and rejected by the
committee was Abdullah Cevdet’s well-known translation of Islamic history
produced with counter arguments against the Ottoman historiography.®”> The
commission stated its disapproval since it exceeded the curriculum by tackling
Islamic philosophy.®*® Protecting the Islamic values from any direct and indirect
assault was observed to be one of the sensitivities of the textbook approving
commissions.

The writers of Islamic history, Behcet Kami, Ali Resad and Ali Seydi, based
their historical data on the Quran starting from the creation of the universe. Thus it
was not limited to the period of Prophet Muhammed, as seen in the textbooks
produced later in the Republic. Islam expressed the completeness of all prophets and
it started with the creation of Adam. It was seen that here an Islamic epistemological
and ontological background was built more than just a history of a specific time and
geography. As could be anticipated, the conflict among the writers of General
History was augmented by that of the Islamic History subject in the sight and minds
of the students.

The introduction of Resad and Seydi’s history textbook reflected the concerns

about language: “We wanted to write this piece of work with a simple language. Yet,

04 BOA, MF.MKB 207/62/1 (1331).

805 Reinhardt [Pieter Anne] Dozy. Essai sur [’Historie de I'Islamisme. It was translated by Abdullah
Cevdet and titled Islam Tarihi. It caused the most widespread reaction and was banned with the
decision of the Cabinet of Ibrahim Hakk: Pasha in 1910. Sukrii M. Hanioglu, Bir Siyasal Diistiniir
Olarak Doktor Abdullah Cevdet ve donemi (Istanbul: Ugdal Nesriyat, 1981)

806 BOA, MF.MKB 207/87/1 (1331).
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we couldn’t achieve it to the extent we aspired.”’ To them, the part of failure in
language use was relevant to the inconveniency of transforming the language of
science into people’s language (/isan-1 avam). Behget Kami criticized the “short”
(muhtasar) titled books of History. He stated that in such books the authors had
failed to write within the pedagogical limits since they tried “to zip a lot of
knowledge to a little space”. “Instead of reading and learning, these books urge for
memorizing. This, without doubt, tires children...They are written as if for grown
men. Some ambivalent words, definitions, chain of events.” 898 For this reason, his

book aimed to teach students history “willingly”: “Although the importance given to

the history of Arabs and Islam enlarged the book physically, its language is easy.” "

The First Man

Children! You have parents, right? And you have
grandparents...Have you ever thought... who was your earliest
ancestor? Now I will teach you this. Follow me carefully. Many
years ago, there was no man on the Earth. God wanted people to
live in the world. God is great, isn’t he? He can do everything.
He made a heart of man from a handful soil. Then he spirited it.
Here children! We call this first man Adam. God the Greatest
put him in the Heaven.*'°

807 «Su eseri gayet sade bir lisan ile tertip eylemek istedik. Lakin belki de arzumuz derecesinde

muvaffakiyet gosteremedik.” Ali Resad, Ali Seydi, Tarih-i Islam- Haritali ve Resimli (Dersaadet:
Kanaat Matbaasi, 1330) (Mekatib-i riisdiyenin birinci senesi i¢in kabul edilmis son programa tevfikan
tertip edilmistir), p. 4.

808 «Oteden beri kiiciik muhtasar nami altinda yazilan tarih ve cografya kitaplar: gozden gegirilirse
goriiliir ki muharrir daima az hacme ¢ok malumat sikistirmak halet-i ruhiyesine maglub olmustur.
Okunup 6grenilmekten ziyade ezberlenmege muhtactir. Bu da siiphesiz ¢ocuklart yorar, biktirir...
Sanki biiyiik adamlar i¢in yazilmis. Mugldk birtakim kelimeler, bir¢ok tabirat, silsile-i vakai. Bazen
daha zaman hakkinda bir fikir sahibi olmayan masumlar milad-1 Isa’dan iki bin bes yiiz bu kadar sene
evvel diye bir sey yaziltyor. Cocuk ne bilsin milad-1 Isa’y1, nasil tayin etsin ondan evvel gecen zamani
o0 zamana tabi olan vukuatti!” Behget Kami, Tarih-i Islam (Cocuklar igin) ([istanbul]: Arakil
Matbaasi, 1330), p. 4.

%9 1bid., p.5; Ali Seydi, Tarih-i Islam ([istanbul]: Kanaat Matbaasi, 1330) (Mekatib-i Iptidaiye’de
tedris edilmek tizere resmi programa kabul edilmistir), p. 5.

810 <11k [nsan
Cocuklar sizlerin anneniz babaniz var degil mi? Sonra biiyiikanneniz, biiyiik babaniz var...hi¢
diistindiiniiz mii...? Iste size simdi bunu anlatacagim. lyi dinleyiniz. Bundan ¢ok ¢ok sene evvel yer
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This narration of First Man went on with the story of Eve, created from a “big bone
of Adam,”gn their fault, the punishment, descending to the Earth, the first murder,
and the line of prophets in order of Noah, Ibrahim, Ismail, Moussa, Jesus and
culminating in Arab world. The history of the contemporary Arabs was taught with
the turning points of the Prophet Mohammed’s life, and those of the four Caliphates,
Emevi, Abbasi and Seljuk states.

History as usual was regarded as a screen displaying both edges of the seesaw
signifying the rise and fall of old peoples. The points about the demarcation of
general and specific history revealed the Islamist point of view to the conception of
nation. Ali Resad and Ali Seydi considered Tarih-i Islam a specific history. To them,
the history of Islam concerned one nation, which was the nation of Muslims, which
meant that all Muslims were brothers: “Since there is no national consideration in

Islam, all Muslims can be counted as one nation.”®

As put clearly by the authors, let
aside the Turkish nationalism, this presentation of “nation” did not promise any hope
even for the official Ottomanism and the authors obviously violated the state
ideology.

Accordingly with the level of the book the narration of the “First Man” was

upgraded and presented in more religious details. It was stated that nobody but God

yiiziinde insan felan yoktu. Cenab-1 Hak diinyada insanlarin yasamasin arzu etti. Allah biiyiiktiir
degilmi? Her seyi yapar. Bir avug topraktan bir insan kalbi yapti. Sonra canlandurdi. Iste cocuklar!
Bu ilk insana biz Adem aleyhisselam deriz. Allah Azimiigsan onu cennete koydu.” Behget Kami,
Tarih-i Islam (Cocuklar i¢in) ([Istanbul]: Arakil Matbaas1, 1330), p.6

S <z Allah Adem’in biiyiik bir kemiginden bir kadin yaratt.” Tbid., p.7.
812 «Fakat biitiin Miislimanlar kardes oldugu yani Islamiyet 't milliyet olmadigi cihetiyle
Miisliimanlarin ciimlesi bir millet gibi sayilir. Bunun igin tarih-i Islam bir tarihi hususidir.” Ali

Resad, Ali Seydi, Tarih-i Islam- Haritali ve Resimli (Dersaadet: Kanaat Matbaasi, 1330) (Mekatib-i
riisdiyenin birinci senesi igin kabul edilmig son programa tevfikan tertip edilmistir), p. 5.
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could know or estimate when and in what way, the universe and first man had been

created:
...according to the knowledge got from holy books and specifically the
Quran the Greatest, the Truthful God created the universe in six days and
on the sixth day He created Adam. On the other hand, science states that
the Earth got its shape and existence only after turning around in empty
space in a state of gas for centuries and after being departed from the
Sun 813

Although making a note on the counter argument coming from the scientists, the

hierarchy of creatures and the Islamic worldview were constructed within the

creation story in the book: “Adam, who was created from the soil, was animated by

God. The angels were ordered to conform to him.”*'*

Due to the level of the book, “the civilization of Islam” constituted one
important part in the History of Islam textbooks. It reinforced, justified and glorified
the belief in Islam and its rotation in the formation of the Muslim identity: “Quran
guides all Muslims in both their deeds in this world and the Hereafter. This great
book was so perfect that it was beyond human power to constitute it. Those who
conformed to its exalted legislation were happy in both worlds.”®'* The success and
progress of Arabs was considered as a result of the Islamic merits. Learning the ways

of agriculture, trade and the scientific illumination were all obliged by the Islamic

teaching.®'® Thus the Arabic scientists such as Ebubekir Riza, Farabi, ibni Sina, ibni

813« kiitiib-ii mukaddesenin bahusus Kuran-1 Azimiissanin verdigi malumata gére Hak Teala biitiin

alemi alti giinde yaratip altinct giinde dahi Hazret-i Adem’i halk buyurmustur. Evbab-1 fen ise kiire-i
arzin giinesten ayridigi ve asirlarca gaz halinde boslukta donup dolastiktan sonra simdiki hal ve gekli
aldigini beyan eder.” 1bid., p. 7.

819 «Cenab-1 Hak Adem’in topraktan yaratug cesedine ruh ile ihya etti. Biitiin meleklere ona secde
etmelerini emr eyledi.” 1bid., p. 8.

815 «Biitiin Miisliimanlarin diinyaya ve ahirete ait islerde nasil hareket edeceklerini tayin eden
gasteren Kuran-1 Azimiissandir. Bu Kitab-1 Celili misillu insanlar tarafindan viicuda getirilemeyecek

surette miikemmel olup onun ahkam-1 serifiyesine gore hareket edenler iki cihanda saadete nail
olurlar...”Tbid., p. 97.

816 Tbid., p. 98.
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Riisd, Ibni Haldun, Ibni Batuta and Ebulfeda were considered as the fruits of Islam
more than as a national merit: “It was the Muslims who gave legislative rights and
liberty of belief to their non- Muslim subjects and it was them who opened the first
parliament in the name “Divan.”®"” The narration in the book differentiated between
the civilizations of [slam and that of the Arabs; yet the authors spent no specific
sensitivity not to glorify Arabs and called it Arabic in most places in the book.

The decline of the Muslims was seen as relevant to the dissention, moral
degeneration and the destructive assaults of Genghis Khan, Hulagu Khan and
Tamerlane, who all had been Turks “interestingly.”®'® The treatment of Turks in the
book verified the reservations against Turkish nationalism, which was considerably
significant as a rising political ideology in 1914. The nation, which was counted the
Islamic ummath on the first plane, was on the secondary level seen as Ottoman
nation. The book introduced the Ottomans as the savior of Muslims just at the fall
and destruction of Islamic civilization, which had been controlled by the Arabs until
then: “Thank God, the Ottomans emerged in the seventh century and they continued
to preserve that civilization for some more time. If the Ottomans had not, there
would have remained no works of the old Muslims as nobody would have respected
them.”®® What is interesting in this context of this narration was that Islamic
civilization, no matter how it had been preserved and glorified was seen as an ending

or fading out project. The statement the book used above could be seen as the

17 Ibid., p. 100.
1% 1bid., p. 102.
819 «Bereket versin yedinci asr-1 hicride Osmanlilar zuhur ettiler de bir miiddet daha o medeniyeti

muhafazaya himmet eylediler. Eger Osmanlilar ¢ikmasa idi, simdiye kadar ne eski Islamlarin
asarmndan bize bir sey kalirdi ne de Miisliimanlara kimse itibar ederdi. ” 1bid., p. 102.
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revelation of the unconscious: “Thank God, the Ottomans emerged in the seventh
century and they continued to preserve that civilization for some more time.”**

Ali Seydi also had his own book on the history of Islam published in the same
year, 1914.%*' And Ali Resad published a book titled Prominent Great Men who are
Muslim Ottoman and Turk.**? Some Islamic names were those of the four caliphs,
Emevi and Abbasi governors, scholars such as Imam-1 Azam. For Turkish Great
Men, Celalettin, Genghis Khan, Tamerlane, Hulagu, Ertugrul Ghazi. The Ottomans
were Sultan Osman, Barbaros, Sehzade Siileyman Pasha, Alemdar Mustafa pasa,
Turgut Reis, Seydi Reis, Zenbilli Ali Efendi, Yavuz Sultan Selim (he was introduced
as the greatest of the Ottoman sultans) , Sokullu Mehmet Pasa, Kanuni Sultan
Siileyman, Kopriili Mehmet Pasa, Kuyucu Murat Pasa, Fazil Ahmet Pasa, Fazil
Mustafa Pasa, Cezzar Ahmet Pasa, Yildirim Beyazit, Mustafa Resit Pasa, Mithat
Pasa, Gazi Osman Pasa, III. Selim, and Tiryaki Hasan Pasa. The names of the
Turkish leaders showed the tendency of separating Ottomanness from Turkishness.

Turkishness was confined to the era before the Ottoman Empire. Thus Ottomanness

was seen as an updated and latest version of Turkishness in a sense.

Imagining the Ottomans

The textbooks of history generally advertised history as “useful” since it

displayed the line between progression and decline for peoples. The lessons to be

820 " Bereket versin yedinci asri hicride Osmanlilar zuhur ettikler de bir miiddet daha o medeniyeti
muhafazaya himmet eylediler.” 1bid., p.102.

821 Ali Seydi, Tarih-i Islam ([istanbul]: Kanaat Matbaasi, 1330) (Mekatib-i iptidaivede tedris edilmek
tizere resmi programa kabul edilmistir.)

822 «fslam, T iirk ve Osmanli Mesahiri” Ali Resad, Cocuklara Tarih Dersler, Islam, Tiirk ve Osmanl
Mesahiri (Istanbul: Matbaa-i Amire, 1332)
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drawn in both cases constituted the crucial point in the perception of history as

“useful”®*: “For this reason, knowing history gets an important place in the science

824 If history dealt with the circumstances of all people since the Prophet

of politics.
Adam, it was called general history (farih-i umumi); if it only focused on the affairs
of one nation or people, it was called specific history (tarih-i hususi).**> The specific
history of the Ottomans played a crucial role in the formation of the national
education, according to Thsan Serif who wrote, “Yet there has existed no such history
books written for this goal for our sons so far.”**® Another author introduced the
children about the importance of the history class by giving clues about methods to
learn:

My kids! This small book of Ottoman history is going to inform

you about how the glorious Ottomans came into being and how

your heroic ancestors strove and shed blood to conquer this

beautiful homeland. If you listen carefully and read to

comprehend, you are going to get benefit from it by seeing what

kind of events had passed in the world. Never try to memorize

the book like a parrot. Otherwise, you tire your brains in vain
without learning anything.

%23 Tbnul Cevad Efdaliiddin, Kiiciiklere Osmanli Tarihi ([istanbul]: Karabet Matbaas1, 1329-1327)
(Maarif Nezaretinin kabul ettigi resmi programa gore riisdi ve idadi mekteplerinin ikinci siniflarinda
okutturulmak tizere tertip olunmugtur), pp. 2-3; Abdilkadir, Cocuklarima Resimli Kiiciik Osmanl
Tarihi ([Istanbul]: Saadet ve Tefeyyiiz Kiitiiphaneleri, 1329); pp. 2-3.

>

824 «“By sebepten tarih ilmi ve fiinun u siyasiye arasinda gayet miihim bir mevki tutmustur.’

Ibnul Cevad Efdaliiddin, Kiiciiklere Osmanli Tarihi ([Istanbul]: Karabet Matbaasi, 1329-1327)
(Maarif Nezaretinin kabul ettigi resmi programa gore riisdi ve idadi mekteplerinin ikinci siniflarinda
okutturulmak tizere tertip olunmugtur), p. 2-3.

825 Abdiilkadir, Cocuklarima Resimli Kiiciik Osmanl Tarihi ([istanbul]: Saadet ve Tefeyyiiz
Kitiiphaneleri, 1329), p. 2-3.

]

826 « Ancak simdiye kadar eviadimiz icin bu maksad diigiiniilerek yazilmus tarih kitaplarimiz yoktur.’
Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-miisabaka birinci
derecede kabul edilmistir) p. (Mukaddime).
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Abdilkadir, The director of the Mekteb-1 Saadet®’

Those who do not know about their history are like people who

do not know their family or father. Especially, since we —

Ottomans- have a six-hundred year-long glorious past, failing to

appreciate its value is equal to rejecting the inheritance of our

fathers.*®

Not only learning about the bright days in the past but also from the mistakes

and the reasons for the decline were the subjects expected to arouse the “national”
consciousness. **° The search for an Ottoman consciousness resulted in the rejection
of what was Western in some books. Thsan Serif’s history, written in 1918, had the
traces of the increasing anti-European discourse in the post-war period. His note in
the introduction declared that the book had ranked the first in the competition of
textbooks projects. The book began with the “besmele”, like his other book on
general history. The national consciousness, which was esteemed as inseparable from
Islamic character, was apparent throughout the book. His note with the title of “To
Teachers, Educators and Everyone” indicated his intention:

Every nation has its own education, and a goal in that education

(tarbiyah)... We have strayed far away from that indigenous

tarbiyah willingly or unconsciously since the period we began to

communicate with the West. We have gradually started to

examine the European civilization (!), yet their rotten morality

and customs rather than the abundant enlightenment (feyz-i
irfan) of that civilization. The result is as follows: Let aside

827 “Yavrularim su kiiciik Osmanli tarihi size sanli Osmanlilarin suret-i zuhuriyetini ve kahraman
dedelerinizin su giizel vatani almak igin nasil ¢alistiklarint ne kadar kan dékdiiklerini anlatacak. Eger
dikkatlice dinler ve okuyup anlar iseniz ¢ok istifade edersiniz ve diinyada neler olup neler gectigini
ogrenirsiniz... Sakin kitabt papagan kusu gibi ezberlemege ¢alismayin. Sonra bir sey dgrenemeyerek
yalniz zihinlerinizi yormus olursunuz ¢ocuklarim. Mektebi saadet miidiri.” Abdiilkadir, Cocuklarima
Resimli Kiiciik Osmanl Tarihi ([Istanbul]: Saadet ve Tefeyyiiz Kiitiiphaneleri, 1329), pp. 2-3.

828 «“Tarihini bilmeyen bir millet familyasini, babasint bilmeyen insanlar gibidir. Bahusus bizim
Osmanlilarin alt yiiz senelik sanl ve serefli bir mazimiz oldugu halde bunu bilmemek babalarimizin
varisi olmaga istihkak kesb etmemektir.” Tonul Cevad Efdaliiddin, Kiiciiklere Osmanlt Tarihi
([istanbul]: Karabet Matbaasi, 1329-1327) (Maarif nezaretinin kabul ettigi resmi programa gére
Riisdi ve idadi mekteplerinin ikinci simiflarinda okutturulmak iizere tertip olunmugtur), p. 2-3.

529 1bid., p. 2-3.
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becoming a perfect Westerner (!), we have missed the purity and

chastity of being an Easterner. The continuation of this

ambivalent character and course of situation was terribly

dangerous for the future of this nation who says “I am Muslim,

Turk and Ottoman... At last, we have understood the

importance of instilling the national education and goals to the

sons of the country.**°
The critical statements to the westernization and modernization reflect the Ottoman
hatred of the West during the First World War. The Ottoman consciousness found its
expression in the rising anti-westernization at the end of the 1910s. At the turn of the
century, how the Ottomans viewed Ottomanness and how they esteemed their origins

were imbued with indecisive past explorations ranging from Ottoman Islamism to

Turkish nationalism in the 1920s.

The Genesis of the Ottoman State

The discussion about the name of the state seems deserving of attention since
the textbooks exhibit contradictions in introducing the Ottoman Empire, calling it

Turkiya in the 1910s.*>' Definitely the discussion about the name of the state

830 “Her milletin kendine mahsus bir terbiyesi vardir, o terbiyenin de bir gayesi vardir... Bizler garb
ile temasa bagladigimiz bir zamandan beri bilerek bilmeyerek tedricen o terbiyeden uzaklagdik. Yavas
yavag Avrupa medeniyeti ! fakat o medeniyetin feyzi irfamndan ziyade kokmus olan ahlaki ve adatini
tedkike basladik. Akibet miikemmel bir garbli olamadigimiz gibi ! saf pak olan ‘sarkli’ igimizi da
elden kagirdik. Bu ne idigu belirsiz gidigten bu bilir bilmez makallidlik edisin devami, yasamak isteyen
ben bir Miisliimarnim, bir Tiirkiim, bir Osmanlyim diyen bir millet i¢in o milletin istikbali i¢in pek
miithig bir tehlike idi... Nihayet miistakbel vatan eviadina milli bir terbiye bir gaye verilmek llizumunu
anladik.” Thsan Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i
iptidaiye devre-i ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede kabul
edilmistir.)

%1 n.a., Malumat-1 Medeniye (Dersaadet: (Vezir Haninda 48 nolu Matbaa), 1327) (Yeni program
mucibince Umum Mekatib-i Riisdiyenin ikinci senesinde tedris edilmek tizere tertip edilmigtir.)
Ottomans were called as Turks and Turkey was also used to refer to the territory by the Europeans
since the eleventh century. Tiirkiya was used first in the text of the nineteenth century. Bernard Lewis,
Emergence of Modern Turkey (London: Oxford University Press, 1961) p. 1; The language was
called the Ottoman language increasingly after the Tanzimat. Yet calling the language Turkish was
also common in the official documents in the nineteenth century. Orhan Kologlu, “Arap Harfleri
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extended into deeper conflicts and debates going on and becoming more visible in
the political books, journals and newspapers. Having scrutinized the journals of the
period having written the matter of education, it is seen that the major debate turned
around the conception of “nation.” The controversy over the concept detailed the
extent to which the country would be called, Turkiya or the Ottoman Empire. Calling
it Turkiya was debated in the journal, Hak Yolu, and a few speculations were
produced to state about the probable problems arising from this choice of use.
Asking the question “Is it correct to call our country “Turkiya” instead of “Memalik-i
Osmaniye?” The article identified the matter of national identities in the Empire. It
commented on the probable conflicts if one called it Turkiya: “When a Turk wants to
ask an Arab whether he is Ottoman or not, will he ask in this way: ‘Are you from
Turkiya?” What if the Arab answers: ‘No, I am from Bagdad.””** The text goes on
speculating on other points of the controversy: “If a Greek happens to say ‘Indeed, I
am not Turkish, why is this (Young Turk) government interfering in our
schools?”’**® The article referred to the policy prohibiting the use of geographical
words such as Armenia: “How could the Turks, who display enviousness by
prohibiting the use of Armenia by the Armenian parliamentarians in the assembly,

justify calling it ‘Turkiya’ instead of ‘Memalik-i Osmaniye>?”®** Stating that

Kullanmayan ‘Millet’lerdeki Dil Sorunlarinmn Osmanli’nin Son Yiizyilindaki i¢ Gerginliklere
Katkis1,” in Osmanli’dan Cumhuriyet e Problemler, Arastirmalar, Tartismalar (istanbul: Tarih Vakfi
Yurt Yayinlari, 1998), p.77.

832 “Memalik-i Osmaniye yerine Tiirkiye tabirini séziinde, yazisinda kullanan bir Tiirk bir Araba
Osmanlt olup olmadigint sormak i¢in acaba sen ‘Tiirkiyeli misin?’ mi diyecek? Ya o Arap cevaben
‘haywr Bagdadliyim’ derse?” Mehmet Abidillah, “Adab-1 Matbuat,” Hak Yolu 1:no.1 (Subat,1326).

833 “Bir giin bir Rum ¢ikip da * Canim ben Tiirk degilim. Bu (Gene Tiirk Hiikiimeti ) nigin bizim
mekteplerimize karisyyor? ” 1bid.,

834 “Meclis-i Mebusan’da Ermenilere Ermenistan demeyi men edecek kadar Osmanlilikta kiskanglik
gasteren Tiirkler nasil oluyor da Memalik-i Osmaniye 'ye Tiirkiye demeyi tecviz ediyorlar.” 1bid.,
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Ottomanness was not the asset of the Turks alone, the Ottomanness and Ottoman
character or civilization were underlined in contrast to the pervasion of the use of
Turkiya in the publications.®*’

Faik Sabri’s one geography book introduced the Ottoman Empire with the
titles of “The Map of Turkiya” and “Journey to Turkiya”**® in 1916 while he used
“Memalik-i Osmaniye” in his other book®’ in 1921. His book published in 1918 used
“Turkiya’s Big Rivers” or “Great Turkiya” to introduce the Ottoman Empire.*® His
other geography book, which taught the continents and states in detail, presented the
title as “Avrupa-1 Osmani” and these statements followed by the title: “The Empire
of Turkiya lost its great territories in Europe in the Balkan War in 1329.”*%° A similar
confusion of naming is seen in Ibrahim Hilmi’s book Basic Geography for
Children®* in 1909 and his use of “Today’s Turkey” in another title and some
various lines in the same book. The shift of Ottoman State with Turkiya was

observed in all stages of the period in 1908- 1913, 1913-1916 and 1916-1918. Thus,

533 Ibid.,

%36 Faik Sabri, Cocuklara Cografya Kiraatleri (Bir ve Iki Muallimli Mekteplere Mahsus- Devre-i
Mutavassita) (Istanbul: Matbaa-i Amire, 1332), p. 84.

%37 Faik Sabri, Cocuklara Cografya Dersleri (Miisahede, Miilahazat, Muhakeme Esaslarina Miistenid,
Devre-i Mutavassita Ikinci Simif) (Istanbul: Kiitiiphane-i Islam ve Askeri, 1337) p. 19.

838 Faik Sabri, Cocuklara Cografya Dersleri (Miisahede, Miilahazat, Muhakeme Esaslarina Miistenid.
Devre-i Mutavassita Birinci Sinif) (Dersaadet: Kiitiiphane-i Islam ve Askeri, 1334), p. 20, p. 30. The
book presents two maps of the Empire. One is titled as “Old Great Turkiya” and the other “Today’s
Turkiya”. p. 30 See Appendix K.

89 “Turkiya Imparatorlugunun Avrupa daki arazisi 1329 Balkan muharebesinden sonra pek
azalmist.” Faik Sabri, Kiiciik Mekteplilere Cografya Dersleri (Ugiincii ve Dordiincii Kisum, Mekatib-i
Iptidaiye, Devre-i Aliye Ikinci Sinif) (Dersaadet: Kanaat Kiitiiphanesi, 1334), p. 23.

849 Ticcarzade Tbrahim Hilmi, Cocuklara Ik Cografya (istanbul: Kiitiiphane-i Islam ve Askeri, 1325)
(Mekatib-i Iptidaiye sakirdamna mahsus olmak iizere tertip edilmis ve gayet acik bir lisan ile
yazilmistir. 35 sekil ve 1 haritay1 havidir) For example, Ibrahim Hilmi summarizes the subject related
to the Ottoman State under the title “Lessons to Learn” as such: “The official language of Turkiya is
Turkish.” p. 31.
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it is hard to find a coherent explanation according to the years of publishing and the
political atmosphere.

Although it had been discussed in the Unionist period, Ottomans were shifted
to “Turks” in some textbooks of the Hamidian period, too. The Hamidian period
textbooks, as well adopting the Turks instead Ottomans, presented knowledge about
Turks in the context of the Ottoman state genesis. The emergence of Ottomans had
commenced with prominent Turkish leaders such as Suleyman Shah and Ertugrul
Ghazi in all the books. Beginning with Sultan Osman, history was periodized with
the enthronement of the sultans in order. The glorification of Turks was observed to
vary in authorships. Tevfik’s, Rasim’s and Nazima’s textbooks exalted the role of

Turks and their features.®*!

However, Necip did not refer to Turks in his narration;
and similarly, Kolagas1 Ali Cevad preferred to call them “Ottomans” instead of
“Turk”.%

Although most of the textbooks in the Unionist period were less scrupulous
about the use of the term “Ottoman”, they seemed to remain loyal to the wording
such as Devlet-i Aliye, Osmanli Devleti. The Turks became part of the subject in
large amount yet still as much as the genesis of the Ottoman Empire was required to

document about them. What is significant is that the textbooks did not develop a

Turkish nationalism thesis until the 1920s.

81 Selanikli Tevfik (Sabah gazetesi ser muharriri), Muhtasar Tarihi Osmani (Dersaadet: Matbaa-i
Kiitiiphane-i Cihan, 1323); Ahmed Rasim, Kiiciik Tarihi Osmani, (Istanbul: Artin Asadoryan, 1306)
Sibyan Mekteplerine mahsustur. Ali Nazima (Mekatib-i Miilkiye-i Sahane Miidiir muavini), Tarih-i
Nazima, Kiiciiklere Tarih-i Osmani (Dersaadet: Kasbar, 1313).

82 Kolagas1 Ali Cevad, Muhtasar Tarih-i Osmani (Dersaadet: Kasbar matbaasi, 1314) (Umum

mekatib-i riigdiyenin ikinci senelerinde tedris olunmak tizere Maarif Nezareti Celilesi tarafindan
kabul buyrulmugtur.)
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The national consciousness seemed to be formed upon Ottomanness, yet the
ethnic origins were disclosed as a Turkish tribe originated from Kay: Khan.
Expressions such as “Glorious Ottomans” were continuously used: “The ancestors of
the Ottomans were a Turkish tribe called the Kay: Khan. Their leader was Suleyman
Sah bin Kaya Alp. The tribe of Kay: Khan was located in Khorasan.”*** Throughout
Kohen’s book the recurrence of the word “Turk” did not exceed a few times. The
book preferred the word “Ottoman”, instead of “Turkish” or “Turk” in most of cases.
In this sense, the narration of the book strictly conformed to the Ottomanist
educational agenda in the curriculum.

Compared to Kohen’s textbook, Thsan Serif’s textbooks exhibited a less strict
language in the use of the word “Ottoman.” Though still calling the state and nation
Ottoman, he often substituted Turkish as an adjective for Ottoman, such as in his use
of the title “Old Turks.”

The political atmosphere between 1911 and 1915 explained the strict and
loose ways Ottomanism was produced. Thsan Serif stated that he had joined the
competition with three textbooks: “writing textbooks for children does not mean to
reduce the size of the books of adults. Maybe it is writing a book by becoming a

844 e announced that he had a

child, taking into the level of comprehension.
pedagogical point of view in his books titled “Cocuklara Tarih Dersleri”(Historical

Lessons for Children) “Cocuklara Tarih-i Osmani ”(Ottoman History for Children)

83 Selim Kohen, Resimli Muhtasar Tarih-i Osmani, (Dersaadet: Artin Asadoryan, 1327) (Umum
mekatib-i iptidaiye-i Osmaniyede tedrise elverigli olmak iizere gayet agik ve basit bir tislup ile tahrir
edilmigstir) p. 3, p. 6; Abdiilkadir, Cocuklarima Resimli Kiiciik Osmanli Tarihi ([Istanbul]: Saadet ve
Tefeyyiiz Kiitiiphaneleri, 1329), p. 5.

84 «Kiiciiklere kitap yazmak demek biiyiiklerin hacmini kiiciiltmek demek degildir. Belki kabiliyet
idrak nazar-1 dikkate alinarak ¢cocuklasmak ¢ocuklasarak yazmak demektir.” Thsan Serif, Cocuklara
Tarih Dersleri (Dersaadet: Kanaat Kiitliphanesi, 1334) (Mekatib-i iptidaiye devre-i ula ikinci
senelerinde tedris olunmak tizere bil-miisabaka birinci derecede kabul edilmigtir.)
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and “Cocuklara Tarih-i Umumi” (General History for Children), which ranked the
first for five years of time in the competition of textbook writing. The date in his
introduction stated that the book had been written in 1915 yet could have been
published in 1918 (1334): “Every nation, every ummah has books which tell about
the past events for thousands years. These books are that nation’s history. We have a
history, too. It is Ottoman history.”*** In parallel of the program, a short range of
information about the old Turks was presented in the book so that the names of Oguz
Khan as “the greatest sultan of the Turks” and Ertugrul Ghazi were appreciated.®*
The narration about old Turks failed to establish the link between Asia and Anatolia
and the Seljuk Turks were only visited for this goal. On the other hand, Central Asia
was given in such a depiction: “The desolate and wide deserts of Asia are the oldest
lands of the Turks. It did not attract any ambition of people. Nobody attempted to
invade it. Turks lived free and grew freely.”®*’

Textbooks unanimously exposed a Turkishness characterized with Islam in
parallel to the characteristics of the widespread Turkish nationalism in the Second
Constitutional period. The Islamic past was esteemed as the resource that would
perpetuate the existence of the Turkish nation in the future.**® The sacred belongings

(Mukaddesat) and the love of Islam were the only guide of Turks. The examples of

Turks who had lost their national character under Christianity were juxtaposed with

5 “Her milletin her iimmetin binlerce seneden beri baslarindan gecen olan biten vakalarint yazan
kitaplart vardwr. Bu kitaplar o iimmetin tarihidir. Bizim de tarihimiz vardir. Osmanli tarihidir.” Thsan
Serif, Cocuklara Tarih Dersleri (Dersaadet: Kanaat Kiitiiphanesi, 1334) (Mekatib-i iptidaiye devre-i
ula ikinci senelerinde tedris olunmak iizere bil-miisabaka birinci derecede kabul edilmigtir.)

%6 Tbid., p. 4.

87 < Asya 'mn genis ve 1ss1z ¢olleri Tiirklerin en eski yurdudur. Kimsenin tamahini celb etmedi. Aman
gideyim de buralarim zabt edeyim demedi. Tiirkler béylece hiir yasadi hiir biiyiidii.” 1bid.,

8 Ahmet Siikrii, “Yeni Hayat ve Geng Nesil,” Yeni Nesil 3 (istanbul: Matbaa-i Amire, 1337).
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the case of Turks who “will forever remain devoted to Islam protecting their
language and nationality for so many years.”**’

In terms of the literature on the Islamic Turkish synthesis, Islam was
reclaimed. Ethem Nejat criticized the Albanians for having adapted the Latin letters,
which meant breaking ties with Islam. The question of the Turkish identity was
determined within the experience of the latest wars:

It was not the Hungarians and Mongols who participated in the

calamity of the Turks in the Balkan and Tripoli Wars. On the

contrary, the Muslim peoples of China, India and Sudan, whose

names we do not know, shared our sorrows...For this reason,

Turks, despite being from the branch of the Ural-Altay ethnically,

esteem themselves as belonging to Islamic peoples.*’
The book of Ethem Nejat proposed a revival of Islam and unity of Muslims as one of
the goals of the national cause. Similarly, Omer Seyfettin’s expectation was that the
resurrection of Turks was going to be the means of Muslim resurrection which
implied the independence of the colonial suppression of European countries. *' At
this point, the interpretation of modernization pertained only to the “science and
technology of Europe,” which had been a motto since Tanzimat, reserving hopes
about medrasas for the intellectual and cultural illumination: “Today, Turkish

political thought cannot tolerate being a vulgar imitator of the West.”>

89 .« bu kadar senedir lisanlarin, milivetlerini muhafaza eden Islamiyet’e, Tiirkler ilelebed merbud

kalacaklardir.” Ethem Nejat, Tiirkliik Nedir ve Terbiye Yollar: (Istanbul: Ciftci Kiitiiphanesi, n.d.), p.
4-5.

80 «“Trablusgarp, Balkan muharebeleri esnasinda Tiirklerin felaketine istirak edenler, Macarlar,
Mogollar olmadi. Bilakis Cin’in, Hint'in, Sudan in ismini bilmedigimiz Miislim kavimleri matemimize
ortak oldular. Manevi yardimlarini esirgemediler. Bundan dolayidir ki Tiirkler irk¢a Ural Altay
subesine mensub olmakla beraber kendilerini Islam kavimlerinden addederler.” Tbid., p. 6.

81 Omer Seyfettin, Mektep Cocuklarinda Tiirkliik Mefkuresi (istanbul: Sems Matbaasi, [1914]), p. 8,
p. 23.

>

82 «Goriiliiyor ki bugiinkii Tiirkliik cereyant garbin kuru bir taklidcisi olmaya tahammiil etmiyor.’
Ethem Nejat, Tiirkliik Nedir ve Terbiye Yollar: (Istanbul: Ciftci Kiitiiphanesi, n.d.), p. 12.
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Regret about the failures and defeats dominated the ending remarks in the

textbooks where Islamism and Turkism resurged collaborating.

This great disaster awakened the idea of nation profoundly. It

aroused the opinion that only love of nation and respect of Islam

can save the nation. It is understood as vital to connect all

Ottomans to each other with Islam and strive to spread of the

idea of Turkishness.*”
The last sentence above indicated the inseparableness of the three identities, Islam,
Ottomanness and Turkishness, if one happened to mention nationalism in the 1910s:
“... to connect all Ottomans to each other with Islam and strive for the spreading of

the idea of Turkishness.”®>*

As seen, textbook lines overtly reflected the confusion of
these ideologies.

A reassessment of Western civilization accompanied the new search of the
indigenous culture. Exclamation marks often followed expressions like “Civilized (!)
Europe.” The repentance felt because of the flawed positive convictions about this
“civilization” was evident in the narrations:

They slaughtered man, woman, children whoever they found.
There remained neither life nor honor in Rumeli! Crosses were

hung in our mosques, our dead were taken out. The great
Ottomanness did not last even a month. It was thrown like

833 «“Bu biiyiik felaket bizde derin bir millet fikri uyandirdi. Milleti ancak millete muhabbet ve
Miisliimanliga hiirmet sayesinde kurtarmak kabil oldugu anlasildi. Biitiin Osmanlilar: Miisliimanhkla
birbirine baglamak ve Tiirkliik fikrinin ilerlemesine ¢alismak liizumuna kanaat hasil oldu.” Ahmet
Refik, Yeni Osmanl: Tarihi ([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333) (Mekatib-i iptidaiye ve
sultaniyenin dordiincii senelerine mahsustur), p. 55.

854 «“Biitiin Osmanlilar: Miisliimanlikla birbirine baglamak ve Tiirkliik fikrinin ilerlemesine ¢calismak
liizumuna kanaat hasil oldu.” Tbid.,; Similar statements in Omer Seyfettin, “Biz Tiirk milletinin, Islam
timmetinin, Osmanli Devletinin ferdleriyiz. Milletimiz, iimmetimiz, devletimiz i¢in ayri ayri
vazifelerimiz vardir.” Omer Seyfettin, Mektep Cocuklarinda Tiirkliik Mefkuresi (Istanbul: Sems
Matbaasi, [1914]), p.10.
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cotton. The Civilized Europe! They only watched these
atrocities.®

Turkish nationalism gained meaning only within the Ottoman past and Islam and let
no space for a pre-Islamic interpretation of Turkishness. Fuat Kopriilii’s textbook,
which was rejected by the committee due to its pre-Islamic reading passage

856
“Ergenekon”

epitomized the restrained state policy on Turkish nationalism. The
sensitivity about the grace of the Ottomans supported the conviction that Turkishness
was only left to be imagined inside the Ottoman and Islamic borders and state.

The national history started with the establishment of the Ottoman state
according to Abdurrahman Seref, as the head of the Council of the Ottoman History;
and Ahmet Refik, as the second head of the council. Yet there was the Turkist
tendency in the council, too. Members such as Necip Asim proposed that national
history focus on the life, geography and history of the old Turks: “This indicated the

1 95857

two factions of history in the counci When the program of the Ottoman History

(1913) mentioned the old Turks and Seljuk sultanate just in the context of their
relation to Ottomans very shortly, Yusuf Akcura criticized it in Turkish Homeland.**®

A second criticism came from Fuat Kopriilii, who put forward that the council of

Ottoman History had no scientific base in the program that it drew.*> He attacked

855 “Evkek kadin cocuk ne buldularsa kesdiler. Rumeli’de ne can kaldi, ne namus! Camilerimize
haglar asildr, mezarlarimiz agildi. Koca Osmanlilik bir ay bile stirmedi. Pamuk gibi atildi. Medeni
Avrupa!.. Bu vahsiliklere seyirci kaldi. ” Thsan Serif, Cocuklara Tarih-i Umumi (Dariilhilafe: Kanaat
Kitiiphanesi, 1331) (Mekatib-i iptidaiyede devre-i mutavassita ikinci senelerinde tedris olunmak
tizere bilmiisabaka birinci derecede kabul edilmistir), p. 114.

836 Kopriilii’s letter was discussed in Chapter 2. For the original document Appendix .

%7 Hasan Akbayrak, Milletin Tarihinden Ulusun Tarihine (Istanbul: Kitabevi, 2009), p. 193.
5% Ibid., p. 194.

59 Ibid.,
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the program since it did not use the word “Turk.”*® The meaning of “national
history” which revolved from the Ottomanist tradition of the Tanzimat, was
connected to the Oghuz tribe and was integrated more into the Islamic history.*"’
Although Kopriilii called his book a national history, the subjects it covered
more than the Turkish past. It started with the general history subjects. In which
respects Kopriilii’s textbook differed from the Ottoman-Muslim nationalism
proposed during the Unionist period lay in its clarity on the Turkish nationalist
agenda. What is more evident is that his book was closer to the Second
Constitutional period than it was to the Turkish History Thesis of the 1930s. He
proposed a wider and more inclusive conception of Turkish nationalism which was
still based on the Islamic heritage rather than claiming a pre-Islamic convention.
The Egyptians, Phoenicians, Chaldeans, Assyrian, Persians, Hittites, Turks,
Israelites, Greeks, Macedonians and Romans constituted the line of civilization.
The pre-Islamic Turkish entity was given in more detail and Islamic history was
divided into periods such as the Period of the Republic and the Period of Monarchy
in Islamic history. Coming from the family of Ural-Altay, Turks were presented
with the peculiarities of their language. The dialects of Turkish were taught with
details of the number of Turkish people in the world. Mongols were not considered

real Turks; they were mentioned in context of the harm they gave to Turks.*®* Yet,

869 Tbid., p. 195.
51 Tbid., p.207.

862 K gpriiliizade Mehmet Fuat, Milli Tarih (Dérdiincii Sinif) (istanbul: Kanaat Kiitiiphanesi ve
Matbaasi, 1340), p. 65: The similar ideas about Genghis could be seen in Kopriilii’s earlier Works,
too. Kopriilizade Mehmet Fuat, Megsrutiyette Terbiye-i Etfal (Dersaadet: Necm-i Istiklal Matbaas,
1327) (Istanbul Maarif Miidiriyetinde ahiren teskil eden komisyon karariyla mekatib-i riigsdivenin
birinci senesinde tedris olunmak iizere kabul edilmigtir.); The rejection of ethnic and cultural mixing
with Mongolian people became later part of the Turkish History Thesis, Biisra Ersanli, “History
Textbooks as Reflections of the Political Self: Turkey (1930s and 1990s) and Uzbekistan (1990s),”
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the Hungarians and Finlandians were from the family of Turks. Anatolia was
introduced as a Turkish land thanks to the Kipchaks before the Ottomans settled
there.*"

“Some Turkish tribes settled in Anatolia one thousand years

ago. They had a powerful state and established great

cities...Today Turks are the most crowded and the most

powerful of the nations living in Anatolia. A foreign nation has

no right in those lands.”***
Somewhere else once again the Turkishness of Adana-Tarsus was dated back to the
Seljuk state.** Seljuk Empire constituted an equally substantial space as the
Ottomans in the narrations in the 1920s.**

The General History instilled the national consciousness within the
graduation of old tribes and states. The Turks and their contribution to civilization
ranked them in the classification.**” Compared to the textbooks in the 1910s, the
Arab emphasis in the examination of Islamic civilization was lessened; instead the

synthesis of Turk-Islam was appropriated into the context.**® Islam was

incorporated to Turkishness with these lines: “The regulations of Islamic belief

International Journal of Middle East Studies 34, no.2 Special Issue: Nationalism and the Colonial
Legacy in the Middle East and Central Asia (May, 2002), p. 337-349.

%63 Tbid., p. 25.

864 «“Tiirklerden bazi kabileler daha ii¢ bin sene evvel Anadolu’ya gelerek yerlesmislerdi. Onlarin
kuvvetli bir devietleri vardi. Kendileri igin biiyiik sehirler kurmuglar... Bugiin Anadolu’da yasayan
milletlerin en kalabaligi en kuvvetlisi ve en eskisi Tiirklerdir. Bir yabanct milletin o topraklarda hakki
yoktur.” 1bid., p. 62.
%3 Tbid.,

866 Ahmet Refik, Tiirkiye Tarihi (istanbul: Kiitiiphane-i Hilmi, 1923-1342).

867 K gpriiliizade Mehmet Fuat, Milli Tarih (Dérdiincii Sinif) (istanbul: Kanaat Kiitiiphanesi ve
Matbaasi, 1340), p. 18.

568 Ibid., p. 48.
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corresponded with the disposition of Turks well.”*® It was underlined that the
Turks had converted to Islam with their own consent without any force. Their
contribution to Islam was epitomized with their help during the Crusades. The
components of Islamic civilization were Arabs, Turks, Kurds, Indians and etc and it
is highlighted that it is not only Arabs making up it.*”’

The point that Europeans had been ignorant and like “savages” in the
beginning was completed with the idea that they had learned all of their science
from Muslims. The author’s approach to the European civilization reflected similar
reservations with the Unionist period. The progress of contemporary Europe was
based on its Islamic roots in both education and science.*’' Thus, the European
civilization or progress was not accepted as it was constructed by the Euro-centric
historical point of views.*’* It seems that an ambivalent attitude was developed
against the idea of progressed Europe. Thus the author, on one hand, constructs the
Islamic civilization against the European progress; on the other, he gave this
civilization a Turkish identity. Following the curriculum change in 1926, Islamic

civilization was embedded into the new title “Turkish civilization.” Similarly, the

European and Turkish civilizations were compared and contrasted in the middle

89 “Islam dininin ahkdami Tiirklerin mizacina pek uygun degildi.” Tbid., p. 60. “Turks used to play
with Arab Caliphates like toys.” Ahmet Refik. Tiirkiye Tarihi. Istanbul: Kiitiiphane-i Hilmi, 1923-
1342 p.32

70 Ibid., p. 85.

1 bid., p. 81.

72 Tbid., p. 88.
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ages. The superiority of the Turks was emphasized in this contrast in Ahmet
Refik’s text.””

The comparison of the history books in the Unionist period to textbooks in
the 1920s result in that the Unionist policy of education refute the claims of
Turkification to a degree at least in the scope of the curriculums of primary
schooling. The Turkist policies or Turkification policy was very commonly
attributed to the Unionist education policy.*”* While the Hamidian period was
counted with Islamism, his successors were loaded necessarily with the Turkish
nationalism as the inevitable “official ideology of the Second Constitutional
period.”®”® This taken for granted conviction defined the Unionist period as one
where Turkishness was ahead of the Ottoman and Muslim character.®’®

Yet the examination of the history textbooks in this study questions and
discusses all these fixations and granted convictions in the education policy of the
period. The results gathered in this chapter shed light on the difference between the
theory of Turkist ideology, becoming widespread within the writings of Ziya

Gokalp and Turanists in literature, and the practice of the Union and Progress Party

between 1913 and 1918.

873 Ahmet Refik, Umumi Tarih- Kurunu Ula, Kurunu Vusta (istanbul: Kiitiiphane-i Hilmi, 1926)
(Miitehassis komisyon raporu ve Maarif Vekaleti Talim ve Terbiye Dairesinin 1100/3 numarali
kararyla mekteplere kabul edilmistir. Ilk mektep, Dordiincii Sinif), p. 143.

74 Ahmet Yildiz, “Ne Mutlu Tiirkiim Diyebilene . Tiirk Ulusal Kimliginin Etno-sekiiler Sinirlari
(1919-1938) (Istanbul: Iletisim, 2010) p. 47-86; Fuat Diindar, lttihat ve Terakki’nin Miislimanlar:
Iskan Politikast (1913-1918) (Istanbul: Iletisim, 2008), pp. 19-38.

87 Mehmet O. Alkan, “Modernization From Empire to Republic and Education in the Process of
Nationalism,” In Ottoman Past and Today’s Turkey ed. Kemal Karpat, (Leiden: Boston: Kdln: Brill,
2000) pp. 47-132.

¥ Mehmet O. Alkan, “II. Mesrutiyet’te Egitim, Ittihad veTerakki Cemiyeti, Milliyetgilik, Militarizm
veya ‘Militer Tiirk-Islam Sentezi’,” II. Megrutiyet’i Yeniden Diisiinmek, ed. Ferdan Ergut (Istanbul:
Tarih Vakfi Yurt Yayinlari, 2010), p. 74.
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“Others”

The economic perspective behind the decline of the Ottoman state was not
much mentioned enough in the Ottoman history textbooks compared as they were the
civics books. Wars, conquests and losses filled the books instead. The most
widespread reason for the decline of the state was given as “others,” which were
mostly Serbians, Greeks and Russians in the textbooks while the Ottoman conquests
in the past had been indispensable for the wealth and the safety of Ottoman society.
The language of the authors reflected the anger and hatred in the narration of the
conquered lands which had been lost recently. The victory of the past was mixed
with the defeats and losses in the present: “Yildirim captured Salonika, which our
treacherous commander surrendered to the Greeks just yesterday; the New City,
which we gave to Greeks due to the European force thirty- five years ago; and
Athens, which is the capital of Greece today.””’

The anger towards “others” in the present day was exposed in such
expressions as “trickster (kahbe) Serbians” or “Moskof” which was used in place of
Russia. *”® The Greeks also were depicted in malicious terms as follows: “The Greek

nation is that which esteems itself great in delusion. The state which encourages

them against the Ottoman state is Russia...”®”” On the other hand, in the textbooks of

87« Daha diin hain bir kumandanin Selanik’i, otuz bes sene evvel Avrupalilarin elimizden alip
Yunanistan’a verdigi Yenigehir’i, bugiin Yunanistan in payitahti olan Atina ’yi, Yildirim Osmanli
topragina katti. ” Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331)
(Mekatib-i iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-miisabaka
birinci derecede kabul edilmigtir), p.21.

8 Ibid., p. 109; Ahmet Refik, Yeni Osmanli Tarihi ([Istanbul]: Kiitiiphane-i islam ve Askeri, 1333)
Mekatib-i iptidaiye ve sultaniyenin dérdiincii senelerine mahsustur, p. 47.

89 “Yunanlilar hayal icinde yiizen, kendilerini her zaman pek biiyiik géren bir milletdir. Bu milleti
Devlet-i Osmaniye aleyhine isyana tegvik eden isyan ve ihtilalde onlara silahla, gemi ve askerle
yardim eden Ruslardwr. ” Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi,
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General History, the Greek people in the old times were respected as examples of
patriotism which had found its expression in praise such as “the Greeks were united
by national ties though not by governments; only because they had the same
language and benefits. A Greek knew other Greeks as his brothers no matter where
they lived.”®®® The hesitant attitude towards Greek people arose from the modern
politics related to Greek nationalism.

Ihsan Serif explained the sympathy engendered by the Greek nation in Europe
with these statements: “Europeans have not forgotten the Greeks of 3000 years, their
philosophers, contribution to fine arts and their perfect aesthetic. They love the new
Greeks, who are deprived of all these merits for the sake of the old things.”*"'
Ottoman students were also informed that some literary figures such as Victor Hugo
and Lord Byron had called on the people to help Greece; and that the French bankers
had distributed a “handful gold” to villagers who were willing to move to Greece.
The economic and political standpoint behind the Greek nationalism and uprisings in
the previous century were noted besides the positive qualities of the antique Greeks.

Other Balkan states constituted a substantial part in the making of Ottoman

History since they had been emancipated in a geography near to Istanbul, and the

1331) (Mekatib-i iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-
miisabaka birinci derecede kabul edilmistir), p. 94.

880 «“Yunanlilarin hiikiimeti toplu degildi ama milleti topluydu. Ciinkii lisanlari, adetleri, menfaatleri
birdi... Her Yunan vatanina candan bir muhabbet duyardi. Bir Yunanli nerede olursa olsun kendisini
diger Yunanhlarla kardes bilirdi.” Ahmet Refik. Muhtasar Tarih-i Umumi (Istanbul: Kiitiiphane-i
Islam ve Askeri, 1330) (Mekatib-i sultani besinci sinif ve mekatib-i iptidaiye besinci ve altinct
suiflara mahsustur), p.37.

81« Avrupalilar bundan iki, ii¢ bin sene evvelki Yunanlilari, onlarin hitkemasini, sanayi nefiseye
hizmetlerini, zevk-i selimlerini bir tiirlti unutamiyorlardi. Binaenaleyh bu meziyetlerden kiilliyen
mahrum olan yeni Rumlari, bu eskilerin hatiri igin seviyorlar, irfan namina bunlara her tiirlii
muavenette bulunuyorlardi.” Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi,
1331) (Mekatib-i iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-
miisabaka birinci derecede kabul edilmigtir), p. 100.
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emigration of Turks and Muslims and the lost territories left some more bitter
reminiscences:

Romania, Bulgaria, Serbia, Montenegro and Greece are the Balkan
states...These states which we see in a formation of state today
were some of the contemptible provinces for us for more than three
and four centuries. Yet these lands were not as unfamiliar to
European civilization as Anatolia. Some countries, with which they
have ethnic and religious ties, such as Russia, Austria, France and
England, instilled the idea of nationality to save them from
Ottoman regulation and constantly led them to rebellions and
revolutions. ¥

The defeats in wars were given to some external or extra-ordinary

misfortunes as follows: “The Russians begrudged the reforms in our country.” *** In

such statements the external reasons were kept responsible for the disastrous fall
despite all the reforms. Russia’s modernization was admired and appreciated,

though: “Peter saved Russians from savageness. He adapted European civilization in

the country.”***

Inside we became miserable and vulnerable thanks to quarrelling
with each other; outside we were high and dry against the
foreigners. A tremendous misfortune surrounded us. It was as if
God had taken away wisdom and thought. No one gathered for
goodness, but we were even ready to sacrifice our souls, which we
deprive from our homeland and honor, for evils.**

882 «“Balkan hiikiimetleri demek bugiinkii Romanya, Bulgaristan, Sirbistan, Karadag ve Yunan
devletleri demektir. ...Simdi birer devlet seklinde gérdiigiimiiz bu memleketler ii¢ yiiz, dort yiiz
seneden ziyade bizim adi birer vilayetimiz idi. Lakin bu yerler mesela Anadolu gibi Avrupa’ya Avrupa
medeniyetine yabanci degil idi... Cinsleri ve mezhepleri bir olan sair millletler mesela basta Moskof
oldugu halde Avusturyalilar, Fransizlar, Ingiltere bunlara milliyet fikri telkin ve Osmanlilarin
idaresinden kurtulmak igin onlart daima isyan ve ihtilale tahril ve tesvik ederlerdi.” Ibid., p. 109.

883 «“Ruslar memleketimizde 1slahat yapildigim ¢ekemediler.” Ahmet Refik, Yeni Osmanli Tarihi

([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333) (Mekatib-i iptidaiye ve sultaniyenin dérdiincii
senelerine mahsustur), p. 47.

884 «“Petro Ruslari vahsilikten kurtardi. Memlekette Avrupa medeniyetini tatbik etti.” Tbid., p. 20.

85 «“Biz harice karst kolu kanad kurik, iktidarsiz, dahilde birbirimizi yiverek isyanlar, ihtilallerle
perisan ve mecalsiz kalmus idik. Biiyiik bir talisizlik etrafimizi sarnusti. Allah aklimiz, fikrimizi
almigty. Iyilik icin bir kisi birlesemiyor, fenaliga gelince vatan icin namus icin esirgedigimiz canimizi
bile veriyor idik.” Thsan Serif, 1331, p.81.
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The military and political pressure of Russia on the Ottoman Empire during the
nineteenth century was felt evidently in the assessment of the international relations.

The Russians, “who were once the unimportant people,”**®

were in steady progress
within the period of Great Peter: “In this depressing time, a madman (deli) was
giving us lessons in the North. Yet we were blind. This madman was the most

intelligent of the world, the Russian Emperor Peter the First.”**’

The Agency: Sultans versus Pashas

The authors did not periodize Ottoman history with respect to the sultans in
the general history textbooks. The rise and fall of the Ottomans were simultaneously
discussed with regards to the European monarchies. Thus, the general history
subjects seemed to bring up some new vision of history for assessing Ottoman
History. The criticisms about the personalities or lifestyles of the sultans were openly
made and shown as a reason for the backwardness. To Serif, for example, the
decadence had begun with Sultan Murat the Third, who had been fond of women and
had misled the country.*® Kohen’s textbook marked Sultan Siileyman’s period as the
beginning of the deterioration in the state. His power had been interpreted just “in
appearance” and counted as consuming the heritage of the previous periods. This

peak point was the beginning of decadence in the forms of the spendthrift and

886 «Eskiden Ruslar pek ehemmiyetsiz bir kavim idi.” Tbid.,

887 «“Bu buhranh zamanimizda yukarimizdan bir deli! bize “ibret” dersleri veriyor idi. Lakin biz kor
olmugtuk gormiiyor idik. Bu deli diinyanin en biiyiik akillist olan Rusya imparatoru I. Petro idi.” 1bid.,

88 Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-miisabaka birinci
derecede kabul edilmistir), p. 78.
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debauchery. Instead of Sultan Suleyman, Sokullu Mehmet Pasha’s role was more
given to notice.*® To Ibnul Cevad, the golden age had ended with Murat
Hiidavendigar, whose successors were described to have been host to self-
gratification most of the time.*”® The change was interpreted as having arisen from
the consumption culture in society, which had shifted from the villages to the
towns.*'In this respect, compared to the Ottoman History textbooks, the general
history presented the course of events more critically.

The critical point of view towards the sultans was part of the Ottoman History
textbooks, though more limited. The criticism was developed with the treatment of
the agency in the narration of the events. One of the distinctive characters of the
textbooks in this period in comparison to the Hamidian years was that the negative
account of the past was documented and the agents were questioned in the school
knowledge. The Hamidian textbooks on Ottoman History generally had terminated
with the period of Mahmut the Second. It was justified that events in fifty years time
could not be perceived as history. For these reservations about the historiography of
the previous fifty years, most of the Hamidian books did not include information

even about the Tanzimat.*”?

%9 Tbnul Cevad Efdaliiddin, Kiigiiklere Osmanli Tarihi ([istanbul]: Karabet Matbaas1, 1329-1327)
(Maarif Nezaretinin kabul ettigi resmi programa gore riisdi ve idadi mekteplerinin ikinci siniflarinda
okutturulmak tizere tertip olunmustur), p.128.

9 bid., p. 129.
%1 bid., p. 30.

%92 The textbook of Selanikli Tevfik includes the period of Abdiilmecit, yet still it does not give details
on the Tanzimat in a separate section. Selanikli Tevfik (Sabah gazetesi ser muharriri), Muhtasar
Tarihi Osmani (Dersaadet: Matbaa-i Kiitiiphane-i Cihan, 1323); A study on the Republican textbooks
marks the devoid of the Second Constitutional Regime in the curriculum as well as the flawed
historical ideas, Ahmet Kuyas, “II. Mesrutiyet, Tiirk Devrim Tarihi ve Bugiinkii Tiirkiye,” Dogu Bati
11, no.45 (Mayis, Haziran, Temmuz, 2008) p.48-54.
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Although the textbooks on Ottoman history in the Second Constitutional
Period periodized history with the life and times of the sultans, the agency in the
policies, reforms or whatsoever were diverted to the pashas or given to the Ottoman
state implicitly. The contest of agency between the bureaucracy and the palace was
clearly seen in the narrations especially after the Tanzimat period. For example,
Alemdar Mustafa Pasha was given out as the savior of the sons of Ottoman and the
state.* In contrary to the hypothesis of dignifying the Ottoman dynasty with
classical statements such “Long live the sultan!” the texts made one dignify the
pashas in such expressions as “the most intelligent, the greatest, and the
shrewdest.”*** Only the present sultan, Mehmed Resad was an exception to this
treatment. After introducing him as the powerful sultan of the Constitutional regime,
such statements followed in Ihsan Serif’s book: “His great heart is as pure as light.
He loves his fabulous subjects more than his own sons. We all love this blessed
(Mubarak) sultan and always pray for him with good wishes. May God make him

successful throughout his life time! Amen.”*”?

Serif’s book ended with a photograph
of Mehmed Resad.
In what follows, the textbooks are examined in terms of their narratives on

the nineteenth century power groups in contest in the Ottoman Empire. The periods

of the Sultans who could not rule the country well were either neglected or treated

%93 Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak tizere bil-miisabaka birinci
derecede kabul edilmistir), p.89.

894 «“Regit Pasa gelmis ge¢mis ‘en akulli, en biiyiik, en is bilir’ sadrazamdur.” Toid., p. 98.

83 “Kalb-i humayiinlart nur kadar safdir. Teba-i sahanelerine 6z evladindan zivade muhabbeti
vardir. Biz ciimlemiz bu miibarek padisahimizi babamiz gibi severiz. Ve her zaman kendisine hayirli
dualar ederiz. Heman Cenab-1 Hak zat-1 sahanelerini kaffe-i 6miirde muvafik bilhayr buyursun,
amin.” Ibid., p. 116; For similar statements, Abdiilkadir, Cocuklarima Resimli Kii¢iik Osmanli Tarihi
([istanbul]: Saadet ve Tefeyyiiz Kiitiiphaneleri, 1329), p. 71.
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with considerable politeness, respect or silence in the Hamidian textbooks. The
power relations and the battles between different groups were not detailed as a result
of this. Kolagas1 Ali Cevad described Selim the Third’s murder as an ordinary death
and he presented Mustafa the Fourth’s dethroning as “retiring.”®° He referred
implicitly to some power battles as the plots organized by mischievous people in the
palace. Mehmet Necip’s book introduced the sultans in order within the graphics of
the data as follows: the acsession date, period of sultanate, life time and demise.?’
He recounted the conquests of all sultans. For those who reigned for a very limited
time or had not achieved any new conquest, he summarized that the period had
passed in “peace” or nothing was noted. The book was seventeen pages long it gave
information about two or three sultans in each page, which showed the shallowness
of the content in this period.

Ali Nazima’s textbook followed a similar method in the treatment of the
sultans. He did not display the dramatic murders of Osman the Second, Selim the
Third and Mustafa the Fourth and made mention of Sultan Ibrahim without any
disparagement to his character.*®® Avoiding getting involved in the problems in the

palace, the book qualified the problems, saying just “...some confusion

%96 Kolagas1 Ali Cevad, Muhtasar Tarih-i Osmani (Dersaadet: Kasbar matbaasi, 1314) (Umum
mekatib-i riigdiyenin ikinci senelerinde tedris olunmak tizere Maarif Nezareti Celilesi tarafindan
kabul buyrulmugtur), p. 88.

%97 Mehmet Necip, (Mekatib-i iptidaiye Miifettisi), Cocuklara Mahsus Muhtasar Tarihi, Selatin- i
Osmani (Bursa, n.p., 1321).

%% Ibid., p. 37-41; This goes in paralel with the results of Somel’s research on history textbooks in the
Hamidian period. Selguk Aksin Somel, Osmanli ’da Egitimin Modernlesmesi (1839-1908):

Islamlasma, Otokrasi ve Disiplin (Istanbul: Iletisim, 2010), pp.244-254.
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occurred...”®” Ahmet Rasim’s book touched on the sultans like Sultan Ibrahim and
Mehmed the Fourth with a polite choice of wording.”*

On the other hand, although the members of the Ottoman family were treated
respectfully in cases of the unsuccessful sultans in the Unionist period, the reasons
why they had not continued ruling the country were also stated openly, such as
having been fond of women and entertainment, debauchery, and insanity. Sultan
Ibrahim and Sultan Murat the Fourth were presented as having been lost to
debauchery,”" insanity to Mustafa the Second and Mehmed the Fourth.’* Yet,
Abdulhamit the Second and Sultan Abdiilaziz, who had been dethroned due to the
political power contest are laid in harsher expostulation.

The general outlook rendered Selim the Third victimized while Mahmut the
Second was interpreted as having been a successful reformist although his policy
towards Tepedelenli Ali Pasha was criticized. Sultan Mahmut was also treated with
criticism for Alemdar’s murder. The Sultan’s role in the abolition of the Janissaries

was underestimated. In short, instead of discussing the power of Sultan Mahmut, his

Y9 “karisikliklar ¢ikti...” Ali Nazima (Mekatib-i Miilkiye-i Sahane Miidiir muavini), Tarih-i Nazima,
Kiiciiklere Tarih-i Osmani (Dersaadet: Kasbar, 1313), p. 49

990 Ahmed Rasim, Kiiciik Tarihi Osmani (istanbul: Artin Asadoryan, 1306) (Stbyan Mekteplerine
mahsustur), p. 28-29.

"V yusuf Ziya, En Kolay Tarih-i Osmani (izmir: Sems matbaasi, 1329), ( Iptidai simiflarinda bulunan
evladi vatana Tarih-i Osmaniyi 6gretmek icin cem ve tertip olunmus... “dariilirfan” Odemis ve
Alagehir subeleri iptidai seneleri sakirdamna tedris olunmak iizere mekatib-i mezkur merkez tedrisat
komisyonunca kabul buyurulmug bir Osmanli tarihidir ki tarih dersine bu kitap ile baslanilacak
olursa ... evliad-1 vatamn pek istifade ettikleri biltecriibe anlagilmagla muhterem meslekdaglarima En
Kolay Tarih-i Osmani’yi arz ve tavsiye ederim), p. 50; Ibnul Nuzhet Cevad, Ravza-i Tarih-i Osmani
(Istanbul: Kasbar Matbaas1, 1328) (Maarif Nezaretinin en son programina tevfikan tertip ve mekatib-i
riisdiyede tedris edilmek tizere tahrir edilmigtir), p. 44.

2 Tbnul Nuzhet Cevad, Ravza-i Tarih-i Osmani (istanbul: Kasbar Matbaasi, 1328) (Maarif
Nezaretinin en son programina tevfikan tertip ve mekatib-i riisdiyede tedris edilmek tizere tahrir
edilmistir), p. 42.
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disobedient pashas were emphasized.”” Alemdar Mustafa Pasha had had the
essential role in the survival of the Ottoman state and family. His collaboration with
the palace against the Janissaries was affirmed without considering his challenge of
power against Sultan Mahmud. His death was pitied and the people in the palace
were blamed since they had given no help while he was being killed.”** “The poor
Sadrazam dealt with those bastards on his own. The gun shots were heard in the
palace, and this much fire was seen, yet they did not come to help the pasha.”

Headed by the sultan, all of the ulema and viziers cooperated.

They agreed to destroy all these devilish bodies on earth. The

old, the young, the hadgi-hodgas, the rich and the poor, in short

everyone who had had enough of the evils of the (Janissaries)

gathered under this sacred flag... Wherever they found a

Janissary, without compassion or pity, they strangled and cut off

their heads. There remained no hearth and no cauldron in a few

hours. This was called Vaka-i Hayriye (The Auspicious

Event).”*

Some other pashas came into prominence and sought to take roles for the

maintenance of the state to compensate sultans’ bad management. Names such as

Kopriilii, Alemdar and Mehmet Ali were seen as wonders of nature who had

accomplished great things in their lives although they were even illiterate.””” Mehmet

993 Tbid., p.93.

%% thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyenin devre-i miitevassita ikinci senelerinde tedris olunmak iizere bilmiisabaka birinci derecede
kabul edilmistir), p. 87.

95 «Zavalli Sadrazam tek basina bu al¢aklarla on saat ugrasti. Saraydan silah sesleri duyarlar, bu
kadar yangini gériirler de yine paganin imdadina gelmiyorlard:. ” 1bid., p.90.

9 “Bynun iizerine basta padisah oldugu halde ulema ve viizera hepsi birlesti. Bu melunlarin
biisbiitiin diinya ytiziinden viicutlarint kaldirmak igin sozlesti. Sancak-1 serif ¢ikti. Biiyiik, kiiciik haci
hoca zengin fakirler bunlarin serrinden aman Allah diyen yaka silken herkes bu mukaddes sancaga
sigindi. Kiglalarini topa tuttular. Atese soktular. Yaktilar, yiktilar. Ellerine nerede bir yeniceri
gectiyse artik ne merhamet ettiler ne aman dilediler. Bogdular, kesdiler. Bir ka¢ saat i¢inde ne ocak
kaldi, ne kazan... Buna Vaka-i Hayriye derler.” 1bid., p.91.

%7 Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat Kiitiiphanesi, 1331) (Mekatib-i
iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak iizere bil-miisabaka birinci
derecede kabul edilmistir), p. 92.
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Ali Pasha’s successful story from an ordinary soldier in the army to the commander
and leader of Egypt was presented within tension between an inevitable praise and
condemnation: “Mehmet Ali did not know how to read or write. He was ignorant, yet
had a unique intelligence...He deceived so many people with his wisdom and
courage. He became their leader.”””® Some textbooks developed the hatred against
Mehmet Ali Pasha, the governor of Egypt, though his modernization reforms like
sending students to Europe was praised. On the other hand, Thsan Serif presented him
with positive remarks in contrast to the other authors:

When we hear someone as Egyptian, whoever he is, we think

that he is rich without knowing or seeing him. Egypt is truly the

country of the rich and wealthy. Yet, we couldn’t get use of this

wealth though it had been the province of Ottoman state for five

centuries. It is Mehmet Ali’s effort (himmet-i gayret) that

granted this fortune.””

Mehmet Ali was a courageous, intelligent and prudent person.
He was extra-ordinarily created.’'”

The textbook authors agreed on the importance of the Decree of the
Tanzimat. Resit, Ali and Fuat Pashas were taught as the heroes of this reformation:’"’

“After that (Tanzimat), we got a bit more powerful and became one of the eminent

98 «Afehmet Ali okumak yazmak bilmezdi. Cahil, lakin nadir yaratilan bir akla sahipti... Secaatiyle
dirayetiyle bir¢cok kimseleri kandirdi. Ciimlesine bas oldu.” Thsan Serif, Cocuklara Tarih-i Osmani
(Dersaadet: Kanaat Kiitliphanesi, 1331) (Mekatib-i iptidaiyenin devre-i mutavassita birinci
senelerinde tedris olunmak tizere bil-miisabaka birinci derecede kabul edilmistir), p.102.

999 «“Biz kim olursa olsun, mesela birisini Misirly diye isittik mi gormeden goriismeden ilk evvel
mutlaka o kimsenin zengin oldugu hatirimiza gelir. Hakikaten Misir da zenginler ve zenginlik
memleketidir. Ancak burasi beg yiiz sene kadar Devlet-i Osmaniyenin yani bizim bir vilayetimiz
hitkmiinde bulundugu halde biz o servet menbaindan hig bir istifade edemedik. Ona bu kabiliyeti bahs
eden Mehmet Ali’nin himmeti gayretidir.” 1bid., p. 96.

N0 “Aehmet Ali cesur akilli ve miidebbir idi... Alelade degil, fevkalade idi. Tam manasiyla nadir
yaratilanlardan idi.” 1bid., p. 97.

1 Abdiilkadir, Cocuklarima Resimli Kiiciik Osmanli Tarihi ([Istanbul]: Saadet ve Tefeyyiiz
Kiitiiphaneleri, 1329), p. 59; Ibnul Cevad Efdaliiddin, Kiiciiklere Osmanli Tarihi ([Istanbul]: Karabet
Matbaasi, 1329-1327) (Maarif Nezaretinin kabul ettigi resmi programa gére riisdi ve idadi
mekteplerinin ikinci simiflarinda okutturulmak tizere tertip olunmugtur), p. 215.
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states.””'? While the textbooks did not give much space to Sultan Abdiilmecit, it
seemed that the contest between the bureaucrats and Sultan Abdulaziz urged authors
for more elicitation about his operations and deeds. Cevad and Abdiilkadir tried to
compensate the negative image of Abdiilaziz with his contribution to modernization
before 1876.°"* The new schools and the construction of the navy were given
examples the sultan had served the country:

First of all, it should be fixed that the blemishes and malice

imputed to the Sainted (cennet mekan) are surely groundless and

untrue. Sultan Abdiilaziz was a great sultan who completely had

the conscience and dignity of exalted Ottomanness and the valor

and bravery of pure Turkishness.”"
The coup d’état organized for him was considered as unjust’'> since the Sultan had
“accepted to do whatever he was told provided that it rendered benefits for the
country. Yet it should be worded proper to his position and glory.”*'® Abdiilaziz’s
spendthrift nature and fondness of luxury appeared with the pretext that he was under
the influence of the “bad” pashas taking place of the “patriotic ones who wrote

poems and books to open the minds of the people”.”"”

92 “Bundan sonra biraz kuvvet bulduk. Itibarl devletlerden biri olduk.” Thsan Serif, Cocuklara Tarih-
i Osmani (Dersaadet: Kanaat Kiitliphanesi, 1331) (Mekatib-i iptidaiyenin devre-i mutavassita birinci
senelerinde tedris olunmak tizere bil-miisabaka birinci derecede kabul edilmistir), p.100.

3 Ibid., p.102.

% “Eyyela surast malum olsun ki Cennetmekana istinad olan lekeler, mehniyata tezvirattir katiyen
astlsizdir, yalandir. Sultan Abdiilaziz halis Tiirkliik sehamet ve celadetine, Osmanliligin ulu vicdan ve
izzetine tamamiyle malik ve sahip biiyiik bir padisahtir.” 1bid., p.102.

13 Ibid., p.106.

16 “Kendisine milletin memleketin menafiine muvafik olacak surette ne séyleseler kabul ederdi. Fakat
soylenecek soz kendisinin hal ve sanina vakarina muvafik surette anlatilmalr idi. ” Tbnul Cevad
Efdaliiddin, Kiiciiklere Osmanli Tarihi ([Istanbul]: Karabet Matbaas1, 1329-1327) (Maarif Nezaretinin
kabul ettigi resmi programa gorve riisdi ve idadi mekteplerinin ikinci simflarinda okutturulmak tizere
tertip olunmugtur), p. 216.

N “Milletin fikrini agmak icin bircok kitaplar siirler yazdilar.”” Ahmet Refik, Yeni Osmanli Tarihi
([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333) (Mekatib-i iptidaiye ve sultaniyenin dérdiincii
senelerine mahsustur), p. 62.
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...those open-minded young people who couldn’t stand this

situation ran away to Europe. They helped to awaken people

through newspapers and books. These patriots were the poet

Kemal Bey, Sinasi and his friends. They served the nation with

their articles and books. They are called the (Young Turks),”'®

the New Ottomans. The ideas of equality and freedom were only

understood thanks to them.’"

One of the common treatments of the textbooks was in regard to Abdulhamid

the Second in different degrees of disparagement due to his policy towards the
Young Ottomans and the Committee for Union and Progress. His period was

2 .
2920 gince

commonly called the period of despotism and he was called as tyrant “zalim
he had not conformed to the constitution, Kanun-1 Esasi, which was “the savior of
the country.”®*! Tbnul Cevad’s textbook recounted his period in the mildest way in
that his weak personality was shown as the main reason behind his being anti-
reformist.

The plot organized by the Unionists against the Sultan occupied much space
in great detail in most of the textbooks of the Unionist regime. The details touched
upon the process Young Turks had gone through while becoming organized and

forcing Sultan Abdulhamit to accept the Constitutional regime: “These were

communicating with the patriots throughout the country secretly. That time Salonika

*!¥ The parantheses are from the original text.

09« parlak fikirli gencler bu hale dayanamadilar, Avrupa’ya kactilar. Kitaplar yazarak, gazeteler

ctkararak sikayet ettiler, milletin fikrini agmaya ¢alistilar. O zaman bu vatanperverligi yapanlar sair
Kemal Bey, Sinasi ve arkadaglart idi. Bu zatlar kitaplariyla yazilariyla millete hizmet ettiler bunlara
(Jon Tiirkler) yeni Osmanlilar denildi. Vatammizda hiirriyet ve miisavat fikri onlarin sayesinde
anlagildi.” Ahmet Refik, Yeni Osmanli Tarihi ([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333)
(Mekatib-i iptidaiye ve sultaniyenin dérdiincii senelerine mahsustur), p. 45.

920 Ahmet Refik, Yeni Osmanli Tarihi ([Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333) (Mekatib-i
iptidaiye ve sultaniyenin dérdiincii senelerine mahsustur), p. 50; Abdilkadir, Cocuklarima Resimli
Kiiciik Osmanli Tarihi ([Istanbul]: Saadet ve Tefeyyiiz Kiitiiphaneleri, 1329), p. 68.

?21 “Kanun-u Esasi ise bizi kurtaracakti.” Ahmet Refik, Yeni Osmanli Tarihi ([Istanbul]: Kiitiiphane-i
Islam ve Askeri, 1333) (Mekatib-i iptidaiye ve sultaniyenin dérdiincii senelerine mahsustur), p. 52.
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was much more liberal than the other provinces... They opened the minds of the
people and awakened them. At last, they got the control of the military, bureaucracy,
gendarmes.””** Similarly Refik wrote,

Our young people who escaped to Europe wanted to end the

misfortunes of the nation. They constituted a committee in

Europe, and they called it the “Union and Progress.” They

enrolled the young people who shared the new ideas and thus,

they got considerable power. At last the police in Macedonia

joined the committee, t00.”>
After reminding the students of the matters of Rumeli and the plans of the Europeans
over there, he continued to explain the conflict between the young people and the
sultan: “... the young people who loved their country couldn’t stand this misfortune
and they were gone to the mountains. They telegraphed Abdiilhamit. They wanted
freedom for the nation, and proposed the constitution to be promulgated.”** Tbnul
Cevad’s presentation of the Committee underlined the effect of the publications in

Anatolia used to illuminate the ideas of Constitutional regime and propaganda held

in Europe.””

22 “Bunlar memleketin her tarafindaki erbabr hamiyetle gizlice mektuplasiyorlardi. O zaman Selanik
diger sehirlerden daha ¢ok serbest idi. ...Ahalinin zihnini, fikrini agtilar. Nihayet askeri, memuru,
Jjandarmayr ahaliyi ellerine aldilar.” Thsan Serif, Cocuklara Tarih-i Osmani (Dersaadet: Kanaat
Kitiiphanesi, 1331) (Mekatib-i iptidaiyenin devre-i mutavassita birinci senelerinde tedris olunmak
tizere bil-miisabaka birinci derecede kabul edilmigtir), p. 111.

93 “ Avrupa ’ya kacan genclerimiz milletin bu felaketine nihayet vermek istediler. Avrupa’da bir
cemiyet teskil ettiler, adina Ittihat ve Terakki dediler. Bu cemiyete yeni fikirli gengleri yazdilar, bu
suretle iyi kuvvet peyda ettiler. Nihayet Makedonya’daki zabitlarimiz da bu cemiyete dahil oldular,
taraftarlarim giinden giine artirdilar.” Ahmet Refik, Yeni Osmanli Tarihi ([Istanbul]: Kiitiiphane-i
Islam ve Askeri, 1333) (Mekatib-i iptidaiye ve sultaniyenin dérdiincii senelerine mahsustur, p. 50.

924« bu felakete vatamm seven gengler dayanamadilar, taraftarlariyla beraber daga ¢iktilar.

Abdiilhamid e telgraf ¢ekdiler, millete hiirriyet verilmesini istediler, Kanun-u Esasinin ilamni teklif
eylediler.” Tbid., p. 52.

923 Tbnul Cevad Efdaliiddin, Kiigiiklere Osmanli Tarihi ([istanbul]: Karabet Matbaasi, 1329-1327)

(Maarif Nezaretinin kabul ettigi resmi programa gore riisdi ve idadi mekteplerinin ikinci siniflarinda
okutturulmak iizere tertip olunmugtur), p. 222.
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Although the treatment of Abdiilhamit the Second had bitter criticisms in the
textbooks, the narratives in the state-sanctioned textbooks still ensured a certain
degree of respect towards him. The way he was insulted in the other publications
demonstrated the sensitivity and limitations of the textbook authors. What follows
gives an example of a sample history lesson published in the journals of Tedrisat-1
Iptidaiye (Journal of Primary School Instruction) and Tedrisat (Instruction). This
sample class and some other writings on Abdulhamit showed that the state-
sanctioned textbooks displayed a more even-tempered criticism while there
dominated a hypercriticism of the ex-sultan in the literature of the period. The text of

a dialogue depicts how harshly the sultan of just two years earlier -who was even

alive - was criticized and blamed in the sight of the students:’*°

Teacher: Do you know the name of our Sultan the Master?
Student: Yes, sir. Sultan Mehmet V.

Teacher: Well, my son, who was our Sultan before him?
Students: Sir, it was Sultan Abdulhamit.

Teacher: I have told you many times about him. How was he?
Student: He was a bad sultan, sir. He was cruel.

Teacher: Why was he cruel?

Student: Sir, he did not like his country, he did not look after the
soldiers well; he did not dress them well. He did not buy many
arms and guns for the war.

Teacher: What happened to us when Abdiilhamid did not do
these things?

Student: We became weaker and the enemies invaded our lands.
Teacher: Well, then Abdiilhamit was giving our country to the
enemies. Did he do well?

Student: No sir, he did something very harmful. We inherited
those lands from our ancestors. Our ancestors worked hard and
by shedding so much blood they bequeathed them to us.
Abdiilhamit gave them away to the enemies.

(Another student interrupting): Our ancestors will damn him. If
they were alive, they would say ‘what a useless man! He gave
away all those territories we conquered with so much bloodshed
to the enemies.’

926 Thsan, “Id-i Milli Uzerine Ders, On Temmuz,” Tedrisat-i Iptidaiye 1, no. 6 (Ders Numuneleri
Kismi), p. 224.
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Teacher: This means Abdiilhamit was a traitor, wasn’t he. With
the money he collected from us ...

Student: ...he gave them to his pashas and spent them for his
own catering instead of providing the sol diers with guns and
arms.

Teacher: Yes, my son. He gasped whatever money the poor
villagers had by beating and whipping them and then gave
handful money to some wicked guys instead of doing nice
things. Whatever he did, nobody could raise an objection.

Student: If I was there, I would hit his head as soon as I got the
sword.

Teacher: Well-done, my son. Yet, Abdiilhamit’s beloved pasha
did not do it so. **’

Teacher: Abdiilhamit understood that it was too late. It was in
vain, whatever he did. For this reason, he helplessly admitted
what the people wanted. He said ‘I can do whatever you want if
you do not dethrone me’

Student: Bend the knee! Very good.

Teacher: Here my sons, it was again the tenth day of July two
years ago this time when the people gathered and stopped
Abdiilhamit’s tyranny. That means every July the tenth reminds
us of that day. **®

In short, Abdulhamit as introduced without any reverence in the dialogue was turned
into a legendary monster who had harmed people. *** Compared to the lines above,
the textbooks treated his period and personality more sensitively and more calmly

although there was nothing else than the negative image of the Sultan.

27 Ibid., p. 228.
928 For the whole Turkish text, see Appendix E.

929 See the poem where the sultan was drawn as a monster. Some other examples of July 10 could
also be reached in the sample lessons published in the journal Tedrisat and Tedrisat-1 Iptidaiye.

“Ne ramazan gegti ne de Zincirini kirdi, soktii.

Kurbanlar kesdik baba, Bilesin yavrum ondan evvel
Bugiin neden senlik bayram Gegen giinler ne siyahtir?
Yapwyoruz anlat bana Milletin her iyiligini
Ogren yavrum ki on temmuz Diistinecek padisahtir
Bayramlarin en biiyiigii Halbuki evvel zaman sultan

Esir millet bir giin Insan degil canavard

Canlar yakar, kan dékerdi.”
“On Temmuz, ” Tedrisat-1 Iptidaiye 1,10.6 (Ders Numuneleri Kismz), p. 230.
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The period following the Constitutional revolution witnessed a wide variety
of ideas and streams of thought competing in the publications of era. For this reason,
this study strived to identify the state policy of education in the politically and
ideologically vibrant atmosphere of the late Ottoman education. While examining the
decennium between 1908 and 1918, it was not taken for granted as a transition
period. Cautioned against the retrospective point of view, which saw the period
under examination as a back stage of the identities produced in the Republican years,
the Ottoman and Muslim identity were clarified. The traces of nationalism and its
multi-faceted variants were pursued in the contextual analysis of textbooks. The
characteristics of the nationalism in the 1910s, which would be called Ottoman-
Muslim nationalism, were distinguished from the multiple forms of nationalism
among which Turkish nationalism was the most referred to as the state ideology in
the relevant literature. Yet, the history textbooks, similarly with the civics, displayed
no ethno-secular traces of nationalism until 1920s. Instead, Ottoman nationalism
ingrained in religious notions of history and past was apparent in the state approved
textbooks. This chapter on history also argued that the positivist epistemology
challenged religious notion of time. Textbooks presented a confusion of histories to
the students under three realms: general history, history of Islam and the Ottoman

history, the first two required two different epistemologies.
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CHAPTER 6

CONCLUSION

This thesis elaborated on the epistemological conflict in the production of the
school books. It documented the inconsistent narratives and tensions arising from the
two motives: the Islamic thought ingrained in the Ottoman nationalistic thought, on
one hand, and the positivist standpoint which penetrated in the philosophy of
education on the other. The religious knowledge in the primary schools was
confronted with the challenge of the secular standpoint and scientific outlook in the
social science studies more evidently following the Constitution of 1908. It argued
that the advent of the scientific pedagogy —which obliged religion to relinquish its
hold on education - reproduced the religious conception of education (tarbiyah). This
confrontation is hypothetically regarded as the defeat of the new on the old value and
systems. That is to say, the Unionists were thought to have left the religious ties and

undermined Islam with their secularist agenda.

Yet, the study revealed the increasing significance of moral education and
how it was bound up within the Islamic morals as well as noting the confusion of
knowledge due to inconsistent narratives. It also showed that following the 1913
curriculum, which defined the piousness as one of the character types targeted in
training students, the history and civics texts mostly were prepared on an Islamic

epistemological ground, as well as it indicated the way Islam was re-formulated in
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the religion textbooks with respect to the modern theories. To more or lesser degrees,
textbooks developed school knowledge on an Islamic language while teaching their

subjects.

The period also was examined for the indoctrination of the Turkish nationalist
ideology or “Turkification” in the Unionist policies. The intellectual debates
directing the educational journals, the contents of the children magazines and
journals were dominated by the Turkish nationalist ideas. In the kaleidoscopic
political atmosphere of the period, the dissertation aimed to fix the position of the
Party of Union and Progress through its policies on education. One hypothesis
undertook education in instilling Turkish nationalist thought in the contents of the
school books in parallel to the substantial debates. Another hypothesis regarded the
official Ottomanism and proposed its values on constitutional citizenship, which

sought the integration of the non-Muslims with Muslims.

The dissertation, after theoretically exploring the term "tarbiyah" and the new
pedagogy of the period, presented the way the epistemological conflict was
represented in three subjects from the primary school curriculum: religion, civics and
history. It revealed various authorships transgressing the official Ottomanist
ideology, fixed the distance of the Ottoman Muslim nationalism to the popular
variations of Turkish nationalism and shed light onto the Islamic connections and

underpinnings within the scientific pedagogy.

In the guidelines of the ministry (1915), raising a pious child was determined
one of the goals of primary schools. The religious hold on education continued in the
“moral education” agenda in the new educational theories and it always collaborated

with the Ottoman past. While religion set the moral grounds of education
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theoretically, the Ottoman sultans were used as practitioners and vivid examples of
the “glorious” past. Moral education re-placed and held as the central mission of the
educational revival so that the feeling of daring to conquer vast lands was aroused
just as the ancestors had achieved it in the past. The national history communicated
with what was Islamic in that the modern concepts regarding the present politics like

liberty, fraternity and equality, were legitimized within the religious codes.

The ideas of the politically constructed Ottomanism after the 1908
Constitution seems to be secured within the new limits of “true religion.” The
rational religion idealized in this resurrection protects the secular and liberal lines.
The doctrine of religion was redrawn so as to preserve its “purity” from the historical
forms of bigotry (hurafat). In this framework, although it is debated whether the
defense of Islamic civilization which diffused into the Unionist education policy was
in intrinsic or instrumental value, the fact was that an Islamic identity somehow
constituted part of the policy during the Constitutional regime at least for the early

years of childhood .

The defense of religion in school knowledge was reverberated in the
conviction that Islam was superior and more comprehensive than the knowledge
acquired through the induction method of new science. The present progress of
Europe was realized owing to the contributions of Islamic civilization and values
which were allegedly neglected by Muslims and caused backwardness. The failure is
seen in the lost universal values of Islam. Thus, the intrinsic motive that searched for
a reconciliation/ negotiation with modernity in the essential sources of Islam was an

effort to strengthen the faith, which was thought by the educators to be losing its
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credibility, especially among the youth. The revival of religion was by all means the

effort to save the fading religion and to make it more believable for the youth.

The idea of importation, which referred to vulgar modernization, was treated
meticulously in the making of the new education and curriculum. A search for an
eclectic educational philosophy which had arisen from the classical sensitivity that
Europe was only to be followed in its technology and science was proceeded.
Although the Unionist policy of Islam was doubted, or the role of religion was
underestimated, it is clear from the details of the guideline that there was a tendency
to make Islam and progressivist idea co-operate in the formation of an Ottoman

nationalism.

Yet, it is too assertive to bring forth an argument nullifying the process of the
secularization throughout. It also was documented that Islam was turned into a
school subject taught within pedagogical directions by leaving its agency behind
educational philosophy and curriculum making. This way, the pedagogy in the
Unionist period was distinct from the preceding Islamic pedagogy in the Hamidian
period while it became detached in its incorporation of a revived Islam from the
successive Republicanist secular pedagogical insights. It was interesting that as the
level of the books increased from elementary to secondary grades, the religiosity of
the narrations diminished. The confined comparison of high school books to the
elementary level rendered the result that both the use of the secular language
increased and a sharper criticism of the old regime were being made. Yet, this could
be marked as an expected result since one of the characteristics of the elementary

schooling is its being based on moral education chiming with Islamic teachings.
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Religious instruction in the modern schools was problematized for two
reasons: one was the “need” to categorize, classify and qualify the Islamic
knowledge with respect to scientific pedagogy; the second, the supposed “moral
depression” (ahlaki bunalim) among the youth who were noted as having lost their
faith under the influence of materialism. The underpinnings of the moral sensitivity
in the educational theories of the European pedagogues were outlined with respect to
the philosophical and historical evolution of education. Here, the two reasons
complemented each other in that the pedagogical methods and approaches applied in
the religious knowledge aimed to resurrect Islam so as to combat with the evils of

materialism.

The subject matter, method, and purpose of religious instruction were debated
in the years following the 1908 revolution. The educational journals brought the
issue of religious education into question and developed a new point of view that
categorized religious instruction in pedagogical terms. The aim of the instruction, the
methods and subject matters, which were to be leveled accordingly with the

biological and mental development of children, was reformulated in the period.

In search of this new pedagogical Islamic teaching, the textbooks broke away
from the classical texts of Hamidian period, which had explained religious
obligations through the rewards and punishment of religious system; textbooks,
following the Constitutional reform, developed a modern discourse which
reinterpreted and formulated the religious duties so that a scientific verification of
religious knowledge was reached. Except for Egribozi’s classical view, the
overwhelming tendency of the textbooks in the Second Constitutional Period

proposed an Islam approved by what the modern science discovered; however, this

320



relationship was founded upon religion’s validity and sufficiency against the modern,

not upon an inferior provision.

The scientific discourse used in explaining the prayers which theoretically
were performed for gaining the consent of God in the classical discourse of Islamic
teaching showed the effort of the “justification” of religion relying on its worldly part
that appealed to human reason. This is, in a sense, a defense of religion against the
discrediting of beliefs which was articulated more openly by some intellectuals
affiliated with the radical Westernist block in the Second Constitutional period.
Although one of the probable results of this scientification of religious knowledge,
the accounts of benefit (faide) and reason (hikmet), could be counted as the
secularization of religious content, this seems not to have been the intention of
authors exactly since they often admonished students that worshiping was made only
for God. This new understanding produced a defensive language against the victory

of the Western secular values and knowledge.

The content of the civics books was one of the most apparent terrains of the
battle between the secular and Islamic discourses. The years between 1908 and 1913
created a lack of authority in the production of civics books. In this sense, the books
produced in these years generally were blamed for being direct translations of
foreign texts directly by the educators. The Ottoman contextualization of the
translated civics books, which was demanded by the state, incorporated an Islamic

discourse in the textbooks in various degrees of authors’ affiliation.

Thus, the textbooks differentiated with respects to the years they were
produced. The ones which were produced in alignment with the program of 1913

resulted in an Islamic adaptation of the Kantian morality, which aimed to raise
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autonomous individuals who carried out their rationally defined duties. The
dissertation stressed the turning point from a theological epistemology to the
progressive sociological theory in school knowledge as well as noting that the state-
sanctioned textbooks became, within the pedagogical claims, the terrain of this clash
of ideas abridged from the substantial political thoughts in the chaotic atmosphere of

the Second Constitutional Years.

Although there were philosophical contradictions running through each
textbook between 1908 and 1926, most themes remained unchanged, such as the
significance given to progress in the material world. The facts, that the “ignorant”
and “lazy” people did not have value and honor, that they were useless for their soul

and the homeland, were common teachings in character education.

A self-reliant, entrepreneur, courageous and determined man was designed
and placed in opposition to what “old” understanding of education produced.
Children were propelled to develop an economic interest in world affairs. The ways
of capital accumulation, the political conditions of the liberal economy were
presented vivid examples generally drawn on the contrast between the economic
progress in Europe and the Ottoman state. The basis of a bourgeoisie of Muslim
Ottoman identity was taught in this context. The image of imperial Europe, the
colonies in Asia and Africa and the semi-colonial independents such as Ottoman

Empire drew the political and economic map of the world in the child’s mind.

Another considerable remark is that the texts generally depicted how
Europeans had progressed and had become wealthy and happy instead of
highlighting the disastrous results for the colonized people. That is to say that

although the texts generated anti-European imperialism, they did not develop an anti-
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colonialist idea at all. The anti-European narrative called Muslims to be aware and
organized against foreigners. Such narratives evidently violated the principles of
Ottomanist ideology; instead the Muslim identity was urged as an inner circle within
the constitutional citizenship identity which was theoretically meant to integrate non-

Muslims and Muslims in the modern schools.

One of common points was the Constitutional regime and the importance of
state organs. In years between 1913 from 1920, the authors focused on how the state
was to be saved while the emphasis was how the state was constituted in the 1920s.
The foundation of state and technical details on its institutions occupied a substantial
number of pages in textbooks in years 1908-1913 and in the 1920s. The question of
the necessity for a state brought up the issue of making up a community. The most
visible institutions of the government such as law, police and gendarme, army and
state officers were explained. The establishment of a government was presented as an
imperative of community life, where the stronger people tended to dominate the
weaker. Hence, the state was called a power that protected the weak against the

powers both inside and outside.

Though the subject matters were almost the same in civics, it was the
philosophical turn drawn in this study. The textbooks published in the liberal
atmosphere of the Constitutional regime (1908- 1913) seemed to differ from those
published after the government control issued an authorization on textbooks in 1913.
What marks the textbooks published between 1913 and 1921 lies in the religious
character in the conception of duties derived from Kantian morals which intended to
raise an autonomous man who did his duties framed within the laws. The years

between 1908 and 1913 created a liberal atmosphere and secular penchant. The
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books of ismail Cezmi, Hiiseyin Hifz1, Mehmed Hazik and Hakki Behi¢ were
marked as not comprising a part such as “duties to God.” The imagination of man out
of the universe of God prevailed in the texts while all the later-published books (until
1927) configured “man and his duties” in the circle of the Supreme Being of God
according to the curriculum of 1913. Similarly, the use of hadiths and the Quran
seemed not to take an explicit degree in the formation of this secular discourse. The
duties were revealed as born within the requirements of the community, state,

government and laws in these texts.

At this point, the secular worldview in some of the pre-1913 textbooks bore
resemblance to the general peculiarities in the post-1920 period, while the years
between 1913 and 1920 signify a more religious character accompanied by an anti-
European tendency. The curriculum of 1913 reflected the inculcation of two duties
simultaneously at the turn of the nineteenth century: enlightening and moralizing
mankind. The Unionist education policy proposed “moralizing the modern man”
against the ills of liberties arising from the enlightenment. Thus, the philosophy of
education tended to preserve a conservative character against the emancipation spirit
through schooling. For this reason, the civics teaching was imbued with Islamic
morality teaching, which was also evident in the emphasis on morals in the original
title of the civics books, called with Musahabat il Ahlakiye, Diniye, Tarihiye,

Medeniye (Assessments on Morality, Religion, History, Civilization).

The widespread use of terms such as the Turks, Turkish history and Turkish
nationalism in the educational journals did not take place in the history books. The
use of Turkish nationalism in children’s journals was apparent while the state

guidelines did not pronounce the word Turk. The content of the children’s journals
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where the epics of Ergenekon and Bozkurt were recounted and being a Turk was
overtly instilled described the creation of a “nationalistic generation” with. Ottoman
nationalism with a religious tone, instead, is incorporated to the educational
objectives. The emphasis on the Muslim-Ottoman identity was manifested in the
analysis of the civics and history textbooks. The Unionist education noted for its
anti-foreign peculiarity made the Islamic and Ottoman lines align closely. As a
result, a revival of its own was envisaged upon the parochial values besides

increasing reservation towards Western civilization.

The propaganda of the Turkish identity was confined to the origins of the
Ottoman state, in contrary to the contents of the readers for the primary schools.
History textbooks, as the substantial carriers of the nationalist discourses drew the
locus of the imagined past. Drawing a common past for the multi-ethnic and
religiosity of the Empire was already imbued with manifold subtleties. The
foundation of the Ottoman state was marked as the beginning of Ottomans; and
Turks were only mentioned with their origins from Oguz Khan within a very limited

amount of space generally.

Although Turks were mentioned as the founders in the beginning, it is also
emphasized in the texts that the national identity was no longer the Turks but the
Ottomans who had become a mixed nationality throughout centuries. In this respect,
the history textbooks do not structure the background of the Turks in the Central
Asia; even the Seljuk Empire was not given a considerable role in the historical
journey of Turks to Anatolia and as a preceding Turkish state. The standpoint of
Ottoman History textbooks by no means proposed the Turkish nationalist idea to the

students. Instead, Ottomanism was protected strictly while the power of the Sultanate
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was rivaled with the enlightened young generation and their agency in leading the
state to betterment and progression. The sultans made up the periodization in the
teaching of Ottoman history. Yet, different from the previous period, the sultans were
highlighted with both their successes and failures. The depiction of the corruption
and confusion in the palace take its place as well as the narratives revealing the
personal drawbacks of the sultans. The narratives developed critical point of view in
the flawed policies and even regarding the personal lives of the sultans in the past.
The Unionist curriculum of history differed from the Hamidian history books in that
the sacredness of the Ottoman sultanate was opened to criticism. Historical failures
were held in more realistic reasons although no economic and social background was
promoted to discuss the historical events. The pashas were presented as saviors of
the Ottoman family and state at times of the failures and bad governance. The
Tanzimat marked the beginning of the narratives presenting pashas as agents in the
governments. The focus of the authors in the pashas was articulated over the

opposition of the Young Ottomans and Young Turks successively.

Textbooks fell in two different notions of time with the confrontation of the
religious epistemological standpoint with the positivist history line. The positivist
history conception, which nullified the established “creation,” and the time notion
triggered the confusion on where to start history. In a considerable number of
textbooks, both views were embraced simultaneously. The religious lines were
observed to be interwoven with the secular production. The first man was imagined
still to have been Adam, yet his qualities referred to him as having been a savage
rather than a prophet. There were also authors who consistently adapted a secular

knowledge only or religious narration. Yet, it was the history program of 1913 which
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had yielded this conflict an inevitable one. The program proposed Islamic History
and General History, which produced two histories within two different time notions.
In other words, Islamic History, which was a history of the prophets, was the
religious interpretation of the General History or vice versa. Thus the whole history
program was in conflict in itself, as well as the differences created by the
authorships. The standpoints of authors reflected how they handled the two

discourses at the same time.

The comparison of the primary school texts to those of the upper grades
showed the religiosity attributed as part of the pedagogical program. Hence, the
pious character of the primary education policy aggravated the contradiction and
made the secular and religious lines more visible in the sample of primary school
social science context. In comparison to this study, the textbooks of the upper grades
promise to yield some more consistent secularized contents. Yet, as far as the
documents indicated with the references to “moral depression,” which was defined as
the spirit of the youth in- between the materialist philosophies and religious values,
the search for contradictory knowledge could be led on the secondary education

textbooks inter-courses.
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BOA, MF.MKB 210/147
BOA, MF.MKB 210/47
BOA, MF.MKB 210/56
BOA, MF.MKB 211/10
BOA, MF.MKB 211/85
BOA, ME.TTD 58/60

BOA, MF.TTD 58/67-68
BOA, ME.TTD 58/74

BOA, ME.TTD 58/88

BOA, ME.TTD 58/89

BOA, MF.TTD 58/127

328



BOA, ME.TTD 60/15
BOA, ME.TTD 60/20
BOA, MFE.TTD, 63/16/6
BOA, MF.TTD 63/16/13
BOA, MF.TTD, 63/16/16
BOA, MF.TTD, 63/16/17
BOA, MF.TTD, 63/16/18
BOA, MF.TTD, 63/16/27
BOA, MF.TTD, 63/16/29
BOA, MF.TTD, 63/16/32
BOA, MF.TTD, 63/16/34
BOA, MF.TTD, 63/16/35
BOA, MF.TTD, 63/16/37
BOA, MF.TTD, 63/16/39
BOA, MF.TTD, 63/16/44
BOA, MF.TTD, 63/16/45
BOA, MF.TTD, 63/16/47
BOA, MF.TTD, 63/16/48
BOA, MF.TTD, 63/16/57
BOA, MF.TTD, 63/16/58-60
BOA, MF.TTD 63/52/
BOA, ME.TTD 63/54
BOA, ME.TTD 63/54/1-5

BOA, ME.TTD 63/76
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BOA, MF.TTD 63/75-81
BOA, ME.TTD 63/76
BOA, ME.TTD 63/77
BOA, ME.TTD 63/79-80
BOA, MF.TTD 63/93
BOA, ME.TTD 63/94
BOA, ME.TTD 63/95
BOA, ME.TTD 63/96
BOA, ME.TTD 63/97
BOA, TTD 63/18

BOA, MF.VRK 32/39/1-2
BOA, MF.VRK 33/21/1

BOA, MF.VRK, 33/56

Textbooks

Abdiilkadir. Cocuklarima Resimli Kiiciik Osmanli Tarihi. [Istanbul]: Saadet ve
Tefeyyiiz Kiitiiphaneleri, 1329.

Ahmed Cevad. Muhasabat-1 Ahlakiye, Sihhiye, Medeniye, Vataniye ve Insaniye.
Istanbul: Kiitiiphane-i islam ve Askeri, 1330. (Mekatib-i Iptidaiyenin besinci
ve mekatib-i sultaniye sunuf-1 iptidaiyesinin dordiincii senesine mahsustur).

Ahmed Rasim. Kiiciik Tarihi Osmani. Istanbul: Artin Asadoryan, 1306. (Sibyan
Mekteplerine mahsustur).

Ahmed Resid. Haritali ve Resimli Miikemmel Tarih-i Osmani. Dersaadet: Tefeyyliz
Kiitiiphanesi, 1326. (Umum mekatib-i idadiyelerde tedris edilmek tizere tertip
edilmistir).

Ahmet Hamdi Aksekili. Islam Dini Fitridir. istanbul: Evkaf-1 Islamiye Matbaasi,
1341. (Maarif Nezareti Telif ve Terclime Enclimenince mazhar1 takdir
olmustur).
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Ahmet Mithat. Darulfiiniin Dersleri, Tarih-i Umumi. Dartlhilafe: Sirat-1 Miistakim
Matbaasi, 1328.

Ahmet Refik. Muhtasar Tarih-i Umumi. [Istanbul]: Kiitiiphane-i Islam ve Askeri,
1330. (Mekatib-1 sultani besinci smif ve mekatib-1 iptidaiye besinci ve altinci
siniflara mahsustur).

Ahmet Refik. Muhtasar Resimli Tarih-i Osmani. Dersaadet: Kiitiiphane-i Islam ve
Askeri, 1332. (Biitlin padisahlarin resimlerini ve sakirdana mahsus tarihi
kiraatleri havi olmak tizere mekatib-i iptidaiyeye mahsus tertip edilmistir).

Ahmet Refik. Muhtasar Tarih-i Umumi. Istanbul: Kiitiiphane-i islam ve Askeri,
1330.

Ahmet Refik. Muhtasar Tarih-i Umumi. Istanbul: Kiitiiphane-i Islam ve Askeri,
1330. (Mekatib-1 sultani besinci smif ve mekatib-1 iptidaiye besinci ve altinci
siniflara mahsustur).

Ahmet Refik. Yeni Osmanli Tarihi. [Istanbul]: Kiitiiphane-i Islam ve Askeri, 1333.
(Mekatib-1 iptidaiye ve sultaniyenin dordiincii senelerine mahsustur).

Ahmet Refik. Tiirkiye Tarihi. Istanbul: Kiitiiphane-i Hilmi, 1923-1342

Ahmet Refik, Umumi Tarih- Kurunu Ula, Kurunu Vusta. Istanbul: Kiitiiphane-i
Hilmi, 1926. (Miitehassis komisyon raporu ve maarif vekaleti talim ve terbiye
dairesinin 1100/3 numarali karariyla mekteplere kabul edilmistir. [Tk mektep,
Dérdiincii Sinif)

Aksekili Ahmed Hamdi. Dini Dersler. Istanbul: Amedi Matbaasi, 1339-1342.
Ali Haydar and A. Ziya. Yeni Malumat-i Medeniye. Istanbul: Kanaat Kiitiiphanesi,
1330. (Mekatib-i riigdiyenin ikinci senelerinde okutulmak iizere programa

muvafik olarak yazilmistir).

Ali Haydar. Tarihi Umumi- Enbiya ve Beni Israil Tarihi. Bursa: Hilal Matbaast,
1330.

Ali Irfan. Terbiye-i Insaniye ve Medeniye. Istanbul: Tefeyyiiz Kiitiiphanesi, 1329.
(Maarif Nezaretinin son programina tevfikan ve gayet acik ve sade bir lisan ile
muharrer olup nur seydegan-1? vatana hayat —1 insaniye ve i¢timaiyeyi talim

eder).

Ali Nazima (Mekatib-1 Miilkiye-1 Sahane Miidiir muavini). Tarih-i Nazima,
Kiiciiklere Tarih-i Osmani. Dersaadet: Kasbar, 1313.

Ali Necati. Malumat-1 Medeniye ve Ahlakiye. Trabzon: Mihailidi Matbaasi, 1327.
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(Mekatibe mahsus olup usul-u idare ve hayat-1 ictimaiyemize dair gayet miifid
mebahisi havidir. Yeni programa tevfiken umum mekatibde tedrisi tensib
edilmistir).

Ali Resad. Cocuklara Tarih Dersler, Islam, Tiirk ve Osmanli Mesahiri. 1stanbul:
Matbaa-1 Amire, 1332.

Ali Resad, and Ali Seydi. Tarih-i Islam- Haritali ve Resimli. Dersaadet: Kanaat
Matbaasi, 1330. (Mekatibi Riisdiyenin birinci senesi i¢in kabul edilmis son
programa tevfikan tertip edilmistir).

Ali Seydi. Musahabat-1 Ahlakiye (Devre-i Aliye Birinci Sene). Istanbul: Tefeyyiiz
Kiitliphanesi, 1336. (Maarif nezaretini celilesince bilumum mekatibde tedris
edilmek tizere kabul edilmis ve bu kere tashihat ve tadilat icrasiyla yeniden tab
olunmustur).

Ali Seydi. Tarih-i Islam. [Istanbul]: Kanaat Matbaas1, 1330. (Mekatib-i Iptidaiye’de
tedris edilmek iizere resmi programa kabul edilmistir).

Ali Seydi. Terbiye-i Ahlakiye ve Medeniye. Dersaadet: Artin Asadoryan, 1329.
(Mekatib-1 riigdiye ve idadilerde tedris edilmek tizere tertip edilmistir).

Ali Seydi. Terbiye-i Ahlakiye ve Medeniye. Dersaadet: Artin Asadoryan Matbaasi,
1331. (Mekatib-i riisdiye, idadiye, sultaniye ve dariilmualliminlerde tedris

edilmek tizere tertip edilmistir.)

Ali Seydi. Vezaif Nazariyesi Uzerine Miirettip Ahlak-1 Dini. Istanbul: Kanaat
Kiitliphanesi, 1329.

Ali Seydi. Vezaif-i Medeniye. Mekatib-i Iptidaiye Sakirtlerine Mahsus. Istanbul:
Kanaat Kiitiiphanesi, 1328.

Ali Seydi. Vezaif-i Medeniye. Kism-1 Evvel. Dersaadet: ikdam Matbaasi, 1328.
(Mekatib-1 iptidaiye sakirtlerine mahsustur).

Ali Seydi. Yurt Bilgisi (Dérdiincii Smif). Istanbul: Kanaat Kiitiiphanesi, 1929.

Ali Seydi. Yurt Bilgisi. Istanbul: Kanaat Kiitiiphanesi, 1929. (K6y Mekteplerinin ve
Ilkmekteplerin Ugiincii Sinifina Mahsustur)

A. Memduh and Ahmet Halid. Umumi Tarih (Numune Mektepleri igin). Istanbul:
Zerafet Matbaasi, 1330.

A.Riza. Iptidailere Malumat-1 Ahlakiye ve Medeniye. Istanbul: Nefaset Matbaast,

1331. (Maarif Nezareti celilesinin mekatip programina tevfikan tertip ve umum
mekatib iptidaiye liclincii senelerinde okunmasi resmen kabul olunmustur).
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A.Riza. Tarih-i Umumi. Istanbul: Karabet Kiitiiphanesi, 1327. (Yeni programa
tevfiken tertip ve mekatib-i idadiyede tedris olunmak iizere Maarif Nezareti
celilesince kabul edilmistir).

Behget Kami. Tarih-i Islam (Cocuklar igin). [Istanbul: Arakil Matbaas1, 1330.

Doktor Ali Vahid. Cocuk Biiyiitme [Imihali. Istanbul: Vatan matbaasi, 1340. (Tiirkiye
Himaye-1 Etfal Cemiyeti Hifz1 Sihha Subesi Nesriyatindan)

Dr. Hazik. Malumat-1 Ahlakiye ve Medeniye. Istanbul: Keteon Bedrosyan Matbaas,
1328. (Umum Mekatib-i riigdiyelerin iigiincii senesinde tedris edilmek iizere)

Egribozi Ali Irfan. Malumat-1 Diniye, Birinci Kisum. Istanbul: Sirket-i Miirettebiye
Matbaasi, 1329. (Maarif Nezaretinin en son programina tevfikan gayet acgik ve
sade bir lisan ile muharrer olup nuristekan?-1 vatana hayat-1 diniyelerini talim
eyler.)

Faik Sabri. Cocuklara Cografya Dersleri.Dersaadet: Kiitiiphane-i Islam ve Askeri,
1334. (Miisahede, Miilahazat, Muhakeme Esaslarina Miistenid, Devre-i
Mutavassita Birinci Sinif).

Faik Sabri. Cocuklara Cografya Dersleri. Istanbul: Kiitiiphane-i islam ve Askeri,
1337. (Miisahede, Miilahazat, Muhakeme Esaslarina Miistenid, Devre-i
Mutavassita Ikinci Sinif)

Faik Sabri. Kiiciik Mekteplilere Cografya Dersleri. Dersaadet: Kanaat Kiitiiphanesi,
1334. (Ugiincii ve Déordiincii Kisim, Mekatib-i Iptidaiye, Devre-i Aliye Ikinci
Simif)

Faik Sabri. Cocuklara Cografya Kiraatleri. istanbul: Matbaa-i Amire, 1332. (Bir ve
Iki Muallimli Mekteplere Mahsus- Devre-i Mutavassita)

Nuri, Ameli Malumat-1 Diniye. Dersaadet: Sirket-1 Miirettebiye Matbaasi, 1332.
(Hissiyat-1 masumane ile pak ve miinevver olan evlad-1 muhdinin efkar-1
islamiyelerini tenvir ve takviyeye, meleke ve memareselerini tesrie ve teshile
medar olacak vazifelerini dahi tertip olunmustur. Devre-1 Ula, Birinci Sene)

Hakki Behi¢. Malumat-1 Medeniye ve Ahlakiye. Dersaadet: Kanaat Kiitiiphanesi,
1327. (Mekatib-i Idadi)

Hasan Suri. Tarih-i Umumi. Dersaadet: Karabet Matbaasi, 1309. (Vilayet-i
Sahanedeki Mekatib-i Idadiyenin 1310 senesinde Maarif Nezareti celilesince
tayin ve tanzim olunan programa tevfiken tertip olunmustur).

Hiseyin Hifz1. Hiilasa-i Tarih-i Umumi, Kurun-u Vusta. Dersaadet: Tefeyyiiz
Kiitliphanesi, 1326.

Hiiseyin Hifz1. Malumat-1 Medeniye. Istanbul: Tefeyyiiz Kiitiiphanesi, 1326.
(Mekatib-i riisdiye ve Idadi)
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Hiiseyin Hifz1 (Necmi Terakki mektebi ve gazetesi miidiri). Malumat-1 Medeniye.
Dersaadet: Tefeyyiiz kiitiiphanesi, 1326. (Yeni program mucibince mekatibi
iptidaiyede tedris edilmek {izere tertip edilmistir. Birinci Kisim).

H. Natan and Mithat Sadullah. Yeni Musahabat-1 Ahlakiye, Diniye, Medeniye,
Tarihiye. Istanbul: Sirket-i Miirettebiye, 1333. (Devre-i Aliye, Birinci Sinif)

Ibnul Cevad Efdaliiddin. Kiiciiklere Osmanli Tarihi. [Istanbul]: Karabet Matbaasi,
1329-1327. (Maarif nezaretinin kabul ettigi resmi programa gore Riisdi ve
idadi mekteplerinin ikinci smiflarinda okutturulmak tizere tertip olunmustur).

Ibnul Nuzhet Cevad. Ravza-i Tarih-i Osmani. istanbul: Kasbar Matbaasi, 1328.
(Maarif nezaretinin en son programina tevfikan tertip ve mekatib-i riisdiyede
tedris edilmek iizere tahrir edilmistir).

Ibnul Niizhet Cevad. Tarih-i Umumi. istanbul: Artin Asadoryan, 1328. (1326, 1325
sene-1 tedrisiyesine mahsus olmak iizere erbab-1 ihtisastan miitesekkil
komisyon tarafindan mekatib-1i idadiye tedrisati i¢in tanzim ve tahrir olunup
meclis-1 maarifce bittetkik kabul olunan miifredat programma tevfiken tertip
edilmistir).

Ibrahim Alaaddin(trans.). Bedii Terbiye. istanbul: Resimli Gazete, 1341.

Ihsan Serif. Cocuklara Tarih-i Osmani. Dersaadet: Kanaat Kiitiiphanesi, 1331.
(Mekatib-1 iptidaiyenin devre-1 mutavassita birinci senelerinde tedris olunmak
iizere bil-miisabaka birinci derecede kabul edilmistir).

Ihsan Serif. Cocuklara Tarih Dersleri. Dersaadet: Kanaat Kiitiiphanesi, 1334.
(Mekatib-1 iptidaiye devre-1 ula ikinci senelerinde tedris olunmak iizere bil-
miisabaka birinci derecede kabul edilmistir).

Ismail Cezmi. Malumat-1 Ahlakiye ve Medeniye Dersleri. Istanbul: Artin Asodaryan,
1328.

Kolagas1 Ali Cevad. Muhtasar Tarih-i Osmani. Dersaadet: Kasbar matbaasi, 1314.
(Umum mekatib-i riisdiyenin ikinci senelerinde tedris olunmak {lizere maarif
nezareti celilesi tarafindan kabul buyurulmustur).

Kopriilizade Mehmet Fuat. Milli Tarih. Istanbul: Kanaat Kiitiiphanesi ve
Matbaasi, 1340. (Dordiincii Smif)

Képriiliizade Mehmet Fuat. Mesrutiyette Terbiye-i Etfal. Dersaadet: Necm-i Istiklal
Matbaasi, 1327. (Istanbul maarif miidiriyetinde ahiren teskil eden komisyon
karartyla mekatib-i rlisdiyenin birinci senesinde tedris olunmak tizere kabul
edilmistir.)
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Kiireli Ahmet Ziyaettin. Malumat-1 Diniye. Istanbul: Sirket-i Miirettebiye, 1333.
(Devre-i Ula, Birinci Sinifa)

Kiireli Ahmet Ziyaettin. Malumat-1 Diniye. Istanbul: Matbaa-i Sems, 1333.
(Dordiincii Kisim)

Kiireli Ahmet Ziyaettin. Cocuklara Malumat-1 Diniye Dersleri. Dersaadet: Kanaat
Kiitliphanesi, 1338. (Maarif Nezareti celilesince tanzim olunan son miifredat
programina tevfikan tertip olunmus ve nezaret mesarileyh tarafindan bittetkik
bilcimle mekatib-i iptidaiyede tedris edilmek iizere kabul buyurulmustur.
Devre-1 mutavassita, birinci smnif)

Mehmed Abdiilkadir. Malumat-1 Medeniye ve Ahlakiye. 1stanbul: Keteon
Bedrosyan, 1326. (Maarif Nezareti celilesinin tanzim ettigi son programa
muvafik olmak iizere tertip edilmistir)

Mehmed Asim, Ahmed Cevad. Anadolu Yavrusunun Din Kitab. 1stanbul: Matbaa-1
Amire, 1332. (Devre-i Ula Birinci Sene)

Mehmed Asim and Ahmet Cevad. Anadolu Yavrusunun Kitabi: Malumat-1 Diniye.
Istanbul: Kiitiiphane-i Islam ve Askeri, 1338. (Mekatib-i Iptidai, Altinc1 Sinif)

Mehmed Halid. Kur’an Muallimi. Istanbul: Matbaa-i Amire, 1341.
Mehmed Hazik. Malumat-1 Medeniye. Istanbul: Matbaa-i Amire, 1324.

Mehmet Emin. Malumat-1 Vataniye. Istanbul: Matbaa-i Amire, 1340.
(liseler ve muallim mektepleri i¢in).

Mehmet Masum. Riistiyelere Tarih-i Umumi. Istanbul: Ikramiyeli Matbaa, 1326.

Mehmet Necip (Mekatib-i Iptidaiye Miifettisi). Cocuklara Mahsus Muhtasar Tarihi,
Selatin- i Osmani. Bursa, N.p., 1321.

Milasli Ismail Hakki. Din-i Islam ve Ulum-u Fiinun. Dersaadet: N.p, 1328.

Mithat Sadullah. Malumat-1 Vataniye ve Medeniye. Istanbul: Sirket-i Miirettebiye,
1340.

Mithat Sadullah. Sualli Cevapli Malumat-1 Medeniye Dersleri. Istanbul: Miirettebin-i
Osmaniye Matbaasi, 1328. (Yedi senelik mekatib-1 idadiyenin ikinci ve tiglincii
smiflariyla, mekatib-i riigdiyenin ikinci ve ligiincii senelerinde tedris edilmek
iizere tertip olunmustur).

Mithat Sadullah, Muallim A. Memduh and Muallim Ahmet Halit. Kiiciik
Mekteplilere Umumi Tarih. Istanbul: Sirket-i Miirettebiye, 1334. (Maarif-i
umumiye nezareti celilesi telif ve terciime heyetince bittetkik biitiin iptidai
mekteplerde okutulmak tizere kabul edilmistir).
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Muallim Abdiilbaki, Cumhuriyet Cocugunun Din Dersleri. [Istanbul]: Tefeyyiiz
Kiitiiphanesi, 1928-1929 (Maarif vekaleti milli talim ve terbiye dairesinin 23 —
VI-1928 tarihli ve 88 numarali karariyla ilk mekteplerin dérdiincii ve kdy
mekteplerinin tigiincii siiflari i¢in kabul edilmistir.)

Muallim Ersed. Muvazzah Malumat-1 Diniye. Istanbul: N.p., 1333. (Maarif-I
Umumiye nezareti celilesince tanzim olunan son miifredat programina tevfikan
tertip edilmis ve nezaret mesarileyh tarafindan bilciimle mekatib-i iptidaiyede
tedris edilmek tlizere kabul buyurulmustur. Mekatib-1 iptidaiyenin birinci smif
talebesine mahsustur.)

Muallim Ersed. Muvazzah Malumat-i Diniye. Istanbul: N.p., 1334.
Muallim Hafiz Ersed. Malumat-1 Diniye. Dersaadet: Kanaat Matbassi, 1338. (Devre-i
Mutavassita Ikinci Sene)

Muallim Hafiz Ersed. Malumat-1 Diniye, Birinci Kitap. Dersaadet: Kanaat Matbaasi,
1338. (Devre-i Ula, Birinci Sene)

Muallim Ersed. Muvazzah Malumat-1 Diniye, Uciincii Kisim. Istanbul: Orhaniye
Matbaasi, 1339(Maarif Vekaleti celilesince bilciimle mekatib-i sultaniyenin
sunuf-u iptidaiyesinde ve umum mekatib-i iptidaiyede tedris edilmek iizere
kabul buyurulmustur. Devre-1 Mutavassita, Birinci Sene)

Muhyiddin. Kainata bir Nazar yahut Miicmel Tarihi Umumi. Dersaadet: Kasbar
Matbaasi, 1307.

Muslihiddin Adil Taylan (Dariilfiinun Mukayeseli Hukuk Idare Miidiri). Cumhuriyet
Cocuklarina Malumat-1 Vataniye. istanbul: Kiitiiphane-i Hilmi, 1926.
(Miitehassis komisyonun raporu lizerine milli talim ve terbiye dairesinin 1926
numerosu ve 24 Agustos tarihli karar1 ile mekteplere kabul edilmistir. Tk
Mektep Dordiincii sinif).

Nazim [I¢sel]. Ameli Malumat-1 Diniye, Birinci Kitap. Istanbul: Matbaa-i Hayriye ve
Stirekast: 1331. (Devre-1 Ula, Birinci Sinif).

Nazim[i¢sel]. Ameli Malumat-1 Diniye. Istanbul: Kiitiiphane-i islam ve Askeri, 1333.
(En son programa gore tertip edilmistir. Devre-1 Aliye, Birinci Sene. Ziikiir ve
inas mekatib-i sultaniyenin besinci senesiyle mekatib-i iptidaiyenin devre-i
aliye birinci senesinde tedris olunmak lizere Maarif nezareti tarafindan kabul
edilmistir.)

Nazim [I¢sel]. Ameli Malumat-1 Diniye. Istanbul: Kiitiiphane-i Islam ve Askeri,
1335. (Ziikur ve inas mekatib-i sultaniyenin besinci ve mekatib-1 iptidaiyenin
altinc1 senelerinde tedris olunmak {izere maarif nezareti tarafindan kabul
edilmistir. Devre-i Aliye, ikinci Sene)

336



Nazim [I¢sel]. Ameli Malumat-1 Diniye, Kitab-1 Hac Zekat. Istanbul: Matbaa-i
Hayriye ve Siirekasi, 1331. (Son programa gore tertip edilip mekatib-i iptidaiye
siniflarinda tedris edilmek iizere maarif nezaretince kabul edilen ulum-u diniye
kiilliyatinin sultani sekizinci smiflarina mahsus kismidir.)

Nazim Nuri [I¢sel]. Mekteplilere [imi Malumat-1 Diniye. Istanbul: Necm Istikbal
Matbaasi, 1339.

Nazim [I¢sel]. Yeni Musahabat-1 Ahlakiye, Diniye, Tarihiyye, Sithhiyye ve Medeniye.
Istanbul: Kiitiiphane-i Hilmi, 1337. (Maarif Vekaleti Celilesi tarafindan ziikur
ve inas mekatib-i iptidaiye ile sultani iptidaiyelerinde tedris olunmak iizere
kabul edilmistir.)

N.a. Malumat-1 Medeniye. Dersaadet: Vezir Haninda 48 nolu Matbaa, 1327.

N.a. Malumat-1 Medeniye. istanbul: Vezir Haninda 48 nolu Matbaa, 1327. (Umum
Mekatib-1 Iptidaiyelerin ikinci ve tiglincii senelerinde tedrise elverisli surette
tertip edilmistir).

N.a. Malumat-1 Medeniye. Dersaadet: (Vezir Haninda 48 nolu Matbaa), 1327. (Yeni
program mucibince Umum Mekatib-i Riisdiyenin ikinci senesinde tedris
edilmek tizere tertip edilmistir).

N.a., Ziikiir Riisdiye Mekatibine Mahsus Birinci Ilmihal, (N.p., 1318)

N.a. Yeni Kiiciik Tarih-i Islam. Dersaadet: (Babiali Caddesinde 18 numarali
matbaada tab olunmustur), 1327. (Maarif vekaletinin son programinca mekatibi
iptidaiyede tedris edilmek tizere tab ve tertib edilmistir).

Orhan Fuad. Musahabat-1 Ahlakiye ve Malumat-1 Vataniye. Istanbul: Ikdam
Matbaasi, 1924.

Osman Fahri. Musahabatiil Ahlakiye, Sthhiye, Tarihiyye, Medeniye. Istanbul:
Tefeyyiiz Kiitiiphanesi, 1332. (Maarif-1 Umumiye Nezaretinin teskil ettigi bir
ve iki dershane ve muallimli mekatib-i iptidaiyenin devre-i ula miifredat
programina muvafik olarak tertip edilmistir).

Pir Hazarizade Abdiissamed Fahri. Malumat-1 Medeniye ve Ahlakiye. Istanbul: Cihan
Matbaasi, 1331. (Idadiye ve sultaniyeler i¢in)

Ramirez, Francisco O., Boli, John. “The Political Construction of Mass Schooling.
European Origins of Worldwide Institutionalization.” Sociology of Education,
60 (1) Jan., 1987: 2-17.

Sabri Cemil (Uskiip idadisi miilkiye muallimi). Kiiciik Tarih-i Umumi. Istanbul:
Kiitliphane-1 Askeri, 1327.

Selanikli Faik. Malumat-1 Medeniye. Istanbul: Karabet Matbaas1, 1908.
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Selanikli Tevfik (Sabah gazetesi ser muharriri). Muhtasar Tarihi Osmani. Dersaadet:
Matbaa-1 Kiitiiphane-i Cihan, 1323.

Selim Kohen. Resimli Muhtasar Tarih-i Osmani. Dersaadet: Artin Asadoryan, 1327.
(Umum mekatib-i iptidaiye-1 Osmaniyede tedrise elverisli olmak iizere gayet
acik ve basit bir usliip ile tahrir edilmistir).

Taylan, Muslihiddin Adil. Cumhuriyet Cocuklarina Malumat-1 Vataniye. Istanbul:
Kiitliphane-1 Hilmi, 1926.

Tiiccarzade brahim Hilmi. Cocuklara Ilk Cografya. Istanbul: Kiitiiphane-i islam ve
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APPENDICES

A. A mini-survey conducted by Ismail Hakk1 in Balikesir

Student | Father Profession Age | Religion | Nationality Sultan Capital
Name of fathers
Irfan Ahmed - 8 Islam
Mithat Mustafa Tailor 7 Islam From here
(abaci)
Halil Halil Owner of 10 From Turk I saw his
Ibrahim coffeehouse here(this picture but
(kahveci) place) I don’t
know his
name
Ismail Mehmet | - 8 - - - -
Emin
Mustafa | Haci Owner of Oruggart | - - -
Ibrahim | coffeehouse district
(kahveci)
Mehmet | Halit Harvester 8 Balikesir | From this - -
(orake1) nation, Turk
Hiisnii Haci refet | Small dealer | 9 Islam Islam - -
(bakkal)
Rufk1 Sakir Harness 11 Muslim Turk Sultan
maker Mehmet
(Sarag)
Mehmet | Ahmet Blacksmith 10 Islam Turk - -
(demirci)
Ahmet Hidayet Maker of 8 From - - -
felt (Kegeci) Bigadic
Kadri Mustafa Winegrower | 9 Islam - - He is
(Bagc1) sitting
in the
Heaven
Dilaver | Siilleyman | Lieutenant 5 Muslim | Muslim - -
(ylizbas1)

Ismail Hakki, “Miiesseselerden Ismail Hakk: Tarafindan Verilen izahat,” Milli Talim
ve Terbiye Cemiyeti Mecmuast 1, no.1 (Eyliil, 1332), p.14.
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B. Bizi Yaradan

Muallim- (Talebeden 29 numarali efendiye) Oglum su 6niindeki masay1 goriiyor
musun? Bunu kim yapt1 acaba?

Sakird- Efendim marangoz yapti.

Muallim- Yani oglum birisi size gelse de dese ki “Bu masa kendi kendine yapild1?
Sonra kendi kendine bu smnifa geldi.” inanir misiniz?

Sakird- Hayir efendim, inanmam.

Muallim- Nigin inanmazsiniz? 25?

Sakird- Efendim nasil olur? Masa kendi kendine yapilir m1?
Muallim- Ya nasil yapilir?

Sakird- Efendim bir marangoz yapar.

Muallim- Yani oglum, ya masa kendi kendine buraya gelebilir mi?
Sakird- Hayir efendim.

Muallim- Ya nasil gelir?

Sakird- Efendim birisi getirmistir. Buraya koymustur.

Muallim- Yani oglum bu masayi nasil bir yapan var ise su kapiy1 da yapan var mu
yok mu? 30?

Sakird- Var efendim.

Muallim- Kim acaba?

Sakird- Yine marangoz efendim.

Muallim- Ya gordiigiiniiz su resimler kendi kendilerinden mi olmustur?
Sakird- Hayir efendim, bunlar1 da bir yapan var.

Muallim- Demek etrafimizda ne goriirsek onlarin hig biri ortaya kendiliginden
cikmamistir, hepsini bir yapan var. Degil mi oglum? Ya bizi insanlar1 da bir yapan
bir yaradan yok mu? 40?

Sakird- Var efendim.

Muallim- Peki kim oglum?
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Sakird- Allah.

Muallim- Aferin oglum. Allah, Cenab-1 Hak yalniz bizi mi yaratt: oglum?
Hayvanlar1 da yaradan kim?

Muallim- Ya bu {izerinde yasadigimiz topragi, taslari, agaclari, denizleri, rmaklar1
gokleri, yerleri hasili her seyi yaradan kim?

Sakird- Yine Allah Teali.
Muallim- Peki oglum “yaratmak™ ne demek?
Sakird- Yapmak?

Muallim- Evet oglum “yapmak™.. fakat nasil yapmak biliyor musunuz? Hi¢ yoktan
yapmak. Bu saydigim seylerden hig biri evvelden yoktu. Cenab-1 Hak bunlar1 hi¢
yoktan yapti. Yaratti... Birisi ¢iksa da size mesela “insanlar bu diinyada kendi
kendilerine geldiler” dese inanir misin? (41)?

Sakird- Hayir efendim.

Muallim- Ya ne dersiniz?

Sakird- Allah yaratti derim.

Muallim- Cenab-1 Allah’1n bize biiyiik biiyiik 1yilikleri var m? 347
Sakird- Siiphesiz efendim.

Muallim- Eger yagmur yagmaya idi ekinler biter miydi, oglum?
Sakird- Hayir efendim, ekin olmazdi.

Muallim- Ekinler bitmese biz yemek bulabilir miyiz?

Sakird- Hayir efendim, bulamazdik.

Muallim- Peki yagmurlar1 yagdiran ekinleri ¢ikaran, bize yemek yaratan kim oglum?
Sakird- Allah Teali efendim.

Muallim- Peki siz sdyleyiniz (37) biz yemeklerde ne eti yeriz?
Sakird- Koyun eti, efendim.

Muallim- Daha?

Sakird- Kuzu eti.

Muallim- Daha? 43?
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Sakird- Tavuk eti?

Muallim- Daha?

Sakird- Hindi eti.

Muallim- Peki oglum bunlarin hepsini yaradan kim?

Sakird- Yine Cenab-1 Allah.

(Muallim bu mevzuyu biraz daha tevzi ettikten sonra)

Muallim- Demek yedigimiz, i¢tigimiz, giydigimiz biitiin seyleri kim yaratt1?
Sakird- Allah yaratti efendim.

Muallim- Biz ne sayede yasariz.

Sakird- Bunlar sayesinde yasariz.

Muallim- O halde Cenab-1 Hakk’mn bize yaptig1 bu kadar iyiliklerine kars: tesekkiir
bor¢lu muyuz?

Sakird- Evet, efendim.
Muallim- Acaba tesekkiir etmesek ne olur, 28?
Sakird- Efendim, sonra biz nankdr olmus oluruz.

Muallim- Peki oglum yalniz tesekkiir kafi mi? Allah ne emrediyorsa onu yapmali
miy1z?

Sakird- Yapmaliy1z efendim.
Muallim- Ya “su isi yapmaymiz” derse....
Sakird- Onu da yapmamaliyiz.

Muallim- Peki oglum biz ne bilelim Cenab-1 Hak neyi yapmamizi istiyor, neyi
yapmamamizi istiyor? Cenab-1 Hak tarafindan birisi gelip bize: “ Bilir misiniz? Allah
su is1 sever, onu yapiniz! Su isi sevmez onu sakin yapmaymiz” demeli degil mi?

Sakird- Evet efendim demeli.

Muallim- Allah tarafindan birisi gelip de bize sGylemese, haber vermese biz Allah
neyi ister neyi istemez bilir miyiz?

Sakird- Hayir efendim, bilemeyiz.

Muallim- Iste Cenab-1 Hak tarafindan gelip bize onun isteyip istemedigi seyleri haber
verene ne derler bilir misiniz?
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(Sakird siikut eder)
Muallim- Iste ona peygamber derler oglum.
Sakird- Hocaefendi peygamber nasildir?

Muallim- Oglum peygamber de bizim gibi bir insandir. O da yer iger. Oturur, gezer.
Onun da agzi, burnu, kulaklari, gozleri, sac1 sakali var. Yalniz Allah’m pek sevgili
bir kulu oldugu i¢in Cenab-1 Hak ona: “Haydi git yarattigim insanlara, benim
kullarima benim isteyip istemedigim seyleri haber ver” buyurmus. Peygamber de
gelmis “ Iste sizi yoktan var eden sizin i¢in bu kadar giizel seyler yaratan Allah su
seyleri emrediyor; bunlar1 yapmiz. Su seyleri istemiyor; onlar1 sakin yapmayniz”
demis. Anladiniz mi1? Simdi oglum 49 bizim peygamberimiz efendimiz kimdir bilir
misiniz?

Sakird- Hazreti Muhammed.

Muallim- Aferin oglum, bizim Peygamberimiz efendimiz de bizim gibi insan midir
degil midir oglum?

Sakird- Degildir efendim, peygamberdir.

Muallim- Evet oglum peygamberdir; fakat o da bizim gibi insandir. Onu da kim
yaratti, 507

Sakird- Allah Teali yaratti.
Muallim- O da kimin kulu idi?
Sakird- Allah Teali’nin kulu idi.

Muallim- Aferin oglum. Peygamberimiz efendimiz Cenab-1 Allah’in en sevgili
kuludur degil mi oglum?

Sakird- Evet efendim.

Muallim- Ne kadar giizel huylar varsa hepsi peygamberimiz efendimizde vardi.
Omriinde hi¢ kimseyi incitmedi. Kim kendisinden yardim isterse heman onun
yardimina kosturdu. Peygamberimizden biiyiik insan var m1 oglum?

Sakird- Hayir efendim.

Talebeden biri (muallime hitaben)- Efendim peygamberimiz padisahtan da biiyiik
mii?

Muallim- Evet oglum peygamber padisahtan da biiyiiktiir. Padisah da Allah’n kulu
degil mi?

Sakird- Evet efendim.
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Muallim- Padisah da Allah’in Peygamber’in emirlerini yapmaya mecbur mu degil mi
(53)?

Sakird- O da mecburdur.

Muallim- Degil mi ya? Padisah da bizim gibi insan. Yalniz o bizden daha biiytik,
bizim basimiz. Peki oglum, simdi Peygamberimiz efendimiz sag midir?

Sakird- Hayir efendim. Sag degildir.

Muallim- Evet, demincek ne demistim? O da bizim gibi insandir dememis miydim?
Biitiin insanlar yasar yasar nihayet ...

Sakird- Efendim, oliir.

Muallim- Peygamberimiz efendimiz de diinyaya geldi. Allah Teali’nin ne emirleri
varsa bize haber verdi. Sonra...

Sakird- Vefat etti.
Muallim- Acaba Peygamberimiz efendimiz vefat edeli ¢ok oldu mu?
Talebe- (siikut eder)

Muallim- Evet oglum, vefat edeli ¢ok, pek cok oldu. Acaba Peygamberimiz
efendimizden sonra baska peygamber geldi mi?

Sakird-Hayir efendim, isitmedim.
Muallim- Acaba baska peygamber gelmeyecek mi 337
Sakird- (Siikut eder)

Muallim- Hayir oglum! Artik bagska peygamber gelmeyecek. Bizim Peygamberimiz
Hazreti Muhammed’den evvel ¢ok peygamberler gelmis. Fakat Peygamberimiz
efendimizden sonra artik peygamber yok. Onun i¢in Peygamberimiz efendimize ne
derler bilir misiniz? Hig isittiniz mi? “ahir zaman peygamberi” demezler mi?

Talebe- Evet efendim, evet.

Muallim- Iste biz ahir zaman Peygamberi Hazreti Muhammed efendimize
inandigimiz i¢in bize ne derler oglum?

Sakird- Islam derler efendim.
Muallim- Bizim dinimiz ne dinidir?

Sakird- Islam dini.
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Muallim- Peki oglum 54! Size bir sey soracagim. Demincek dedim ki
Peygamberimiz efendimiz Allah’m emrettigi seyler ile istemedigi seyleri bize
bildirmek i¢in gelmis idi. Ya simdi Allah’in emrettigi seyleri bize kim bildirecek. Biz
simdi nereden bilelim Cenab-1 Allah neyi emrediyor yani “ Yapiniz” diyor, neyi
“yapmaymiz” diyor?

Sakird- Efendim, Peygamberimiz yine gelecek.

Muallim- Oglum Peygamberimiz efendimiz tekrar diinyaya gelmeyecek. Yalniz
sagliginda Cenab-1 Hakk’1n biitiin emirlerini bir kitaba yazdirmistir. Simdi biz o
kitab1 okuruz Cenab-1 Allah ne emretmis ise ondan 6greniriz. O kitabin ismi nedir
bilir misiniz? Hani ya hepimizin evlerinde vardiwr. Yiiksek yerlere asariz. Her zaman
hiirmetle ¢ikarir, okuruz. Sonra dper basimiza koruz. Biraz sonra siz de onu okumaya
baslayacaksiniz. Simdi hatirladiniz mi?

-Evet efendim, evet. Ben biliyorum: Kur’an

Muallim- Aferin oglum iste Cenab-1 Hakk’1n biitiin “yapmiz” diye emrettigi
“yapmayiniz” diye istemedigi seyleri hep Kur’an-1 Kerim’de mevcuttur. Mesela,
yalan sOylememek, babaya anaya hocaya itaat etmek, bir fakire para vermek,
vatanini sevmek, okumak yazmak, adam olmak gibi ne kadar 1yi seyler varsa hepsi
Kur’an’1 Kerim’de yazilidir. Sonra vatanina hiyanet etmek, askerden kagmak,
okumayip yazmayip cahil kalmak, ananin babanin s6ziinii dinlememek, namaz
kilmamak, orug¢ tutmamak gibi ne kadar fena seyler varsa hepsi yine yazilidir. Simdi
siz Cenab-1 Hak bize ne emretmis bilmek istersiniz degil mi?

Sakird- Elbette efendim isteriz.

Muallim- Iste onlari ileride hep birer birer sdyleyecegim oglum. Gelecek derste size
Islam’1n sartlarin1 sdyleyecegim. Yani Islam énceden neye inanmalidirlar onu
anlatacagim.

Talebe- Tesekkiir ederiz efendim.

Thsan, “Bizi Yaradan,” Tedrisat-1 Iptidaiye Mecmuasi 1, no.1 p. 5-8
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C. Mekatib-i Iptidaiye Ders Miifredat1 (1913)

Tarih

Devre-i Ula Birinci Sene

Bu smifta miistakil bir tarih dersi gosterilmeyecek, fakat musahabatiil ahlakiye ve
medeniyenin bir kismi, usul-u tedris talimatinda gosterildigi vechiyle tarihi vaka ve fikralara
istinad ettirilecektir.

Ikinci sene (haftada iki ders)

Bu smifta miiselsil bir tarih dersi verilmeyecek, Islam, Tiirk ve Osmanl1 tarihinin en biiyiik
simalarindan olup bazilar1 bir ..... mesahir hakkinda menkibeler anlatilacaktir. Bundan bagka
mektebin bulundugu mahallin vaktiyle islam veya Osmanlilar tarafindan esna-i fethinde
yararlig1 goriilmiis veya sehid olmus zevat ile o memlekette tiirbesi, cami, ¢gesme, medrese
veya miinasebeti olan mesahir-i Islamiye ve Osmaniyenin menkibeleri anlatilacaktir. Hz.
Ebubekir, Omer, Ali, Hiiseyin, Hasan, Hamza, Halit bin Velid, Ebu Eyyiip El Ensari, Sad bin
ebi Vakkas, Omer bin Abdiilaziz, Tarik bin Ziyad, Harun Resid, Memun, Selahattin Eyyubi,
Imam-1 Azam, Ertugrul Gazi, Sultan Osman, Siileyman Pasa, Hac1 ilbeyi, Sultan Murat
Hiidavendigar, Fatih Sultan Mehmed, ibni Kemal, Zenbilli Ali Efendi, Yavuz Sultan Selim,
Barbaros Hayrettin, Turgut Reis, Sokullu Mehmet Pasa, Kopriili Mehmet Pasa, Fazil Ahmet
Pasa, Fazil Mustafa Pasa, Kuyucu Murat Paga, Alemdar Mustafa Pasa, Gazi Osman Pasa,
Tiryaki Hasan Pasa, Kirim Muharebesi, Son Osmanli Rus Seferi, 10 Temmuz, Trablus ve
Balkan Muharabeleri.

Devre-i mutavassita — 1. Sinif- haftada iki saat
Mubhtasar Tarih-1 Osmani
Kurulustan Ertugrul Gazi— Zitvatoruk muahedenamesine kadar

Ihtar: Muallim miinasebet diistiike yenigeri hayatindan , eski Osmanli donanmasinin
muvaffakiyetlerinden, Eski Osmanli hayatindan mefahirinden, ananelerinden menkibeler
anlatacak, bilhassa devletin itila ve tedennisine tesir etmis olan sebeplerden ¢ocuklarin
anlayacagi derecede bahs ederek onlarin nazar-1 dikkatini itila, tevakkif, inhitat ve tedenni
devirleri ve devirlerin ahvali iizerine celb eyleyecektir. Muallim talebesini mektepte
bulundugu sehir dahilindeki cami, medrese, ¢esme, kervansaray gibi Osmanli asar-1
memureyesini ziyarete gotiirerek gosterecek ve Dersaadet, Bursa, Edirne gibi sehirlerdeki
Osmanli asar-1 nefsiye-i memuresinin resimlerini gostererek sanatlarina, giizelliklerine,
nazar-1 dikkatleri celb edecektir. Bundan baska eski Osmanli silahlari, kiyafetleri, ¢inileri,
yazilari, ciltleri, kumaglari, kakma ve oyma isleri hasili bilumum Osmanli asar-1 nefsiye-i
sanaiye, Osmanli medeniyeti hakkinda bir fikir vermege ¢alisacaktir. (Osmanli asar-1

360



nefisiyesinin miimkiin ise asillari, olmadigi surette resimleri gosterilecek, bu vesaik
cocuklarin defterlerine muhtasaren istinsah ettirilecek, yahut kagit, mukavva, gamur gibi
vasitalarla taklitleri yaptirilacak, ve gazetelerde kitaplarda, tesadiif edilecek bu gibi resimler
miimkiinse kesilip bir hatira gibi defterlerinde muhafaza ettirilecektir. ) (p.29)

Ikinci Sinif
Mubhtasar Tarih-i Osmani (haftada iki saat)

(Sultan Osman Saniden baslayip, 10 Temmuz, Trablusgarb ve Balkan Muharebesi ile
bitiyor.)

Devre-i Aliye
Birinci Sinif- Muhtasar Tarih-i Medeniyet (Haftada iki ders)
(Misirlilar ve devamindaki kavimler ele aliniyor.)

Arabistan altinda Islamlarin medeniyete hizmetleri, asar-1 mimariye, sanayi, ulum ve fiinun,
usul u idare, uhuvvet-i Islamiye, Kurunu Vusta’da alem-i Islam ile alem-i Hiristiyaniyet
arasinda mukayese, medeniyet-i Islamiyenin ehemmiyeti ve Avrupa medeniyetine olan tesiri.
(32)

Ikinci stmif- Muhtasar Kurun-u Cedide Tarihi (Haftada iki ders)

(Kesfiyat-1 cedide: Barutun icadi ile ve cografi kesiflerle basliyor. Es zamanli olarak
Medeniyet-i Osmaniye baslig1 altinda ortacagda Osmanlilar1 anlatiyor. Rusya Ingiltere ve
Fransa’daki diger siyasi ve fenni gelismeler ele alindiktan sonra Avrupa’ daki ihtilaller
konusunu “Bizde Mesrutiyet Ilan1” baslig1 takip ediyor. On dokuzuncu asir kesifleri
hakkinda bilgi verdikten sonra, son olarak da “Avrupalilarin Miistemlekat Siyaseti” bashgi
ile bitiyor.) p. 35

Kuran-1 Kerim ve Malumat-1 Diniye

Devre-i Ula
Birinci Sinif (Haftada dort ders)

Kuran-1 Kerim- Bu sinifta Tiirkce elifba bitirildikten sonra “amme” ciiz-ii serifine
baglatilarak “...” sure-i celilesine kadar okutulacaktir.

Malumat-1 Diniye- Kelime-i Tevhid ve kelime-i Sehadet- Halik Teali- Beni Zisan- Kuran’
Kerim- Abdest ve namaz- Orug (Ramazan-1 serif miinasebetiyle) — Hac (Kurban bayrami
miinasebetiyle), Zekat.

Ikinci Smif (Haftada dort ders)
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Kuran-1 Kerim- Bu sinifta “amme” ciizii serifinin mabedine devam olunarak “tebareke” ciizii
serifinin nihayetine kadar okutulacaktir.

Malumat-1 Diniye- Abdest nasil alinir? Namaz nasil kilinir? Salavat hamse hakkinda izahat-
Namaz sureleri (Fatiha-i serife, sure-i ihlas ve sure-i Kevser ezberletilecektir.) — Hac ve
zekat- Nebiyy-i Muhterem (sallallahu aleyhivesellem) efendimizin basit seniyyeleri- Hicret-i
Nebeviye- Gazve-i Bedir- Gazve-i Uhud- Hiiccetiil Veda- irtihal-i Peygamberi- Hulefa-i
Rasidinin menakib-1 bergiizideleri.

Ihtar- Miinasebet diisiiriilerek menakib-1 seniyye-i ... olunacaktir.

Devre-i Mutavassita

Birinci Sinif (Haftada dort ders)

Kuran-1 Kerim- Bu sinifta “kadsemea” ciizii serifine bida olunarak devam olunacaktir.

Malumat-1 Diniye: Abdestin farz ve siinnetleri (Muallim, sakirdana bilfiil abdest aldirarak
talim edecektir. )- Namazin farz ve slinnetleri (Muallim talebeye bilfiil namaz kilmay1 talim
edecektir). Namaz ve abdesti bozan seyler (¢ocugun anlayacag: kadar1 sdylenecektir.)
Namaz surelerinin ezberletilmesine devam olunacak, namaz dualar1 da ezberletilecektir.

Islam’1n sartlari- Amentii billahin izah1- Namaz ve orucu kaza- Imam ve mukattinin ahkami-
Cuma ve bayram namazlari- Gazavat-1 nebeviye- Ehl-i beyt-i nebeviye ve menakib-1
seniyye-i nebeviye.

Ikinci Smif (Haftada dort saat ders)

Kuran’i Kerim- Bu sinifta Kuran’1t Kerim’in tecvid ile kiraatine devam olunacak ve esna-i
kiraatte ameli olarak bazi tecvid kavaidi 6gretilecektir.

Malumat-1 diniye: Abdest ve taharet hakkinda izahat- Teyenniim- Mesh- Evkat-1 salat-
Evkat-1 mekruha- Ezan ve ikamet- Serait ve erkan-1 salat- Namazin farzlari, vacibleri,
siinnetleri, Namazi ifsad eden seyler- Namazda mekruh olan efal- Cemaatla namazin
ahkami- Imam ve miikattinin ahkam- Cuma ve bayram namazlari- Hutbe- Teravih Namazi-
Salat-1 ...- Namaz-1 kaza- Secde-i sehvi icab eden ahval- Secde-i Tilavet- Cenaze namazi-
Menakib ve semail seniyye-i nebeviye- Namaz surelerinin ezberletilmesine devam.

Devre-i Aliye
Birinci Sinif (Haftada ¢ ders)

Kuran-1 Kerim- Bu sinifta Kuran-1 Kerim’in tecvid ile kiraatine ve ameli olarak tecvid
kavaidinin talimine devam edilecektir.

Malumat-1 Diniye: Orug- Orucun farziyet ve ehemmiyeti- Orug nasil tutulur? Orucu bozam
seyler(Cocuklarin anlayacaklar1 kadar1 sdylenecektir.) Keffaret siyam- Sadaka-i fitr- Orug
nasil kaza olunur?

Zekat- Farziyet ve ehemmiyeti- Zekatin siari- Zekat nukut- Koyun deve gibi hayvanat i¢in
verilecek zekat.
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Hac- Haccin farziyeti ve ehemmiyeti- Ihram- Tavaf Kabe-i Muazzama
Say- Vukuf ve ahvali hac- Ziyaret-i Ravza-i Nebeviye

Enbiya-i Azam Hazeratindan bazilarmin siyer-i Nebeviyeleri (Kuran’t Kerim’de hikaye
buyruldugu vecihle gosterilecektir.) Hazret-i Adem, Hazret-i Idris, Hazret-i Nuh, Hazret-i
Ibrahim, Hazret-i ismail, Hazret-i ishak, Hazret-i Yakup, Hazret-i Yusuf, Hazret-i Musa,
Hazret-i Isa (aleyhisselam ve ali beynelselati vesselam.)

Ikinci Smif (Haftada Ug ders)

Kuran’1 Kerim- Bu sinifta Kuran’1t Kerim’in tecvid ile kiraatine ameli olarak tecvid
kavaidinin talim ve takviyesine itina olunacaktir.

Malumat-1 Diniye: Abdest, taharet, namaz, orug, hac, zekat hakkinda simdiye kadar verilmis
olan malumatin hiilaseten tekrari- vechimesnun tizere taharet-i kiibranin sureti icrasi izah
edilecektir. iman ve Islam- Erkan-1 iman- Cenab-1 Hakk’a iman- Cenab-1 Hakkin sifat-1
stibutiyesi- sifat-1 fiiliyesi- sifat-1 selbiyesi (Cocuklarin anlayacagi bir tarzda izah
olunacaktir.)- meleklere iman- kitaplara iman- enbiyaya iman- ahrete iman- kadere iman-
Islam’1n binasi- Ulviyet-i din-i islam- Siyer-i Nebevi. Hulefa-i rasidin- Asere-i miibessere-
Ehl-i beyt-i ridvan- muhacirin ve ensar- ehli beyt-i Nebevi- Eimme-i esni aser- eimme-i
erba- tabein- tebe-i tabiin.

Musahabat-1 Ahlakiye (Diniye, Tarihiye, Medeniye)
Devre-i ula
Birinci Sinif (Haftada ¢ ders)

Anamizi babamizi sevmeliyiz. Kardes ve hemserilerimizi sevmeliyiz. Padisahimiza ve
biiyiiklerimize itaat etmeliyiz- Ihtiyar ve akrabalarimiza hiirmet etmeliyiz- Arkadaslarinzla
kavga etmemeliyiz-Bagkasina iftira atmamaliy1z- Arsiz ¢ocuklarla oynamaktan ihtiraz
etmeliyiz- Tehlikeli oyunlardan sakinmaliyiz.

Vazifeye dikkat- Caliskanlik- Tembel ¢ocuklari kimse sevmez- Calismak bir definedir-
Calisan kazanir- Arkadaslarin defter ve kalemlerine dokunmamali- Gayretli ¢ocuk —
Tembellik- Bugiiniin isini yarma birakma- Muhtaclara yardim etmeli- Obur olmamali-Terli
iken su igmemeli- Dogru olmali- Baskasinin malina dokunmamali- insanlar birbirine
lazimdir- Yolda bulunan seyi sahibine iade etmeli.

Fukaraya yardim etmeli- Magrur olmamali- Miisrif olmamali- Bagkasinin aleyhinde s6z
soylememeli- Kin, garez baglamamali- intikam- Cigeklere, agaclara dokunmamali-
Hayvanlara kuslara dokunmamali- Birbirimize yardim etmeliyiz- Hayvanlari, kuslari
sevmeliyiz- Cigekleri agaglar1 sevmeliyiz- Iyi hava almaya ¢alismaliyiz- Memleketimizi
sevmeliyiz- Hemsehrilerimizi sevmeliyiz- Sancagimiza ecdadimiza riayet etmeliyiz- Az
tamah ¢ok ziyan verir- Emanete hryanet — Dogruluk- Yalancilik- Iktisad- Ticaret- Haset-
Sarhoslugun akibeti- Sigara icmemeli- Temizlik- Haya- Geg olsun gii¢ olmasin degil, gii¢
olsun ge¢ olmasin.

Bazi ahlaki manzume ve efsaneler: demir- Demircinin 6giidii- Karinca ile agustos bocegi- Iki
yolcu- Oriimcek ile ipek bdcegi- Tavsan ile serce- Teke ile tilki- Kuzu ile kurt- Tilki ile
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leylek- Kurbaga ile ates bocegi- Karga ile tilki- Iki kegi- Balik¢1- Tavsanla kaplumbaga. Bazi
tarihi fikralar- Memleketi icin pek biiyiik fedakarliklar etmis adamlarin ve bilhassa
cocuklarm sergiizestleri.

Ikinci sinif (Haftada iki ders)

Ailenin nimetleri- Oksiizliigiin elim mahrumiyetleri- Bu nimetlere kars1 borglar, biiyiiklere
hiirmet, kii¢iiklere hiisnii muamele ve sefkat- Ciimleye muhabbet- Lalalarin, dadi ve
hizmetgilerin iyilik ve fenaliklari; Onlara karsi vazifeler.

Padisahimiza ve biiyiiklerimize itaat ve hiirmet- Sthhatin ehemmiyeti- Faaliyet- ilmin kadir
ve kiymeti- Mektep- Derslere calismak- Vazifeye itina- Muallimlere hiirmet ve itaat-
Arkadaslarla hiisnii muaseret, icabinda onlara muavenet.

Vatan topragi ve ecnebi memleketleri- Vatanin nimetleri- Sancaga hiirmet- Ecdadin
yadigarlar1: camiler- Medreseler, Cesmeler, Tiirbeler, Kopriiler, imaretler, Kervansaraylar,
Mektepler, Yollar, Evimize, Tarlamiza, Ciftimize hiirmet.

Vatana muhabbet- Vatana karsi fedakarlik- Askerlik: askerligin serefi, Vergi, Kanuna itaat.

Nezafet- Nezaket- Israf ve tasarruf- Yalancilik- Dogruluk- Baskasinin haysiyetine tecaviiz
etmemeli- Kusurlarmi tashihe ¢aligmali- Cesaret- Hiddet- Hayvanlarin insanlara hizmeti-
onlara kars1 ziilumden tevki- Iyilik ve fenalik- Vicdan istirahati- Vicdan azabi

Devre-i Mutavassita
Birinci Sinif (Haftada iki ders)
Vazife-i diniye: Cenab-1 Hakk’a kars1 vazife-i ubudiyet

Nefse kars1 vazifeler: Muhafaza-i sthhat- Temizlik- Giyiniste, yiyecek ve igecekte itidal-
sadelik- iIdman ve faaliyet- Tasarruf- Borgtan tevakki- Haset- Tamahkarlik- Say ve gayret-
Samimiyet- Dogruluk- Haysiyet-i sahsiye- Kusurlarini goriip tashihe ¢calismak- Gurur-
Tehlike ve felaket anlarinda secaat ve cesaret- Hiddet- Sabir- Fikr-i tesebbiis: Yerin iistii ve
alt1 Cenab-1 Hakk’in nimetleri ile doludur; Cenab-1 Hakkin en iyi kullar1 ve vatanin en faideli
evladi, bu nimetlerden en ¢ok istifade edenler- itimad-1 nefs- Muntazam yasamak- Vezaifde
intizamperverlik- Hifz-1 nefs- Istiklal-i sahsi.

Aileye kars1 vazifeler: aile saadeti- Biiyiiklerin kiigliklere karst muhabbeti- Kiiciiklerin
biiyiiklere kars1 vazifeleri- Aile efradinin menfaat ve haysiyette istirakleri- Hizmetgilerle ev
sahiplerinin vezaif-i miitekebelesi.

Vatana kars1 vazifeler: Vatan1 sevmek, Vatana fedakarane hizmet etmek, Vatan ugrunda
gayret etmek- Vergi vermek- Askerligin serefi- Ciftgi, Demirci, Gemici, Marangoz gibi sanat
erbabina hiirmet ve muhabbet- Ebnay-1 nevine kars1 vazifeler- Insanlarin yekdigerine kars1
olan ihtiyaglari, vazifeleri- teaviin ve tenasiir- ebnay-1 nevinin hayatina, hiirriyetine,
haysiyetine, 1rzina, malina, itikadina hiirmet- tahkir, zam, istihfaf, istihza, iktira ve serged
gibi hareketlerin fenaligi- Mukavelelere ve verilen sdzlere riayet- Ebnay-1 nevine sefkat ve
muavenet- Fakirlere muhtaclara, alillere, felaketzedelere merhamet- Fedakarlik- Adab-1
medeniyeye riayet. Hayvanlara kars1 vazifeler: Hayvanlara hilm ve miilayemet- onlara

364



lizumsuz eza vermekten tevakki- Cift ve binek ve ¢iftlik hayvanatina muhabbet ve onlar1
Styanet.

Ikinci Smif (Haftada bir ders)

Malumat-1 medeniye ve vazife- Hiikiimetin hizmetleri: mahkemeler, jandarmalar, askerler,
mektepler, yollar, belediyeler- Hiikiimetin masraflari- Vergiler- Vergiler borgtur. Vergisini
vermeyen, yahut az yazdiran bir insan borcunu vermeyen yahut eksik gdsteren bir insan
gibidir. Yollar, herkesin malidir- Yollara tecaviiz edenlerin hirsizlardan hig farki yoktur.
Ormanlara tecaviiz etmemelidir- yollar1 ¢ay yataklarini, ¢esmeleri bozmamalidir- umumun
mali olan miiessesata riayet etmelidir.

Hiikiimetin selahiyetleri: Kanunlar- Kanunlari yapanlar- Mebusan, Ayan, intihabat:
Intihabata istirak borgtur. Hiikiimetlerin envai (muhtasaran), Hiikiimet-i miistebidenin
mehaziri- Mesrutiyetin nimetleri- kanun: kanuna itaat- polis, jandarma, koy bekgilerinin ve
bilumum memurini devletin evamirine itaat- Sahit olarak davet olundugu yere gitmek bir
borgtur. Hirsizlara, katil ve canilere yataklik etmemelidir.

Hiikiimet nasil ihkak-1 hak eder? Hiikiimete nasil sikayet olunur? Sulh mahkemeleri, hukuk
ve ceza mahkemeleri- bidayet, istinaf ve temyiz (muhtasaran)

Belediyeler- Belediyelerin tenbihatina itaat- nezafet ve intizam belediyeye elbirligi ile
hizmet- umumi mahallerden ve bahgelerden suret-i istifade. Askerlik, miiddetleri, serefleri.

Osmanli vatani- Vatana hizmet, Sancaga hiirmet- Vatana kars1 fedakarlik.
Devre-i Aliye

Birinci Sinif (Haftada bir ders)

Vicdan- Vicdan istirahati-Vicdan azabi

Vazife- vazifenin tarifi- vazifensin taksimi: vezaif-i nefsiye, vezaif-i beytiye, vezaif-i
medeniye medeniye, vezaif-i insaniye, vezaif-i diniye.

Vezaif-i nefsiye: Hifzisihha- Terbiye-i iradeye itaat- Tahsil-i ilim- Sebat ve metanet- Secaat-
riayet-i nefs- Tevazii ve vakar- Kibir ve gurur- say- Intizam- Tasarruf, iktisad- Sehavet-
Borgtan tevakki- Fikr-i tesebbiis- Herkes mensub oldugu cemiyete ve hiikiimete bar
olmamaga, Ziraat, Ticaret ve zanaat ile kendini geg¢indirmeye mecburdur.

Vezaif-i beytiye: Evladin ebeveynine kars1 vezaifi- Ebeveynin evladina karsi vezaifi - Efrad-
1 ailenin birbirine kars1 vezaifi- izdivac: mahiyet ve ehemmiyeti.

Vazife-i medeniye: kanuna itaat- askerlik, inzibat, Sancaga hiirmet- Vatana fedakarlik-
Intihab hakkin1 hiisnii istimal.

Vezaif-i insaniye: Hayat beseriye taarruzdan masundur- Namus ve haysiyet-i beseriye
taarruzda masundur- Tahkir, Istihza, Zem- Baskasinin din ve itikadina hiirmet- Aherin mal
ve miilkiine tecaviiz etmemek- Uhud ve ukuda riayet- insanlara kars: sefkat- Hayirhevahlik-
Nezaket- Gureba-i miisliimine ve ecanibe karsi muamele.
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Vezaif-i diniye: Vezaif-i diniyenin ehemmiyeti. Miinasebet diistiikce muallim gegen
senelerin mebahisini tekrar ve teyid edecektir.)

Ikinci sinif (Haftada bir ders)

Hikiimet, Hiikkiimete olan ihtiyag, Hiikiimetin vezaifi: asayis ve adaletin temini, Harice kars1
muhafaza-, Memleket- Muhtelif eskali hiikiimet: hiikiimet-i mutlaka, Hiikiimet-i mesruta,
Hiikiimet-i cumhuriye- Idare-i mutlakanim mehaziri- Mesrutiyetin mehaziri, Mesrutiyetin
fevaidi- Mesrutiyetin miicahedeleri hakkinda bir fikr-i icmal.

Vatandaslik hukuku: hiirriyet-i sahsiye, Hiirriyet-i kelam, Hiirriyet-i ictima, Hiirriyet-i
istirak.

Vatandaslik vezaifi: Teaviin ve tenasiir- Vatanperverlik- Sancaga hiirmet- Miiessesat-1 diniye
ve milliyeye hiirmet- Ecdada, Milletin biiyiiklerine ve asar-1 ecdada hiirmet- Kisla, mektep
gibi miiessesat1 milliyeye hiirmet- Askerlik- Vergi.

Kanun-i Esasi- Kuvve-i icraiye, Kuvve-i kanuniye, Kuvve-i adliye- Her birinin vezaifi
hakkinda malumat-1 miicmele.

Hakimiyet-i milliye: intihab- mebusan intihabi- Meclis-i mebusan ve ayan- Kanunlar nasil
yapilir?

Hikiimet teskilati: karye, nahiye, liva, vilayet teskilati- devair-i merkeziye- her bir dairenin
vezaifi hakkinda bir fikri icmali. Belediye teskilati- belediyelerin vezaifi- ahalinin
belediyelere karsi vezaifi- belediye intihabati.

Mahkemeler: sulh mahkemeleri- Sikayet- Istindak- Bidayet, Istinaf, Temyiz- Hukuk
mahkemeleri- Mahkemeden davet vukuunda icabet mecburiyeti.

Polisler, jandarmalar, kdy bekgileri, muhtarlar, imamlar, muallimler: vezaifi, ehemmiyeti.
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E. Id-i Milli Uzerine Ders: 10 Temmuz

Muallim: Mektebe gelirken dikkat ettiniz mi bakayim? Herkes evinin 6niinii
donatiyor mu?

Sakirt: Evet efendim, herkes donatiyor, biz de donattik efendim.
Muallim: Nasil donattiniz bakiyim?

Sakirt: Efendim iki biiyiik bayrak astik. Fenerleri de hazirladik. Bey babam mum
aldi. Cumartesi aksami1 yakacagiz. Sonra agabeyim de bana all1 yesilli kibrit alacak.
Kardasimla beraber o gece yakacak, eglenecegiz.

Muallim: Komsulariniz da sizin gibi donatryor mu oglum?

Sakirt: Evet, efendim herkes evini donatiyor, bayrak asiyor.

Muallim: Daha baska yerler de donanmiyor mu oglum?

Sakirt: Carsidan gecerken gordiim bayraklar asilmis. Cok giizel donatmuslar.
Muallim: Siz nereyi gordiiniiz bakiyim?

Sakirt: Efendim serasker kapisinin oniinii de donatmislar. Soyle yiiksek direkler
dikmigler, iizerine ¢iviler cakmiglar. Oralara hep fener asacaklar. Sy. 223.

Muallim: Simdi acaba ni¢in bdyle Temmuz ay1 oldu mu herkes seviniyor. Bayram
ediyor. Donatma yapiyor. Bakiiz gecen sene de dyle oldu bu sene de dyle olacak.
Gelecek sene de 10 Temmuz geldi mi yine dyle olacak. Acaba nig¢in biliyor
musunuz? Bakiniz size anlatacagim. Simdiki padisahimiz efendimizin adin1 biliyor
musunuz bakiyim?

Sakirt: Evet efendim, Besinci Sultan Mehmet.

Muallim: Peki oglum bu padisahtan evvel bizim padisahimiz kimdi?
Sakirt: Efendim, simdiki padisahimizdan evvel Abdiilhamit’ti.

Muallim: Size birgok defalar soyledim, Abdiilhamit nasil bir padisah 1di?
Sakirt: Fena bir padisah idi efendim. Zalim bir padisahti.

Muallim: Abdiilhamit ni¢in fena idi bakiyim?

Sakirt: Efendim vatanini sevmezdi. Askerlere bakmazdi. Onlara 1yi elbise
giydirmezdi. Muharebe i¢in ¢ok top tiifenk almazdi.
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Muallim: Abdiilhamit top tiifenk almayinca, askere 1y1 bakmayinca biz de ne
olurduk?

Sakirt: Zayif olurduk, diigmanlarimiz da bizden memleketlerimizi alird1.

Muallim: Demek Abdiilhamit memleketlerimizi diismana veriyordu. Iyi mi
yapiyordu?

Sakirt: Hayir efendim, pek fena yapiyordu. O memleketler bize babalarimizdan,
dedelerimizden yadigar kalmis. Dedelerimiz ¢aligmislar, ugrasmslar, o kadar kan
dokmiisler bu yerleri bize birakmigslar. Abdiilhamit bu yerleri kolay kolay diismanlara
verdi. (224)

(Diger bir sakirt atilarak): Dedelerimiz ona lanet okuyacaklar. “Ne hayirsiz
adammus, bizim o kadar kan dokerek aldigimiz yerleri hep diismanlara verdi”
diyeceklerdir.

Muallim: Demek Abdiilhamit vatan hainiydi degil mi? Sonra bizden, milletten aldig1
paralarla...

Sakirt: Top tiifenk alacagina askere bakacagia gider o paralar1 kendi pasalarina
verir, kendi bogazina sarf ederdi.

Muallim: Evet oglum milletin zavalli kdyliilerin elinde ne kadar para varsa hep
kamg1 ile dayak ile onlarm elinden alir sonra dediginiz gibi o paralarla 1yi seyler
alacagina bir takim murdar heriflere avu¢ dolusu paralar verirdi. Ne yapsa higkimse
sesini ¢ikaramazdi. Clinkii Abdiilhamit bir¢cok heriflere para verir “gidiniz
kahvelerde, evlerde, carsilarda herkes konusurken kulak veriniz. Benim yaptigim
isleri begenmeyen olursa heman yaziniz, bana haber veriniz” derdi. O herifler de
giderler kim Abdiilhamit i¢in “ne fena padisah” derse yahut “bak diigmanlar nasil
bizim memleketlerimizi aliyor” derse heman yakalarlar, Abdiilhamide haber
verirlerdi. Abdiilhamit de o bicareleri ya 6ldiiriir, ya anasindan babasindan ayirir,
uzak yerlere siirgiin eder, gonderirdi. Iste herkes boyle gizlice gidip Abdiilhamite
haber veren, o bicarelerin evini yikan heriflere ne derler bilir misiniz?

Sakirt: Evet, evet efendim onlara “hafiye” derler. Hafiyeler pek fena adamlardir
efendim. Mesela sizinle gelirler diisman gibi konusurlar. Sonra agzinizi ararlar.
Abdiilhamit i¢in sizi boyle faka diisiirdiikten sonra giderler sizi haber verirler. Ben
olsam bana “git benim i¢in sOyliiyorlarsa bana haber getir” dese bunun i¢in para da
verse parasini yiiziine ¢arpardim. Yazik degil mi o adamlara... Abdiilhamit “fenadir”
diyorlarsa pekala soyliiyorlar.. yalan miyd: ya? Pek fena bir adamdi.

Muallim- Bilmez olur mu oglum? Fakat onun milleti diisiindiigii var m1? O yalniz
“ben 1y1 yasayayim, ben rahat edeyim, beni tahttan indirmesinler de ne yaparlarsa
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yapsinlar. Isterse biitiin milletin elindekileri alsinlar” derdi. Bdyle seyler umrunda
degildi. Yalniz kendi nefsini diisiintirdii.

Sakird: Demek karinca gibi hodgamdi...

Muallim: Evet oglum hodgamdi. Yalniz kendi nefsini diistiniirdii. Abdiilhamid millet
sOyle dursun, akrabasini, kardaslarini bile diisiinmez onlara bile eziyet eder incitirdi.
Iste simdiki padisahimiz efendimiz onun kardas1 degil mi? Halbuki Abdiilhamit ona
bile eziyet ederdi. Padigahimiz, “kardasimdir, benim biiyliglimdiir” diye ona hiirmet
ettigi halde Abdiilhamit kendisini otuz sene evinde hapsetti. Disar1 ¢ikarmaz, kimse
ile goriisdiirmezdi. Ayda bir disari ¢iksa bile arkasina yirmi otuz hafiye gonderir
nereye gidiyor, kime selam veriyor bilmek 6grenmek isterdi. O vakit padisahimiz bir
yere ¢iktig1 zaman ona selam vermek hatta yiiziine bakmak en biiyiik kabahat idi.

Sakird: Nigin Efendim?

Muallim: Abdiilhamit ahali benim kardasima selam veriyorsa, onu benden ¢ok
severlerse beni tahttan indirirler, onu oturturlarsa diye korkar, kimsenin ona selam
vermesine razi olmazdi. Allah esirgesin birisi bilmeden simdiki padisahimiz o vakit
selam verdi mi hafiyeler onu yakaladiklar1 gibi Abdiilhamit’in yanina gétiiriirlerdi. O
da hemen bigareyi siirgline gonderirdi. Hasil1 boyle ¢ocuklarim, Abdiilhamit’in
zamaninda rahat yoktu. ...

Muallim- Koylerdeki sehirlerdeki ahali daga ¢ikan zabitlerle arkadaslarmin
gonderdikleir mektuplar1 okudular. Maksatlarini anladilar, kendi kendilerine “su
adamlarin dedikleri pek dogru. Bunlar pek giizel seyler istiyorlar. Dedikleri olursa
hem biz artik Abdiilhamit’in fenaliklarindan kurtuluruz hem de vatanimiz ileri gider”
dediler bunun i¢in o kahramanlarla bir oldular. Derken Abdiilhamit bunlar1 haber
aldu.

Talebe (Telas ile): Simdi bakalim ne yapacak?

Muallim(Devam ile ) Abdiilhamit bunlar1 haber ald1 dehsetli surette kizdi. “ Vay,
benim isime karisiyorlar ha! Ben onlara gdsteririm!” dedi ve hemen o anda bir¢ok
hafiyeleri ¢agirttr. Rumeli’ye gdnderdi ve onlara “gidiniz benim isime karisan
zabitleri ahaliyi hep tutunuz getiriniz de onlar1 birer birer asayim!” diye tenbih etti.
Hafiyeler gittiler Rumeli’ye dagildilar. Sonra Abdiilhamit’in Rumeli’de pek sevgili
bir pasasi1 vardi. Abdiilhamid ona da bir telgraf gonderdi * bir takim herifler daga
cikmiglar ahaliyi kigkirtiyorlarmis. Benim isime karigmak istiyorlarmis. Goreyim
seni bunlar1 birer birer tut istedigin gibi kursuna diz 6ldiir. Sana istedigin kadar
para...”

(Talebeden biri): O pasa simdi Abdiilhamit’in parasini yiiziine carpmali kabul
etmemeliydi. Abdiilhamit’e “fenalik etme! Zuliim etme! Vatanimizi1 diismana
verme!” demek bir kabahat mi ki onlar1 kursuna dizsinler 6ldiirsiinler.. Ben olsam
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Abdiilhamit’e: * bir kili¢ ver de gideyim onlar1 6ldiireyim” derdim sonra kilict
aldigim gibi Abdiilhamit’in kafasma indirirdim.

Muallim: Aferin oglum. Fakat Abdiilhamit’in sevgili pasas1 6yle yapmadu.
Telgrathaneye gitti. Abdiilhamit’e “ Padisahim madem ki bana izin verdin simdi
gider senin isine karisan herifleri birer birer 6ldiirtirim” diye bir telgraf gonderdi.
Sonra telgrathaneden ¢ikti. Fakat bilir misiniz? Kapinin 6niinde Abdiilhamit’in
fenaliklarini ortadan kaldirmak isteyen kahramanlardan biri bekliyordu. O zalim
pasay1 goriince hemen cebinden lovlorunu ¢ikardi pasanin kafasina sikti.

Talebe (sevingle): Yasasin arslan! ...Abdiilhamit gelsin de adamlarinin ne oldugunu
gorsun.

Muallim: Boyle cezasini goren yalniz o pasa degildi. Abdiilhamit’in Rumeliye
gonderdigi hafiyeleri de birer birer tuttular 6ldiirmeye basladilar. Boyle bagkasina
eziyet edenler hep birer birer cezalarini buldular.

Talebe: Oh olsun!

Muallim: O vakit Abdiilhamit isinin fenalasacagini anlamaya basladi. Ahali artik hep
bir olmus dediklerini zorla Abdiilhamit’e yaptirmak istiyorlardi. “ ya dedigimiz olur,
su fenaliklar ortadan kalkar, vatanimiz kurtulur, yiiziimiiz giiler; yahut hepimiz
oliirtiz” diyorlardi. Nihayet biitiin ahali bir oldu. Abdiilhamit’e bir telgraf
gonderdiler. “Etrafindaki herifler fena adamlardir. Seni kandiriyorlar. Millete fenalik
yaptirtyorlar. Vatanimiz zayifliyor. Elden gidiyor. Bu herifleri yaninizdan uzaklastir.
Meclis-1 Mebusani ag, adaletle padisahlik et”, dediler. Abdiilhamit telgrafi aldi
dehsetli surette kizdi. Fakat ne yapacagini bilmiyordu. Ahali hep bir olmuslar
dediklerini zorla yaptirmak istiyorlardi. Kendi hafiyelerini, Rumeli’ye gonderdigi
pasalarini da boyle 6ldiiriiyorlardi. Fakat yanindaki herifleri kovmak, Meclis-1
Mebusan1 agmak, adaletle padisahlik etmek de Abdiilhamit’in isine gelmiyordu.
Vakit geciyor, Abdiilhamit bir cevap veremiyordu. Nihayet ahali bir telgraf daha
gonderdi. “dediklerimiz olsun yoksa hep birlikte bu kadar bin kisi Istanbul’a dogru
geliyoruz” dediler. Ve artik Abdiilhamit’in kars1 davranamayacagini bildiklerinden
toplar atarak senlikler yapmaya basladilar. Abdiilhamit artik is isten gectigini anlad.
Ne yapsa faidesi olamazdi. Onun i¢in ¢aresiz ahali ne dediyse yapmaya mecbur oldu.
“Aman beni tahttan indirmeyin de ne isterseniz yaparim” dedi.

Muallim: Iste yavrularim, ahalinin boyle hep bir olarak zorla Abdiilhamit’i
fenaliklardan vaz gecirdikleri giin iki sene evvel yine temmuz aymin onuncu giinii
idi. Demek her sene temmuzun onu oldu mu hep o giin hatirimiza gelir....artik bizden
alinan para bir takim hirsiz heriflerin eline gegmiyor. Onunla miitkemmel toplar
tiifenkler zirhlilar aliniyor. Artik diismanlar kolay kolay memleketimizi alamaz.
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Muallim: Iste yavrularim boylece Abdiilhamit de ona uyan herifler de cezalarini
buldu. Bugiin hamdolsun, basimizda adaletli, sevgili bir padisahimiz var. Bizi evladi
gibi sever. Calismamizi ilerlememizi ister. Artik korkulu giinler gecti. Seving
giinleri, calisma, kazanma, ilerleme giinleri geldi. (230)

Ihsan. “Id-i Milli Uzerine Ders, On Temmuz.” Tedrisat-1 Iptidaiye (Ders Numuneleri
Kismi), 1 (6): 223-230.
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F. A Document of the Censorship on Textbooks

Name of the Author Grade Publisher Comments

book

Tiirkge Kiraat | Ahmet Cevad Devre-i Kitiiphane-i The lines about the English,
bey mutavassita Islam ve askeri | French and Italians under

ikinci sene

the title of “Our Old and
New Enemies” in page 45.

The inappropriate lines in
pages 117 and 122

The poem titled “Ah
Rumeli” in page 60

13

Birinci sene

Kitiiphane-i
slam ve Askeri

The inappropriate lines in
page 123

Anadili

Niizhet Sabit

Devre-i aliye

Kanaat

The passage about Italians in

bey birinci sene kiitiiphanesi page 106
« « Ikinci sene « The letter in page 6
Turanin kitabi Kopriiliizade Devre-i Kanaat The lines containing the
Fuat Efendi mutavassita kiitiiphanesi expression “Against the
birinci sene enemies in the Entente”
Tiirk dilinin “ Ikinci kismm Tefeyyiiz The incitement in page

sarf ve nahvi

13

13

4. kism

13

The exercises in page 94 and
103
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G. Approved Textbooks for the Rushdiye Schools in 1917 (1333)

Esame-i Esami-i Merkez Formast Fiyat1 Okundugu
Kiitiip ve Miiellif seneler
Resail
Kuran-1
Kerim
Birinci Matbaa-i 1 10 1,2,3
ilmihal Amire
Mubhtasar Necip Karabet 10 10,1 1
Osmanlh Asim Bey | Kiitliphanesi
sarfi
Kiraat Resad ve Karabet 5,6 1 1
Kisim 1 Ibrahim Kiitiiphanesi

beyler
Edip Kisim | Ahmed Tefeyyiiz 13 3 1 Bu iki
1 Hilmi Bey | Kiitiiphanesi kitaptan biri
Edip Kisim | <7 «“ 13 3 1 okutulacak
2
Emsile-i Dariissafaka 2 20 2
Cedide
Ilaveli bina | Mehmet Karabet 10 1

Ata efendi | kiitliphanesi
Edip Kisim | Hamit Tefeyyiiz K. 8,5 2 1
3 Hilmi
Diirus-u Sat1 Bey Kitiiphane-i 11,25 4 1,2,3
Esya Islam Askeri
Hesap Celal Bey o 8,25 10,1 1
Ameli
Kisim 1
“” ikinci o o 9.25 20.1 3
kitap
“” {iglinci «“ «“ 5 1 3
kitap
Tarih-i Ali Resad | Kanaat 9 2 1
Islam ve Ali kiitiiphanesi

Seydi

beyler
Tarih-i o o 9 2 2
Osmani
Tarih-i o o 13 20.3 3
Umumi
Kiraat sene | Resad ve Karabet k. 10, 5 20.1 3
3 Ibrahim

beyler
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H. The List of the Books Withdrawn from Circulation upon the Certificates of
the Inspectors of the Education Ministry- 1908 (1324)

Kurus Aded Esami-i eser Fiyat Tarih
9000 750 Tarih-i Umumi | 12 2 Mayis 1316 | Miifettis
Birinci Cild Ahmed Efendi
ilmiihaberi ile
21348 1779 o 12 19 Kanun-i o
Evvel 1316
4320 360 «“” 12 15 Subat 1311 | Enclimen-i
Maarif haberi
ile
320 64 Akildan Bila 5 2 Mart 1314 Miifettis Riza
Beyin ilmii
haberi
1944 162 Tarih-i umumi | 12 2 Mart 1314 o
2.cild
1440 120 Muhtasar tarih- | 12 2 Mart 1314 «“”
1 umumi
10 1 m 10 21 Tesrini Miifettis Feyzi
sani efendinin
ilmiihaberi
20 1 Karanip kizi 20 21 Tesrini “»
sani.....
20 4 Le Former 5 24 Kanunu Miifettis
evvek 1310 Mikail
Efendinin ilmii
haberi.
24020 2830 Tarih-i umumi | 12 1 Tesrin-i sani | Miifettis Rasid
1310 efendinin ilmu
haberi
192 14 Olii 2 8 Tesrin-i sani | Miifettis
1310 Mahmud Fethi
efendinin
ilmiihabiri
72 18 Bir sefilenin 4 o o
hasbihali
56 14 Sahara 4 o o
32 8 Bir sefilenin 4 10 Tesrin-i Miifettis Rasid
hasbihali evvel 1310 Efendinin
ilmiihabiri
288 24 Muhtasar 12 2 mart 1314 Riza Efendi
Tarih-i Umumi
100 10 Meclis-i 10 o o
Nisvan
795 52 Memalik-i 15 o o
Osmaniye
Cografyasi
660 122 Akildan bila 5 Kanun-u Sani | Osman Efendi
1312
7340 367 Musahabat-1 20 20 Agustos «“?
Cedide 1316
765 153 Fezleke-i 5 «“» o
Tarih-i Osmani
220 11 Haber-i Sahih 20 o «“?
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75 15 Berlin 5 o Ahmed Efendi
Muahedesi
100 5 Macera-i 20 «“” «“”
Osman
375 125 Bunlar Odur 2 o o
100 10 Fezleke-i 10 o o
Ahlak
875 175 ...Refet Pasa 5 o «“?
84492 toplam
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The Response of Fuat Kopriilii to the Writing and Translation Office
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J. Dartilmualliminlere Mahsus Evkatname

08: 00 Birinci Ders

09: 00 Ders Fasilasi

09: 15 Ikinci Ders

10: 10 Ders Fasilasi

10: 20 Ucgiincii Ders

11: 20 Yemek, Ogle Namazi, Teneffiis

12: 50 Dérdiincii Ders

1: 50 Terbiye-i bedeniye, Spor oyunlari, Resim, El isleri, Gina ve

Musiki, Ziraat ameliyati, Dordiincii senenin besinci dersi, namaz

06: 00 Miitalaa

07: 00 Yemek ve namaz

08: 00 Miitalaa

10: 10 Teneffiis ve namaz

10: 30 Yatmak

06: 30 Uyanmak, namaz, kahvalt1
07: 00 Miitalaa ve yoklama

08: 00 Birinci Ders

Dariilmuallimin Iptidailere Mahsus Miifredat Programu. Istanbul: Matbaa-i Amire.
1330, p.141
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K. Geography of Old Bigger Turkiya and Today’s Turkiya




L. An illustration of the conflict between the Church and modern schools in the 20th
century in Ibrahim Alaaddin, Bedii Terbiye (Istanbul: Resimli Gazete, 1341).
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M. An illustration of primitive people in Nazim [I¢sel]. Yeni Musahabat-1 Ahlakiye,
Diniye, Tarihiyye, Sthhiyye ve Medeniye. Istanbul: Kiitiiphane-i Hilmi, 1337.
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