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Article Information Abstract
@CmssMa[k Currently, the teaching of history can also be distorted to find justification and
legitimization for the present policies. Even though the teaching of history is considered
DOI: 10.29299/kefad.1123940 as a field related to the past, it remains in tight connection with the present. When

considered in private for Turkey, the existence of a similar situation may be observed. It
is seen that the top narratives have been shaped according to the power focus of the
historical discourses since the foundation years of the republic. Case study, one of the
qualitative research designs, was applied in this study, in which the opinions of
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preservice teachers on the abuse of history were examined. This study, which examines
if there are legitimate reasons for distorting the teaching of history according to
preservice history teachers, is based on the abuse forms of history, which Wirth (1999)
Keywords: categorized under six headings. The study group of the research consisted of a total of
Abuse of History 72 preservice history and social studies teachers at two different universities in Turkey.
An interview form, consisting of five different questions, was used for data collection.
Content analysis was conducted to study the data obtained during the interviews. The
Teaching History research results reveal that most participants oppose the abuse of history via denial,
fixation, and laziness and ignorance; further, participant responses were evenly
distributed in terms of the abuse of history by omission. In addition, many participants
consider the abuse of history by falsification as acceptable.

Official History

Tarih Ogretimini Carpitmanin Mesru Gerekgeleri Olabilir Mi?

Makale Bilgileri Oz
@ CrossMark Glintimiizde tarih 6gretimi, bugiiniin po'litikalarma bir tiir gerekce bulmak ve haklilik
kazandirmak icin de carpitilabilmektedir. Ilk bakista tarih 6gretimi, ge¢misle ilgili bir alan
DOI: 10.29299/kefad.1123940 olarak goriilse de bugiinle ¢ok siki bir bag igindedir. Tiirkiye dzelinde diisiintildiigiinde de

benzer bir durum varligindan soz edilebilir. Zira Cumhuriyet'in kurulus yillarindan
glinimiize kadar {iist-anlatilarin, tarihsel sdylemlerin iktidar odagma gore sekillendigi

Yiikleme: 31.05.2022
Diizeltme:  19.12.2022

Kabul: 13.02.2023 goriilmektedir. Ogretmen adaylarinin, tarihin kotilye kullanimina dair goriislerinin

incelendigi bu ¢alismada, nitel arastirma desenlerinden durum ¢alismasi kullanilmistir. Tarih

Anahtar Kelimeler: Ogretmen adaylarina gore tarih 6gretimini carpitmanin megru sebeplerinin olup olmadiginin

arastirlldigs bu ¢alisma, Wirth'in (1999) alti1 baghik altinda siuflandirdig tarihin istismar

Tarihin Carpitilmasi bigimlerine dayanmaktadir. Aragtirmanin ¢alisma grubunu Tiirkiye'de iki farkh tiniversitede

Resmi Tarih gorev yapan toplam 72 tarih ve sosyal bilgiler 6gretmen aday1 olusturmaktadir. Veri

el toplamak igin beg farkli sorudan olusan goriisme formu kullanilmistir. Goriigsmeler sirasinda
Tarih Ogretimi

elde edilen verileri incelemek igin igerik analizi yapilmistir. Arastirma sonucunda, ¢ogu
katilmecinin inkar, sabitleme, tembellik ve cahillik yoluyla tarihin kétiiye kullamilmasina
karst ¢iktig1 ortaya koyulmus; ayrica katiimcr yanutlari, tarihin atlama yoluyla kétiiye
kullanilmas: agisindan esit olarak dagitilmistir. Buna ek olarak, bir¢ok katiimci tarihin
tahrifat yoluyla suistimal edilmesini kabul edilebilir bulmustur. Bu ¢alismanin
katilimeilarinin, yakin gelecegin tarih 6gretmenleri oldugu goéz 6niinde bulundurulursa,
tarihin koétiiye kullanimi konusunun, gelecekte de tarih 6gretiminin &nemli bir sorunu
olacag anlagilmaktadir.
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Uluslagma siirecinde topluma ulusal bir kimlik kazandirmak ve bunu yayginlastirmak isteyen

ulus devletler, tarihe 6zel bir énem atfetmiglerdir. Cilinkii tarihin grup ruhunu kazandirmak, grup
kimligini ve kokenlerini belirlemek (Smith, 1991), sosyal uyum ve kimlik olusturmak boylelikle de etnik
gruplari ya da milletleri insa etmek gibi ulusal islevleri (Bilgin, 2013); ge¢misin kabul edilebilir ideolojik
ve politik versiyonlarini olusturmak, ideolojileri, uygulamalari, gelenekleri, kurumlari ve politikalar:
mesrulastirmak gibi siyasal islevleri onu diger “iktidar aygitlar1” arasinda ayricalikhi kilmistir (de Baets,

2013, s. 38). Bu nedenle diinya tizerindeki biitiin iilkeler, yurttaslariin kimliklerini sekillendirmek i¢in

tarihi bir sekilde kullanmislardir (VanSledright, 2008).

Ulus-devletlerin ortaya ¢ikisi ile modern anlamda tarihgiligin eszamanh olarak sekillenmeye
baslamasi, tarihin bu aragsal 6nemi ile ilgilidir. Bu 6nem nedeniyle ulus-devletler, ulusal kimligin
onemli bir bileseni olarak ge¢mise dair ortak bir hikayenin yaratilmasi amaciyla (Benlisoy ve Benlisoy,
2001) kendi ulusal tarihlerini insaya yonelmisler (Akman, 2011) ve bunu kiiltiirlendirme projesinin
temeline koymuslardir (Carretero, 2011, s. 6). Ciinkii uluslar hayal edilen topluluklar ise (Anderson,
1991), tarihi anlatilar topluluklarin kendilerini nasil anladiklarini sekillendirmenin anahtarrydi
(Freedman, Weinstein, Murphy ve Longman, 2008). Dolayisiyla bu durum tarihyaziminda politik
vurgulari goriiniir hale gelerek kamusallastirilmasi (Southgate, 2001) hatta tarihin politik amaglar
baglaminda kullanilmas: ile sonug¢lanmistir. Miller'in, “kalici ve kaginilmaz bir siire¢” olarak
tanimladig: tarihin siyasallagsmasi, yalnizca iktidar tarih iligkisinin bir sonucu degil aynm1 zamanda
tarihgilerin de tarih yazarken i¢inde bulundugu statiikonun ve kendi siyasi kimliginin etkisinde

kalmasinin bir tirtintidiir (Miller, 2010, aktaran Palabiyik, 2018, ss. 245).

Tarihin siyasallasmasi, ulus-devletlerin ortak bir kimlik duygusu olusturmak adina ulusal
konulari, tutarli anlatilar seklinde vatandaslarina aktarma gerekliligini (Clark, 2010, s. 120-121),
dolayisiyla da milliyetci bir tarihyazimini ortaya ¢ikarmistir (Benlisoy ve Benlisoy, 2001). Bu siirecte
ulusal duyarliliklarin olusturulmasinda “ortak” bir gegmise yapilan gondermeler siklikla kullanilmis
(Akman, 2011), tarih kisa zamanda daha faydac: bir anlayisla milli gururu oksayici bir hal almigtir
(Southgate, 2001). Bir tiir “toplumsal miihendislik” yoluyla milli birlik ve beraberligin simgesi olarak
goriilen gesitli kurumlar ve gelenekler, tarih aracihigiyla “icat” edilmis (Hobsbawm, 1997; Ozkirimls,
1999), milliyetciligin onlarsiz yapamayacagi mit ve semboller iiretilerek, ulusal kimligin bir parcasi olan
gecmise dair anlati yeniden diizenlenmistir. Bu yeniden diizenleme, milliyetciligin hitap ettigi
toplulugun sembolik sisteminde giindeme getirdigi degisikligin bir parcasidir (Benlisoy ve Benlisoy,

2001).

Milliyetciligin yiikledigi aragsal degerle birlikte tarih biiyiik Olclide, kolektif hatiralarin
korundugu, bir milletin kendisiyle ilgili en iyi hikdyelerini anlattig1, kendi kendini kutsayan, tek bir

gururlu goriisii koruyarak sosyal uyumu arttirmasi beklenen bir anlati seklini almistir (Zajda ve
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Whitehouse, 2009, s. 954). Boylelikle ortak degerler, ortak dil ve ge¢misten beridir birlikte yasamin
getirdigi kiiltiirel ve tarihsel birikimler kullanilarak, homojen bir toplum yaratma dogrultusunda alt
kimlikler ve mensubiyet duygular1 yavas yavas eritilmistir (Anderson, 1991). Buna karsin iist kimlikler
noktasinda ise biz” ve “Oteki” kategorilerinin tanimlanmasi tarihyazimmin temel sorunsali olmus,
farkliliklar1 6n plana ¢ikaran ve Otekine karsi pozisyon alan bir anlayis benimsenmistir (Hobsbawm,

1997).

Ulus-devletin tarihyazimiyla olan biitiin bu ugrasisi, ge¢misten ziyade bugiin ve gelecekle
ilgilidir. Ciinkii iktidarlar i¢inde yasanilan “simdiki zamani1” tatmin edici bulmayinca “ge¢mis”, simdiki
zamani doyurucu bir sekilde yeniden kurgulanir (Hobsbawm, 1997; Yildirim, 2016). Bir baska deyisle
uluslar kendileri i¢in nasil bir gelecek hayal ediyorsa 6nce ona uygun bir ge¢mis yaratirlar (Ersanly,
2006). Yeniden ve yeniden insa edilen tarihin “dogru” olmasinin temel sart1 ise hedef kitle tizerinde
istenen etkiyi goOsterebilmesidir (Akman, 2011). Kisaca ulus-devlet, “mesru” olarak kabul ettigi
amaclara ulasmak icin tarihsel gercekligi (ki boyle bir gergeklik varsa) egip biikmekte ya da garpitmakta
bir sakinca gormez. Fakat bu carpitilmis bilginin “mesru” amaglara hizmet edebilmesi igin
yayginlastirilarak ulusun biitiin {iyelerine ulasmasi gerekmektedir ki bu noktada bir bagka iktidar aygiti

olarak tarih egitimi karsimiza ¢ikmaktadir.
Tarih Egitimi ve Onun “Romantik” Amaclar1

Farkli yazarlar tarafindan analiz edildiginde, ge¢misin ii¢ temsili bulundugunu soylemek
miimkiindiir. ki belirli sosyal ve kurumsal kosullar altinda kurulan bir bilginin disiplin mantigina
gore, tarihgiler ve sosyal bilimciler tarafindan yetistirilen bir akademik tarih veya tarihgilik vardir.
Tkincisi giindelik tarih: Her toplumun iiyelerinin zihninde ve bedenlerinde; kimlik, deger sistemleri ve
ortak inanglar hakkinda paylasilan anlatilar1 ifade eden, siirekli olarak, deneyim ve olusum yoluyla
yazilmis bir kolektif hafiza unsurudur. Sonuncusu ise tarihin okulda goriilen bi¢imidir (Carretero,

2011).

Bu ¢alisma baglaminda 6nem tastyan tarih 6gretimi, on dokuzuncu yiizyilin ortalarinda, ulus-
devletler olarak orgiitlenmis bir diinyada, ulusal kimligi ve sosyal uyumu tesvik etmek gibi "romantik”
amagclarla gelismeye baslamistir (Carretero, Asensio, ve Rodriguez-Moneo, 2013). Boylelikle tarih
Ogretimi, ulusal vatandaglik insasinin hizmetinde tam olarak “kiiltiirel bir ara¢” haline gelmistir
(Barton, 2001). Anderson'in (1991), bir ulusun insas1 igin gerekli gordiigii tek tip hikayelerin ve sembolik
temsillerin, ulusun biitiin {iyelerince hayal edilebilmesi icin tarih egitimi, etkili bir stratejiydi. Bu
stratejiyle kiiltiirel boyut, ulus olma halinin merkezinde yer almis ve insanlarin sadakat hissini énce

kiiltiire sonra da devlete yoneltmeleri amaclanmistir (Gellner, 2006; Schlesinger, 1991).

On dokuzuncu yiizyiin sonlarinda ulusal kimliklerin insasina bagh olarak yiikselen tarih
Ogretimi, yirminci yiizyilin ortalarindan bu yana, bu ulusal kimligi koruma hedefleri ile tarihsel

diisiinme becerilerini kazandirma cabalar1 arasinda gidip geldi (Demircioglu, 2007; Dilek, 2007). Birgok
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iilkenin Ogretim programi ve ders igerigindeki degisime ragmen tarih 6gretimi, on dokuzuncu
ylizyildaki kadar etkili olmasa da hala bireysel kimligin insas1 ve kolektif bellegin aktarilmasi ile ilgilidir

(Carretero ve digerleri, 2013).

Glintimiizde de tarih 6gretimi aracilifiyla toplumsal ge¢misin gesitli donemlerine iliskin sosyal
temsiller olusturulmaya, ortak deger ve inang iiretilmeye calisilmaktadir (Bilgin, 1995). Tarih 6gretimi
ile ideoloji zaman zaman i¢ ice gecmekte ve resmi tarih anlatisiyla birey ve grup, ge¢mis araciligiyla
“simdi”ye doniik bilin¢lendirilmeye ¢alisiimaktadir (Hobsbawm, 1997; Yildirim, 2016). Boylelikle tarih
egitimi her seyden 6nce, ¢ocuklarin ulus konusunda bilgilendirildigi bir alana, tarih smiflari ise kolektif

bellegin iiretildigi mekanlara doniismektedir.

Kolektif bellek {iretimi siirecinde Ogretim programlar1 ve ders kitaplar1 6nemli rol
oynamaktadir. Ogretim programlar1 ve ders kitaplari araciligiyla 6gretmen ve dgrenciler, tekil bir
anlayis kapsaminda hareket ederler (Alaca, 2016). Bu yolla kolektif bellek, hedef kitlesi olan geng
yurttaslar tarafindan igsellestirilirken (Pamuk, 2014) siyasi iktidarin toplumsal bellekte yer almasimi
istedigi her tiirlii deger, yarg: ve imgeler planli ve programl bir sekilde tarih egitimi vasitasiyla

tiketime sokulur (Yildirim, 2016).

Ulusal kimlik sembolleri ya da anlatilari, kolektif bellegin 6nemli bir boliimiinii olusturur.
Boylelikle olusturulan duygusal baghlikla Ogrencilerin, ulusal kahramanlar ve atalarla
0zdeslesmelerini, iilkelerini sevmelerini ve ge¢mislerini anlamalarini saglamak oldukg¢a onemlidir
(Carretero ve Bermudez, 2012; Nussbaum ve Cohen, 2002). Tarih 6gretiminin bu ulusal amaglari
Oylesine onemlidir ki, gerektiginde bu amaclara ulasabilmek icin gecmis carpitilabilir ya da yeniden

inga edilebilir.
Tarih Ogretiminin Carpitilmasi

20. yiizyil baslarinda ulus-insa siireglerini belirleyen romantik milliyetcilik yerini “gercekgilige”
birakmaya baglamisti. Ozellikle II. Diinya Savastyla birlikte milliyetciligin yikici etkilerinin anlagilmast
duygusal asiriliklarin yerini akil ve gercekgiligin almasinda en 6nemli etkenlerdendi. Elbette bu durum
tarihyazimi ve tarih egitiminde de birtakim doniisiimleri zorunlu kiliyordu (Alaslan ve Simsek, 2014).
Bu durumun bir pargasi olarak, Hobsbawm’a (1997) gore, tarihsel mit ve icatlara artik eskisi kadar
basvurulmamaktadir. Bunun yerini hem tarihyaziminda hem de tarih 6gretiminde gesitli carpitmalar

almistir.

Son vyiizyill icinde genellikle siddetli catisma veya buhranlar sonrasi kurulan yeni
rejimler/hiikiimetler, i¢ catismalarin zarar verdigi toplumu birlestirecek bir ge¢mis anlatis1 igin tarihi
carpitmaya yonelmiglerdir. Ciinkii ge¢misgle ilgili neyin hatirlanmas1 ve 6zellikle neyin unutulmas:
gerektigini belirlemek, ortak bir gelecek icin son derece 6nemlidir (Buckley-Zistel, 2009). Bu noktada bir
topluluk veya sosyal grubun mevcut kosullarini hakli gostermek (Carretero, ve digerler, 2013),

toplumsal diizeni saglamak (Carr, 1990; Tosh, 1999) ya da ortak bir ge¢mis insa edebilmek igin ge¢misle
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ilgili gercekler, kasitli olarak ¢arpitilabilmektedir (de Baets, 2013). Boylelikle 19. yiizyilin ulus-devlet
yaklasimlarindan farkli olarak tarih ve onun 6gretimi, ulus-insanin degil ama ulusal bir uzlasma

projesinin araci haline gelmistir (Buckley-Zistel, 2009).

Catisma donemlerinden sonra, toplumsal uzlasiy1 saglamak adina gergeklestirilen tarihsel
carpitma, tarih 6gretiminin aragsallastirilmasinin en radikal bigimlerindendir. Bu olaganiistii kosullar
kadar radikal olmayan fakat ¢ok daha yaygin olan carpitma gerekgesi, yurtseverlik adinadir. Tarih
egitimi tizerine gerceklestirilen arastirmalar (Carretero, 2011; Ferro, 1984; Nakou ve Barca, 2010), tarihin
gelecekteki vatandaslara, geng yastan itibaren sembolik temsiller ve duygular garanti eden degerler
asilamak {izere okul miifredatinda tekrar tekrar konumlandirildigini gostermektedir (Carretero ve
Bermudez, 2012). Boylelikle bireyler ve toplum arasinda ilk kimlik baglantilar1 okulda tarih 6gretimi

araciligiyla olusturulurken “biz” ve “onlar” arasindaki ayrim da somutlastirilmis olur.

Giintimiizde tarih Ogretimi, bugiiniin politikalarina bir tiir gerek¢e bulmak ve haklilik
kazandirmak i¢in de ¢arpitilabilmektedir. Ciinkii ilk bakista tarih 6gretimi, ge¢misle ilgili bir alan olarak
goriilse de bugiinle ¢ok siki bir bag icindedir. Bir bagka deyisle ge¢mis deneyimlerin toplami1 “bugiin”ii
berraklastirmakta, giiniimiizii anlamlandirmaktadir (Kologlu, 1995). Bu nedenle iktidarlar tarafindan,
her bir bireyde toplumsal dayanismay: esas alan bir aidiyet hissi gelistirmek amaciyla tarihsel bilgiler,
ideolojik olarak yorumlanir (Gutek, 2013). Boylelikle toplumun geng bireylerinin iilkedeki politik
gelismeleri olumlu bir sekilde degerlendirmesi, bazi sembolik tarihsel figiirleri elestirmeden
kullanmasi, ge¢misin gergekleri ve karakterleri ile ulusal grubun mevcut kosullar: arasinda siireklilik

ve kalici baglantilar olusturmasi beklenir (Carretero, ve digerleri., 2013).

Akademik tarihin okula bir ders igerigi olarak aktarilirken birtakim sadelestirilmelere tabi
tutulmasi zorunlulugu, iktidarlara tarih dgretimini garpitma adina énemli firsatlar sunmaktadir. Oyle
ki akademik igerigin tarih 6gretime yansitilma siirecinde deforme olmus, mitik veya 6n yargil bilgiler
kullanilarak ulus devleti yiiceltme hedeflenmektedir (Carretero, 2011). Ogretilen tarihsel igerik ise
ulusal kimligin ozelliklerini tarihsel terimlerden ziyade 6zcii terimlerle agiklama, toplumsal olarak
kabul edilebilir olaylarla ilgili celiskileri reddetme egilimindedir (Carretero, ve digerleri.,, 2013).
Boylelikle toplumun zamansal-mekansal kokleri yeniden dizayn edilmis ve bireylerin iginde yasadig1
toplulukla 6zdeslik kurmalar1 hedeflenmistir. Elbette ki bu tasarim siirecinde “tarihsel gergeklik” yerine

arzu edilen “gerceklik” 6n plana ¢ikarilmistir (Gutek, 2013).

Yukarida belirtilen amaglarla tarih 6gretiminin ¢arpitilmasi, pedagojik anlamda ciddi sorunlara
neden olmaktadir. Carpitilan ulusal anlatilarla, diger hikayelerin 6nemini yitirmekte azaltilmakta ve
ogrenciler tarihteki ¢catismalardan, ikilemlerden ve tartismalardan habersiz kalmaktadirlar (Barton ve
McCully, 2010). Bu tarz anlatimlar ge¢miste islenen hatalarin veya suclarin diiriist bir sekilde kabul
edilmesine izin vermemektedir (Carretero, 2011). Ders igerikleri, iktidarlarin arzularimi yansitan

anakronik bakislar, bir konuya dair bazi tarihsel olaylarin atlanmasi, olaylarin baglamlarindan
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koparilmasi veya gesitli yalanlar {izerine insa edilebilmektedir (Carretero, ve digerleri. 2013). Boylelikle

tarih derslerinin igerigi, yanlislarla dolu bir hal alabilmektedir.
Tiirkiye’de Tarihin Ogretimi ve Carpitilmasi

Resmi tarih anlayislarinin olusturulmasinin bir sonucu olan tarih 6gretiminin g¢arpitilmasi
genellikle ulus-insa donemlerine rastlamaktadir (Alkan, 2001; Yazict ve Yildirim, 2018). Tiirkiye
ozelinde diisiiniildiigiinde de benzer bir durum varligindan s6z edilebilir. Zira Cumhuriyet’in kurulug
yillarindan giintimiize kadar iist-anlatilarin, tarihsel sdylemlerin iktidar odagina gore sekillendigi
goriilmektedir. Benzer siirecleri yasayan toplumlarda oldugu gibi siyasi iktidar, tarih yazimi ve
Ogretimini siki sikiya denetlenmis, arzu edilen insan tipini yetistirmek amaciyla bugtinii mesrulastiran
bir arag olarak kullanilmistir. Ozellikle eklektik bir sekilde tarihsel olgu ve olaylar yeniden kurgulanmig

ve ge¢misin bilgisi ideolojik tutumlara gore ¢arpitilmistir.

Ulusal anlatilarin garpitilmasi baglaminda Tiirk tarihgiligine baktigimizda bu durumun en
somut 6rnekleriyle erken Cumhuriyet doneminde karsilagilir. Bu dénemde ¢ok uluslu bir mirasa sahip
olunmasi sebebiyle yeni bir tarihsel insa kaginilmaz bir hal almis ve yeni yapinin mesruiyetini saglamak
icin kolektif bellegi, toplumsal kimligi ve gelecege dair beklentileri yonetmek elzem goriilmiistiir
(Bilgin, 2013). Bu durum modernlesme, uluslagsma ve sekiilerlesme hedefleri dogrultusunda ve kurucu
iktidar blogunun himayesinde yeni bir tarihyazimi projesinin ortaya c¢ikmasiyla sonuglanmistir
(Akman, 2011; Yazici, 2011). Tiirk Tarih Tezi olarak ifade edilen (Aydin, 2002; Kara, 2004; Simsek, 2012)
bu yeni anlayisin amaglar1 genel olarak, milli karakterin devamlilig1 tizerinden yeni nesillere 6zgiiven
asilamak; Tiirk kiiltiiriiniin gelismesini olumsuz etkiledigi diisiiniilen Osmanli-Islam gecmisinden
radikal bir kopus saglamak; Bati'nin Tiirklere kars: takindig1 oryantalist bakisi geri ¢evirmek seklinde
siralanabilir (Copeaux, 2006; Toprak, 2012; Yildirim, 2016). Bu anlay1s dogrultusunda tarih 6gretiminde
radikal dontisiimler saglanmis ve bu yeni tarihsel kurgu ile saltanat ve hilafet kurumlar: {izerinde
yapilan oldukga olumsuz sdylemlerle Osmanli gegmisi (dolayli olarak Islami gegmis) yadsnmis ve
yakin ge¢mis Cumhuriyet rejiminin “mutlak 6tekisi” olarak konumlandirilmistir (Copeaux, 1998;
Yildirim, 2014). Geleneksel dini kimlik, dénemin tarih ders kitaplarinda Darwinist, biyolojik
materyalist, pozitivist ve naturalist sdylemlere bagvurularak yapi ¢oziimiine ugratilmak istenmistir
(Yildirim ve Simsek, 2015). Medeniyetin atasi ve yayicist olarak tanimlanan Tiirk irkinin antropolojik
olarak bresifikal irka mensup oldugu tarih sdyleminin temel referans noktasidir. Oryantalist tarih
anlayisina karsi verilen bu tepkiler ve savunular tarih 6gretimini derinden etkilemis ve bunlara doniik

tarih 6gretimi carpitilmistir (Yildirim, 2016).

Atatiirk’{in 6liimiinden sonra baslayan Inonii (1938-1950) dénemindeki kiiltiir politikalarinda
yasayan degisim ve doniisiimlerle ulusal tarih anlatis1 farkli bir carpitma bigimiyle karsilasmustir. Oyle
ki bu donemde Bati uygarhiginin dogusunu Anadolu topraklarina baglayarak ona eklemlenmeye

calisan yeni bir Batililasma anlayist benimsenmis ve egitim, kiiltiir, tarih gibi alanlarda hiimanist
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degerler 6n plana ¢ikarilmistir. Milli kiiltiir anlayisindan evrensel kiiltiire gecis de denebilecek bu
siirecteki temel yonelim, Avrupa tecriibesinden hareketle, Tiirk hiimanizmasma dayanan bir yeniden
dogus (Ronesans) gerceklestirmektir (Akyildiz ve Karacasu, 1999; Ering Erdal, 2012; Karacasu, 2009;
Yildirim, 2016). Tiirk Hiimanistleri Anadolu kiiltiir bilegkesi baglaminda kusatic1 bir kiiltiir anlayisini
benimseyerek Hitit, Yunan, Roma, Bizans, Sel¢uklu, Osmanli ge¢misini temel referans noktas1 olarak
kabul ettiginden 6zellikle tarih 6gretiminin odak noktasinda da degisime sebep olmuslardir (Akyildiz
ve Karacasu, 1999; Haciibrahimoglu Cakan, 2012; Sinanoglu, 1988). Boylece tarih 6gretimi s6z konusu
hedeflere yonelik olarak yeniden diizenlenerek (Kogak, 1998; Koken, 2002) medeniyetin kaynagini, Bat1
medeniyetinin ¢ikis noktasi olarak kabul edildiginden, Anadolu cografyasina dayandiran hiimanist tez
ikame edilmistir. Bu yeni kurgu ile tarih 6gretiminin kronolojik ekseni Ik Cag’da kalmaya devam etmisg
ancak cografi ekseni Orta Asya’dan Anadolu’ya kaydirilmistir (Simsek ve Yazici, 2013; Yazicy, 2011). A-
historik ve anakronik sOylemlerle tarih Ogretiminde Etnik Tiirk merkezli carpitmanin yerine
Anadoluculuk baglaminda Yunan ve Roma tarihini merkeze alan yeni bir kurgu/carpitma ortaya

¢ikmistir (Yildirim, 2016).

1960’11 yillardan sonra ise s6z konusu hiimanist kiiltiir politikalar: ve uygulamalar1 milliyetci-
mubhafazakar ¢evrelerin (Bolay, 1981; Kafesoglu, 1999; Turan, 1980) siddetli tepkileriyle karsilasmis ve
doénemin muhafazakar iktidarlarinin da destegiyle yeni bir kiiltiir-tarih anlayis1 ortaya g¢ikmuistir.
(Simsek ve Yazici, 2013; Yildirim, 2016). Tiirk Islam Sentezi olarak adlandirilan bu anlayis, tarih
boyunca ana unsurlari Islamiyet ile Tiirkliik olan milli kiiltiire déniis yaparak yeniden bir “uyanis”
gerceklestirmeyi amaclar (Copeaux,1998; Giiveng, Saylan, Tekeli ve Turan, 1994). Kiiltiiralist, 6zcii ve
dolayisiyla idiografik bir temele yaslanan (Tekeli, 1998) bu sentezde Islamiyet, Tiirk insaninin
karakterine ve yaratilisina en uygun din olarak goriilmdiistiir (Giiveng ve digerleri., 1994). Bu donemde
tarihgilik ve tarih 6gretimi en iist seviyede ideolojik olarak aragsallastirilmaya ve/veya ¢arpitmaya tabi
tutulmus ve yazdirilan ders kitaplariyla Ogrenciler, telkin yoluyla kosullandirilmak istenmistir

(Kabapinar, 1992).

1980 sonrasi ordunun yonetime el koymasi ile birlikte tarih egitimi yeniden yapilandirilarak
Tiirk Islam Sentezi diisiincesindeki dini argiimanlar yumusatilmis ve Atatiirk milliyetciligi ile
eklemlenmistir (Copeaux, 1998; Yildirim, 2016). Tarih ders kitaplar: da bu yeni anlayist mesrulastiracak
bi¢imde yeniden yazdirilmistir (Tekeli, 1998). Bu donemde Tiirk-Islam Sentezi, Atatiirkgiiliikk ve Bati
medeniyetinden gelen ¢esitli unsurlar birlestirerek “Biiyiik Sentez” kurulmus ve 6zellikle 1980 sonrasi
ders kitaplarinin ana referansa kaynagi olmustur (Giiveng ve digerleri., 1994, s. 62, 83-85, 104). Bu ii¢
boyutlu sentezde Atatiirkgiilitk daha baskin bir hal almig ve 6zellikle 1986 yilindan sonra tiim derslere
Atatlirk’tin hayati, kisiligi ve diisiinceleri belli bir program dahilinde serpistirilmistir. Tarih ders
kitaplarinda kronolojik kesintiler ve atlamalar yapilarak Alparslan gibi tarihi kahramanlarla Atatiirk
arasinda halef-selef iliskisi kurulmustur. Donemin tarih 6gretimi hem Atatiirk¢ii hem de milli-dini

degerlere bagh bir insan tipi yetistirmeye odaklandifindan “tarihsel gerceklikler” yeniden
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diizenlenmistir (Yildirim, 2016). Ttim bunlarin yaninda 1990'lardan sonra Sovyetler Birligi'nin dagilma
siirecine girmesiyle birlikte Tiirki devletlerle akrabalik iliskilerini gliclendirmeye yonelik Turanc
yaklasimlar da tarih ders kitaplarinda yerini almistir (Alaca, 2017; Ersanli, 1995; 2019; Kabapinar, 1992).

Boylece degisen ideolojik yapiya gore tarih 6gretimi tekrar tekrar sekillendirilmistir.

Son olarak, Muhafazakar-Islamc1 Adalet ve Kalkinma Partisi (AkParti) iktidar ile birlikte diger
donemlerde oldugu gibi tarihgilik ve tarih 6gretiminde cesitli degisim ve doniisiimler yasanmistir.
Akparti iktidarmin ilk dénemlerinde tarih 6gretimindeki Tiirk Islam Sentezi agirhigi devam etmis,
ancak 15 Temmuz darbe girisimi sonrasi tarih 6gretimi miifredati toptan bir degisime ugramistir. 2017
sonrasi yenilenen programlar Osmanli merkezli olarak kurgulanmis (Simsek, 2017; Yazici, 2017) ve Yeni
Osmanlicilik diisiincesi etrafinda bir tarih anlayisi agirhigim hissettirmistir. Bu yeni tarih ogretimi
anlayisinda Atatiirk’iin merkezi rolii azalmis, yeni programlardaki Atatiirkgiiliik konulari, agirligin
kaybetmistir (Aylar, 2018; Bilim Akademisi, 2017; Egitimsen, 2017; Yildirim, 2018). Buna karsin Mustafa
Armagan gibi muhafazakar yazarlarmn, tarih derslerinin “tek bir kahraman {iizerine bina edilen bir
anlat1” (Atatiirk) oldugu seklindeki elestirileri ise devam etmektedir (Armagan, 2017). Bunlarin yaninda
15 Temmuz darbe girisimi gibi giincel politik gelismelerin, hangi donemi kapsadigindan bagimsiz
olarak, tarih ders kitaplarinda yer almasi tarihin ideolojik ihtiyaglara gore nasil kullanildigina 6rnek

teskil etmektedir (Yazici, 2017; Yildirim, 2018).
ilgili Calismalar

Tarih Ogretmen adaylarmma gore, tarih Ogretimini carpitmanin mesru gerekgeleri olup
olmadiginin incelendigi bu ¢alismada, Wirth (1999) tarafindan oldukca kapsamli bir seklide sistematize
edilen ve alt1 bashikta kategorilestirilen tarihin koétiiye kullanim bicimlerinden yararlanilmistir.
Bunlardan ilki olan atlama yoluyla kétiiye kullanma, devletlerin isine gelmeyen bir olay1 kasitli olarak
gizlemesini ifade eder ki tarih 6gretiminde bazi konulardan ya hi¢ s6z edilmez ya da bu konular
ylizeysel olarak gegistirilir. Belli bir olaya sabitlenme yoluyla kitiiye kullanma, bir olay1 hakli gdstermek ya
da unutturmak icin bagka bir tarihsel olaya sistematik olarak odaklanilmasidir. A¢ik bir tarihsel olguyu
yadsima yoluyla tarihsel kayitlar: kotiiye kullanma, ge¢misin izlerinin silinemedigi durumlarda, olgularin
gercek anlamlarinin carpitilmasidir. Yaniltma yoluyla kétiiye kullanma, sahte kanitlar olusturularak,
belgelerin ve maddi kanitlarin tahrif ya da imha edilerek tarihsel olaylarin asil mecrasinin disina
tasinmasidir. Tembellikten ya da cahillikten kaynakli kotiiye kullanma, giincel bilgilere sahip olmayan,
giincellestirme azminden yoksun olan ve yakin dénemdeki arastirma bulgularini hesaba katmayan
Ogretmenlerin, tarihsel olaylara dair kliselesmis yanlis bilgileri, grencilere aktarilmasidir. Ticari ¢ikarlar
ugruna tarihi istismar yoluyla kétiiye kullanma, genglere yonelik reklamlarda, yayinlarda veya gorsel-isitsel
iirlinlerde tarihi kullanarak kligseleri, hatta bazen kaba yanlslar1 ya da tehlikeli ideolojileri

benimsetmeye ¢alisma yaklagimidir.
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Yontem

C)gretmen adaylarinin, tarihin koétiiye kullanimina dair goriislerinin incelendigi bu

calismada, nitel aragstirma desenlerinden durum ¢aligmasi kullanilmistir.
Calisma Grubu

Arastirmanin ¢alisma grubunu, Tiirkiye’deki 2 farkh tiiniversitenin 4. simifinda 6grenim
gormekte olan toplam 72 6gretmen adayi olusturmaktadir. Katiimcilardan 37’si tarih boliimii, 351 ise
sosyal bilgiler 6gretmenligi programina devam etmektedir. Calisma grubunda yer alan katilimcilarin

20’si erkek, 52’si ise kadindir.
Veri Toplama Araci

Arastirmada veri toplama araci olarak 5 farkli sorudan olusan goriisme formu kullanilmistir.
Sorularin olusturulmasinda Wirth (1999) tarafindan ortaya konulan; yadsima, yaniltma, belli bir olaya
sabitleme, bilerek atlama, tembellik/cahillik kaynakli ve ticari ¢ikarlar ugruna tarihin carpitilmasi
kategorileri temel alinmuis, fakat son kategori formal tarih egitimi ile ilgili bulunmadigindan arastirma
kapsami disinda tutulmustur. Goriismeler sirasinda tarihin ¢arpitma bigimlerine iliskin 5 farkh kategori
katilimcilara kisaca tanitilmis daha sonra da bu ¢arpitma bigcimlerini kabul edilebilir bulup bulmadiklar:
sorulmustur. Katilimcilardan her iki durumda da gerekgelerini ifade etmeleri ve bu ¢arpitma bicimine

iligskin 6rnekler sunmalar1 istenmistir.
Verilerin Analizi

Goriismelerde elde edilen verilerin ¢oziimlenmesinde icerik analizi kullanilmustir. Igerik
analizinde toplanan verileri aciklayabilecek kavramlara ve iligkilere ulasilmaya ¢alisilmistir. Bu amagla,
toplanan veriler 6nce kavramsallastirilmis, daha sonra da veriyi aciklayan temalar saptanmistir. Bu
yaklasima uygun olarak oncelikle katilimci ifadeleri bilgisayar ortamina aktarilarak 43 sayfalik veri elde
edilmistir. MAXQDA-12 programi yardimiyla, bu veri dosyasinda yer alan katihmc ifadeleri,
aralarindaki ortakliklara gore gruplandirilarak ana temalara ve temalara ulasilmistir. Bu temalara gore

olusturulan diyagramlar araciligiyla da temalar arasindaki iligkiler ve frekans degerleri gosterilmistir.
Arastirmanin Etik izinleri

Yapilan bu ¢alismada “Yiiksekdgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Arastirma ve Yayin Etigine Aykir1 Eylemler” bashg1 altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.

Etik kurul izin bilgileri: Etik degerlendirmeyi yapan kurul ad1 = Tokat Gaziosmanpasa Universitesi

Sosyal ve Beseri Bilimler Arastirmalar1 Etik Kurulu

Etik degerlendirme kararinin tarihi= 04.04.2022
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Etik degerlendirme belgesi say1 numarasi= 06.07
Bulgular

Agik Bir Tarihsel Olguyu Yadsima Yoluyla Tarihin Kétiiye Kullanimina iliskin Ogretmen

Adaylarinin Goriisleri

Bu baslik altinda katilimcilara, gegmiste meydana gelen bir tarihsel olayin herhangi bir nedenle
inkarin1 kabul edilebilir bulup bulmadiklar1 sorulmus, her iki durumda da gerekgelerini aciklamalar1
ve konuya dair bir 6rnek sunmalar1 istenmistir. Yapilan icerik analizinde agik bir tarihsel olgunun
yadsinmasini kesinlikle kabul edilemez bulanlar ile nadiren de olsa kabul edilebilecegini belirtenler, iki
farkli ana temay1 olusturmus, vardiklari yargiya dair gerekcelendirmeler ise yine temalandirilarak ifade
edilmistir. Her iki yargida da katilimcilarin sundugu 6rnekler ise bir biitiin olarak ele alinmis ve Sekil
1’de gosterilmistir.

Bilimsel de gil

Bilgi karmasasina neden o]u/

FErmeni Tehciri
Tarihselbaglam olugturulmaz \

Osmanh'nmn kurulus tarihi

Gergekler bir giin ortaya ¢ikar \ /
TTT3— \ H'ﬂe r Donemi

Tarihten ders ¢ikanlmasm enge]ler__3__Kabu1 Edilemez

—
Tarih dersine giivenizedeler 1 // \

_— : 35 Ataturk Inénii Thglkisi
Gergekllerle yiizlesilemez \ 1
/ 6-7 Eyliil Olaylarn

Farkli bakss acilar kazanimasmi engeller YADSIMA’ 32 'Ol'l’lﬁ'k'——‘1_____Y Alevil
avuz ve Aleviler

Ata tlirk'iin 6zel hayat

/14 \%)h Sait [syam
Kabul Edilebilir \ Hocah Ka tliam

Toplu 1 birligin devam 5
P sa g eva l/ 1

Ulkenin ¢ikarlarimn korunmasi /

Amerika'da yerlilerin §ldiiriilmesi

Merak uyandirabilir

Sekil 1. Acik bir tarihsel olguyu yadsima yoluyla tarihin kotiiye kullanimina iliskin 6gretmen
adaylarinin goriisleri

Yukaridaki sekilde goriildiigii tizere, agik bir tarihsel olayin inkarina iliskin bir yargi bildiren
49 katihmcidan 35’1 boyle bir duruma basvurulmamasi gerektigi yoniinde goriis bildirirken 14'{i ise
bazi sartlar altinda, belli tarihsel olay ya da olgularin inkar edilebilecegini ifade etmislerdir. Yadsimaya
bagvurulmamas: gerektigini ifade eden katihmcilarin en sik dile getirdigi gerekge ise, boyle bir
durumun “bilimsel” olmamasidir. Katilimcilara gore “tarih bir bilimdir” (K16) ve bu sebeple “objektif”
(K63) olmasi, “nesnel yargilara” (K52) dayanmasi ve “her seyinin acik olmasi” (K16) gerekmektedir. Aksi
halde tarihin “giivenilirligi azalir” (K23). Bir baska katilimciya gore ise

“yasanmuisliklarin belge eksikligi ile eksik kalip daha az bahsedilmesi mazur goriilebilir. Ancak

bircok aracla bilinebilecek bir olay, toplumun zihninde olumlu veya olumsuz yanki yapiyorsa
da inkar edilmemelidir, edilemez. Zaten tarihin bilimsellesme siireci, olaylarin hepsini ortaya
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¢ikarmak ve bu olaylarin tiim cephesi ile ele alinmasini gerektirir. Diger tiirlti bir bakis agis1

eksik kalacaktir” (K13).

Yadsimanin “6grenciyi yaniltmaktan 6teye” (K24) gidemeyecegi ve boylece bir bilgi karmasasina
neden olacagi, katilimcilar tarafindan dile getirilen ifadelerdendir. Katilimcilara goére bu durum
Ogrencilerin “tarihsel bir baglam” olusturmalarini da etkiler. Ciinkii

“bir tarihi olay1 silmek bir kagidi ¢ope atmaya benzemez... tarihsel olaylar birbiriyle iligkilidir.

Bir olay1 reddetmek, diger tiim olaylar: da degistirmektir. Yani tarihsel bir olayin inkar edilmesi

sadece bunu etkilemiyor... Zincirlerin bir halkasini atarsan, yok sayarsan bundan tiim zincir
etkilenir” (K4).

Ustelik katilimcilara gore her ne kadar inkar edilirse edilsin, “gercekler mutlaka giin yiiziine ¢ikar” (K57)
ve bu durumda da “inkdr edilen konunun farkli bir yonii 6grenildiginde bu egitime olan giiveni” (K35) azaltir.

Bu durumda “cok gercek bir olay olsa bile 6grenci o olaya siipheyle bakar” (K33).

Nadiren de olsa agik bir tarihsel olayin yadsmabilecegine iligskin goriis bildiren katilimcilarin
en sik ifade ettigi gerekce ise “toplumsal birligin devami”dir. Katilimcilara gore eger bir tarihsel olay
“milli birlik ve beraberlige... milli kimlige” zarar veriyor (K71), “toplumda ayrismaya” (K19) neden oluyorsa,
“halk: bir arada tutmak i¢in” (K43) bu tarihsel olayin inkar edilmesi mazur goriilebilir. Ciinkii “tarihin,
gerceklik disinda toplumun manevi duygularin karsilamasi lazim” dir (K54). Yine ayni paralelde olmak tizere

katilimcilara gore bir tarihsel olayin inkar1 “iilkenin milli ¢ikarlarimin korunmas:” (K56) ya da “iilke

politikasimin devamlilig: agisindan gerekli” (K40) olabilmektedir.

Acqik bir tarihsel olgu ya da olayin yadsinmasina dair verilen érneklerde ise “Ermeni Tehciri”,
toplam 32 ornekten 21'inde tekrar edilerek agik bir sekilde one ¢ikmaktadir. Fakat katilimcilarin bu
ornege yaklasim bicimleri birbirinden ¢ok farkhidir. Kimi katiimciya gore “Ermeni soykirimz tarihte var
olan bir seydir, ama bu soykirim her zaman inkdr edilmistir. Devlet... soykirimi yillardan beri inkdr edilip, tarih
kitaplar1 bu konuda kesin ifadeler kullanmistir olmadigina dair” (K70). Bu 6rnekte “ Ermeni soykiriminin inkirt”
bir yadsima 6rnegi iken bir baska ornekte ise “Ermenilerin Tiirklere yaptiklar: zararlart inkdr etmeleri” (K37)
bir yadsima 6rnegi olabilmektedir. Ayni paralelde bir bagka drnek ise K10’a aittir: “Ermeni meselesi bizim
tarihimizde siirgiin olarak gecmektedir. Ermeniler devlet disina ¢ikarilmigtir. Giiniimiizdeki Ermeniler bunu inkdr

ediyor ve onlar bizi katletti diyorlar.”

Katilimci ifadelerinden anlasildig; iizere bir tarihsel olayin varliginin inkar: kadar yoklugunun
inkar1 da bir yadsima 6rnegi olabilmektedir. Ciinkii “tarih derslerinde Ermeni olayimin yasanmas: kabul
edilemez” (K22). “Bu meselenin inkdr edilmemesi durumunda... Tiirkiye icin biiyiik yaptirimlarin ve siyasal
siireclerin yasanmasina neden olur” (K40). Bu sebeple “eger boyle bir soykirim varsa da inkir edilmesi iilkenin

siyasi ve diplomatik konularda zan altinda kalmamas: icin inkdr edilebilir” (K56).

Ermeni tehciri disinda katilimcilarin yadsimaya iliskin verdikleri bir diger 6rnek, Osmanli’nin
kurulus tarihine iliskin bilgi farkliliklaridir. Fakat bu bilgi karmasasini, acik bir tarihsel olgunun

yadsinmasina iligkin bir ornek olarak degerlendirmek miimkiin degildir. Bu baslik altinda sik
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tekrarlanmamakla birlikte dikkat ¢ceken bir diger 6rnek ise “Yavuz ve Aleviler” iligkisidir. K19’a gore
“Istanbul’da yeni yapilacak kdpriiniin adi koyulurken Yavuz Sultan Selim’in Alevileri katlettigi gerekcesi ile
kopriiye onun isminin verilmesi kargasaya neden olmustur. Bu nedenle boyle bir olay inkir edilebilir.” Bu
Orneklerin yami sira Tiirk tarihiyle iligkili olmamakla birlikte katilimcilara gore Hitler donemi
uygulamalar1 ya da Amerika’da yerlilere uygulanan soykirim, Batililarin inkar ettikleri tarihsel olaylar

arasinda yer almaktadir.
Yaniltma Yoluyla Tarihin Kétiiye Kullanimina iligkin Ogretmen Adaylarinin Gériisleri

Bu baslik altinda katihmcilara, sahte kanitlar iireterek ya da belgeleri tahrip ederek gercek
olmayan bir tarihsel durumun, olaymm ya da kahramanin yaratilmasii kabul edilebilir bulup
bulmadiklar1 sorulmus, her iki durumda da gerekgelerini agiklamalar1 ve konuya dair bir 6rnek
sunmalar1 istenmistir. Katilimcilarin bu konuda vardiklar1 yargilar, bu yargilara dair

gerekcelendirmeleri ve konuya iliskin sunduklar: 6rnekler, Sekil 2'de gosterilmistir.

Milli de gerlerin/bilincin asilanmasi

Topluma 6zgliven agillamak Tiik Tarih Tezi
Topl al birli
opfumsal bir 1k\ Eski Tiirk Destanlar1
Rol model olusturmak 5 attal Gazi
4
My . »-l .L P 3
Ogrencinin lgisini ngik 2 Hititle rin Tiirk oldugu
Oprenciye sevkvermek 2
grenciye gsevk verme ‘2\
Atalar yﬁce]tmek_1—_Kabul Edilebilir 8 g Gemjkrin karadan ytiritiilmesi
6

\
21\ 2 y@ﬂn soykirim iddias1
YANILTMA -

: T a /1,/_/fsa“ka““§
—~ 1

9 .
| . OrnEk:‘::Cengiz Han'm Tiirkliigii
—»—Kabul Edilemez ™.

Canakkale efsaneleri
Q] (~] ddiye almaz
grenci gercgegi ciddiye a a/

Insanlar kandirmak olur /

Gercek kurgudan daha e tkilidir

Ulubath

Tarih belgelere dayah olmah
Sekil 2. Yarultma yoluyla tarihin kotiiye kullanimina iliskin 6gretmen adaylarinin goriisleri

Gergek olmayan bir tarihsel durumun, olayin ya da kahramanin yaratilmas: ile ilgili yarg:
ifadesi kullanan 30 katilimcidan 21'i bu durumu “kabul edilebilir” bulurken 9'u ise bu durumu “kabul
edilemez” olarak degerlendirmistir. Nadiren de olsa yarultmay: kabul edilebilir bulan katihimcilarim
gerekgeleri incelendiginde, “milli degerlerin/bilincin asilanmasi”nin en sik tekrar edilen tema oldugu
goriilmektedir. Katilimcilara gore “milli degerlerin asilanmasi ve milli bilincin ateslenmesi ve dirliin devam
ettirilmesi” (K40) ya da “var olan milli bilinci gelistirme, halki milli suur altinda birlestirme” (K53) amaciyla,
gercekte var olmayan tarihsel olaylar ya da kahramanlar olusturulabilir. Béylece katihmcilara gore
“milletini yiiceltmek ve diger uluslardan iistiin gostermek” (K52) miimkiindiir. Benzer bir sekilde “topluma

ozgiiven agilamak” da, “yaniltma”y1 mesru gosterebilecek gerekgelerden biridir. Katilimcilara gére “O
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kiiltiirden olan insanlarin manevi duygularim canlandirmak icin o topluma 0zgiiven asilamak” (K16) ya da
“gelecek nesillere ve kiiltiire ecdadimin ¢ok biiyiik isler basardigini gostermek, halkin kendini degerli hissetmesini
saglamak” (K59) amaciyla gercek olmayan tarihsel kurgular olusturulabilir. “Devlet... halkin cesaret edip
gaza gelmesi icin olmayan bir durumu varmg gibi anlatabilir” (K51). Aym sekilde toplumsal birlik adina da
yarultma gerceklestirilebilir. Clinkii “insanlar. .. belli bir amag dogrultusunda birlik beraberlik kurarlar. Vatan

sevgisi, millet kavramlarim bu sekilde tatmin etmektedirler” (K61).

Yaniltmanin “kabul edilemez” oldugu yoniinde goriis bildiren katilimcilardan bazilari
gerceklerin, yamiltma yoluyla olusturulan kurgulardan daha etkili oldugunu ifade etmislerdir.
Katilimcilara gore “gelecege 1sik tutmast agisindan yasanmis olaylar daha etkilidir” (K61). Bir baska deyisle
“bilinen, kamtlanms eksik bir gerceklik; tiim yonleriyle yapilms, inga edilmis bir kurqudan daha faydalidir”
(K13). Ustelik yamltma yoluyla olusturulan kurgular 6grenciyi “olumsuz yinde etkiler, 5grenci gercekte

yasamis tarih olaylar: ciddiye almaz” (K8).

Yaniltma yoluyla tarihin kotiiye kullanimina katiimcilar tarafindan verilen ornekler
incelendiginde ise Tiirk Tarih Tezi'nin 6ne ¢iktig1 goriilmektedir. Katilimcilara gore “ Tiirkliige yonelik
yapilan hakaretleri ortadan kaldirmak” (K39), “iilkede milli duygulari artirmak” (K66), “Tiirk halkini bir anda
yiiceltmek ve milli bir ideoloji olusturmak” (K65) ve olusturulan bu ideolojinin “halka sunulmasi” (K49) i¢in
hazirlanan Tiirk Tarih Tezi, gergekligi olmayan bir tarih kurgusu olmasi sebebiyle yaniltmaya bir 6rnek
teskil etmektedir. Tiirk Tarih Tezi kadar tekrar eden bir diger Ornek temas1 ise “Eski Tiirk
Destanlar1”dir. Fakat her ne kadar katilimcilarin bu 6rnegin kullanumu ile ilgili gerekgeleri, yanultma
yoluyla tarihin kotiiye kullanimin karsilasa da, formal tarih egitimi baglaminda olusturulmadiklari igin

bu 6rnegi yaniltma kapsaminda degerlendirmek miimkiin goriinmemektedir.

Verilen 6rnekler arasinda gok sik tekrar etmemekle birlikte K5'in ifadeleri, yaniltma yoluyla
tarihin kotiiye kullanimi agisindan dikkat ¢ekici bir ornektir:
“Birinci Diinya Savasi'nda Canakkale cephesinde savasan iki asker fotografi vardir. Bu fotograf

aslinda bizim cephemizde savasan askerler degildir. Fakat ders kitaplarinda ve devlet
biiyiikleri dahi bu fotografi paylasip kullanip Canakkale Sehitleri olarak nitelendirirler.”

Yine sik tekrar edilmemekle birlikte “yaniltma” agisindan dikkat ¢eken bir baska 6rnek ise K10’a aittir:
“Gergekte Sarikamig’ta 95.000 sehidimiz yoktur. Kaynaklara gore 25.000 oldugu, farkh
kaynaklarda ise 30.000 oldugu bilinmektedir. Fakat o donemde ¢ikan bir gazetede 95.000 olarak

¢ikmig, Oyle kalmistir... toplumun vatani ic¢in nasil feda oldugunu, birlik ve beraberlik
olusturdugu i¢in boyle kullanilabilir...”

Belli Bir Olaya Sabitlenme Yoluyla Tarihin Kétiiye Kullanimima iliskin Ogretmen

Adaylarinin Goriisleri

Bu baslik altinda katihmecilara, belli amaclarla bir tarihsel konunun bazi yonlerine dikkat
cekilmesi ve diger bazi yonlerinin goz ardi edilerek golgede birakilmasi yoluyla gerceklestirilen

sabitlenmeyi kabul edilebilir bulup bulmadiklari sorulmus, her iki durumda da gerekgelerini
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agiklamalar1 ve konuya dair bir 6rnek sunmalar1 istenmistir. Katihmcilarin bu konuda vardiklar
yargilar, bu yargilara dair gerekcelendirmeleri ve konuya iliskin sunduklari 6rnekler, Sekil 3’te

gosterilmistir.

Biling olugturmak
Temsil edici konular se¢ilebilir \ Kazanilan zaferler
Biz

Kendimizi/tarihimizi yiiceltmek -
Inkilaplarm olumlu yanlar
Onemli konular seg]leblhr\
smanh tarihinin olumhu yonleri
Gelecege yon ve rmek

Milleti/devleti basarsiz giste rmemek 1—Kabu1 Edilebilir 6 5 ‘Atatiirk'tin olumlu 6zellikleri

/ Akkale cephesi
/ / Yavuz ve Aleviler

SABITLENME- 3 ~Omek—— 2 r——m

N \ O%manh mun ylikselme dénemi
39
Tarihin nesnelligini etkiler Kab ul Edilemez wﬁmalﬂmm askeri tarihi

Tarihe ¢ok boyutlu bakiimasini enge ller / / Celaliisyanlart
/

Konunun tam olarak anlagilmasm engeﬂe

Konular arasinda baglanti kurulamaz\
Tarihten ders ¢ikarlamaz

Tarihe duyulan giiven sarsilir

Sekil 3. Sabitlenme yoluyla tarihin kétiiye kullanimina iligkin 6gretmen adaylarmin goriisleri
Bir tarihsel olayin, olgunun, durumun belli bir yoniine odaklanip diger yonlerinin gz ardi
edilmesi ile ilgili yarg ifadesi kullanan 50 katilimcidan 11’i bu durumu “kabul edilebilir” bulurken 39'u
ise bu durumu “kabul edilemez” olarak degerlendirmistir. Sabitlenmeyi kabul edilemez bulan
katiimailarin gerekgeleri incelendiginde ise bu durumun, “tarihin nesnelligini” olumsuz yonde

etkileyecegi goriisiiniin one ¢iktig1 goriilmektedir.

Katilimcilara gore tarihsel bir olay ya da olgunun belli bir yoniine sabitlenilmesi, “tarihin
nesnelligini, gecerliligini olumsuz” (K7) etkileyeceginden “objektif tarih anlayisina terstir” (K55). Tarihte
sadece “tek bir yere odaklansak dogrulari goremeyiz” (K41). Oysaki tarih, “biitiin yonleriyle ele alinmasi
gereken bir bilimdir” (K52). Bu sebeple “tek bir olay, ziimre, olgu etrafinda insa edilmis tarihi eksik ve yanlistir”
(K13). Sabitlenmenin, tarih bilimi a¢isindan tasidig1 olumsuzluklarin yaninda tarih 6gretimi acisinda da
Oonemli dezavantajlar1 vardir. Katilimcilara gore sabitlenme, tarih Ogretimi acisindan oncelikle
Ogrencilerin tarihe ¢ok boyutlu olarak bakmasini engelleyecektir. “Ciinkii tarih sebep-sonug iliskisine
dayandirilmas: gereken bir bilimdir. Genis bir bakis acisiyla bakilmas: gerekir. Dar bir cerceveden bakmak bizleri
de bilgilendirdigimiz kisileri de yanlhg yonlendirir” (K23) ve “tek tarafl diisiinmesine neden olur” (K27). Oysaki
“tarih konularina bir biitiinciil bakis agisiyla bakilmast” (K31), “6grencide olumsuz bir sey uyandirsa da

gercekleri” (K22) gormesi gerekir. Boylece 6grenci gecmiste “ne oldugu, nerelerde hata yapildig:, nelerin
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degistirilmesi gerektigi” (K68) gibi onemli ¢ikarimlarda bulunabilir. Bununla birlikte sabitlenme ile
olaylar “tek tarafli... tek bir pencereden §3renilmis” (K15) olacagindan bu durum tarihsel “konunun tam
olarak anlasilmasini” da etkileyecektir. Ustelik katilimcilara gore sabitlenme, tarihsel “konular arasinda
baglant1” kurulmasini da engeller. Clinkiy;, “tarihi konular bir baglam icerisindedir. Bir olgu 6biiriiyle
iliskilidir” (K24).

Belli bir tarihsel olay ya da olguya sabitlenilmesini “kabul edilebilir” goren katilimcilarin
gerekcelendirmeleri incelendiginde ise, Ogrencilerde biling olusturmak, kendimizi/tarihimizi
yliceltmek, gelecege yon vermek gibi toplumsal amaglarin 6ne ¢iktigi goriilmektedir. Katilimcilara gore
“lider veya karizmatik énderler vasitasiyla milli bilincin daha iyi olusmasi” (K18), “halkta milli duygulari’n
ortaya cikarilmasi ve “kendilerine giiven” (K66) saglanmasi ya da “kendi milletini iistiin gistermek igin”
(K60) “olumsuzluklarin degil olumlu ozelliklerin on plana ¢ikariimasi”(K18) kabul edilebilirdir. Hatta bu
durum son derece olagandir. Cilinkii “milli duygularla hareket ederiz... Bagl oldugumuz milli benlik, kendi

toplumumuzun ve devletimizin asla basarisiz ve giicsiiz oldugunu” kabul etmememizi gerektirir” (K14).

Sabitlenmeye verilen Ornekler incelendiginde “kazarmulan zaferler’e odaklanilmasmin,
katilimcilar tarafindan sikca tekrar edildigi goriilmektedir. “Kazamilan zaferlerle dolu ders kitaplar: vardir.
Fakat basarisizliklardan soz edilmez” (K5). Ustelik bu durum katilimcilara gore sadece “ilkokul, lise
diizeyinde” degil, “iiniversitelerde” de boyledir. Universitede de kazanilan basarilar “biitiin detaylariyla ele
alimirken” basarisizliklar “kisa olarak ele almir” (K11). Ayni sekilde “biz”e odaklanilmasia dayanan
etnosantrik bakis agis1 da, katilimcilarin sabitlenmeyle ilgili sik¢a verdikleri ornekler arasindadir.
Ornegin Istanbul’un fethinde, “kars1 taraftan” hi¢ bahsedilmemesi bir katilimcinin dikkatini cekmistir:
“Oradaki insanlara ne oldu, nasil hale geldiler. Sonugta bir savas var ortada ve bu yéniiyle anlatmiyoruz” (K10).
Bir baska katilimcinin verdigi 6rnek ise daha yakin bir doneme aittir: “Canakkale Savasi’nda, sadece
Tiirkler bu vatan icin savasmadi. Aymi zamanda bircok Kiirt insan da savagnugtir... Ama bu kisim higbir kitapta

yazmaz, iistii kapalidir” (K38).

Atatiirk doneminde gergeklestirilen inkilaplarin “sadece olumlu yonden anlatilmasi” (K70), bunlar
“gerceklestirilirken halkin buna uyumda” zorlanmasi (K49), bu sebeple ¢ikan “isyan ve karigikliklar”a (K22)
tarih derslerinde yeterince yer verilmemesi de katilimcilara gore bir sabitlenme ornegidir. Aym
doneme iliskin olarak katilimcilarin verdigi bir diger sabitlenme bicimi, Atatiirk’{in olumlu 6zelliklerine
odaklanilmasidir: “Mustafa Kemal Atatiirk’iin olumsuz diisiinceler olusturacak Ozel hayatindan pek
bahsedilmez. Daha cok askeri-siyasi yoniiyle konusulsun istenir” (K18). Oysaki “Atatiirk atamizdir ancak
yanhislarini da séylememiz gerekir” (K7). Bu 6rneklerin yani sira genel Tiirk tarihi iginde 6zellikle Osmanl
tarihine, Osmanl tarihi i¢inde ise daha ¢ok yiikselme donemine odaklanilmis olmasi, katiimcilarin

verdigi diger sabitlenme 6rnekleri arasindadir.
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Atlama Yoluyla Tarihin Kétiiye Kullanimina iligkin Ogretmen Adaylarinin Gériisleri

Bu baslik altinda katilimcilara, bir tarihsel olgu ya da olaya belli amaclarla yer verilmemesi
olarak tanimlanabilecek olan atlama yoluyla tarihin kotiiye kullanmmimi kabul edilebilir bulup
bulmadiklar1 sorulmus, her iki durumda da gerekgelerini agiklamalar1 ve konuya dair bir 6rnek
sunmalar1 istenmistir. Katilmcilarin bu konuda vardiklar1 yargilar, bu yargilara dair

gerekcelendirmeleri ve konuya iliskin sunduklar: 6rnekler, Sekil 4'te gosterilmistir.
Devlet i¢in
/ Toplum igin
/ > 5 Ogrenclic
— __2P_(“)gre nei igin

Bir olumsuzluk olusturdugunda

Toplumsal birlik igin
Atatiirk'iin 6zelhayat

Ogrencinin kafas1 karigmasmn 12
Bir secim yapilmasi zorunludur 3 \ rmeni teheir
| s N
Ilgi cekici konular secilebilir—1—Kabul Edilebilir Kardes katli
4

Kiirt sorunu

| ;
9 3 / isyanlar
| 22 /////22/

Zaten yapiliyor—8—ATLAMA ——Ornek=2 Cumturiyeturumlan
I \\\\1 @irk ilke ve inkilaplart

2 1
IO 1 &adie}alﬂarm dzelhayaty
1 .
Gergekler halktan saklanmamah—7— Kabul Edilemez Kut'ul Amare
" a3
Bilimsel de g11/11/1/ vrupa'nn giinahlar
Yanls ¢ikarimlarda bulunulabi]y Yalkin dénem tarihi

Dogru ve yanhsin karglastrimasma firsat verimeli
Sekil 4. Atlama yoluyla tarihin kétiiye kullanimina iligkin 6gretmen adaylarmin goriisleri

Atlama yoluyla tarihin kotiiye kullanimu ile ilgili yarg: ifadesi kullanan 39 katilimcidan 19'u bu
durumu “kabul edilebilir” bulurken 20’si ise “kabul edilemez” olarak degerlendirmistir. 8 katilimci ise
herhangi bir yargida bulunmadan, bu durumun “zaten yapiliyor” oldugunu ifade etmistir. Atlama
yoluyla tarihin kotiiye kullanimini kabul edilemez bulan katilimcilarin gerekgeleri incelendiginde ise
bu durumun, “gergeklerin halktan saklanmamasi1” gerektigi goriisiiniin 6ne ¢iktig1 goriilmektedir.
Katilimcilara gore “halk gercek tarihini bilmeli, ecdadi iyi tammali” (K60). Bu sebeple “bir toplumu
olusturan biitiin fertler, tarihi objektif ve tiim yonleriyle” (K71) 6grenmeli, “olumsuz bir olay olsa bile” (K46),
“insan gecmisini bilmeli, bu dogrultuda diisiincelerini yonlendirmeli” dir (K72). Ustelik herhangi bir tarihsel
olay ve olgunun tamamen g6z ard: edilmesi katihmcilara gore bilimsel de degildir. Clinkii “bir tarihci
tarafsiz olmalidir. Objektif olmalidir. Bir amag dogrultusunda eksik bilgi verilmemelidir”. Fakat bu ifadeleri
kullanan katilimcr ifadelerini, bir ¢ekince ile tamamlamaktadir: “ Tabii ki insan ve topluma, toplumsal birlik

ve beraberlige zarar verilmemelidir” (K2).

Yukaridaki 6rnekten de anlasildigi tizere, icerisinde “olumsuzluk” barindiran bir tarihsel olaya,
biitiin agiklig1 ile tarih derslerinde yer verilmesi konusunda bazi katilimcilarin gekinceleri

bulunmaktadir. Bu olumsuzluk “devlet i¢in”, “toplum i¢in” ya da “0grenci i¢in” olabilmektedir.
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Ornegin “olayin anlatilmast iilkede karisiklik yaratiyor”sa (K44) ya da “devletine, milletine sayg: anlaminda
zayiflik gostertebilecek bir olayr ise” (K16) “devletin ¢ikarlarina ters bir durum” (K52) olmamasi ve iilkenin
“diplomatik veya siyasi olarak zan altinda kalmamas: icin” (K56) bir tarihsel olaya bilingli olarak yer
verilmeyebilir. Ayni sekilde “birlik ve beraberlige” zarar vermemek (K43), “hakli haksiz ¢atismalara” yer
vermemek (K47), “iilkede yasayan etnik grubun tepkisini cekmemek” (K40) yani kisacas1 “ayrimciliga” (K19)

neden olmamak i¢in baz tarihsel olaylar, katilimcilara gore tarih derslerine konu edilmeyebilir.

Devlet ve toplum adina hissedilen ¢ekinceler, bazi katihmcilar gore 6grenciler icin de soz
konusu olabilmektedir. “dgrencilerin tarihten soguyup uzak durmalarinda neden olmamak” (K23), “kafasim
karistirmamak” (K22) ve “yanlhs diisiincelere” (K24) kapilmasini 6nlemek amaciyla bazi konulara tarih
derslerinde yer verilmeyebilir ya da “dgrencinin belirli bir seviyede olmasina bakilabilir. Bundaki amag her

seyi daha dogru anlamasi icindir” (K22) .

Baz1 katilimcilar, herhangi bir tarihsel olay ya da olgunun tarih derslerinden atlanmasi yoluyla
tarihin kotiiye kullanumu ile ilgili olarak yargi bildirmek yerine, bu durumun “zaten yapiliyor”
oldugunu ifade etmislerdir. Bu katilimcilara gore; “devletler politikalar: tarih bilgilerimizin aktariminda ¢ok
etkilidir” (K61). “Devlet, politikalarini 6gretmen vasitas: ile 6grenciye aileye aktarir. Devlet miifredata istenilen
kazamimlara koyuyor 6gretmen de miifredat disina cikamiyor” (K5). Ornegin “Atatiirk ilke ve inkilaplarmin
besinci simif kitaplarindan kaldirilmas:, giiniimiiz devletinin  olusturmak istedigi vatandashik yapisim

sekillendirmek icin yapmugstir. Eskiyi unutturmak istemislerdir” (K50).

Atlama yoluyla tarihin kotiiye kullanimina verilen 6rnekler incelendiginde ise “Atatiirk’iin 6zel
hayati”na tarih derslerinde yeterince yer verilmemesinin éne ¢iktig1 gériilmektedir. Ornegin K5'e gore
“Cumbhuriyet tarihi konularinda sik sik gordiigiimiiz bir seydir. Atatiirk’iin yasantist ile ilgili bircok soylemler
vardir. Fakat ders kitaplarinda sadece annesi, babasi, kardesi ve nerede dogdugu gibi kisir bilgiler yer alir.” Oysaki
Kl6’ya gore bu, olmasi gereken bir durumdur. Cilinkii Atatiirk’iin 6zel hayat1 icerisinde zararl
aliskanliklarindan bahsedilmesiyle “Ona karsi nefret duyulabilir. Bu yiizden her sey oldugu gibi ben
anlatilmalidir. Aksi takdirde bir olaydan dolay1 iilkenin degerli insanlarina karsi nefret duyulabilir”. Benzer bir
sekilde “Atatiirk’iin yapti$1 bir takim yanlhs uygulamalarin ‘olmas: gerekiyordu’ gibi bir sekilde gecistirilmesi

veya yayimlanmamast” da K56'ya gore, atlama yoluyla tarihin kotiiye kullanimina bir 6rnektir.

Konuyla ilgili diger drnekler incelendiginde ise “tarihi sevkini” kirmamak amaciyla belli bir
seviyeye kadar “Ermeni meselesine deginilmemesi” (K23) gerektigi, katilma tarafindan bir 6neri olarak
sunulmaktadir. Benzer bir Oneri de Kl15'ten gelmistir: “Seyh Sait isyamndan derinlemesine
bahsedilmeyebilir, ozellikle dogudaki 63retmenler icin”. Buna karsin yakin dénem “tarihine yer verilmemesi”

ise bir elestiri konusu olarak bu 6rnekler arasinda yer almustir.
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Tembellikten ya da Cahillikten Kaynaklanan Tarihin Kétiiye Kullanimina iliskin Ogretmen

Adaylarinin Goériisleri

Bu bashk altinda katilimcilara, yapilan yeni arastirmalarla dogrulugunu kaybetmis ve
glincelligini yitirmis bir tarihsel bilginin, tembellik ve cahillik kaynakli olarak tarih derslerinde
kullanilmaya devam etmesini kabul edilebilir bulup bulmadiklar1 sorulmus, her iki durumda da
gerekcelerini acgiklamalar1 ve konuya dair bir 6rnek sunmalar: istenmistir. Katiimcilarin bu konuda
vardiklar1 yargilari, bu yargilara dair gerekcelendirmeleri ve konuya iliskin sunduklar: 6rnekler, Sekil

5’te gosterilmistir.

Modern diinya igin gerekli
Bilingli bireyler yetistirmek igin ge re Klidir ]

Bir 6gretmenin olmasi geren 6zelligidir 1 2
T \ Tarihin bilimselligine aykirid
1\_\ arihin selligine aykiridir
Giincel bilgi
@gre ncinin dogru bilgiyi 6grenmesi gerekir ~
Merkezi smavlari etkiler 10
Ogrencive bir katkis1 yoktur 1\\\ \ / Osmanlda ilk para
Ogrenciyanhs ¢ikarmlarda bulunur 1—Kabul Edilemez /Osmanlmm kurulus tarihi
/ e
33 / /3 Ik Yazili anlagma
/

1 - O]f'nek 1 —I]k Miisliiman Tiirk Toplulugu
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3_#Kabul Edilebilir
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Sekil 5. Tembellikten ya da cahillikten kaynaklanan tarihin kétiiye kullanimina iliskin 6gretmen
adaylarinin goriisleri

Tembellik ve cahillik kaynakli tarihin koétiiye kullanimu ile ilgili yarg: ifadesi kullanan 38
katiimadan 51 bu durumu “kabul edilebilir” bulurken 33’ii ise “kabul edilemez” olarak
degerlendirmistir. Tembellik ve cahillik kaynakli tarihin kétilye kullaniminmi kabul edilemez bulan
katiimcilarin gerekgeleri incelendiginde ise bu durumun, “tarihin bilimselligine aykir1” oldugu
goriisiiniin O6ne qiktig1 goriilmektedir. Katilimcilara gore “tarih her yeni bir belge buldugumuzda delil
buldugumuzda degisebilecek bir olgudur” (K24) bu durum ayni zamanda tarihin “siirekli bir gelisim ve

degisim siireci icinde” (K61) oldugunu gostermektedir. “Bumnlar: g6z ardi etmek objektiflige aykiridir” (K7).

Giincel bilgi ayn1 zamanda cagin bir gerekliligidir: “Sadece tarihsel alanda degil tiim alanlarda
giincel bilgiler verilmesi daha dogrudur. Ciinkii gelisen diinya topluluklari, devletleri bu amaclar1 goz ard:
etmiyor” (K40). Ustelik yasadigimiz donemde “teknolojinin gelismesi” (K71) ve bilgiyi ulasmanin ¢ok da

kolay hale gelmesi, 6zellikle 6gretmenlerin bilgilerini giincellememelerini mazur gosterecek nedenleri
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ortadan kaldirmustir. “Amact 63retmek, bilgi vermek olan bir yerde en giincel, en dogru bilgiler verilmelidir”

(K2).

Tembellik ve cahillik kaynakl tarihin kotiiye kullanimini nadiren de olsa kabul edilebilir bulan
katilimcilar ise bu durumun eski ve yeni bilginin niteligi ile iliskili oldugunu diistinmektedir: “Yeni
verilere ulasildi§imda tarihte deSismeler yasanabiliv. Yeni bilgiler tarihi kendi milleti icin kotii anlamda
degistirecek ise bazi bilgiler milletin, iilkenin gelece3i icin g6z ard: edilebilir” (K67). Dikkat ceken bir baska
Ornekte ise katilimc1 “hoca belirli bir yasa gelmistir ama ‘ben bildiklerimi anlatayim sonra kendileri bir yerden
ogrenirler’ diyerek kendisini gelisime agmamasr” (K39) durumunda nadiren de olsa bunun mazur

goriilebilecegini belirtmektedir.
Sonug

Arastirma sonuglar1 bir biitiin olarak degerlendirildiginde; yadsima, sabitlenme, tembellik ve
cahillik kaynakli tarihin kotiiye kullanimina, ¢ogu katilimcr karsi ¢ikarken, atlama yoluyla tarihin
kotiiye kullaniminda ise katilimcr cevaplarinin dengeli bir sekilde dagildig1 goriilmektedir. Bununla
birlikte yaniltma yoluyla tarihin kétiiye kullanimin ise birgok katilimcinin kabul edilebilir bulmustur.
Fakat bunda katilimcilarin, literatiirde “sahte kanitlar iireterek ya da belgeleri tahrip ederek gercek
olmayan bir tarihsel durumun, olayin ya da kahramanin yaratilmas1” seklinde tanimlanan yaniltmayz,
biiyiik olgiide tarih derslerinde film ya da drama gibi kurgu iiriini materyallerin kullanim1 seklinde

algilamalarinin etkili oldugu diistiniilmektedir.

Katilmcilarin, tarihin koétiiye kullanimini kabul edilemez bulmalarma dair gerekgeler
incelendiginde, hemen her kategoride tarihin bilimselligine ya da nesnelligine yapilan vurgu dikkat
cekmektedir. Bu nesnellik vurgusu Kaya'nin (2019) bulgularini destekler mahiyettedir. Oyle ki bu
¢alismada katilimcilar II. Abdiilhamit hakkinda yapilan farkli ve zit yorumlarin en énemli sebebi olarak
objektif olamamaya dikkat ¢ekmislerdir. Tarihin kotiiye kullanimini kabul edilebilir bulan katilimcilar
ise toplumsal birligin siirdiiriilmesi, ulusal degerlerin asilanmasi, toplumsal 6zgiiven ya da tilke
cikarlar1 gibi gerekceler 6ne siirmektedir. Bu noktada katiimailarin bir bilim olarak tarih ile onun
Ogretimi arasinda bir fark gozettikleri ve her iki kavrama farkli anlamlar yiikledikleri acik¢a goze
carpmaktadir. Cilinkii katilimcilarin, tarihin koétiiye kullanimini hakli gostermeye iliskin gerekgeleri,
akademik anlamda tarihgilikle degil, onun yayginlastirilmasi islevini goren tarih Ogretimi ile
gerceklestirilebilir. Katilimcilara gore tarih, bilimsel olmak zorunda iken toplumsal ¢iktilarinin tagidig:
onemli deger, tarih 6gretimini boyle bir zorunluluktan muaf kilmaktadir. Yani tarih i¢in kabul edilemez

olan, tarih 6gretimi icin kabul edilebilir olmaktadir.

Tarihin kotiiye kullanimina dair verilen ornekler incelendiginde ise Ermeni Tehciri'nin,
yadsima, yaniltma ve atlama olmak {izere {i¢ farkli kategoride kullaruldig1 goriilmektedir. Ustelik
yadsima kategorisinde yer alan 32 6rnek arasinda 21 kez tekrar edilerek en ¢ok verilen 6rnek olmustur.

Benzer bir sekilde Wirth (1999) tarafindan yapilan tanimlamada da farkl iilkelerin ge¢mislerinde yer
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alan soykirim/katliam Orneklerinin yani sira “Tiirklerin Ermeni kiyimlar: konusundaki tutumlar1” da
yadsimaya bir ornek olarak gosterilmektedir. Fakat katilimcilarin Ermeni Tehciri'ni bir 6rnek olarak
kullanmalarindaki amag, Wirth’ten oldukca farklidir. Katilimcilardan yalmizca biri, Ermeni
soykiriminin tarihsel bir gerceklik oldugunu ve devlet tarafindan ders kitaplari araciligiyla inkar
edildigini belirtirken diger katiimcilar ise bu goriise katilmamaktadir. Katiimcilardan bazilarina gore
Ermenilerin, Tiirklere verdikleri zararlar1 inkar etmeleri, yadsima yoluyla tarihin kotiiye kullanimina
bir 6rnek iken bazilarina gore gercekte “siirgiin” olan bir durumun inkar edilerek “soykirim” olarak
adlandirilmasi bir yadsima 6rnegi olabilmektedir. Baz1 katilimcilara gore ise ortada bir soykirim varsa

bile, iilke ¢ikarlar1 adina “yadsinmas1” zaten bir gerekliliktir.

Tarihin kétiiye kullanimina verilen Ornekler arasinda dikkat ¢eken bir baska kategori ise
sabitlenmedir. Tarih 6gretmen adaylar1 bu kategoride tarih derslerinde ya da aldiklar: lisans egitimi
boyunca “biz”e, “bizim kazandigimiz zaferler’e ya da “ge¢misin yalmizca olumlu yanlari”na
odaklanilmasina dikkat ¢ekmislerdir. Baz1 katilimcilar bu durumu kabul edilebilir bulurken ¢ogunun
bu durumdan sikayet¢i oldugu goze carpmaktadir. Atlama yoluyla tarihin koétiiye kullanimi
kategorisinde ise tarih 6gretmen adaylari, Atatiirk’{iin 6zel hayati, Ermeni Tehciri, kardes katli ve Kiirt
sorunu gibi konulara tarih derslerinde yeterince yer verilmemesini ya da hig ele alinmamasin 6rnek

olarak gostermislerdir.

Tarihin kotiiye kullanimina iliskin 6gretmen adaylariin verdigi 6rneklerden bir¢ogunun aymn
zamanda, Tiirkiye’de tarih ogretiminin tartismali konular1 arasinda yer almas: bir tesadiif degildir
(Cicek, 2009; Demircioglu, 2016). Tarih ogretimindeki cagdas yonelimler bize, tarih derslerinin,
tartismali konular1 ele almaktan ¢ekinmemesi, tam tersine tartismali konular {izerine odaklanip, geng
insanlarin karmasik diinyay: anlamalarina yardimci olmasi gerektigini soylemektedir (Philips, 2009;
123). Buna karsin gerek Tiirkiye’deki iktidar/tarih/egitim iliskisi (Ersanli, 2006), gerekse yerlesik egitim
pratikleri, tartismali konularin, Ogrencilerin bugiinii ve su andaki duruma nasil geldigimizi
anlamalarini saglayacak bir arag olarak degerlendirilmesi yerine (Stradling, 2001), tarihin kétiiye
kullanim bicimlerinden yararlanarak onlarin gérmezden gelinmesine, etrafindan dolanilmasina ya da

carpitilmasina neden olmaktadir.

Avrupa Konseyi Parlamenterler Asamblesi'inin Avrupa Tarihine ve Avrupa Tarihini
Ogrenmeye Iliskin 1283 Sayili Tavsiye Karari’'nda belirtildigi iizere; “Siyasetcilerin kendilerine 6zgii tarihi
yorumlart vardir ve bazi tarihle oynamanin ayarticiliina kapilir. Neredeyse biitiin siyasal sistemler tarihi kendi
amaglary dogrultusunda kullanmiglardir ve gerek tarihsel olgulara iliskin versiyonlarini gerekse tarihteki iyi ve
kotii kisilere iliskin tamimlarini dayatmiglardir”. Cumhuriyet déneminden itibaren tarih 6gretimi adina
yasanan pratikler, Tiirkiye'nin de yukarida ifade edilen genellemenin bir pargasi oldugunu
gostermektedir. Fakat katiimcilarin hi¢ de azimsanmayacak bir kisminin tarihin kotiiye kullanim

bigimlerini, ulusal amacglara hizmet ettigi siirece “kabul edilebilir” olarak degerlendirmesi bize
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gostermektedir ki, {tilkelerin egitim politikalarim1 belirleyen iktidarlar kadar, o politikalarin
uygulayicilar: olan 6gretmenler de tarihin kétiiye kullanimi konusunda pay sahibidir. Bu durum tarih
Ogretiminin tarafsiz, 6n yargisiz ve nesnel bir temele dayandirilma zorluguyla iliskili goriinmektedir
(Kaya, 2019). Bu calismanin katilimcilarinin, yakin gelecegin tarih 6gretmenleri oldugu g6z oniinde
bulundurulursa, tarihin kétiiye kullanimi konusunun, gelecekte de tarih 6gretiminin 6nemli bir sorunu

olacagi anlasilacaktir.
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Introduction

Since national functions are gaining in the spirit of history, determining group identity and
origins (Smith, 1991), creating social cohesion and identity, and thus building ethnic groups or nations
(Bilgin, 2013), and because such political functions, e.g., creating acceptable ideological and political
versions of the past and legitimizing ideologies, practices, traditions, institutions, and policies make it
exclusive among other “power instruments” (de Baets, 2013; 38), nation states wishing to give society a
national identity and to spread it in the process of nationalization have attached special importance to
history. Hence, countries across the world have used history to shape citizen identity (VanSledright,

2008).

The simultaneous formation of historiography in the modern sense in accordance with the
emergence of nation states is related to this instrumental importance of history; as such, nation states
have tended to build their own national histories (Benlisoy and Benlisoy, 2001) in order to create a
common story about the past as an important component of national identity (Akman, 2011) and place
it at the basis of the cultivation project (Carretero, 2011, 6); as such, if nations are imagined communities
(Anderson, 1991), then historical narratives are the key to shape how communities understand
themselves (Freedman, Weinstein, Murphy, and Longman, 2008). Therefore, this situation resulted in
the nationalization of political emphasis by becoming visible in the historiography (Southgate, 2001)
and even in the use of history in the context of political purposes. Miller defined politicization of history
as a “permanent and inevitable process” — not only a result of the power-history relationship but also
as a product of historians being influenced by the status quo and political identity while writing history

(trans., Palabiyik, 2018, p. 245).

The politicization of history has revealed the necessity of nation states to convey national issues
in the form of consistent narratives to their citizens so as to create a common sense of identity (Clark,
2010, p. 120-121) and to generate a nationalist historiography (Benlisoy and Benlisoy, 2001). In this
process, references to a “common” past are frequently used in creating national sensibilities (Akman,
2011); thus, history had become a source of national pride with a more utilitarian approach (Southgate,

2001). Various institutions and traditions, seen as symbols of national unity and solidarity through a
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kind of “social engineering,” have been reformed as past narratives that are part of national identity by
producing myths and symbols that nationalism, “invented” throughout history, cannot exist without
them. This reformation is part of the change brought on by nationalism in the symbolic system of the

addressed community (Benlisoy and Benlisoy, 2001).

Along with the instrumental value imposed by nationalism, history has largely taken the form
of a narrative in which all collective memories are preserved; further, a nation tells its best stories about
itself and is expected to increase its social cohesion by preserving a single proud view (Zajda and
Whitehouse, 2009; 954). Thus, the subidentities and feelings of belonging have been gradually dissolved
in the direction of creating a homogeneous society by using common values, common language, and
cultural and historical accumulation that life has brought since the past (Anderson, 1991). On the other
hand, the definition of “we” and “other” categories has been the main problem of historiography in
regard to upper identities; further, an approach that emphasizes differences and positions against

another one has also been adopted (Hobsbawm, 1997).

This pursuit of the nation-state on historiography concerns the present and the future rather
than the past because, when the experienced “present time” is not found by powers as satisfactory, the
“past” reconstructs the present time satisfactorily (Hobsbawm, 1997; Yildirim, 2016). In other words,
whatever future a nation dreams for itself, it first creates its own suitable history (Ersanli, 2006). The
main condition for a reconstructed history to be “correct” is to have the desired effect on the target
audience (Akman, 2011). In short, the nation-state sees no harm in altering or distorting a historical
reality (if there is such a reality) so as to achieve goals it considers “legitimate.” However, it must be
expanded and reach all members of a nation in order for this distorted knowledge to serve “legitimate”

purposes; at this very point, we encounter history education as another power instrument.
History Education and Its “Romantic” Purposes

When analyzed by different authors, it is possible to state that the past includes three
representations. The first is that there is an academic history or historiography generated by historians
and social scientists according to the disciplined logic of knowledge established under certain social and
institutional conditions. The second is everyday history, i.e., a collective memory element that expresses
the shared narratives about identity, value systems, and common beliefs in the minds and bodies of
members of every society and that is written through experience and formation. The last representation

is the form of history appearing in the school environment (Carretero, 2011).

In the mid-nineteenth century, the teaching of history, which is important in the context of this
study, started to develop in a world organized as nation-states through romantic purposes, i.e., to
promote national identity and social cohesion (Carretero, Asensio, and Rodriguez-Moneo, 2013). Thus,
the teaching of history became a cultural instrument in the service of building the concept of national

citizenship (Barton, 2001). According to Anderson (1991), history education proved an effective strategy
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intended to enable all members of a nation to imagine the uniform stories and symbolic representations
required for its construction of a nation. As a result of this strategy, cultural dimension is the center of
being in a nation, and it is purposed for the people to direct their sense of loyalty to culture and then to

the state (Gellner, 2006; Schlesinger, 1991).

The teaching of history, which increased owing to the construction of national identities at the
end of the nineteenth century, has alternated between the goals of preserving national identity and the
efforts to gain historical thinking skills since the middle of the twentieth century (Demircioglu, 2007;
Dilek, 2007). Despite the change in the curriculum and course content of many countries, the teaching
of history is still related to the construction of individual identity and the transfer of collective memory,

although this concept proved more effective in the nineteenth century (Carretero et al., 2013).

At present, the teaching of history is intended to create social representations about various
periods of social history and to produce common values and beliefs (Bilgin, 1995). History and ideology
are intertwined from time to time, and the individuals or groups make efforts to raise awareness of the
present through the past by using the narrative of official history (Hobsbawm, 1997; Yildirim, 2016).
Therefore, the teaching of history turns into a field in which children are informed about a nation, and

history courses become the places where collective memory is produced.

Curriculum and textbooks play important roles in the process of generating collective memory.
Through curriculum and textbooks, teachers and students act within a singular understanding (Alaca,
2016). In this way, whereas the collective memory is internalized by young citizens who are the target
audience (Pamuk, 2014), all kinds of values, judgments, and images that inspire political power to be
included in social memory are put into consumption in a planned and programmed way through the

teaching of history (Yildirim, 2016).

National identity symbols or narratives form an important part of collective memory. Through
the resulting emotional commitment created, it is important to ensure that students identify themselves
with their national heroes and ancestors, love their country, and understand their past (Carretero and
Bermudez, 2012; Nussbaum and Cohen, 2002). These national goals for the teaching of history are so

critical that, if necessary, the past can be distorted and/or rebuilt to achieve these goals.
Distorting the Teaching of History

In the early 20th century, “realism” replaced romantic nationalism, which had been
determining the processes of nation-building. Notably, understanding the destructive effects of
nationalism upon World War II was one of the most important factors in replacing emotional excesses
with wisdom and realism. Of course, this situation also necessitated transformations in historiography
and the teaching of history (Alaslan and Simsek, 2014). As part of this situation, according to Hobsbawm
(1997), historical myths and inventions are now far less utilized. Various distortions in historiography

and the teaching of history have replaced this situation.
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New regimes/governments established upon the violent conflicts and/or depression in the last
century have tended to distort history in order to create a past narrative that will unify society damaged
by internal conflicts. They believe that determining what is to be remembered about the past and
especially what is to be forgotten is important in order to create a common future (Buckley-Zistel, 2009).
Herein, some facts about the past can be deliberately distorted so as to legitimize the current conditions
of a community or social group (Carretero et. al., 2013), to settle a social order (Carr, 1990; Tosh, 1999)
or to generate a common past (de Baets, 2013). Thus, unlike the nation-state approaches of the 19th
century, the history and its teaching have become the means of a national reconciliation project — not

nation-building (Buckley-Zistel, 2009).

Historical distortion carried out to achieve social reconciliation after periods of conflict is one of
the most radical forms of instrumentation of history teaching. The reason for distortion, which is not as
radical as these extraordinary conditions, but much more common, is for the sake of patriotism.
Research on the teaching of history (Carretero, 2011; Ferro, 1984; Nakou and Barca, 2010) reveal that
history has been repeatedly positioned in the school curriculum in order to instill values that guarantee
symbolic representations and emotions to future citizens from the earliest age (Carretero and Bermudez,
2012). In this way, while the first identity connections between individuals and society are created

through the teaching of history at school, the distinction between “we” and “they” is also solidified.

Currently, the teaching of history can also be distorted to find justification and legitimization
for the present policies. Even though the teaching of history is considered as a field related to the past,
it remains in tight connection with the present. That is to say, the sum of past experiences helps make
more sense of “today” (Kologlu, 1995). Thus, governments ideologically interpreted historical
information to develop a sense of belonging based on each individual’s social solidarity (Gutek, 2013).
Therefore, young members of society are expected to positively evaluate a country’s political
developments, to use symbolic historical figures without criticism, and to create continuity and
permanent connections among the facts, characters of the past, and the current conditions of the national

group (Carretero et. al., 2013).

The necessity to simplify academic history while transferring to the school as course content
provides an important opportunity for the government to distort the teaching of history. On the other
hand, any teaching method points to transformation of academic content. Therefore, the teaching of
history in schools often turns into a form of academic content that is particularly deformed or biased,
sustains myths, and is prone to the glorification of the nation-state (Carretero, 2011). The taught
historical content tends to explain the characteristics of national identity in essentialist terms rather than
in historical terms and to reject the contradictions about socially acceptable events (Carretero et. al.

2013). Thus, the temporal-spatial roots of society have been redesigned, aimed toward individuals to
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identify themselves with the community in which they live. Of course, in this design process, the desired

“reality” was brought to the fore instead of the “historical reality” (Gutek, 2013).

Distorting the teaching of history for the above-mentioned purposes causes problems in the
pedagogical sense. Distorted national narratives decrease the importance of other stories; as such,
students remain unaware of conflicts, dilemmas, and debates throughout history (Barton and McCully,
2010). These narratives do not allow past mistakes or crimes to be accepted fairly (Carretero, 2011). The
course contents can be built on anachronistic views that can be called to bring the desires of the rulers
to the past, skipping historical events on a subject, breaking them from the contexts, and various lies
that revolve around extreme examples (Carretero et al., 2013). Thus, the content of history courses can

be filled with mistakes.
Teaching of History in Turkey and Its Distortion

The distortion of history teaching, which is a result of the creation of official understanding of
history, often coincides with nation-building periods (Alkan, 2001; Yazici and Yildirim, 2018). When
considered in private for Turkey, the existence of a similar situation may be observed. It is seen that the
top narratives have been shaped according to the power focus of the historical discourses since the
foundation years of the republic. As in other societies with similar processes, political power has strictly
supervised the teaching of history and historiography and has used it as an instrument legitimizing the
“present day” in order to create the desired human type. Historical facts and events were reconstructed,
especially in an eclectic way, and the knowledge of the past was distorted according to ideological

attitudes.

When it is focused on Turkish historiography in the context of distorting national narratives,
the most concrete examples of this situation are encountered in the early Republican Period. During this
period, as a result of multinational heritage, a new historical formation became inevitable, which makes
it essential to manage collective memory, social identity, and future expectations in order to ensure the
legitimacy of the new structure (Bilgin, 2013). This resulted in the emergence of a new historiography
project in line with the goals of modernization, nationalization, and secularization and under the
auspices of the founding power bloc (Akman, 2011; Yazici, 2011). The objectives of this new
understanding, expressed as the Turkish history thesis (Aydin, 2002; Kara, 2004; Simsek, 2012), can be
generally listed as instilling self-confidence to new generations through the continuity of the national
character, thus providing a radical break with the Ottoman-Islamic past, which is thought to have
negatively affected development of Turkish culture, and reversing the orientalist view of the West
against the Turks (Copeaux, 2006; Toprak, 2012; Yildirim, 2016). In line with this understanding, radical
transformations provided in the teaching of history and the Ottoman history (indirectly Islamic history)

were denied by this new historical formation through the negative discourses made on the institutions
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of the sultanate and the caliphate and, thus, positioned as the “absolute other” of the recent republican

regime (Copeaux, 1998; Yildirim, 2014).

Further, the traditional religious identity was subjected to deconstruction by using Darwinist,
biological materialist, positivist, and naturalist discourses in history books of the period (Yildirim and
Simsek, 2015). That the Turkish race, defined as the ancestors and spreader of civilization, belonged to
the anthropologically beneficial race is the main reference point of the historical discourse. These
reactions and defenses against the orientalist understanding of history have deeply affected the teaching

of history, i.e., distorting the teaching of history in this context (Yildirim, 2016).

The national history narrative is exposed to a different form of distortion through
transformations in the cultural policies of the Inonii Period (1938-1950), which began after the death of
Atatiirk. As such, a new understanding of Westernization connecting the birth of Western civilization
to the Anatolian lands was adopted during this period, and the humanistic values were brought to the
fore in such fields as education, culture, and history. The main trend in this process, which can also be
called the transition from national culture to universal culture, is to realize a rebirth (renaissance) based
on Turkish humanism with reference to European experience (Akyildiz and Karacasu, 1999; Ering Erdal,
2012; Karacasu, 2009; Yildirim, 2016). Since the Turkish humanists accepted the Hittite, Greek, Roman,
Byzantine, Seljuk, and Ottoman past as the main reference point by adopting an encompassing
understanding of culture in the context of the Anatolian cultural composition, they also caused a
change, especially in the focus of history teaching (Akyildiz and Karacasu, 1999; Haciibrahimoglu,
Cakan, 2012; Sinanoglu, 1988;). Because the source of civilization was accepted as the starting point of
Western civilization by rearranging the teaching of history for these objectives (Kogak, 1998; Koken,
2002), the humanist thesis based on Anatolian geography was replaced. Through this new formation,
whereas the chronological axis of history teaching continued to remain in the First Age, its geographical
axis was shifted from Central Asia to Anatolia (Yazici, 2011; Simsek and Yazici, 2013). A new
formation/distortion that focused on Greek and Roman history in the context of Anatolianism rather
than in the context of ethnic Turkish-based distortion emerged in the teaching of history through

historical and anachronistic discourses (Yildirim, 2016).

After the 1960s, these humanist cultural policies and practices were exposed to violent reactions
from nationalist-conservative groups (Kafesoglu, 1999; Turan, 1980; Bolay, 1981), and a new
understanding of culture-history emerged upon the support of the conservative powers of the period
(Simsek and Yazici, 2013; Yildirim, 2016). This understanding, called the Turkish-Islamic Synthesis,
proposes to realize an “awakening” by transforming into a national culture whose main elements are
Islam and Turkishness throughout history (Copeaux, 1998; Giiveng, Saylan, Tekeli, and Turan, 1994). In
this synthesis, based on a culturalist, essentialist, and therefore idiographic basis (Tekeli, 1998), Islam

was considered as the most suitable religion for the character and creation of the Turkish people
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(Gliveng, Saylan, Tekeli, and Turan, 1994). In this period, historiography and the teaching of history
were subjected to ideological instrumentation and/or distortion at the highest level; further, students

were subjected to conditioning through suggestions in textbooks (Kabapinar, 1992).

Upon the seizure of power by the military after 1980, the teaching of history was restructured,
and religious arguments in Turkish-Islamic Synthesis thought were softened and articulated with
Atatiirk nationalism (Copeaux, 1998; Yildirim, 2016). History textbooks were also rewritten to legitimize
this new understanding (Tekeli, 1998). During this period, “Great Synthesis” was established by
combining various elements from Turkish-Islamic Synthesis, Kemalism, and Western civilization,
which became the main source of textbooks, especially after 1980 (Giiveng, Saylan, Tekeli, and Turan,
1994: 62; 83-85; 104). In this three-dimensional synthesis, Kemalism became more dominant, and,
especially after 1986, the lives and thoughts of Atatiirk were scattered in all the courses within a certain
program. A successor—predecessor relationship was established between historical heroes like
Alparslan and Atatiirk by making chronological cuts and skips in history books. Since the teaching of
history of the period focused on raising a human type that is dependent on both Kemalism and national-
religious values, “historical facts” were rearranged (Yildirim, 2016). In addition, upon the disintegration
of the Soviet Union in the 1990s, Turanian approaches to strengthening the line of descent with Turkish
states took their place in history books (Alaca, 2017; Ersanli, 1995, 2019; Kabapinar, 1992). Thus, the

teaching of history has been reshaped again and again according to changing ideological structures.

Finally, through the rule of the Conservative Islamist Justice and Development Party (AkParti),
various transformations have occurred in the historiography and history teaching as in other periods.
Turkish-Islamic Synthesis in history teaching continued in the early periods of Akparti government;
however, after the July 15 coup attempt, the curriculum of history teaching has undergone a total
change. Programs renewed after 2017 were designed as Ottoman-centered (Simsek, 2017; Yazicy, 2017),
and a sense of history around the idea of the New Ottomanism emerged. In this new understanding of
history teaching, Atatiirk lost its center role, and almost all subjects of Kemalism were removed from
the new programs (Aylar, 2018; Bilim Akademisi, 2017; Egitimsen, 2017; Yildirim, 2018). However,
conservative writers like Mustafa Armagan continued to criticize the situation by stating that history
courses are “a narrative structured on a single hero” (Atatiirk) (Armagan, 2017). In addition, the
presence of current political developments, such as the July 15 coup, in history books, regardless of the
period they cover, is an example of how history is used according to ideological needs (Yazici, 2017;

Yildirim, 2018).
Current Study

In this study, which examines if there are legitimate reasons for distorting the teaching of
history according to preservice history teachers, the abuse forms of history, which Wirth (1999)

categorized under six headings, were applied. The first of these, abuse by omission, refers to states that
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deliberately hide an event that is not useful to them, i.e., some topics are either not mentioned at all in
history teaching or are passed superficially. Abuse by fixation to a particular event is a systematic focus
on another historical event to legitimize or forget an event. Abuse of the historical record by denial of a
clear historical fact is the distortion of the true meaning of the facts in cases where traces of the past
cannot be erased. Abuse by falsification is the removal of historical events out of its main media by
fabricating evidence and distorting or destroying documents and material evidence. Abuse out of
laziness or ignorance is that teachers who do not have up-to-date information, lack the will to update,
and do not take the recent research findings into account transfer the stereotyped wrong information
about historical events to students. Abuse through the exploitation of history for the sake of commercial
interests is an approach toward adopting stereotypes, sometimes even crude mistakes or dangerous

ideologies, by using history in advertisements, broadcasts, or audiovisual products for young people.
Method

Case study, one of the qualitative research designs, was applied in this study, in which the

opinions of preservice teachers on the abuse of history were examined.
Study Group

The research study group consisted of a total of 72 preservice teachers studying in the fourth
grades of two different universities in Turkey; further, 37 of the participants study in the department of
history, and 35 continue their education in the social studies teaching program; 20 of the participants in

the study group are male, 52 are female.
Data Collection Instrument

An interview form, consisting of five different questions, was used as the data collection
instrument. In the creation of questions, categories, as revealed by Wirth (1999), such as omission,
fixation to a particular event, denial, falsification, laziness/ignorance, and exploitation of history for the
sake of commercial interests were taken as the basis; however, the last category was excluded from the
context of the study because it was not related to formal history education. During the interviews, five
different categories related to distortion styles of history were briefly introduced to participants; then,
they were asked if they considered these distortions acceptable. Participants were asked to express their

justifications in both cases and present examples of this form of distortion.
Data Analysis

Content analysis was conducted to analyze the data obtained during the interviews. The
concepts and correlations that could explain the collected data in content analysis were also sought. For
this purpose, the collected data were first conceptualized; then, themes explaining the data were
identified. In accordance with this approach, participant statements were initially transferred to a

computer, and 43 pages of data were obtained. Thanks to the help of the MAXQDA-12 program, the
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main themes and themes were generated by grouping participant statements in this data file according
to the partnerships between them. Correlations and frequency values between themes are shown

through diagrams created according to these themes.
Ethical Approval of Research

All rules are stated to comply within the scope of the “Higher Education Institutions Scientific
Research and Publication Ethics Directive”. None of the actions mentioned fall under the heading of

“Actions Against Scientific Research and Publication Ethics”, which is the second part of the directive.

Ethics committee approval information (Institutional Review Board approval): Ethical approval

committee name= The University of Tokat Gaziosmanpasha
Date of ethical approval decision= 04.04.2022
Ethical approval document number= 06.07

Findings

Opinions of Preservice Teachers on the Abuse of History by Denial of a Clear Historical

Event

Under this heading, participants were asked if they considered the denial of a historical event
acceptable; in both cases, they were asked to explain their reasons and provide an example on the
subject. In the content analysis, those who considered the denial of an explicit historical phenomenon
as absolutely unacceptable and those who stated that it could be rarely accepted formed two main
themes; further, justifications for their judgment were expressed by theming them again. The examples

presented by participants in both judgments are handled as a whole, as shown in Figure 1.
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Figure 1. Opinions of preservice teachers on the abuse of history by denial of a clear historical event
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As seen in Figure 1, whereas 35 of 49 participants, who made a judgment regarding the denial
of a clear historical event, expressed their opinion that such a situation should not be applied, the
remaining 14 stated that certain historical events or facts could be denied under certain circumstances.
The most common reason mentioned by participants, who stated that denial should not be applied, is
that such a situation is not “scientific.” According to the participants, “history is a science” (P16), and
therefore it should be “objective” (P63) and based on “objective judgments” (P52) and “everything
should be clear” (P16). Otherwise, “its credibility decreases” (P23). According to another participant,

“It can be excused to mention less about the experiences because of lack of related documents.

However, an event that can be known with many sources should not be denied even if it

positively or negatively resonates in the mind of the society. Already, the scientific process of

history is required to reveal all the events and to deal with all aspects of these events. Another
kind of perspective will be incomplete” (P13).

One of the statements expressed by participants is that the denial cannot go beyond “misleading the
student” (P24) and thus cause confusion of information. According to participants, this also affects the
formation a “historical context” by students because
“erasing a historical event is not like throwing a piece of paper into a bin ... Historical events
are related to each other. Rejecting an event refers to changing all other events. In other words,

the denial of a historical event not only affects this ... If you throw a link in the chains, if you
ignore it, the whole chain will be affected” (P4).

Moreover, according to the participants, no matter how denied they are, “the facts definitely come to
light” (P57), and, in such a case, this denial “reduces the trust in education process when a different
aspect of the denied subject is learned” (P35); therefore, “even if it is a very real event, the student looks

at it with suspicion” (P33).

The reason mostly expressed by participants, who opined that a clear historical event can be
denied, is “continuation of social unity.” According to the participants, if a historical event harms
“national unity and togetherness and national identity” (P71), and, if it causes “separation in society”
(P19), it could be justified to deny this historical event “to keep the people together” (P43). Moreover,
“history must meet the spiritual feelings of the society other than reality” (PP54). In parallel with these
opinions, according to participants, the denial of a historical event may be “necessary for the protection
of the national interests of the country” (P56) or “necessary for the continuity of the policy adopted by

the state” (PP40).

In the examples given for the denial of a clear historical phenomenon or event, “Armenian
deportation” stands out in 21 out of 32 examples. However, the ways in which participants approach
this example differ. According to some participants, “The Armenian genocide is something that existed
in history, but this genocide has always been denied. The state genocide has been denied for years, and
the history books have used definite expressions on the nonexistence of this subject” (P70). Whereas
“the denial of the Armenian genocide” is an example of denial in this case, “denying the harms of the

Armenians to the Turks” (P37) is an example of denial in another case. In the same parallel, another
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example belongs to P10: “The Armenian issue is an exile in our history. Armenians were taken out of

the state. At present, Armenians deny this, and they say Turks killed us.”

As understood from participant statements, the denial of the existence of a historical event can
be an example of denial as well as denial of its nonexistence. “It is unacceptable to experience an
Armenian event in history courses” (P22). “In such a case in which this issue is not denied, this causes
huge sanctions and the emergence of the political process for Turkey” (P40). Therefore, “if there is such
a genocide, it can be denied in order that the country should not be under suspicion of political and

diplomatic matters” (P56).

Apart from the Armenian deportation, another example given by participants regarding the
denial is the information differences regarding the Ottoman Empire’s foundation date . However, it is
not possible to consider this information convergence as an example of denial of a clear historical
phenomenon. Another example that is not frequently repeated under this heading is the

“Yavuz and Nosairians” relationship. According to P19, “The name of the new bridge to be

built in Istanbul was called Yavuz Sultan Selim on the grounds that it killed the Nosairians, and
this caused chaos. Therefore, such an event can be denied.”

Besides these examples, although they are not related to Turkish history, according to the participants,
practices during the Hitler period or the genocide applied to the natives in America are among the

historical events that Westerners have denied.
Opinions of Preservice Teachers on the Abuse of History by Falsification

Under this heading, participants were asked whether it was acceptable to create an unrealistic
historical situation, event, or hero by fabricating evidence or destroying documents; they were also
asked to explain their rationale and provide an example on the subject, in both cases. Participant
judgments in this regard, their justification for these judgments, and the examples they presented are

shown in Figure 2.
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Figure 2. Opinions of preservice teachers on the abuse of history by falsification

Thirty participants used judicial statements regarding the creation of an unrealistic historical
situation, event, or hero; whereas 21 participants considered it “acceptable,” nine considered it
“unacceptable.” When the reasons of the participants, who rarely considered the falsification as
acceptable, are examined, it is observed that “instilling national values/consciousness” is the most
frequently repeated theme. According to some participants, historical events or heroes that do not
actually exist can be created for the purpose of “instilling national values, triggering national
consciousness, and maintaining vitality” (P40) or “developing the available national consciousness and
uniting the people under national consciousness” (P53). Thus, according to the participants, it is possible
to “glorify a nation and make it superior to other nations” (P52). Likewise, “instilling self-confidence to
the society” is one of the reasons that can legitimize “falsification.” According to participants, unreal
historical fictions can be generated in order “to instill self-confidence to that society and to revive the
spiritual feelings of people in that culture” (P16) or “to show the next generations and culture that the
ancestors did great things and to make the public feel themselves valuable” (P59). “The state can
describe a nonexisting situation as if it existed for the public to dare and to be on fire” (P51). Similarly,
falsification can be realized for the sake of social unity because “people establish unity in line with a

certain purpose. This is how they satisfy the concepts of patriotism and nation” (P61).

Some participants who stated that the falsification is “unacceptable” expressed that the facts are
more effective than the fictions created by falsification. According to participants, “the experienced
events are more effective in terms of shedding light on the future” (P61). In other words, “a known and
proven incomplete reality is more useful than a constructed fiction in all its aspects” (P13). Moreover,
the fictions created by falsification “affect the student negatively, and the students do not take the

historical events that were actually experienced seriously” (P8).
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When participant examples of abuse of history by falsification are examined, it is seen that the
Turkish history thesis stands out. According to participants, because of such reasons as “eliminating the
insults against Turkishness” (P39), “increasing the national feelings in the country” (P66), “glorifying
the Turkish people drastically and creating a national ideology” (P65), and “presenting the created
ideology to the public” (P49), the Turkish history thesis, including a fictional history, is an example of
falsification. Another theme that is repeated as much as the Turkish history thesis is “old Turkish epics.”
However, although the reasons for participants giving this example meet the abuse of history by
falsification, it does not seem possible to evaluate this example within the scope of falsification, as they

were not created in the context of formal history education.

Although not repeated frequently among the given examples, the statement from P5 is a
remarkable example in terms of misuse of history by falsification:
“There is a photo that shows two soldiers who fought on the front of Canakkale during the First

World War. These soldiers are not actually our soldiers fighting on our front. However, the
textbooks and even the statesmen share and use this photo and qualify it as Canakkale martyrs.”

Another noteworthy example in terms of “falsification” is from P10: “Actually, we do not have 95,000
martyrs in Sarikamis. Whereas the number is 25,000, according to some sources, the number is 30,000
in other sources. However, it was written as 95,000 in a newspaper published in that period and
remained so. This can be used so in order to show the unity, solidarity, and devotion of society to their

homeland.”
Opinions of Preservice Teachers on the Abuse of History by Fixation on a Particular Event

Under this heading, participants were asked whether they consider the fixation, carried out by
drawing attention to some aspects of a historical subject for certain purposes and ignoring some other
aspects, as acceptable. In both cases, they were asked to explain their reasons and provide an example
for the subject. Judgments made by participants in this regard, their justification for these judgments,

and the examples they provided are given in Figure 3.
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Figure 3. Opinions of preservice teachers on the abuse of history by fixation on a particular event
Whereas 11 of the 50 participants, who used judicial statements about focusing on a certain
aspect of a historical event, phenomenon, and situation and ignoring other aspects of them, considered
this situation as “acceptable,” the other 39 evaluated it as “unacceptable.” When the reasons of the
participants who considered the fixation as unacceptable are examined, it is concluded that this

situation will negatively affect the “objectivity of history.”

According to participants, the fixation of a historical event or phenomenon to a certain aspect
is “against the objective understanding of history” (P55), and it will “negatively affect the objectivity
and validity of history” (P7). In history, “if we focus on one point, we cannot see the truth” (P41).
However, history is “a science that needs to be dealt with in all its aspects” (P52). Therefore, “the history
settled around a single event, branch, and phenomenon is incomplete and incorrect” (P13). In addition
to the negativities of fixation in terms of historical science, it also has important disadvantages in terms
of history teaching. According to participants, in terms of teaching history, fixation will initially prevent
students from looking at history from a multidimensional perspective. “History is a science that needs
to be based on a cause—effect relationship. It should be approached from a broad perspective. Looking
from a narrow frame misleads us and those we inform” (P23) and “causes one-sided thinking” (P27).
However, it is necessary to “look at the topics of history from a holistic perspective” (P31) and “see the
facts even if it awakens something negative for the student” (P22). Thus, the student can make such
important inferences in the past as “what happened, what mistakes were made, and what should be
changed” (P68). Moreover, since the events will be “learned from a single-sided aspect” (P15), this will

also affect the “understanding of the historical subject as a whole.” Also, according to some participants,

244



KEFAD Cilt 24, Say1 1, Nisan, 2023

fixation prevents the establishment of a “connection between issues” because “historical issues are in a

context. One case is related to the other” (P24).

When the justifications of participants who consider fixation to a certain historical event or
phenomenon as “acceptable” are examined, it is seen that such social goals, e.g., raising awareness in
students, glorifying ourselves/history, and directing the future, come to the fore. According to
participants, “bringing positive features to the fore rather than negativities” (P18) can be acceptable in
order “to create a better national consciousness through leaders or charismatic commanders” (P18), “to
reveal national feelings in the public” and “to trust themselves” (P66), or “to show their nation superior”
(P60). In fact, this situation is normal. “We act with national feelings. The national self to which we are

affiliated requires us to accept that our society and state are never failed and powerless” (I’14).

When examples given to fixation are examined, it is seen that participants frequently repeat the
focus on “victories.” “There are textbooks full of victories. However, the failures are not mentioned”
(P5). Moreover, according to the participants, this situation is not only in the “primary, high school
level” but also in “universities.” While historical successes in the university are “covered in all their
details,” failures are “briefly handled” (P11). Likewise, the ethnocentric perspective, which is based on
the focus of “we,” is an example given by participants about fixation. For instance, in regard to the
conquest of Istanbul, not mentioning views from the “opposite side” had one participant comment:
“What happened to the people there, and what was their status? After all, there is a war, and we are not
telling it in this respect” (P10). Another example is from a more recent period: “In the Battle of
Canakkale, not just the Turks fought for this homeland. Many Kurdish people also fought. However,

this section is not written in any book. It is implicit” (P38).

According to participants, it is also an example of fixation that the reforms carried out during
the Atatlirk period were “only positively explained” (P70), that they were forced to “comply with this
while they were being carried out” (P49), and that the “rebellion and confusion” (P22) are not included
in history courses. Another form of fixation given by participants regarding the same period is to focus
on the positive characteristics of Atatiirk: “The private life of Mustafa Kemal Atatiirk that will create
negative thoughts is not mentioned. It is desired to talk more from a military—political aspect” (P18).
However, “Atatiirk is our ancestor, but we must also say his mistakes” (P7). These examples also
include focus on the Ottoman Period throughout general Turkish history and throughout Ottoman

history.
Opinions of Preservice Teachers on the Abuse of History by Omission

Under this heading, participants were asked if they consider the abuse of history by omission, which
could be defined as not having a historical fact or incident for certain purposes, as acceptable;

participants were also asked to explain their reasons and provide an example on the subject in both
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cases. The judgments made by the participants in this regard, their justification for these judgments,

and the examples they presented are shown in Figure 4.
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Figure 4. Opinions of preservice teachers on the abuse of history by omission

Of the 39 participants who used judicial statements regarding the abuse of history by omission,
19 considered this situation as “acceptable,” 20 considered it “unacceptable.” On the other hand, eight
participants stated that this situation is “already being done” without mentioning any judgment. In
regard to participants who considered the abuse of history by omission as unacceptable, the opinion
that the facts should not be “hidden from the public” stands out. According to the participants, “People
should know the true history and know their ancestry well” (P60). For this reason, “All individuals who
make up a society must learn history objectively and in all aspects” (P71). “Even if there is an
unfavorable event” (P46), a person should “know the past, and direct his/her thoughts in this direction”
(P72). Moreover, the fact that any historical event and fact is completely ignored is not scientific
according to participants. “A historian must be neutral. He/she should be objective. Incomplete
information should not be given for a purpose.” However, one participant who uses these expressions
complements the statements with reservation: “Of course, people, society, social unity, and solidarity

should not be harmed” (P2).

Per the above example, some participants have reservations about the fact that a historical event
with “negativity” should be included in history lessons with all its clarity. This negativity can be “for
the state,” “for the society,” or “for the student.” For example, if “telling about the incident creates

confusion in the country” (P44) or if “it is an incident that might show weakness in respect of the state
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and the nation” (P16), a historical event may not be deliberately included for the absence of “a situation
contrary to the interests of the state” (P52) and “not remaining under diplomatic or political suspicion”
(P56). Further, according to participants, some historical events may not be subject to history courses in
order “not to harm unity and solidarity” (P43), “not to cause any conflicts” (P47), “not to get the reaction

of the ethnic group living in the country” (P40), in short, not to cause “discrimination” (P19).

According to some participants, reservations felt on behalf of the state and society may also be
applied to students. Some subjects may not be included in history lessons in order “not to cause the
students to stay away from history” (P23), “not to confuse them” (P22), and “not to create
misconceptions” (P24) — or, “it can be checked that the student is at a certain level. The aim is to make

students understand everything better” (P22).

Some participants stated that this is “already being done” rather than mentioning judgments
about the abuse of history by omitting any historical event or phenomenon from history courses.
According to these participants, “states’ policies are effective in transferring our historical information”
(P61). “ A state transfers its policies to the student and the family through the teacher. The state also puts
the desired achievements into the curriculum, and the teacher cannot get out of the curriculum” (P5).
For example, “the removal of principles and reforms by Ataturk from fifth grade books has been done
to shape the citizenship structure that the modern state wants to create. They wanted the past to be

forgotten” (P50).

When examples of the abuse of history by omission are examined, it is seen that the “private

life of Atatiirk” is not included enough in history courses. For example, according to P5,

“It is something we often see in the history of the republic. There is much rhetoric about the life
of Atatiirk. However, the textbooks only contain such vicious information as his mother, father,
sister, and where he was born.”

However, according to P16, this is something that should happen because, by talking about harmful
habits in the private life of Atatiirk, “Hatred can be felt against him. Therefore, everything should not
be described as it is. Otherwise, an incident may cause hatred against the precious people of the
country.” Likewise, the fact that “a number of wrong practices made by Atatiirk are supposed to be

passed slightly or are not published” is an example of abuse of history by omission according to P56.

When other examples on the subject are examined, participants suggest that the “Armenian
issue should not be touched” (P23) to a certain level in order not to break its “historical enthusiasm.” A
similar suggestion came from P15: “Sheikh Said rebellion may not be mentioned in depth, especially for
teachers in the East.” On the other hand, the “absence of history” related to recent history was among

these examples as a subject of criticism.
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Opinions of Preservice Teachers on the Abuse of History Out of Laziness or Ignorance

Under this heading, participants were asked whether they considered it acceptable to continue
the use of historical information, which has lost its accuracy and has become outdated through new
research, in history courses owing to laziness and ignorance. In both cases, they were asked to explain
their reasons and to provide an example. Judgments made by participants in this regard, their

justification for these judgments, and the examples they presented are provided in Figure 5.

Itis necessary for modern world

Itis required to raise conscious individuals

Itis a feature that a teacher must ha\k1 2
\\1\_\\It is‘against the scientificity of history

Up to date informatio
Student must learn the correct information \

[taffects central exams 4 10
— 3
It does not contribute to the student 1“\& \ The first money in the Ottoman
_— 3
Student can make false inferences——1 Unacceptab le . )
5  Fstablishment date of the Ottoman
/ —
33 / 3

1—The first written treaty

Example—" "

/
BASED ON LAZINESS ™ . The st Misfion Turkish communty
OR IGNORANCE Father of Ertugrul Ghazi

\

5
\

3 Acceptable
If it causes reaction for public —
public__1—" e

Lf it does not affect history very my&(

It can exist for elderly teachers

Figure 5. Opinions of pre-service teachers on the abuse of history out of laziness or ignorance
Of the 38 participants stating judgment about the abuse of history due to laziness and ignorance,
five participants considered this situation “acceptable,” 33 considered it “unacceptable.” When the
reasons of the participants, who considered the abuse of history due to laziness and ignorance as
unacceptable, are examined, it is seen that the opinion that this situation is “against scientificity of
history” stands out. According to participants, “History is a phenomenon that can change whenever we
find a new evidence and document” (P24). This also indicates that history is “in a process of continuous

development and change” (P61). “Ignoring them is against objectivity” (P7).

Up-to-date information is also a necessity of the age: “It is more correct to provide up-to-date
information in all areas, not only in the historical field. Developing world communities and states do
not ignore these goals” (P40). Moreover, the “development of technology” (P71) and the fact that it
became easy to access information in the period we lived in eliminated the reasons that would excuse
the teachers not to update their knowledge. “Where the goal is to teach and to give information, the

most up-to-date and accurate information should be given” (P2).

Participants, who considered the abuse of history due to laziness and ignorance as rarely

acceptable, believe this situation is related to the quality of old and new information: “Changes may
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occur in history when new data is reached. If new information will change history negatively for its
own nation, some information may be ignored for the future of the nation and the state” (P67). In
another remarkable example, participants state this is rarely excused in the case that “if the teacher at a
certain age does not open himself to development by thinking that I will tell them what I know and that

they will learn from somewhere” (P39).
Conclusion

When the research results are examined as a whole, it is observed that, whereas most
participants opposed the abuse of history by denial, fixation, and laziness and ignorance, participant
responses were evenly distributed in terms of the abuse of history by omission. In addition, many
participants considered the abuse of history by falsification as acceptable. However, it is thought that
the perception of falsification, which is defined in the literature as “creating false facts or destroying
documents by creating an unrealistic historical situation, event, or hero,” as using such fictional

materials as movies or drama in history courses is effective in this case.

When the abuse of history is considered as unacceptable, per the participants, the emphasis on
the scientificity or objectivity of history becomes the focus in almost every category. This emphasis on
objectivity supports Kaya's (2019) findings. Accordingly, the participants emphasized the lack of
objectivity as the most important reason of conflicting interpretations about Abdulhamid II. Participants
who consider the abuse of history as acceptable mention such reasons as maintaining social unity,
instilling national values, social self-esteem, or country interests. At this point, it is evident that
participants discern between history as a science and its teaching and that both concepts have different
meanings. Participants legitimize the abuse of history not through academic historiography but through
the teaching of history. According to the participants, while history has to be scientific, the important
value of its social outputs exempts the teaching of history from such an imperative. In other words,

what is unacceptable for history is acceptable for the teaching of history.

When examples given about the abuse of history are examined, it is seen that the Armenian
deportation is used in three different categories, i.e., denial, falsification, and omission. Moreover, it was
the most frequently given example, i.e., repeated 21 times among 32 examples in the denial category.
Similarly, in the definition generated by Wirth (1999), “The attitudes of the Turks about the Armenian
slaughter,” as well as the genocide/massacre examples in the past of different countries, are shown as
an example of denial. However, the purpose of participants to use the Armenian deportation as an
example is quite different from that of Wirth. Whereas only one participants stated that the Armenian
genocide was a historical reality and was denied by the state through the textbooks, the other
participants disagreed. Whereas the fact that Armenians deny the harms they caused to Turks is an
example of abuse of history through denial, according to some participants, denying a situation that is

actually “exile” and calling it “genocide” is an example of denial, according to others. According to
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some participants, even if there is a genocide, “denial” is already a requirement for the sake of the

country interests.

Fixation is another category that drew attention among the examples given to abuse of history.

i

The preservice history teachers drew attention in this category to the focus on “we,” “victories we won,”
or “only positive aspects of the past” in history classes or during their undergraduate education. While
some participants considered this situation as acceptable, it is striking that most of them complained
about it. In the category of abuse of history by omission, preservice history teachers provided such

examples as the private life of Atatiirk, the Armenian deportation, the fratricide, and the Kurdish

problem as =examples that are not adequately covered or handled in history classes.

Many examples given by teachers on the abuse of history are among the controversial issues of
history teaching in Turkey, and this is not a coincidence (Demircioglu, 2016; Flower, 2009).
Contemporary trends in history teaching tell us that history courses should not hesitate to address
controversial issues, on the contrary, they should focus on controversial issues and help young people
understand the complex world (Philips, 2009; 123). All the same, the government in
Turkey/history/education relationship (Ersanli, 2006) and established education practices do not
evaluate the controversial issues as a means to enable students to understand today and how we arrived
at our current situation. Instead, they cause controversial issues to be ignored, entangled, or distorted

by exploiting the forms of abuse of history (Stradling, 2001).

As stated in the recommendation of the Council of Europe Parliamentary Assembly Number
1283 on European History and Learning of European History, “Politicians have their own
interpretations of history, and some are tempted to manipulate it. Virtually, all political systems have
used history for their own goals and have imposed both their version of historical facts and their
definition of the good and bad figures of history.” The practices for the sake of teaching history since
the Republican Era show that Turkey is also a part of the generalization stated above. However, the fact
that a considerable part of the participants considers the forms of abuse of history as “acceptable,” as
long as they serve the national aims, indicates that teachers who are the practitioners of those policies
have a share in the abuse of history as well as the governments that determine a country’s educational
policies. This seems to be related to the difficulty of founding history teaching on an impartial, unbiased
and objective basis (Kaya, 2019). Considering that the participants of this study are history teachers of
the near future, it is understood that the issue of abuse of history will be an important problem for the

teaching of history in the future.
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