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ABSTRACT

HISTORY EDUCATION AND FORMATION OF LARGE GROUP IDENTITIES:
PORTRAYAL OF TURKISH AND EUROPEAN IDENTITIES IN TURKISH
HIGH SCHOOL HISTORY TEXTBOOKS

KILIC, Tugge
M.S., The Department of International Relations

Supervisor: Assoc. Prof. Dr. Zerrin Torun

September 2022, 121 pages

Social identity theory explains how identities form, how intergroup relations work and
why out-group bias and in-group favoritism are observed. History is also pointed out
as an indispensable ingredient of identity formation and identities are further
strengthened with chosen glories and traumas. In this regard, history education offers
an excellent platform that children can derive their identity, form long-standing mental
representations of other nations and cultures, and legitimize certain social and political
cultures. Several strands of research have already analyzed Turkish history textbooks;
however, there is a lack of research on the latest textbooks. Grounding on the literature
on history teaching and studies on social identity theory, this thesis aims to explore
how Turkish and European identities are portrayed in 2021 Turkish History textbooks
taught in high schools. To this end, this thesis will use Model of the Impact of History
Education on Social Identity drafted by Karina Korostelina to determine whether the
ascribed identities in the textbooks lay facilitate or hinder the establishment of culture
of peace or culture of violence. In the hope that the findings of this thesis will help to



shed some light on the established beliefs of Turkish society about Europe, this thesis
aspires to be a small bridge between disciplines.

Keywords: History textbooks, Turkish identity, social identity, peace and conflict



0z

TARIH EGITiMi VE BUYUK GRUP KiMLIKLERI: LISELERDE OKUTULAN
TURK TARIH KiTAPLARINDA TURK VE AVRUPA KiMLIGi

KILIC, Tugge
Yiiksek Lisans, Uluslararasi iliskiler Boliimii

Tez Yoneticisi: Dog. Dr. Zerrin TORUN

Eyliil 2022, 121 sayfa

Sosyal kimlik ve sosyal kategorizasyon kuramlart kimliklerin nasil olustugunu,
gruplar arasi iligkileri ve neden i¢ grup tiyelerinin 6nceleyip dig grup liyelerine karsi
Onyargiyla yaklastiklarini agiklamaktadir. Tarih de ayni zamanda kimlik olusumunun
vazgecilmez bir parcasi olarak gosterilirken, se¢ilmis travma ve zaferler bu kimlikleri
daha da kuvvetlendirmektedir. Bu kapsamda, tarih egitimi, ¢ocuklarin kimliklerini
olusturabilecegi, diger ulus ve kiiltiirlerle ilgili uzun donemli zihinsel temsiller
olusturabilecegi ve belirli sosyal ve siyasi kiiltiirleri bilingsizce mesrulastirabilecegi
uygun bir platform saglamaktadir. Tarih egitimine iliskin literatiir ve psikolojiden
alinan sosyal kimlik kuramu ile se¢ilmis travma ve zaferler kuramindan faydalanan bu
tez, en son 2021 yilinda liselerde okutulan Tiirk tarih kitaplarinda Tirk ve Avrupa
kimliklerinin nasil tasvir edildigini incelemeyi amaglamaktadir. Bu dogrultuda, bu tez
ders kitaplarinda bulunan kimliklerin daha g¢atismaya yatkin bir toplum olusturup
olusturmadigini ya da barig kiiltiiriiniin kurulmasimi kolaylastirip kolaylastirmadigini
tespit etmek adina Karina Korostelina tarfindan tasarlanan Tarih Kitaplarinin Sosyal

Kimlige Etkisi modelini analitik ¢ercevesi olarak kullanacaktir. Tezin bulgularinin

Vi



Tiirk toplumunun Avrupa’ya yonelik yerlesik inanglarina iliskin bir i¢ gorii saglamasi

umuduyla, bu tez disiplinler arasi kiigiik bir koprii olmay1 amaglamaktadir.

Anahtar Kelimeler: Tarih kitaplari, Ttrk kimligi, sosyal kimlik, baris ve ¢atisma
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CHAPTER 1

INTRODUCTION

Identity permeates every aspect of life ranging from day-to-day social
interactions, how an individual views him/herself, what deeply held convictions an
individual possesses and how s/he approaches international matters. Even the core unit
of mainstream international relations, i.e. the state is defined by the term nation, a kind
of collective identity. Although identities are most of the time taken for granted during
the normal course of life and most people live their lives without delving into their
identities or the origins of their identities, behaviors, and attitudes of people are guided
by their identities, whether consciously or unconsciously.

The past decade has seen an enormously growing interest in the research
conducted on identity from different fields and many have tried to explain a variety of
phenomena, such as how identity is manipulated by politicians and elites?, nationalistic
tendencies?, and how identity fuels ethnic conflict. In line with the vast number of
research, numerous definitions of the term and theories elucidating the formation of
identity have been put forward. In the light of the abundance of definitions, identity
can be simply defined as a dynamic social construct about the internalized perception
of the self as a separate unique individual distinct from others, how individuals view
their role in relation to their own environment, and how they conceive the group they

live in®. A plethora of researchers from various fields also dedicated themselves to

! see William Bloom, Personal Identity, National Identity and International Relations (Cambridge:
Cambridge University Press, 1993); John Hutcheson et al., “U.S. National Identity, Political Elites,
and a Patriotic Press Following September 11,” Political Communication 21, no. 1 (2004): pp. 27-50,
https://doi.org/10.1080/10584600490273254.

2 see John Hutchinson, Nationalism: Critical Concepts in Political Science (London: Routledge,
2001); Benedict R Anderson , Imagined Communities: Reflections on the Origin and Spread of
Nationalism (London: Verso, 1991).

3 Xénia Chryssochoou, “Studying Identity in Social Psychology,” Studying Identity: Theoretical and
Methodological Challenges 2, no. 2 (2003): pp. 225-241, https://doi.org/10.1075/jlp.2.2.03chr, 230.



theorizing the role of identity in determining and guiding the ideas, actions, attitudes,
and behaviors of individuals and groups®. Identity has also spawned an enormous
number of studies in the International relations and Politics field® as it became a key
instrument for explaining the actions of national masses and the relationship between
the state and people and for linking the individual level of analysis with the state level
of analysis.

In this respect, history narratives which are presented as factual truths
throughout history education, and the role of history are particularly pointed out as one
of the significant elements in identity formation®. History provides meaning,
background, and foundation from which the identity can derive and consolidate certain
norms, mental representation of others, and interpret the relations between the Self and
the Other’. Due to the vast area of research it offered, the connection between identity,
history, and collective action attracted the interest of ambitious researchers aiming to

explain the relations between nations, to find out preventative measures for conflict-

4 Hart Blanton and Charlene Christie, “Deviance Regulation: A Theory of Action and Identity,”
Review of General Psychology 7, no. 2 (2003): pp. 115-149, https://doi.org/10.1037/1089-2680.7.2
.115; Henri Tajfel, “Social Identity and Intergroup Behaviour,” Social Science Information 13, no. 2
(1974): pp. 65-93, https://doi.org/10.1177/053901847401300204; Michael A. Hogg and John C.
Turner, “Intergroup Behaviour, Self-Stereotyping and the Salience of Social Categories,” British
Journal of Social Psychology 26, no. 4 (1987): pp. 325-340, https://doi.org/10.1111/].2044-
8309.1987.tb00795.x; Vamik D. Volkan, “Large-Group ldentity, International Relations and
Psychoanalysis,” International Forum of Psychoanalysis 18, no. 4 (2009): pp. 206-213,
https://doi.org/10.1080/08037060902727795; Karina Valentinovna Korostelina, Social Identity and
Conflict: Structures, Dynamics, and Implications (Palgrave Macmillan, 2016.

5 See Sarah A. Radcliffe and Sallie Westwood, Remaking the Nation: Place, Identity and Politics in
Latin America (London: Routledge, 1996); Christopher S. Browning, Pertti Joenniemi, and Brent J.
Steele, “Vicarious Identity in International Relations,” Vicarious Identity in International Relations,
2021, pp. 43-88, https://doi.org/10.1093/0s0/9780197526385.003.0003; Bloom, Personal Identity,
National Identity.

6 Susanne Buckley-Zistel, “In-Between War and Peace: Identities, Boundaries and Change after
Violent Conflict,” Millennium: Journal of International Studies 35, no. 1 (2006): pp. 3-21,
https://doi.org/10.1177/03058298060350010101; Karina Valentinovna Korostelina, History Education
in the Formation of Social Identity: Toward a Culture of Peace (Palgrave Macmillan, 2013); Vamik D.
Volkan, “The Need to Have Enemies and Allies: A Developmental Approach,” Political Psychology
6, no. 2 (1985): p. 219, https://doi.org/10.2307/3790902; Vamik D. Volkan, “Large-Group Identity,
International Relations and Psychoanalysis”.

7 James H. Liu and Denis J. Hilton, “How the Past Weighs on the Present: Social Representations of
History and Their Role in Identity Politics,” British Journal of Social Psychology 44, no. 4 (2005): pp.
537-556, https://doi.org/10.1348/014466605x27162, 537.



https://doi.org/10.1037/1089-2680.7.2%20.115
https://doi.org/10.1037/1089-2680.7.2%20.115
https://doi.org/10.1177/053901847401300204
https://doi.org/10.1111/j.2044-8309.1987.tb00795.x
https://doi.org/10.1111/j.2044-8309.1987.tb00795.x
https://doi.org/10.1080/08037060902727795
https://doi.org/10.1093/oso/9780197526385.003.0003
https://doi.org/10.1177/03058298060350010101
https://doi.org/10.2307/3790902
https://doi.org/10.1348/014466605x27162

prone areas, and to cultivate mutual understanding, tolerance, and peace culture among
communities®.

Accordingly, research on history education in Turkey also benefited from this
large body of field since the 1980s°. Although many works have identified the common
narratives underlying the Turkish identity and us-them axis through discourse analysis
or content analysis methods,'® only a few examined textbooks by taking a particular
social identity theory as their basis. Additionally, none of them systematically posited
the findings related to the identity in a framework that predicts the nation’s readiness
for conflict nor grouped their findings within the framework of identity theories.

Within this framework, grounding on identity studies retrieved from
psychology and literature on peace and conflict studies, this thesis aims to explore how
Turkish and European identities are presented in the Turkish history textbooks taught
in high schools in 2021. Since the most recent analysis found in the literature examined
2008 textbooks at the latest, this thesis strives for examining the latest textbooks from
2021. Although several studies have analyzed Turkish history textbooks in terms of
identities presented in these textbooks, none of the studies systematically focused on
whether the identities or narratives found in these textbooks increase readiness to
engage in a conflict from the perspective of Social Identity Theory. Therefore, this

8 see Benedict R Anderson , Imagined Communities; Karin Tilmans et al., “Re-Framing Memory.
Between Individual and Collective Forms of Constructing the Past,” in Performing the Past: Memory,
History, and Identity in Modern Europe (Amsterdam: Amsterdam University Press, 2011), pp. 35-50;
Denise Bentrovato, “History Textbook Writing in Post-Conflict Societies: From Battlefield to Site and
Means of Conflict Transformation,” History Education and Conflict Transformation, 2017, pp. 37-76,
https://doi.org/10.1007/978-3-319-54681-0_2; Buckley-Zistel, “In-Between War and Peace”; Karina
Valentinovna Korostelina, “History Education and Social Identity,” Identity: An International Journal
of Theory and Research 8, no. 1 (2008): pp. 25-45, https://doi.org/10.1080/15283480701787327;
Vamik D. Volkan, “Large-Group Identity, Shared Prejudice, Chosen Glories, and Chosen Traumas,”
in Psychoanalysis, International Relations, and Diplomacy: A Sourcebook on Large-Group
Psychology (London: Karnar, 2014), pp. 17-31.

% Eren Ozalay - Sanli, “Europe in Turkish History Textbooks: The Change in the Idea of the West in
Turkish Education and Identity, 1929-2008” (dissertation, 2013)”, 36.

10 Kenan Cayir, ““We Should Be Ourselves before Being a European’: Th e New Curriculum, New
Textbooks and Turkish Modernity,” Kuram Ve Uygulamada Egitim Bilimleri / Educational Sciences:
Th Eory & Practice 9, no. 4 (2009): pp. 1681-1690; Eren Ozalay - Sanli, “Europe in Turkish History
Textbooks”; Murat Bayram Yilar and Irfan Davut Cam, “Who Are We? and Who Are They? the
Construction of Turkish National Identity in Textbooks within the Context of the Turkish War of
Independence,” Middle Eastern Studies 57, no. 6 (2021): pp. 880-903,
https://doi.org/10.1080/00263206.2021.1885027.


https://doi.org/10.1007/978-3-319-54681-0_2
https://doi.org/10.1080/15283480701787327

thesis attempts to explore how Turkish and European identities are presented in the
Turkish history textbooks taught in high schools in 2021 by providing an insight into
the ascribed identities framed in the textbooks and whether these ascribed identities
lay the preconditions for a more conflict-prone environment environment or contribute
to the establishment of a peace culture. A full discussion of whether these ascribed
identities are acquired by the reader or society lies beyond the scope of this study.

As regards the structure, the thesis will first explore the meaning of identity,
the theories of identity formation, the impact of identity on in-group and out-group
relations, and the creation of bias, prejudice, and favoritism. Subsequently, it will
address how history as collective memory and social representations affect the identity
formation of societies and their attitudes towards other groups. In the second chapter,
after briefly touching upon the importance of history textbooks, how history textbooks
influence people’s readiness for conflict and the relevant effects of identities ascribed
by history education on peace and conflict will be set out. The chapter then goes on to
address a review of literature on the analysis of history education both in the world
and in Turkey. In the third chapter, the analytical framework based on a model
developed by Karina Korostelina, a social psychology professor studying social
identity, will be introduced in the same chapter and the findings of this research and
their implication will be shared followed by the conclusion chapter where the

shortcomings of this study will also be presented.

1.1.1dentity

In this subchapter, the following main issues will be addressed: the definition
of identity, the difference between the individual identity and large-group identity,
how social/large-group identity is constructed cognitively, why people have an
inherent need to form a social identity, what are the three essential outcomes of the
social identity formation process and how individuals deal with the decrease in the
status of their own group and with the threats presented against their social identity.

Important theorists of identity argue that identity is a dynamic social construct

that is learned and organized through the perpetual social interactions of the individual



with her/his environment and often has emotional consequences for individuals®?.
Although identity became an umbrella term to refer to an individual comprehension of
himself/herself as an independent and separate entity, identity, as used by the literature
today, was introduced for the first time by Erik Erikson, a psychoanalyst*?. Erikson
(1968) defined that the conscious awareness of having a personal identity occurs when
“the perception of the selfsameness and continuity of one's existence in time and space
and the perception of the fact that others recognize one's sameness and continuity*3”
(3) are maintained simultaneously. In this respect, identity can be considered as a
three-fold concept including the internalized perception of the Self, the knowledge
about the Other, and the relation between the Self and Other*4,

The sense of self develops according to the interactions of an individual with
the world around him/her; in this respect, it can be said that identity is not a personality
or traits belonging to an individual but roles and attributes of an individual emerging
due to these interactions®®. The identification process goes hand in hand with the
difference; the same process produces the Self and the Other at the same time 6. Every
infant externalizes certain undesirable clements into an “Other” as a result of an
intrapsychic process in order to develop his/her own separate individual identity and
ensure the internalized feeling of persistent sameness and integrity?’. This process
enables the Self to be constructed through the comparisons made with the Other and

based on the differences with the others. Without the presence of the Other as a point

11 Sandra K. Tsang, Eadaoin K. Hui, and Bella C. Law, “Positive Identity as a Positive Youth
Development Construct: A Conceptual Review,” The Scientific World Journal 2012 (2012): pp. 1-8,
https://doi.org/10.1100/2012/529691, 1.

2 Vamik D. Volkan, “Transgenerational Transmissions, 80.

13 Erik H. Erikson, Identity: Youth and Crisis (New York: W.W.Norton, 1968), 50.
14 Chryssochoou, “Studying Identity in Social Psychology,” 229.

5 Vamik D. Volkan, “The Need to Have Enemies and Allies”, 231.

16 Andreas Behnke, “NATO's Security Discourse after the Cold War,” 2012,
https://doi.org/10.4324/9780203109328, 2.

17 Vamk D Volkan, “Large-Group Identity: ‘Us and Them’ Polarizations in the International Arena,”
Psychoanalysis, Culture & Society 14, no. 1 (2009): pp. 4-15, https://doi.org/10.1057/pcs.2008.50, 4.



of reference, the Self cannot be formulated cognitively!®. Accordingly, the meaning of
the Self becomes relative and comparative and would lose its meaning without the
perceived differences from others®®,

Considering that humans are social beings, group membership also plays a
pivotal role in the identity of individuals in addition to personal identity. In this
context, there is a consensus among social psychologists that two interlinked types of
identity exist: personal identity and social (large-group) identity. In this respect,

Marilynn B. Brewer differentiates two identities as such

personal identity is the individuated Self—those characteristics that differentiate
one individual from others within a given social context. Social identities are
categorizations of the Self into more inclusive social units that depersonalize the
self-concept, where | becomes we?.

Accordingly, an internalized view of the Self and the differences that make an
individual unique from others are more emphasized in the personal identity while
social/large-group identity arises from the membership in a group in which members
share such similarities that gloss over the differences between individuals and puts
more highlight on the role of an individual in this group?:. Through social
identity/large-group identity, numerous people feel a sense of belonging and emotional
bond to several people even if they do not know or meet with each and every in-group
member personally. Within this scope, emphasizing that large-group identities are

constructed based on commonality, Vamik Volkan (2001) defines the

large-group identity - whether it refers to religion, nationality or ethnicity - as
the subjective experience of thousands or millions of people who are linked by a

18 Michael A. Hogg, “Subjective Uncertainty Reduction through Self-Categorization: A Motivational
Theory of Social Identity Processes,” European Review of Social Psychology 11, no. 1 (2000): pp.
223-255, https://doi.org/10.1080/14792772043000040, 22.

19 Vaughn P. Shannon, Paul A. Kowert, and Deborah Welch Larson, “How Identities Form and
Change: Supplementing Constructivism with Social Psychology,” in Psychology and Constructivism
in International Relations an Ideational Alliance (Ann Arbor: University of Michigan Press, 2014),
pp. 57-75, 63.

20 Marilynn B. Brewer, “The Social Self: On Being the Same and Different at the Same Time,”
Personality and Social Psychology Bulletin 17, no. 5 (1991): pp. 475-482,
https://doi.org/10.1177/0146167291175001, 476.

21 Stephen Worchel et al., Social Identity: International Perspectives (London etc.: Sage, 1998), 3.



persistent sense of sameness while also sharing numerous characteristics with
others in foreign groups?

Additionally, the formulation of social identities is also dependent upon the relations
with in-group members where the features of the social identities are embedded in
social practices, traditions, and commonly accepted norms and code of conduct of the
group?.

Within this scope, Henri Tajfel, a prominent social psychologist who
developed the social identity theory together with his colleague John Turner, proposed
that social identity unfolds in three cognitive stages: social categorization, social
comparison, and social identification®*. Firstly, the social categorization process
enables people to categorize and classify information in order to process and simplify
the infinite variability of information flow obtained from the environment and render
the world more manageable and meaningful to avoid cognitive overload®. Similar to
the construction of the Self, the categorization process relies on the similarities and
differences in comparison to the outer world?®. To simplify the information process,
categorization exaggerates the differences between the groups and similarities within
the group and creates an accentuation effect?’. As a result of this process, certain
characteristic group features are selectively perceived more than others. In this respect,
identity markers or common symbols of identification which refer to the elements such
as language, traditional songs, stereotypes about a group, and historical events become
significant in the construction of the identity of individuals®®.

22 Volkan, “Transgenerational Transmissions”, 81.
23 Korostelina, Social Identity and Conflict: Structures, 16.

24 Lange Paul A M Van et al., “Social Identity Theory,” in Handbook of Theories of Social
Psychology , vol. 2 (London: SAGE, 2012), pp. 379-398, 381.

% Dominic Abrams and Michael A. Hogg, Social Identifications a Social Psychology of Intergroup
Relations and Group Processes (Hoboken: Taylor and Francis, 1998), 18.

2 Richard Jenkins, “Categorization: Identity, Social Process and Epistemology,” Current Sociology
48, no. 3 (2000): pp. 7-25, https://doi.org/10.1177/0011392100048003003, 8.

27 Worchel et al., Social Identity: International Perspectives, 4.

28 Volkan, “Large-Group Identity, Shared Prejudice, Chosen Glories”, 20-21.



However, these features do not take any meaning without comparisons with
other reference points; they only differentiate one category from other categories. At
this point, the social comparison process comes into play. Secondly, the social
comparison process is the way how individuals interpret group features, assign a
certain degree of value to these comparisons, and determine the worth of their own
group relative to the other groups®®. Furthermore, individuals cognitively perceive
categories as prototypes®. Prototypes are mental representations of people about what
typically exemplify stereotypical group members representing the most important and
valuable features of the group in contrast to other groups. Prototypes enable in-group
members to perceive the group as a homogenous entity sharing a common goal and
attributes, affecting how in-group members feel, perceive, think, and behave®!.

Thirdly, the social identification process means that “two or more individuals
who share a common social identification of themselves or, which is nearly the same
thing, perceive themselves to be members of the same social category®?”. In this
regard, the perceived similarities of the individual and the other in-group members
generate the perception of being a member of the relevant group. The individual who
views him/herself as a member of this group develops a feeling of belonging that
attaches emotional and value significance to the specified group®. Cultural amplifiers,
particular symbols, and signs affiliated with the group identity act as an enhancer and
unifying factor for the said group identity, constructing a kind of affective bond

between the individual and the group®. This process attaches certain values to

2 Van et al., “Social Identity Theory,”, 381-382.

30 Michael A. Hogg and Scott A. Reid, “Social Identity, Self-Categorization, and the Communication
of Group Norms,” Communication Theory 16, no. 1 (2006): pp. 7-30, https://doi.org/10.1111/j.1468-
2885.2006.00003.x, 10.

31 1bid.

32 Henri Tajfel and John C. Turner , “Towards a Cognitive Redefinition of the Social Group,” in
Social Identity and Intergroup Relations (Cambridgeu.a.: Cambridge University Press, 2010), pp. 15-
36, 15.

33 Abrams and Hogg, Social Identifications, 7.

3 Volkan, “Large-Group Identity: ‘Us and Them’”, 4.



particular features of the group and renders the individual to prefer value-attached
group features and similarities over the uniqueness of his/her personal identity.

Nonetheless, the mere fact of being a member of a group does not automatically
lead an individual to choose a certain social identity among multiple social
categorizations available to him/her®®. Within this scope, social identity theory points
to other motivational and cognitive factors such as satisfying the inherent need for
distinctiveness from others, achieving a sense of continuity, providing validation from
others, elevating self-esteem, ensuring cognitive coherence, and reducing uncertainty,
for driving individuals to identify with particular groups and to accept in-group norms,
beliefs, and values®. The contradictory needs of both assimilation and differentiation
from others comprise the tension explained by the theory of optimal distinctiveness.
In line with the theory of optimal distinctiveness, social identity theory provides an
essential framework for satisfying these two needs: the need for deindividuation along
with a desire for validation, is fulfilled through membership in a group while the need
for distinctiveness is satisfied through the comparisons with the out-group members®’.
Moreover, the uncertainty reduction hypothesis, another hypothesis explaining why
individuals retain an inherent need to form social identities, maintains that every
individual seeks some degree of certainty, foreseeability in and control over their life,
how to behave, and what to expect®. Accordingly, in a bid to reduce uncertainty,
individuals tend to identify with already existing groups with pre-defined borders,
charters, and value sets on the basis of prototypes that guide individuals on how to
behave, what to think, and what norms to subscribe to. °

Furthermore, proponents of social identity theory argue that individuals also

crave for positive self-evaluation and self-esteem through acquiring a social identity

3 Brewer, “The Social Self”, 477.
3 Bloom, Personal Identity, National Identity, 36.
37 Brewer, “The Social Self”, 477.

% Hogg, “Subjective Uncertainty Reduction through Self-Categorization”, 227.

% 1bid, 233.



and are motivated to protect and enhance their self-esteem*. If an individual
experiences low self-esteem in terms of his/her personal identity, s/he will seek to
improve self-esteem through membership in a group. Positive evaluation of the in-
group in relation to the out-group members based on comparative advantage will aid
and comfort the individual with low self-esteem and be used as a reparative patch for
the low individual self-esteem®!.

These processes along with the emotional attachment developed for the group and
the pursuit of the comparative advantage of the group to satisfy the need for positive
self-esteem yields three outcomes essential for this study. Firstly, people actively
modify and reshape their beliefs, norms, and values according to the contextual
demands created by social identity due to the several cognitive and motivational
factors explained above®?. Individuals who are driven by the pursuit of self-esteem
through validation, the need for belonging, and the cognitive need for reducing
uncertainty, adopt the group’s collective set of norms and values and re-shape their
view of the world and their identity accordingly.

Secondly, social identity impacts the perception of intergroup relations. In this
respect, in the early-development age, the infants differentiate between what belongs
to their own environment and their large group and what does not. Similarly, unwanted
and undesirable elements for the group, named by Volkan as suitable targets of
externalization, are externalized and projected onto the other groups®. Individuals
who internalize the norms of the group also tend to allocate positive connotations to
the in-group members and level the importance of these positive virtues that exerts

40 Sarah E. Martiny and Mark Rubin, “Towards a Clearer Understanding of Social Identity Theory’s
Self-Esteem Hypothesis,” in Understanding Peace and Conflict through Social Identity Theory
(Springer International Pu, 2018), pp. 19-32, 20; Volkan, “Large-Group Identity, Shared Prejudice,
Chosen Glories”, 17.

41 Denise Bentrovato et al., “Teaching about a Violent Past: Revisiting the Role of History Education
in Conflict and Peace,” in History Can Bite: History Education in Divided and Postwar Societies
(Gottingen: V&R Unipress, 2016), pp. 15-30, 28.

42 Janet K. Swim et al., “Negotiating Social Identity,” in Prejudice: The Target's Perspective
(Amsterdam etc.: Elsevier, 2007), pp. 301-323, 301.

4 Volkan, “Large-Group Identity, Shared Prejudice, Chosen Glories”, 25-26.
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superiority over the out-group members, resulting in in-group favoritism*. The social
identification process and the need for positive distinctiveness also lead to negative
stereotypic beliefs about the other groups’ attributes and attaching negative
connotations to the out-group members. Tajfel and his associates found that “the mere
awareness of the presence of an out-group is sufficient to provoke intergroup
competitive or discriminatory responses on the part of the in-group®®”. This favoritism
and prejudice against out-group members eventually result in salient identities
depicting groups as homogeneous identities of us vs them. Since the categorization
process creates an accentuating effect to simplify the information process, the
differences between the groups are automatically exaggerated in a bid to increase self-
esteem. Accordingly, positive values such as good, civilized, and rational are
perceived as only belonging to in-group members while inferior and negative
connotations such as evil, aggressive, and barbaric are most of the time allocated to
the out-group members?®.

Thirdly, established prejudice and bias formulated as a result of the social
identification processes towards out-group members underpin the readiness of the
group for a possible conflict and collective mobilization under certain circumstances
with the aim of protecting and enhancing the positive status of the group*’. According
to Tajfel, when the salient social identity with established prejudices towards the out-
group is presented with a perceived or real threat to the core of the identity, the

individuals may choose from three options: (1) individual mobility, (2) social

4 Leonie Huddy, “From Social to Political Identity: A Critical Examination of Social Identity
Theory,” Political Psychology 22, no. 1 (2001): pp. 127-156, https://doi.org/10.1111/0162-
895x.00230, 128-135.

4 Sidanius et al., “The Social Identity Theory of Intergroup Behavior,”, 374.

46 Henri Tajfel et al., “Social Categorization and Intergroup Behaviour,” European Journal of Social
Psychology 1, no. 2 (1971): pp. 149-178, https://doi.org/10.1002/ejsp.2420010202, 120; Henri Tajfel,
“Social Identity and Intergroup Behaviour,” 67.

47 Timothy J. Owens et al., “Group Distinctiveness, Social Identification, and Collective
Mobilization,” in Self, Identity, and Social Movements (Minneapolis: Univ. of Minnesota Press,
2003), pp. 153-171, 2003; Elioth R. Smith, “Social Identity and Social Emotions: Toward New
Conceptualizations of Prejudice,” Affect, Cognition and Stereotyping, 1993, pp. 297-315,
https://doi.org/10.1016/b978-0-08-088579-7.50017-%, 308.
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creativity, and (3) social competition®®. First, individuals who cannot meet the need
for self-esteem in their devalued group may choose to identify with a higher-status
group through achieving upward social mobility. Second, certain individuals may
resort to social creativity to redefine intergroup comparison for regaining the
comparative advantage of the in-group®. Within this context, social creativity of
finding new ways to ensure comparative advantage may be achieved in three possible
manners: finding new attributes for comparisons, including other groups in the
intergroup comparisons, and changing the meaning assigned to the negative attributes
associated with the group so that these attributes will be perceived as positive®™. Lastly
and most importantly, group members may engage in direct competition with the out-
group in order to regain their positive and superior value and change the status quo®’.
Volkan’s findings within the scope of psychoanalysis theory, also substantiate the third
option arguing that the individuals choose to enhance and protect their identity.
Especially, when large groups are presented with a threat rocking the core identity of
a group to its foundations, the individual differences lose their meaning in face of
group identity and the emotional attachment and sense of belonging are triggered®?.
Individuals® rationality is blurred, and the Other/enemy began to be viewed as a
conglomeration of every unwanted attribute and evil being stripped of its humane
qualities. As a result, in-group members are compelled to defend the group’s identity
and to this end, they often resort to inhumane treatments against the out-group

members®3,

4 Jim Sidanius et al., “The Social Identity Theory of Intergroup Behavior,” in Political Psychology:
Key Readings (Vancouver, B.C.: Langara College, 2007), pp. 367-390, 382.

4 Van et al., “Social Identity Theory,” 383.

%0 Sidanius et al., “The Social Identity Theory of Intergroup Behavior,”, 381.

51 1bid, 382.

52 Volkan, “Transgenerational Transmissions and Chosen Traumas: An Aspect of Large-Group
Identity,” Group Analysis 34, no. 1 (2001): pp. 79-97, https://doi.org/10.1177/05333160122077730,
83.

53 Vamik D. Volkan, Blind Trust: Large Groups and Their Leaders in Times of Crisis and Terror

(Charlottesville, Va: Pitchstone Pub, 2004), 107.
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In this subchapter, the definition of personal identity and collective identity has
been provided. It has been discussed that both the individual identity and large-group
identity are constructed based on similarities within in-group members and differences
from the designated Other. Through the cognitive processes of categorization,
comparison, and identification, individuals form their sense of belongingness to a
particular group and create their unconscious perception of the other groups and the
relationship between their own group and the other groups. In addition to the cognitive
processes, individuals are driven to construct large-group identities due to motivational
factors such as the inherent need for distinctiveness from others, achieving a sense of
continuity, providing validation from others, elevating self-esteem, ensuring cognitive
coherence, and reducing uncertainty. Lastly, this subchapter listed three impacts of
these processes and large-group identity significant for this paper: firstly, individuals
form their beliefs, norms, and values according to their social identity; secondly, social
identity posits an idea about the intergroup relationships in the unconscious mind of
in-group members and develops varied prejudices and biases towards out-group
members; thirdly, established prejudice and bias formulated as a result of the social
identification processes toward out-group members underpin the readiness of the
group for a possible conflict and collective mobilization under certain circumstances.
The following section will address the importance of the past and history in the

construction of the large-group identity.

1.2. History’s impact on identity

This subchapter will explain why history is important for identity and how it affects
the formation of identity and identity-related perceptions of society. In this respect,
how history will provide a sense of continuity to the societies will be depicted
Subsequently, the impact of history on the self-identity of societies, and their
perceptions about the identity of the Other will be briefly summarized. Secondly, how
history forms particular kinds of social representations and cognitive frameworks that
have charters mandating the identity and attitudes of the groups will be addressed.
Thirdly, it will touch upon the connection between history and collective memories
and the propellant power of collective memories to bind the group together, sustain

13



stereotypes, and intergroup polarizations and correlatively to increase the readiness of
society for a possible conflict. In this connection, the concepts of “chosen glories” and
“chosen traumas” of VVolkan (2014) will be introduced.

Numerous researchers in identity studies have acknowledged that history is one of
the main components for constructing and maintaining identities including personal
identity and large-group / social identity®*. Within this scope, Hans-Georg Gadamer
noted that identities are constructed in circular processes drawing on associations
formed between past, present, and future®. The very definition of identity also
underlines the requirement of the sense of continuity of one's existence in time and
space®®. This cognitive continuity consists of individuals’ and his/her large group’s
past, present, and future. In this respect, information about the past experiences
provides a background on which the essence of identity can rely; prescribes narratives
about the individual’s or large group’s past; carves out the values and norms relevant
to the identity; and depicts what future routes can be taken by the individual or large
group in face of present challenges®’.

History is also pointed to as one of the elements developing particular kinds of
social representations within a society that affects the identity of large groups and their
perception of reality, which may lead to intergroup conflict. Janos Laszl6 argues that
the concepts of collective memory and social representation can be used
interchangeably®®. History constructs certain forms of social representations that
underpin constituent contexts that the core of the identities are based on, that prescribe
perceptions about relationships between groups, that justify certain forms of social

54 See Benedict R Anderson , Imagined Communities; Bentrovato, “History Textbook Writing in Post-
Conflict Societies ”; Buckley-Zistel, “In-Between War and Peace”; Tilmans et al., “Re-Framing
Memory”; Korostelina, “History Education and Social Identity”; Jane Kroger, “The Role of Historical
Context in the Identity Formation Process of Late Adolescence,” Youth & Society 24, no. 4 (1993):
pp. 363-376, https://doi.org/10.1177/0044118x93024004003; Volkan, “Large-Group ldentity, Shared
Prejudice, Chosen Glories”.

55 Buckley-Zistel, “In-Between War and Peace”, 3.

% Erikson, Identity: Youth and Crisis, 50.

5 Liu and Hilton, “How the Past Weighs on the Present”, 537.

%8 |_4sz16 Janos, The Science of Stories: An Introduction to Narrative Psychology (London: Routledge,

2008), 159.
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orders, and that provide justifications for conflict and inhumane treatment to the
enemy®®. In this respect, social representation introduced by the works of Serge
Moscovici, attempts to explain how common sense and social reality of a large group
are formed and structured and how society makes sense of information. Social
representation can be defined as “systems of opinions, knowledge, and beliefs
particular to a culture, a social category, or a group with regard to objects in the social
environment®®”. Within this framework, social representation manifests itself in the
lives of people through two processes named objectification and anchoring: the former
transforms abstract and unfamiliar ideas into concrete reality such as images,
metaphors, or patterns®®. The latter refers to the process of classifying something and
allocating meaning to it in order to fit it into already-existing cognitive frameworks®?.

In this respect, social representations of history envisage a charter that dictates the
historical mission of the society, defines the values, rights, and obligations of the
group, which may include values such as being militaristic and legitimizes kinds of
intergroup relations including enmity relations®. These charters draw the borders of a
group, helping individuals to place themselves in a specific group through the process
of self-categorization in line with the principle of self-esteem need that drives
individuals to form large-group identities, the historical charters increase the positive
distinctiveness of a group by illustrating which values ought to be considered as
positive and what values the group has and what it does not®. These charters also act

as a guidebook for the society influencing how they react to present travails and what

59 Jaspal and Breakwell, “Identity and Social Representation,” in Identity Process Theory: Identity,
Social Action and Social Change (Cambridge: Cambridge University Press, 2016), pp. 118-134, 118.

60 Lange Paul A M Van et al., “Social Representation Theory,” in Handbook of Theories of Social
Psychology (London: SAGE, 2012), pp. 477-497, 489.

61 Eemeli Hakok&ngis and Inari Sakki, “The Naturalized Nation: Anchoring, Objectification and
Naturalized Social Representations of History,” Journal of Social and Political Psychology 4, no. 2
(2016): pp. 646-669, https://doi.org/10.5964/jspp.v4i2.664, 648.

62 Jaspal and Breakwell, “Identity and Social Representation,” 120.
83 Liu and Hilton, “How the Past Weighs on the Present”, 543.
84 Richard M. Sorrentino et al., “Culture and Intergroup Relations: The Role of Social Representations

of History ,” in Handbook of Motivation and Cognition across Cultures (Amsterdam:
Academic/Elsevier, 2008), pp. 343-368, 347.
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and who should be perceived as a threat to the society by depicting similarities between
the past patterns and contemporary events®.

Commenting on the link between history and memory Weedon and Jordan
indicated that history also can be considered a collection of carefully selected and
documented memories of a particular society that relates to the present interests®®.
Although some differences between the concept of history and memory exist®’ due to
the objectivity of history for using documented facts, researchers recently began to
acknowledge that especially the history teaching in today’s world does not pursue
objectivity but infuses the young citizen’s mind with selected and omitted historical
events that rely on interpreted facts; therefore history and memory can be perceived as
two overlapping concepts®®. Within this scope, psychologists differentiate two
different memories: semantic memory and episodic memory. Episodic memory only
refers to individuaspecific and autobiographical incidents that can be communicated
to and shared with other people, but never could be reproduced and remembered by
other persons®®. Semantic memory, on the other hand, mostly refers to collective
memories, general knowledge concerning a specific group acquired by people via
learning and memorizing’®. To achieve subjective experience linking thousands of
people based on the persistent sense of sameness, the large group / social identities
share the same memories, named collective memories, and the same history of the

group that transcends an individual’s life span’.

8 Liu and Hilton, “How the Past Weighs on the Present”, 551.

% Chris Weedon and Glenn Jordan, “Collective Memory: Theory and Politics,” Social Semiotics 22,
no. 2 (2012): pp. 143-153, https://doi.org/10.1080/10350330.2012.664969, 145.

67 see James V. Wertsch and Henry L. Roediger, “Collective Memory: Conceptual Foundations and
Theoretical Approaches,” Memory 16, no. 3 (2008): pp. 318-326,
https://doi.org/10.1080/09658210701801434.

8 Peter J. Verovsek, “Collective Memory, Politics, and the Influence of the Past: The Politics of
Memory as a Research Paradigm,” Politics, Groups, and Identities 4, no. 3 (2016): pp. 529-543,
https://doi.org/10.1080/21565503.2016.1167094, 532.

8 Susan Sontag, Regarding the Pain of Others (New York: Picador, 2003), 86.
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The term collective memory was introduced in the literature for the first time by
Maurice Halbwachs, however, since then a large and growing body of literature from
different fields of social science has investigated and used the term in various closely
associated meanings and forms’?. The most generally agreed-upon definition of

collective memory is that collective memory:

is a widely shared knowledge of past social events that may not have been
personally experienced but are collectively constructed through communicative
social functions. These social representations or shared knowledge about the past
are elaborated, transmitted and conserved in society through both interpersonal
and institutional communication’,

Collective memories are constructed, reshaped, transmitted, and sustained as
narratives by and on behalf of specific groups to bind the group through a sense of
belonging, community, and the sense of persistent sameness’. Notwithstanding, it is
notable to point out that collective memories are filtered, interpreted, injected with
meaning, and selectively transmitted by individuals within a society. Only memories
that are deemed to be important and eminent for the status of the group and that touch
upon the values and fears of the group are passed down from generation to
generation”™. Collective memory is communicated to the successive generations
through a complex social interaction process where the past is used as an interpretive
tool for the present, and the present is used for making sense of the past’®.
Consequently, narratives of collective memory and particular value sets relevant to
identity are privileged over others while the narratives damaging to the self-esteem of

the group fade away’’. This interpretive process changes individuals’ memories and

2 Wertsch and Roediger, “Collective Memory”, 318.

73 Daniel Bar-Tal, Dario Paez, and James Hou_fu Liu, “Collective Memory of Conflicts,” in
Intergroup Conflicts and Their Resolution: A Social Psychological Perspective (New York:
Psychology Press, 2011), pp. 105-124, 105.

" Weedon and Jordan, “Collective Memory: Theory and Politics”, 143.
75 Tilmans et al., “Re-Framing Memory”, 38.

® Timothy B. Gongaware, “Collective Memory Anchors: Collective Identity and Continuity in Social
Movements,” Sociological Focus 43, no. 3 (2010): pp. 214-239,
https://doi.org/10.1080/00380237.2010.10571377, 216.
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results in “false memories of events even [people] never actually witnessed” to unite
the community through drawing boundaries’®.

Social representations, and collective memories are often communicated
through narrative forms of mythology, collective communicative symbols, and overall
meaning frameworks to connect individuals on the basis of similarities and common
objectives’. Mythologies, legends and folktales are particularly important for the
transmission of narratives as they often simplify the complex historical events, sticking
in the minds of individuals®. These mythologized forms of stories often refer to the
past conflicts since the conflict generates strong emotions within society. It is also
notable to underline that following three to four generational transmissions, only
stereotype consistent information complying with prototype characteristics of a society
sticks to the mind of the individuals while information contradicting with prototypes
and perception of society about other groups are receded from the historical
consciousness of the society®!.

Most of the time, these narratives and stories would have “emotional undertones”
to further enhance the cohesion of the group; the more a memory resonates within
people for awaking strong feelings, the more vivid it will remain in the historical
consciousness of the group members®2. Accordingly, historical data consisting of
stereotypical information about the Other charges individuals with emotions such as
resentment, revenge and decreases logical thinking ability. As a result, this emotional
thinking increases readiness to engage in a conflict and the possibility to transform
these stereotypes and biases into action in the face of current threats to identity by

drawing analogies from the past. Within this context, a collective understanding of a

8 Verovsek, “Collective Memory, Politics, and the Influence of the Past”, 532.

™ Gail Moloney et al., “A Narrative Theory of History and Identity: Social Identity, Social
Representations, Society, and the Individual,” in Social Representations and Identity: Content,
Process and Power (New York: Palgrave Macmillan, 2012), pp. 85-108, 88.
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Structures, 34-35.
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past event imbued with a strong emotional charge is often abused and manipulated by
political elites to mobilize a society’s already-existing stereotypes into action and to
legitimize their political actions to present incidents through equating past events to
present events®®,

As such, chosen glories and chosen traumas which are also essential ingredients in
the identity formation for uniting the large groups can be shown as memories of past
events that can evoke a highly charged emotional reaction in individuals in the face of
manipulation. Volkan defines chosen trauma as “the shared mental representation of a
massive trauma that the group’s ancestors suffered at the hand of an enemy®"” and
chosen glory as “the shared mental representations of a historical event and heroic
persons attached to it that are heavily mythologized over time®®”. Both chosen glories
and chosen traumas are communicated to younger generations through
transgenerational transmission in ceremonies, traditional practices, and educational
settings mostly in mythicized and legend forms®. Both also heavily contribute to
sustaining intergroup polarizations®’. Chosen glories, in particular, serve to fortify the
cohesion of social identity by increasing the self-esteem of in-group members and to
delineate the values the large groups should adopt®.

Once reactivated, chosen traumas, on the other hand, can lead to destructive
attitudes and escalated conflicts among groups and evoke inhumane treatment towards
out-group members when the group feels that their core identity is under contemporary
survival threat®®. Furthermore, these historical events may cause a rise in the
plausibility of suitable targets of externalization, the undesired values attached to out-

group members based on stereotypes and biases, and as a result may amplify a

8 Verovsek, “Collective Memory, Politics, and the Influence of the Past”, 529.
8 Volkan, “Transgenerational Transmissions”, 79.

8 Volkan, “Large-Group Identity, Shared Prejudice, Chosen Glories”, 25.
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society’s readiness for a conflict in case of a threat as the other will be viewed as
embodiment of dirty, undesired, condemned, and evil qualities *°. When a large group
suffered immensely due to the injured self-definition and cannot process this suffering
in their own generation, these shared traumatic events are transmitted to the succeeding
generations through a process called depositing where these mental images are
continuously infused into the unconscious mind of the children in the hope that the
next generation will process and heal this trauma®. Chosen traumas, in particular, may
be activated years and years later: when a stressful and threatening event occurs, a kind
of time collapse in the mind of the large group happens and the group regresses. As a
result of this regression and time-collapse, the current event is treated the same as the
past event, the current conflict is escalated, the enemy is magnified as the evil being,
the cruelty increases in the hope of seeking revenge and overall readiness of society
for a conflict increases®.

To sum up, by forming collective memories and social representations in the
unconscious mind of society, history yields important outcomes for constructing and
maintaining the identity of large groups and guiding the attitudes of group members
accordingly. Firstly, it provides a context from which identity can develop and
preserves the positive distinctiveness of the group by underlining certain glories of the
past. Secondly, it determines which values, norms and attributes should matter for the
group. Thirdly, it enhances the sense of continuity of the group and prevents cognitive
dissonance, and further boosts the coherence of the group. Fourthly, it provides a
background about the stereotypes and biases towards other groups, which later form
the basis of the resentment that might be mobilized in case of a conflict. Fifthly, it
explains and legitimizes certain forms of intergroup relations including polarized form

of relations. Lastly, it hastens the readiness of society for a conflict and the likelihood

% Vamik D. Volkan, Psychoanalysis, International Relations, and Diplomacy: A Sourcebook on
Large-Group Psychology (Routledge, 2019), 27.

%1 Volkan, “Transgenerational Transmissions”, 88; Volkan, Psychoanalysis, International Relations,
and Diplomacy, 21.

92 Volkan, “Transgenerational Transmissions”, 89.
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of a society being mobilized on the basis of stereotypes in case a threat is presented to
the core identity of a group and the already-held emotions are re-activated®?.

In this subchapter, the impact of history on identity formation and how history
affects perceptions and attitudes of individuals and large groups through the operation
of collective memories and social representations were discussed. History has been
shown as an inseparable ingredient of identity as it provided a continuum axis which
identity can draw from for connecting past, present, and future. History constitutes
particular forms of social representations and cognitive templates that guide the
common sense, identity construction, and behaviors of society. The history of a group,
in this respect, constructs, collective memories, and cognitive narrative templates in
the minds of individuals uniting the group on the basis of commonly shared past and
similar values that can be traced back to the distant past. Memories imbued with
emotional undertones are also transmitted to successive generations as mythicized
narratives depicting glories and traumas of the society in question. These chosen
glories and traumas both unite the group and heavily contribute to the intergroup
polarization and stereotype-driven attitudes towards out-group members that may be
mobilized into conflictive behavior in the presence of a threat and hasten the society’s
readiness for conflict.

Drawing on the theoretical foundation explained in this chapter, the next chapter
will focus on how history education helps to form particular social identities and biased
perceptions of out-group members and how it can be used as a road for conflict or
peace. It will briefly introduce the literature review of studies conducted on history
education’s impact on identity formation in the world and in Turkey as well.
Afterward, the shortcomings of the research on history education’s impact on identity
in Turkey will be discussed followed by an explanation of the analytical framework of
Korostelina, which the present research relies on for analyzing Turkish history
textbooks.

% Bloom, Personal Identity, National Identity, 39.
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CHAPTER 2

HISTORY EDUCATION

In light of the theoretical background on identity and history, this chapter firstly
will focus on how history textbooks connect the two and how it places certain
identities, ideas about the in-group and out-group members, and the relationship
between the two and how it justifies particular kinds of hierarchies, social and political
orders. This chapter will also discuss the possible effects of history education on peace
and conflict as both an accelerator of conflict and a tool for establishing a peaceful
culture in society through promoting particular kinds of social identity. In this respect,
the first section/part will firstly focus on why history education is important for
constructing a social identity and how it leaves such an imprint on the minds of young
children lasting to adulthood. Secondly, this sub-chapter will focus on how history
education can contribute to conflict or peace. The next sub-chapter will highlight the
literature review for analyzing history education in the world and Turkey and stress
the former research aims and areas of the relevant literature. Lastly, the difference of

this thesis from the literature and the gaps in the literature will be pointed out.

2.1. History education’s role in peace and conflict

As argued in the previous chapter, some researchers argue that the term
collective memory and a group’s past can be fundamentally placed in opposition to the
social science of history for differing on some particular points®. Comparing the
formal history and collective memory, James V. Wertsch and Henry L. Roediger
demonstrated that while formal history is open to criticisms and strives for being

% see Wertsch and Roediger, “Collective Memory”; Karin Tilmans et al., “The Performance of the
Past: Memory, History, Identity,” in Performing the Past: Memory, History, and Identity in Modern
Europe (Amsterdam: Amsterdam University Press, 2011), pp. 11-34, 18.
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objective based on documented facts and archived materials regardless of the identity
of the society it studies, the collective memory, on the other hand, often consists of
subjective interpretation of the individuals who communicate the memory to the
successive generations and disregards counter-evidences for maintaining an
established storyline with emotional undertones®. Another party of researchers
indicate that the purpose of history discipline is to capture and preserve the collective
memories of societies and in this respect, two concepts overlap with each other®®.
Nevertheless, different from the ideal version of history discipline that seeks to
be scientific and ethical, history education serves different functions. Unlike the
history discipline, history textbooks are designed and written by real people to serve
particular real interests and aims. The history textbooks of countries have a purpose to
determine “what knowledge is of most worth”®’. Within this respect, history education
is designed for an identity project to create the ideal citizens for the nations, enacting
and transmitting the selective collective memories in the minds of the individuals in a
society in line with the desired identity pursued by political elites®®. It homogenizes
the society and emphasizes the privileged status of the nation and citizens through
intentionally omitting, disregarding, or misnarrating historical events that are
damaging to the status of the national identity or through exaggerating the victories of
that society®®. History textbooks are portrayed as sourcebooks providing objective
information independent of politics and identity and factual books that need to be

memorized by the students in order for them to pass their tests and grades*®. For this

% Wertsch and Roediger, “Collective Memory”, 321.
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reason, history textbooks are often taken for granted and the students are expected to
accept these textbooks as factual and objective sources. The students are often not
expected to question the monolithic and authoritative narratives of truths provided by
these textbooks®®?. In reality, however, far from being objective, these textbooks only
reflect the dominant, official, and legitimate knowledge of the government strictly
written according to guidelines defined by laws and regulations. In fact, the object of
history education has long been to mold the citizens’ minds and to nurture a kind of
national identity in line with the desired views and vested interests of political elites.
To this end, the history textbooks are manipulated by resorting to generalizations, and
stereotypes and by cherry-picking certain historical events to polish the victories of the
society and whitewash faults and cruelties of this society while omitting, silencing,
demonizing, and othering the other groups’ history and identity'®. Hence, history
education creates a social reality of the relevant society by determining which norms
should be internalized by the citizens, what should be perceived as normal and
common sense, what can be discussed, and what topics are accepted as taboo, which
leads readers to comply with established standards of behaviors and norms,
Furthermore, as these mandatory textbooks are thought to the students
throughout the country, they also reach a large part of the population. Thus, textbooks
raise a society compromising thousands or millions of people possesing the same
historical information. These books generally become the first sources of information
about history and politics that children at an early development age encounter, creating
early and rooted ideas and convictions about the historical relations in the minds of
children. Furthermore, if the reader of these books does not prefer to read other books

on history or is not interested in history or politics, these textbooks often remain the
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only sourcebook on history and politics that the students tapped into in their
lifetimest%4,

In light of the above-explained information, by providing information about
the past of the society along with defining the values and norms of that group, history
education establishes the ground which the group identity can draw from. As the
historical knowledge about the group’s past increases and the positive distinctiveness
of the group is more emphasized, the loyalty and identification of the children with the
group identity and the common fate of that group also amplify'®. It is significant to
note that identities became salient after being formed and established and once an
identity became salient, challenging and changing the salient identity would require
excessive efforts. Therefore, infusing the minds of children with selective and non-
objective information that leads the readers to think in a particular manner at an early
age, when the concept of identity, sense of self, and the idea about the identity of other
groups have been still in the making, , has a longstanding effect on the perceptions,
beliefs, norms, emotions, and identity of children, lasting even in adult age. In this
respect, textbooks offer excellent interpretive frameworks about the past which help
readers to interpret and understand the current events by drawing analogies from the
learned historical data and to for an idea about the current events. They construct a
particular context about past, present, and future and underpin mental representations
narrating what particular elements should be perceived as threats to the identity and
what values are so significant that they should not be abandoned and are worth fighting
for. History textbooks also justify certain forms of social structures and hierarchies by
defining the idea of justice through legitimizing myths and legends'’.

Furthermore, history education can both prepare the pre-conditions of a

conflict by exacerbating divisions and predisposing people for possible mobilization

104 Tobias Ide, Jakob Kirchheimer, and Denise Bentrovato, “School Textbooks, Peace and Conflict:
An Introduction,” Global Change, Peace & Security 30, no. 3 (2018): pp. 287-294,
https://doi.org/10.1080/14781158.2018.1505717, 288.

105 Korostelina, Social Identity and Conflict: Structures, 23.

106 Tde, Kirchheimer, and Bentrovato, “School Textbooks, Peace and Conflict”, 288.

107 Korostelina, Social Identity and Conflict: Structures, 34-42.

25



attempts. At the same time, history education can also be used as a tool to implement
pre-emptive measures for promoting a peace culture by alleviating resentment,
nurturing mutual understanding, and mending the wounds of society®, In this respect,
having regard to the various effects of history education on identity and conflict, and
peace, Korostelina has determined three functional levels of history education that may

be used for stirring up conflict or urging a peace environment:

(1) establishment of connotations of in-group identity (norms, beliefs, and
values), (2) justification of intergroup relations and social hierarchies, and (3)
legitimization of power structure and mobilization of collective actions®®.

As to how history textbooks contribute to a conflict-prone environment within
the framework of these three levels, it can be noted in relation to the first level that
history textbooks may nurture such identities that are more tempted to mobilize and
are intolerant of different cultures. Textbooks may emphasize the prevalence of
particular meanings and elements in the meaning of in-group identity including
ideological elements, patriotism, obedience to authority, and militaristic views.
History education may highlight military achievements and violent acts of the given
society while disregarding or downgrading the role of political reconciliations and
compromises in the construction of the identity and the root of that large-group identity
or society!*?. Textbooks may present manliness, violence, and the use of weapons as
the virtues of a society that contributes to the positive self-esteem of the society. As a
result, since the use of violence and use of weapons will provide self-esteem, appraisal,
and acceptance from the large-group the individual is included, the readiness for a
conflict of the individuals seeking to increase their self-esteeem and aiming to gather
the appraisal of its social identity group will also escalate. Additionally, obedience to
authority, the danger of questioning, and authoritarianism may be other values

privileged by the history textbooks. These values also underpin the readiness of society
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for mobilization in times of manipulation by political elites, turning citizens into
unquestioning pawns obeying every order of the authority!!. Lastly, by depicting the
roots of the in-group identity and narrating its victories, textbooks may define the
central role of the enemy for the maintenance of the in-group identity and therefore, it
can contribute to the sustainment of tense and conflictive relations between groups so
that the enemy, together with the core identity of the Self, can exist and the in-group
individuals can escape from a possible identity crisis in case of the lack of enemy.

Secondly, history education may form ideas about the significant Other, and
justify particular intergroup relations and social hierarchies. In this respect, two
processes can contribute to this function: (1) By assigning certain values to the out-
group members and in-group members, a history textbook may depict the other as the
embodiment of what the in-group is not and all the negative connotations, creating a
binary relation between the self and the other'!?. (2) Textbooks may highlight
generalizations and present a group as a sole entity compromising individuals sharing
the same simplistic common aim and values and disregarding the complexity of the
group’s value system. This process, known as othering and marginalization of out-
group members, nurtures the prejudices and stereotypes of the in-group. Excessive
comparisons of the in-group members with out-group members based on differences
that are portrayed as unchangeable and permanent may further fuel these stereotypes
and resentments within the in-group and as a result, readiness for a conflict of a society
can accelerate!*®,

Furthermore, these textbooks also have legends and mythologized memories
about society, communicating simplified and exaggerated narratives about the
relations between nations and large groups. These legends and mythologies,
introduced to the children at an early development age, often cultivate stereotypes and
bias about other groups, victimize and glorify the in-group to increase positive self-
esteem and shared feeling of belonging, further contributing to the re-transmission of

chosen traumas and chosen victories and associated high-charged emotions. In a bid
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to simplify, generalize and exaggerate the events, these myths often allocate positive
connotations to in-group while depicting the other as evil, subhuman, and barbaric.
Victimizing the in-group in the face of cruel atrocities perpetrated by the adversary
through the stories placed in history textbooks strengthens positive-we and negative-
they binary perceptions, urges feelings of mistrust and fear and enhances the likelihood
of in-group members’ resentments to be manipulated into an action,

Violence by omission, not learning about a group’s wrongdoings, cruelties, and
genocides in the past, is another matter that contributes to the maintenance and re-
occurring of conflict as the young people are not provided with information and tools
to assess that each party in a conflict inflict sufferings onto each other; instead, they
are lead to think that the cruelties are only committed by the others while all the virtues
and humane qualities belong to the in-group members who are the sole victims*?®,

Thirdly, history education may legitimize certain kinds of power structures,
provide justifications for mobilization and collective actions, and as a result ease the
transformation of these identity perceptions, emotions, biases, and stereotypes into
actions. As mentioned in the previous chapter, a real or perceived threat to the identity
is an essential prerequisite of a mobilized action. A threat to the core identity will
result in both manners. Commenting on the threat to identity, William Bloom (1993)

noted:

The form that the group reaction to a shared identity threat takes will be
determined by a configuration of shared perceptions and commonly accepted
communications about the nature of the crisis. ... when the sense of identity is
threatened, the individual will either reinforce the already held identification or
will actively seek to make a new identification!?®.

Accordingly, the social identity theory also foresees three routes the

individuals may resort to (1) individual mobility, (2) social creativity, and (3) social
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competition. The first and the second routes serve for enhancing and reinforcing the
already-held identification, while the third route is to form a new identification®'’.

In this respect, the history textbooks may construct the perception of what
should be accepted as a threat to identity by defining the core values, meaning, and
content of the identities'8. For instance, the illustration by the history textbooks of the
laicality(laicism/secularism) as the core value of a large-group identity and religions
as the total opposite of the definition of this value, will lead individuals to interpret
any image or sign of religion as a threat to the social identity. Similarly, if the common
language and common ethnicity are repeatedly shown as the prerequisites for the unity
and strengths of social identity, individuals will eventually perceive different
ethnicities and people speaking different languages as threats, even if in reality, there
is no intention of harm on the part of the people from a different ethnic background.

History textbooks also employ multiple justifications, sources that may
legitimize particular types of power relations and mobilize actions by putting high
emphasis on the requirement of social competition for the survival of social identity
and encourage particular behaviors towards out-group members by providing
analogies from the past!'®. The over-emphasis on the violent acts of the other parties
also reinforces the feeling of constant threat and the individual’s readiness for vengeful
actions towards out-group members*?°, The feeling of constant threat, in turn, enhances
a psychological and emotional investment in the in-group and amplifies people’s
tendency to exhibit favoritism towards in-group members and derogate out-members
and the deviants'?.,
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Furthermore, if the value expectations created by the over-emphasis on the
values, high virtues, and status of the group in the history textbooks do not match with
the value capabilities of the group and the group began to believe that it has less than
it deserved relative to the others which were portrayed as unworthy for being cruel and
inferior, the in-group members will begin to feel a relative deprivation. Accordingly,
this will eventually lead to the formation of resentful feelings and justifications for
aggressive action in the face of mobilization'??. In addition to this, history textbooks
may narrate stories of inequalities further contributing to the resentment due to the
relative deprivation and provide justifications for the unequal systems.

Although history textbooks can be used as a tool to accelerate conflict and
prepare the pre-conditions for a conflict environment, history textbooks also can serve
as means to establish a culture of peace in a country by promoting peaceful coexisting
and tolerance and by providing a context where peaceful identities can draw from. As
previously indicated, history education has three levels that affect the establishment of
peace culture from the perspective of identity.

Firstly, the roots of social identity can be presented as independent from other
groups and relations with other groups, decreasing the central role of the enemy in the
formation of large-group identity'?3, The roots of identity can be emphasized as
composed of multiple cultures or an objective historical narrative explaining the causes
and effects of the particular social identities including the identities of other groups
can be presented in a way that it urges students to question and reflect upon the roots
of different identities without marginalizing them'?*. The prevalence of particular
elements in the meaning of social identity also plays an essential part in establishing a
peace culture. As previously explained, the specific values and norms constructing the
identity determine the behaviors and perceptions of the individuals sharing the same

social identity. If core values and virtues of social identity are illustrated by the history
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textbooks as tolerant, peaceful, understanding, democratic, giving importance to
human rights, and multicultural; the individuals living in that society will exhibit
behaviors and attitudes towards out-group members accordingly, further downsizing
the formation of stereotypes and bias and the possibility of conflict-prone attitudes'?®.
In this regard, the terminology adopted in the history textbooks and explicit
descriptions of atrocities and cruelties of out-group members used to narrate the
legends and roots of social identity, which is pointed as an indispensable part of that
identity, should be paid particular regard'?®. Usage and positioning of adjectives and
words for defining the identity of the Self and the Other or narrating the event such as
cruel, militaristic, liberation, and occupation should be analyzed in detail and
employed in such a way that it promotes the formation of a peace culture in a society*?’.
Furthermore, the depiction of peacefulness and tolerance as the essential virtues of
identity and positive connotations attributed to the identity without referring to clear-
cut comparisons with out-group members that highlights supremacy, status, and
power, will foster positive social identity and enable individuals to fulfil their self-
esteem needs without the need to make comparisons with out-group members'2,

In relation to the second function, the history textbooks also pay particular
attention to stories and themes explaining the relations between the in-group and out-
group members. In addition to the adjectives, exaggerations and simplistic narratives
that further reinforce stereotypes and bias should be challenged and avoided®?°. Since
dehumanization and demonization of the designated enemy and detailed and explicit
stories about the cruelties, and atrocities pointing to the enemy as the only source of
evil will only fuel intergroup conflict and feelings of revenge, these stories should be

re-written in an objective and humane manner'®. Within this context, the complex
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stories that narrate the wrongdoings and cruelties of the in-group members together
with the stories about out-group member’s wrongdoings and reflect the idea that the
out-group members are also a victim of cruelties should be included in the textbook to
cultivate a mutual understanding and peaceful coexistence in intergroup relations*®.
As the value gap between in-group members and out-group members, that is to say,
the gap between the positive connotations attached to in-group and the negative values
allocated for out-group members grows and are depicted as unbalanced, stereotypes
and biases and the readiness of in-group members for transforming their established
beliefs into behaviors increase!®2. The balanced view of the virtues and adjectives used
for defining in-group and out-group identities will advance “ an appreciation of the
values and beliefs of the group, an understanding of its roots and sources, as well as
the role of a group in society”**®. Avoiding generalizations of a group as a sole unity
acting in unison, including narratives about the complex nature of society and
depicting a social group as composed of different individuals with different opinions,
goals, and ambitions will also help in-group members to empathize with the out-group
members on individuals basis, will facilitate finding common ground between
intergroup identities and will prevent simplistic and generalized stereotypes from
forming, an element for readiness for conflict!3*. Accordingly, another way to resort
may be creating a higher umbrella identity uniting two different group identities under
one inclusive identity similar to the European identity to further encourage peaceful
behaviors!®,

Thirdly, the history textbooks may help to promote peaceful coexistence while
depicting why certain concepts of identity lead to illogical conflicts. Initially, it may

provide alternative histories and local histories explaining the historical conditions and
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why some identities emerged while others faded into history. As a result, the students
may be encouraged to question the sources of the identity and the taken-granted-of
nature of identities, eventually developing understanding and decreasing judgmental
views towards other identities'*®. In relation to defining what is a threat to identity,
history textbooks may portray prejudice, discrimination, inequality, and violence as
threats to society so that individuals will further seek to combat these qualities that
promote conflict on their own to increase their self-esteem and obtain appraisals and
acceptance from the in-group members®®’,

In this subchapter, the importance of history textbooks for the formation of
historical knowledge, identity, and perceptions about intergroup relations in children
at the early development years and their long-term rooted effects on the worldview of
children have been discussed. It has been underlined that history education can both
serve for accelerating and preparing the pre-conditions for the conflict-prone
environment and for establishing a tolerant peace culture. Subsequently, it has been
shown that history education impacts three levels in different ways to either nurture a
culture of violence or culture of peace: the conception of the meaning and roots of the
large-group identity, the perception and justification of inter-group relations, and
providing legitimization and ground for mobilization turning already-held perceptions
into collective actions. After introducing these three levels, this subchapter separately
examined how history education contributes to conflict and peace on the basis of these
three levels. The next-sub chapter will touch upon the literature on history textbook
research both in the world and in Turkey and identify traditions, study areas, and
common findings of the literature. It will also point out the gaps in the literature in

Turkey and explain how this thesis can contribute to the existing literature.
2.2. Literature Review of History Textbook Research

This section begins by discussing the literature on history textbook research,

traditions of the literature, study areas of the literature, methodology, and methods. It
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will then go on to the history textbook research in Turkey. Finally, the next sub-
chapter will touch upon the gap in the history textbook research in Turkey and how
this thesis can fill this gap.

Textbook research and revision have a long and extensive multidisciplinary
tradition worldwide and it is a rapidly growing dynamic field as more textbooks from
several countries became accessible to researchers around the world. In this regard,
Stuart Foster indicates that the field of textbook research and revision has two distinct
traditions: the first tradition deals with the revision of textbooks through collaborative
studies and negotiations conducted by nations and international organizations, while
the second tradition is mostly interested in more “specific, critical and analytical
textbook research conducted by independent academics or institutions™%,

As the first tradition, textbook revision supported by non-governmental
organizations and international organizations, in particular, became a traditional tool
of the international peace movement for establishing a mutual understanding with the
former enemy states in line with desired political and normative norms. In this regard,
the shattering impact of the First World War on the nations has revealed the emergence
and requirement of analyzing and revising the textbooks as the nations’ governments
used the textbooks for nurturing prejudices and stereotypes that were manipulated into
conflict.’*® Although some attempts have been made previously to eliminate and
combat ethnocentric ways of thinking and pro-stereotype education previously, 1937
marked a turning point in the research and revision of history teaching. In 1937, the
Declaration Regarding the Teaching of History (Revision of School Text-Books) was
signed by twenty-six states and these states agreed among others to teach the history
of other nations and eliminate unjust prejudices against other nations'“°. Despite the
setback caused by the Second World War, the international attempts and support from

several intuitions including UNESCO, the Council of Europe, and the Center for
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Democracy and Reconciliation in Southeast Europe (CDRSEE) for textbook research
have continued more determined*!. In this regard, the most known textbook revisions
in the literature took place in Japan and Germany, the states that were viewed as
undemocratic at that time, following World War Il. This tradition has been still
continuing to insert its influence over the textbook research literature by focusing on
countries recently emerging from ethnic conflicts or civil wars.

As for the second tradition, the second tradition especially differentiates itself
from the first tradition for being objective and scientific and for not pursuing a political
and normative agenda'#?. However, it is noteworthy to mention that most academic
studies had not pursued systematic research until the 1970s!*. In relation to the
academic field of second tradition, Peter Weinbrenner classifies three different
categories: process-oriented, product-oriented, and reception-oriented research®#,
While product-oriented research focuses mostly on analyzing the content of the
textbooks, process-oriented research is more interested in how the textbooks are
prepared, marketed, and, distributed. The reception-oriented textbook, on the other
hand, is dealing with how the textbooks are used and received in the classrooms®.

As regards the study areas, theoretical and methodological approaches,since
the research on textbooks is conducted by researchers from different disciplines for
different purposes, the study areas, theoretical and methodological approaches will be
also broad and complex'*6. In terms of study areas, the textbook research mostly
focuses on either one country or multiple countries for conducting comparative

research, notably the newly established nations or nations recovering immediately
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after a conflict to complement the political reconciliation processes!*’, to explore how
the national identity is represented, how the former conflict is addressed, how the
sustainable peace can be maintained, how the former enemy is presented or different
social groups are portrayed or whether they included in the history textbooks or not.4
Similarly, human rights representations and the portrayal of different ethnic groups
and immigrants have been one of the traditional research areas of textbook research#°.
Another branch of textbook research examining the representation of genders in
textbooks is also increasingly becoming prominent in the textbook research field as
gender studies prove itself among other disciplines'®®. Furthermore, a vast amount of
researchers also dedicated themselves to discovering the identity representation in
textbooks and construction of identity via the history textbooks and their effects on
peace and conflict in light of concepts borrowed from several psychological and

sociological theories!®. In terms of methodologies used by the textbook researches,
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the textbook research literature also enjoys a variety of methodological approaches due
to its multidisciplinary nature. The qualitative analytical investigation, discourse
analysis, and content analysis have always been prominent research methods while
data analysis and sociological and psychological analysis have been gaining ground in
the literature®®2,

In this respect, research on history education in Turkey also benefited from this
large body of field since the 1980s'>3. Although the textbook research has been
attracting the interests of many researchers in Turkey aiming to explore the history
education of different periods, the history education research in Turkey has been
dominated by product-oriented research'®. Following the establishment of the
Republic of Turkey, a new education system was introduced promptly for the purposes
of primarily familiarizing the society Latin alphabet and increasing the overall literacy
in the country®®. To this end, most of the textbooks taught in the schools in the early
Republic were only translated and remained as transliterated versions of the books
from Ottoman times with minor changes®®. The year 1931 marked a turning point in
the history education system as the new high-school history textbooks began to be
written under the guidelines of the ruling party, the Republican People’s Party (RPP),
to serve the desired national identity goals and political interests'®’. Since then almost
every ruling party changed or revised history education in line with its ideology and

political interests. As a result of this environment, the academic researchers aiming to
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discover the covert meanings, narratives, frames, and identities presented in these
textbooks, have begun to analyze textbooks of 1931 and the following years.

Accordingly, the overwhelming body of literature has investigated the early
Republic period between the years 1930 and 1950, famously named the Turkish
History Thesis pioneered by Atatiirk®®. Following the establishment of the Republic
of Turkey, a new Turkish identity was required to be constructed to mark a rupture
from the Ottoman Empire and mold a new unifying identity as a part of nation-building
efforts. To this end, the Turkish History Thesis aimed to separate Turkishness and
Islam and create a secular Turkish identity roots of which lie in Asia®. In this period,
Turkish identity was aimed to be depicted as connected to the European identity, and
Turkishness was associated with Europeanness through the narratives arguing that
Turkish tribes have founded the European civilization and by depicting the European
Hun people as Turks®,

Other parts of the literature demonstrated the increase in the role of religion in
historical teaching since the 1950s, which transformed into a ideology named Islamic
synthesis®®l, With the transition to a multi-party system in 1946, the Turkish
educational system also witnessed the appearance of emphasis of Islam in the history
textbooks'®2. In the wake of the Cold War, the government programs pursued to
“protect the national and traditional values against the perceived threat of foreign
ideologies” to combat communism, and within this context, the Islamic tendencies in

education have become more apparent!®3 This aim was accomplished with the increase
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in Islam’s emphasis in history education while Turkish identity with two main
components of Turkishness and Muslimness began to be pumped into the minds of
students®®*. Furthermore, contrary to the coups of 1960 and 1971 which had the claims
of saving the secular democratic order, the military coup in 1980 further reinforced the
institutionalization of Turkish-Islamic synthesis in the education system with the
increase in Islamic civilizations part of history textbooks and imposing the mandatory
courses related to religion?®,

Recent researches, on the other hand, focalize their interests on either human
rights and gender representation in textbooks!®®, the representation of particular
countries such as Greece as the Other,'®” or the curriculum changes of 2005
implemented in line with the efforts of integrating the country with the global
economy?®®, In terms of methodologies, many works identify the common narratives
underlying the Turkish identity and us-them axis through discourse analysis or content
analysis methods accompanied by quantitative data'®®. However, only a few examined
Turkish History Textbooks taking particular psychological (social psychology)
identity theories as their core. Additionally, none of them systematically posited the
findings related to identity in a framework that predicts the nation’s readiness for
conflict nor grouped their findings within the framework of identity theories. Within

this framework, to fill this gap in the literature, this thesis will attempt to analyze 2021

164 Ozalay - Sanli, “Europe in Turkish History Textbooks”, 147, 177.
185 Guven, “The Impact of Political Islam on Education”, 195.

166 see Cayir Kenan, Who Are We? - Identity, Citizenship and Rights in Turkey's Textbooks (istanbul:
Tarih Vakfi, History Foundation Publ, 2014); Ebru Bag and Yasemin Bayyurt, “Gender
Representations in EFL Textbooks in Turkey,” in Gender Representation in Learning Materials:
International Perspectives (ROUTLEDGE, 2018), pp. 64-85.

167 see Hanna Soysal Schissler, Vasilia Lilian Antoniou, and Yasemin Nuhoglu Soysal, “Nation and

the Other in Greek and Turkish History Textbooks,” in The Nation, Europe, and the World: Textbooks
and Curricula in Transition (Berghahn Books, 2005), pp. 105-121; Ozalay - Sanli, “Europe in Turkish
History Textbooks”.

188 Cayir, “We Should Be Ourselves before Being a European”.

189%see Ibid; Kenan, Who Are We?; Ozalay - Sanli, “Europe in Turkish History Textbooks”; Yilar and
Cam, “Who Are We? and Who Are They?”.

39



history textbooks by taking Social Identity Theory as its theoretical core and
Korostelina’s model on the impact of history education on social identity and its
relevant effects on nurturing the culture of peace or culture of conflict.

In this subchapter, the literature review on textbook research has been
presented. Firstly, the two distinct traditions of textbook research, one conducted by
international or non-governmental organizations within the framework of moral and
political interests and the other conducted by the academic field pursuing to be
objective and scientific, have been introduced. Within this context, the academic field
has been also classified into three categories: process-oriented, product-oriented, and
reception-oriented research. Following the overview of the trending and highly studied
research areas and methodologies used in the literature, this subchapter went on to
introduce the literature review on history textbook research in Turkey. Touching upon
that most research in the country revolves around product-oriented research, the
common findings and study areas of literature in Turkey have been explained. In
conclusion, the gap in the field and how this thesis can help to fill this gap have been
highlighted. The next chapter will address Korostelina’s Model of the impact of
history Education on Social identity, which will be used for analyzing 2021 history
textbooks taught in high schools in Turkey to uncover the identity types presented in
relation to Turkey and Europe and whether these identity types will be more inclined
to the culture of peace or peace of violence as predicted by Korostelina within the
context of Turkish-European relations. Subsequently, the findings of the analysis
conducted on Turkish history textbooks will be presented.
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CHAPTER 3

ANALYTICAL FRAMEWORK AND ANALYSIS

The overall structure of chapter three takes the form of two sub-chapters. In the
first sub-chapter, Korostelina’s model of the impact of history education on social
identity that predicts a social identity group’s readiness to engage in conflict will be
introduced. The levels of the model and the specific forms, modes and concepts of the
identity and the terms of social boundary and collective axiology related to the social
identity will be explained in detail. Subsequently, the next sub-chapter will share the
findings of the analysis conducted on 2021 Turkish history textbooks taught in high

schools based on this model.

3.1. Model of the impact of history Education on Social identity

As mentioned above, Korostelina is a social psychologist who dedicated herself
to the connection between social identity, conflict, and peace, and the role of history
in conflict and peace'’®. Drawing from social identity theory and other psychological
and sociological findings, in her book History Education in the Formation of Social
Identity: Toward a Culture of Peace, Korostelina formulates a model on the impact of
history education on social identity demonstrating that particular social identity
definitions and narratives lead to the establishment of either culture of violence or
culture of peace. In the same book, she also analyzes history education and social
identities portrayed throughout the history education of several countries including the
German Democratic Republic, Russia, Armenia, China, Spain, Northern Ireland,

Armenia, China, Ukraine, Australia, France, Greece, and Serbial’*.
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The table depicts which kinds of identity and identity-related depictions
encourage a culture of violence and nurture a culture of peace. The table is separated
into their levels: Level 1. Establishment of the connotation of in-group identity which
relates to the definition of the self; Level 2: Justification of intergroup relations and
social hierarchies which deals with the relation between the self and the other; and
Level 3: Legitimization of power structure and mobilization of collective actions,
which implicitly defines the concept of threat to the identity and presents
legitimizations for collective actions.

The first level is separated into two different categories as forms of identity and
modes of identity. The forms of social identity -the cultural, reflected, and mobilized
forms- mainly refer to the roots of the self-identity and the idea and the importance of
the Other or enemy in the development of the self’2. In the cultural form of identity
daily routines, ethnic symbols, traditions, and customs are emphasized in the definition
of the essence of the identity. This identity is molded through two mechanisms: firstly
the traditions and cultures have to be prescribed as given and indispensable and
significant elements for society without presenting their relevance to values, beliefs,
and attitudes; secondly, these traditions and cultures have to be delineated as universal
and timeless without any reference to the historical conditions that the traditions have
emerged 173, Therefore, individuals raised in an educational setting instructing a
cultural form of identity generally assume that their way of living is the only way of
living and often do not question the universality of their values or roots of values and
traditions. These individuals are also simply not aware of the possibility of alternate
ways of living. This form also presents traditions and cultures as the ultimate values
that must be protected at all costs!’. In this regard, the cultural form of identity can
both ease the formation of a culture of violence or contribute to the development of a

culture of peace!’.
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The mobilized form of identity, on the other hand, does not deal with traditions,
values, or other cultural features of the Self'’®. It is defined through the emphasis on
power and status, notably in comparison to other identities. As a result, the mere goal
of the in-group is transformed into the increasing status, power, and positive evaluation
of the group!’’. According to Korostelina, this form of identity can be formed through
four mechanisms: firstly, similar to the cultural form of identity, it portrays the aims
and values as the only possible way of thinking; secondly, it highlights the loyalty and
submission to the leader who is regarded as impeccable and the only possible savior
of the nation; thirdly, it presents the Other as the ultimate and permanent evil enemy
that must be opposed and devasted to liberate the group while the in-group’s identity
is presented only as a victim to atrocities and invasions committed by the vicious
enemy; fourthly, the in-group identity is portrayed as virtuous in all matters and as a
nation that achieved great accomplishments in history and the sole group that can lead
others to the rightful way of living!’®. This kind of identity and constant comparison
to enhance the positive evaluation of the group for self-esteem needs prompt the
perception of competition'’® and the feeling of relative deprivation,‘® which is known
to contribute to conflictive behavior and readiness for conflict. Moreover, as the
essence and attributes of the identity are defined through power and status without
reference to traditions and other values, the individuals resort to social competition
with conflictive behaviors, instead of social creativity for increasing the comparative
advantage of the group*®L. Furthermore, individuals with blind loyalty to the rulers and
with a mindset that does not recognize a living space for other identities would be

easier to be mobilized and be ready for a conflict. Therefore, the mobilized form of
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identity is placed by Korostelina in the category of identities contributing to the culture
of violence.

The reflected form of identity, however, rests on an advanced understanding of
intergroup relations and the roots of the in-group and out-group identities. In this form
of identity, in-group members acknowledge their own shortcomings and appreciate the
positive values and characteristics of both the in-group and the out-group in line with
mutual understanding , while comparing the in-group with the out-group to establish

a comparative advantage'®

. Three mechanisms can help to construct such an identity.
Firstly, historical knowledge about roots and sources of group identities and the
objective history narration of inter-group relations can be increased. Secondly, the
mutual history and shared goals of in-group identity and out-group identity can be
included in the history textbooks. Lastly, the meanings and roots of cultural traditions
and beliefs and how they were constructed in the historical conditions can be
described!®, Accordingly, this form of identity paves the way for the formation of
culture of peace by presenting a more balanced perception of inter-group relations and
hamper the development of exaggerated stereotypes about the Other and emotional-
charged mobilization by cultivating mutual understanding.

The modes of identity - Ideological, Relative, Historic, and Depictive- concern
the importance of particular elements such as ideology and history in the meaning of
the Self. The modes are also illustrated by the prototypes, the ideal person image
representing the overall similarities, desired values, and behaviors of the in-group to
highlight the prevalence of specific elements in the meaning of the identity®.

In this regard, ideology plays a pivotal role in the ideological mode of identity.
In this mode, the inter-group relations are also viewed and explained through the
perspective of ideology. The ideological mode of identity does not leave room for

maneuvering to establish mutual understanding and find a common ground with other
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groups having different ideologies. Accordingly, two mechanisms help the
development of this mode of identity in the minds of people. Firstly, as it presents
other ideologies as threats to the existence of the in-group identity, this mode of
identity fosters the culture of violence in the society and increases the readiness of the
group for a conflict!®®. Secondly, it presents history in such a way that the individuals
believe that the groups do not exist beyond ideologies while the cultural and
intellectual history is completely wiped out from the textbooks, further increasing the

polarized thinking towards intergroup relations

. Additionally, by decreasing the
importance of elements other than ideology such as culture and individual differences,
it promotes loyalty and subordination to the leader and the importance of public agency
and civic abilities are decreased®’.

The relative mode of identity is dominated by the enemy images and the
relations of the out-group members lie in the definition of this mode of identity. It is a
negative identity, meaning that the essence of the self cannot be defined without a
tense intergroup relation, comparisons, and referring to the exaggerated versions of the
negative connotations of the Other. This kind of identity is marked by the significance
of chosen traumas, where the in-group is constantly victimized in the face of past
atrocities of the inherently aggressive and cruel enemy®, Similar to the mobilized
form of identity, this kind of identity and constant reminding of chosen traumas also
ignite the feeling of relative deprivation,'®® increasing conflictive behavior and
readiness for conflict.

The history of the group and its relations with other groups are the most
prominent elements in the historical mode of identity'®®. This mode of identity can

cause the establishment of a culture of violence or ignite the culture of peace depending
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on how it was communicated to the in-group members. If this kind of identity presents
patriotism as a blind subordination to authority and focuses on the narratives depicting
the victimization of in-group members, it will automatically increase the readiness of
the society for a conflict!®l. However, if this mode of identity narrates a balanced view
of history where comparisons and contradictions with the other are avoided, a peaceful
culture will be created. Korostelina maintains that this mode of identity is constructed
by two distinct types of mechanisms: reflective and empowering mechanisms!®2. Both
types of mechanisms have three components. The reflective type of mechanisms aims
to push the students to question the historical development processes and nurture the
ability to understand and acknowledge the history and culture of others. Highlighting
the cultural history while decreasing the importance of ideology as a threat,
comparative representation of history, and appreciating tolerance for different views
and differences of other groups are among the reflective type of mechanisms. The
empowering type of mechanisms, on the other hand, empowers individuality and their
responsibility and accountability to humanity. The empowering type of mechanisms
include: decreasing the significance of the state to the people while enhancing the
agency of individuals and civic responsibility; depicting patriotism as not a blind
loyalty without any questioning but as an accountability and responsibility for the
people and the country; emphasizing the significance of reconciliation, forgiveness
and mutual understanding instead of victimization and detailed descriptions of chosen
traumas®®®. As a result of these mechanisms, the historic mode of identity encourages
the development of a culture of peace in the overall society.

The features of in-group members along with traditions, values, and practices
come to the fore in the depictive mode of identity, which promotes a culture of peace.
This kind of identity can be promoted through two mechanisms: by stressing the
achievements of a society in cultural, humanities, science, and political fields of all the
groups in the country regardless of their ethnic origin or beliefs of the individuals and

by praising the achievements and efforts to promote peace and positive international
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relations'®. Lastly, the prototypes that represent the desired ideal identity can be
depicted as artists, writers, educators, and people coming from diverse cultures instead
of military leaders, which are associated with violence. These processes will lead to
an identity that will acknowledge and appreciate the strengths of the other groups and
identities and that will create a space where in-group members could sympathize and
even take an example of members of out-group members without losing their own
identity.

Different from the first level, which defines the meanings and roots of identity
along with the prevalence of enemy in the meaning and development of the in-group
identity, the second level concerns the narratives that explains the value commitments
of in-group and out-group members and the distinctiveness of the group from others.
These narratives often underpin and serve as justifications for relations between the
in-group and out-group members and social hierarchies'®®. The second level is also
separated into two different categories as social boundary and collective axiology.

As for social boundaries, Charles Tilly argues that group identities are
separated and defined by boundaries. He maintains that the social interactions and
relations within an identity group and relations of this group with other identity groups
are carved out by the social boundaries'®®. Accordingly, the social boundary contains
stories and descriptions of the in-group and out-group, the demarcations between them,
and explains intergroup relations,’®” which can be complemented by the “chosen
traumas and glories” concept. Boundaries help social identities to maintain their
uniqueness from others by defining who should be considered as others and satisfy
their need for belonging by drawing the lines of the in-group. If the in-group perceives
that these boundaries are endangered, it will be interpreted as a threat to the uniqueness

of the social identity and it will be easy to mobilize social identities in this case®®.
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Accordingly, clear-cut and strict boundaries will facilitate mobilization and escalate
violent behavior that might lead to conflict by urging black and white thinking and
obstructing communication that will lead to mutual understanding and resolution*®.
In this regard, the permeability of borders, which means that the ability of in-group
members to shift from one social identity to another, affects whether a social identity
will be prone to conflict or peace®®. If the boundaries are permeable, the social
identities will be less salient and the ability of the in-group members to accept different
individuals as their equals and appreciate their strengths will increase?®®. Within this
context, in addition to determining the frontiers of groups, the boundaries can draw the
line between the culture of peace and peace of violence depending on how the
boundaries between the two groups are depicted. Boundaries could be divisive that put
excessive emphasis on distinctiveness of the group from another group or be inclusive
where the sameness of the individuals is more in the spotlight regardless of their social
groups?%2,

According to Korostelina’s model, divisive boundaries can be established and
reinforced by the history textbooks through six main mechanisms: omitting the history
of positive relations and shared living of two different societies; depicting differences
as permanent and vital problems and understating the role of similarities; depicting the
out-group members as inherently aggressive, violent and determined to inflict
sufferings onto the in-group; whitewashing the atrocities of the in-group and only
presenting the in-group as the innocent victim of the aggressive out-group; depicting
the two groups as distinct groups with different past, values, and aims; highlighting

supremacy of in-group over the out-group and disregarding the rights of the out-group
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members?%, Similarly, the inclusive boundaries that will enable the promotion of the
culture of peace and positive relations between groups, are also created and maintained
by the history textbooks through six mechanisms: allocating more place to the common
history narratives and similar historical experiences in the textbooks; creating a
platform where in-group members could sympathize with the views of out-group
members; narrating history based on major concepts about society and politics by
having regard to the views of different groups; promoting positive relations instead of
omitting and hiding them; delving into the roots, misunderstandings, and causes of
conflicts in such a way that it depicts the disputed nature of history instead of narrating
one-single truth; relying on a balanced narration of history that urges critical thinking
and based on multiple perspectives?%*,

Collective axiology, on the other hand, is interested in the attribution of values
to in-group members and out-group members. It offers a moral and value system that
acts as a guidebook for in-group members by prescribing them how to perceive and
treat both members of in-group and out-group members?®. Collective axiology
composes of two elements: axiological balance and collective generality.

The balance refers to the balance of attributed virtues to the groups. If this
axiology is presented as unbalanced, meaning that only positive virtues such as
morally pure are attributed to the in-group while the negative attributes such as evil
and vicious are viewed as only belonging to the out-group members and the gap
between the positive and negative values are enormous, the black and white thinking
and diminished capacity for independent thought will be prevalent in the society and
the relevant groups will be more prone to conflict?®. In this respect, history education
can promote peaceful culture by establishing balanced axiology based on 4
mechanisms: depicting both positive and negative actions and values of the in-group

along with recognition of the in-group’s faults; detailed explanations of negative

203 1hid.
204 1bid.

205 Daniel Rothbart and Karina V. Korostelina, Identity, Morality, and Threat: Studies in Violent
Conflict (Lanham: Lexington Books, 2006), 4.

206 Korostelina, History Education in the Formation of Social Identity,126.

49



events and their political and social causes; depicting aggressive and cruel actions of
both in-group members and out-group members; diminishing the biased and
stereotypical representation of out-group members?®’. History textbooks can also
present unbalanced axiology that lays the foundations of a culture of violence based
on two mechanisms: illustrating the out-group as evil and cruel while depicting the in-
group only as peace-loving, morally superior, and victim at the hands of the evil out-
group; and delineating intergroup relations based on victim-aggressor relation®%,
Collective generality, on the other hand, concerns how individuals categorize
in-group members and out-group members, how they view these categories in terms
of their generalized qualifications, and how they simplify categories®®. As the
generality increases, the individuals will begin to view groups as a homogenous entity
acting as one and composed of individuals sharing uniform beliefs values, and aims.
This point of view also reduces the ability to sympathize with individuals, as the in-
group’s members will fail to find a common ground on an individual basis, instead
they will filter out out-group individuals from the same stereotypical lences. However,
if the collective generality decreases, the in-group members will be able to perceive
individuals as only individuals having different and unique qualities regardless of the
social group that they belong to. This will also enable individuals to establish peaceful
intergroup relations based on sympathizing and mutual understanding. In this respect,
the history textbooks can act as an instrument to establish a culture of violence in the
society through two mechanisms: avoiding mentioning possible differences within
groups and depicting the groups as only one and homogenous entity with uniform
stereotypical qualities; and describing the permanent nature of the intergroup
conflict?!?. Similarly, history textbooks can also contribute to the culture of peace
through two mechanisms: highlighting the individual differences and diversity of

opinions, the existence of supporters of peace within both groups; and presenting
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conflicts as historic periods that arose from specific causes instead of arising from the
core feature of the groups such as aggressive nature of the groups?.

Lastly, Korostelina emphasizes that history education establishes and
reinforces certain conceptualization of national identity which in turn creates the
perception of what should be qualified as a threat to identity, legitimize certain
structures, affect the attitudes of in-group members towards other individuals having
different social identity both within the in-group and towards other groups and
facilitate the mobilization of collective actions?*2. In this respect, she categorizes three
concepts of in-group identity: Ethnic, Multicultural, and Civic.

The ethnic national identity creates the perception that the nation is composed
of individuals coming from the same ethnic root and speaking the same language.
Accordingly, this kind of ethnic identity sees their own group as superior for
possessing positive values and attributes and views other ethnic groups and individuals
speaking different mother tongues as a grave threat to the nation and the social identity.
Therefore, this ethnic concept of national identity will be less tolerant of other cultures
and identities, be more likely to exhibit discriminative, unequal, and violent attitudes
towards other cultures, and be more prone to conflict??. In terms of how history
education can create such a concept of national identity, Korostelina maintains that
two sets of mechanisms can contribute to the establishment of an ethnic concept of
identity: the first set of mechanisms mainly views the nation as homogenous while
the second set of mechanism focuses on delegitimizing equality of minorities 24, The
first set of mechanisms includes excessive stress on language similarities and common
ethnicity of the nation; designating one common ancestor; presenting prototypes
having certain desired values as only belonging to the main ethnic group while denying
such prototypes may exist in different ethnic groups; attributing positive values and

norms to the only in-group members that have the desired ethnicity, and defining the
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national identity on the basis of ethnicity?®. Similarly, the second set of mechanisms
also compromises five mechanisms: denying ethnic differences; disregarding and
hiding the existence of natives or other habitants of the national territory in the
textbooks; celebrating the submission of minorities for assimilating into the majority;
presenting different ethnic groups as invaders or guests who do not share the same
rights as the majority; and depicting different ethnicity and languages as a threat to the
nation and core identity?*,

The multicultural concept of national identity cultivates a culture of peace by
promoting tolerance toward different cultures and ethnicity, depicting different groups
and minorities as equals in terms of morality, and acknowledging each culture’s
differences and faults?'”. This concept will decrease a society’s tendency to engage in
conflict in case of conflict of opinions. This concept of national identity is promoted
by history textbooks through two different sets of mechanisms designed for two
different types of society, polyethnic society, and traditionally monoethnic society.
These two sets of mechanisms also separated within themselves for establishing and
maintaining the multicultural concept of national identity through descriptive and
normative mechanisms?'8, The first set of descriptive mechanisms designed for
polyethnic societies depicts the nation as a group composed of immigrants and people
coming from different cultures and includes narratives about their cultures and
histories in history textbooks; while illustrating prototypes of the nation for nurturing
desired values, additionally stresses the importance of the multicultural origin of the
prototypes along with other values; highlights the contribution of individuals with
different ethnic background or diverse cultures in textbooks instead of omitting them.
Normative mechanisms designed for polyethnic societies can highlight the importance
of equal rights for minorities and individuals with different cultural backgrounds;

appreciate the cultures, traditions, and values of other groups in the textbooks; and
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depict tolerance and cooperation among groups as core values of identity and society
so that a tolerant peace culture can be developed?!®. The second set of descriptive
mechanisms designed for traditionally monoethnic societies can eliminate the
perception that different cultures and languages pose a threat to the core identity and
survival of the major ethnic group and promote the idea that the majority can coexist
with different cultures and groups without compromising on their own culture and
identity; can include descriptions about other cultures and lifestyles to depict that the
world exists beyond the culture of majority and in return, promote tolerance towards
this diversity. The second set of normative mechanisms designed for traditionally
monoethnic societies can foster empathy for new members and different groups by
narrating their lifestyles and emotional experiences; can highlight tolerance as a value
of identity and society and depict prejudice as the utmost threat to the identity of
society??°,

For the civic concept of nationality identity, on the other hand, ethnicity and
cultures are insignificant compared to the multicultural concept of national identity.
The civic concept, instead, focuses on the citizenship concept which prescribes that
the relation between the citizen and state is a contract where two parties share different
rights and obligations regardless of the ethnicity or cultural background of the citizens
and view all citizens as equals in front of the law who must obey by the rule of law
and integrate into the established structure??!. Through nurturing civic responsibility
and obligations, cooperation, and acknowledging equal rights, this concept heavily
contributes to the establishment culture of peace and decreases the readiness of society
for a conflict???. Within this framework, the history textbooks can help the creation of
such a concept through descriptive and normative mechanisms: highlighting the
importance of institutions, rule of law, and civic nature of the society that bases on an

individual-state contract; depicting the concept of citizenship, respect for law and
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human rights, freedom and peaceful coexistence as the core values of the social
identity; and depicting how history can be manipulated for promoting prejudices,
discrimination, and violence within the society??,

Table 1. Model of the Impact of History Education on Social Identity

Culture of Violence Culture of Peace

Level 1: Establishment of connotation of in-group identity

1. 1. Forms of identity

Mobilized, Cultural Cultural, Reflected

1.2. Modes of identity

Ideological, Relative, Historic Historic, Depictive

Level 2: Justification of intergroup relations and social hierarchies

2.1. Social boundary

Divisive Inclusive
2.2. Collective axiology

Unbalanced Balanced

High generality Low generality

Level 3: Legitimization of power structure and mobilization of collective
actions

3.1. Concepts of national identity

Ethnic Multicultural, Civic

Source: Karina Valentinovna Korostelina, History Education in the Formation of
Social Identity: Toward a Culture of Peace (Palgrave Macmillan, 2013), 43.

In this sub-chapter, Korostelina’s model of the impact of history education on
social identity that predicts a social identity group’s readiness to engage in conflict
was explained. This model will be used in the next sub-chapter for analyzing 2021
Turkish history textbooks taught in high schools. According to this model, history
education can contribute to the establishment and maintenance of certain social
identities that can accelerate or impede the engagement of conflict of society. In this
respect, history education can affect social identities on three levels: Level 1:
Establishment of the connotation of in-group identity; Level 2: Justification of

intergroup relations and social hierarchies; and Level 3: Legitimization of power

223 |hid, 172.
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structure and mobilization of collective actions. The first level relates to the definition
of the self while the second level deals with the relation between the self and the other
and the third level implicitly defines the concept of threat to the identity and presents
legitimizations for collective actions. Under these levels, different forms, modes,
concepts of social identities, social boundaries, and collective axiologies either
promote or prevent the establishment and maintenance of a culture of peace and
violence. Accordingly, the next sub-chapter will share the findings of the analysis
conducted on 2021 Turkish history textbooks taught in high schools based on this
model.

3.2. Turkish history textbooks taught in high schools in 2021

In this chapter, the Turkish history textbooks taught in high schools in 2021
will be analyzed in order to explore how Turkish identity and European identity is
presented to the students and whether these identities facilitate or hinder the
construction of the peace culture or violence culture and whether they increase or
decrease the overall readiness of society to engage in conflict in light of a perceived or
real threat to the identity. To this end, as mentioned above, social identity theory of
psychology introduced by Henri Tajfel and John Turner is taken as the theoretical
framework while Korostelina’s Model of the Impact of History Education on Social
Identity is taken as an analytical framework. In this respect, this sub-chapter firstly
introduces all four textbooks and their general content. Secondly, it conducts a
comparison of the pages allocated to the units within the textbooks in order to
determine which subjects are highlighted more. Thirdly, this sub-chapter shares the
findings in relation to the general narratives and the identities as specified in
Korostelina’s model presented in each history textbook separately according to their
grades.

In Turkey, there are four grades (9, 10, 11, and 12 grades) in high school
education and four different history textbooks taught in these grades. Although the title
of textbooks of the first three grades are labeled as “history,” the 12th-grade textbook
has been named “History of Reforms of the Republic of Turkey and Atatiirkism,”
which covers the history of the time period beginning from the immediate before of
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the foundation of the Republic of Turkey until 21% century and which therefore could
be considered as a history textbook. Within this framework, four different textbooks
taught in the 2021-2022 academic calendar year have been analyzed according to the
Model of the Impact of History Education on Social Identity drafted by Korostelina to
uncover which identities were presented in these textbooks and whether these
identities can be used as a tool to form a culture of violence or culture of peace. The
level of analysis of this study is the texts found in the history textbooks for high
schools. The particular paragraphs, words, and general narratives introduced in these
textbooks have been analyzed as well as the contents of each textbook to determine
which subjects occupy more pages and therefore, more attention is given during the
education. Europe will be taken as a multifaceted concept and in the broadest sense
possible.

Accordingly, the textbooks proceed in chronological order starting from the
first ages to our current century. The 9""-grade book consists of 6 units: History and
Time; the first eras of humanity, the world during the Middle Ages, the Turkic world
in the first and Middle Ages, the rise of Islamic civilization; and Turks’ embracement
of Islam and the First Islamic Turkic States??*, The pages allocated for the units are
respectively, 10, 31, 19, 34, 42, and 33. As can be observed from the page number the
most weight was given to the unit of the rise of Islamic civilization followed by the
Turkic world in the first and Middle Ages and later and Turks’ embracement of Islam
and the First Islamic Turkic States.

The 10"-grade book consists of 7 units: Turkey of Seljuk during the period of
settlement and becoming a state; Ottoman Politics: from Beyliks to State (1302-1453);
Warriors and soldiers during the period of becoming a state; Ottoman Culture: from
Beyliks to State; the world power: the Ottoman Empire (1453-1595); the Sultan and
the Ottoman Central Government; and Ottoman Societal Order in the Classical age??°.
The pages allocated for the units are respectively 29, 22, 15, 18, 40, 12, and 24.

224 Brol Yiiksel et al., Ortadgretim Tarih 9 Ders Kitab1, ed. Mehmet Ali Kapar (Milli Egitim Bakanligi
Yaynlari, 2021), 7.

225 Brol Yiiksel et al., Ortadgretim Tarih 10 Ders Kitab, ed. Erol Yiiksel (Milli Egitim Bakanlig1
Yayinlari, 2021), 7.
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Accordingly, although the whole textbook is dedicated to the history and culture of the
Ottoman Empire, the unit of world power: the Ottoman Empire (1453-1595) occupy
the most pages by landslide followed by the units of Turkey during the Seljuk Empire
is this a correct depiction? during the period of settlement and becoming a state and
later Ottoman Societal Order in the Classical age.

The 11""-grade book consists of 6 units: the Ottoman Politics in the face of
transformed balance in the world; Europe and the Ottoman Empire in the
transformation age (1595-1774); the balance of power in the international relations
(1774-1914); State-society relations at the age of revolutions; Capital and Labour; and
the transforming daily life at the 19" and 20" century??®. The pages allocated for the
units are respectively 31; 33; 25; 61; 16 and 17. In light of this information, it is
observed that enormous attention according to the page numbers was given to the unit
of State-society relations at the age of revolutions while only half of this number were
reserved for the pages of the following units of Europe and Ottoman in the age of
transformation (1595-1774) and The Ottoman Politics in the face of changing balance
in the world.

The 12"-grade book consists of 8 units: Ottoman State and World in the early
20™ century; the Turkish War of Independence; Atatiirkism and Turkish Reforms;
Turkey and the World between the two wars; Turkey and the World during World War
I1; Turkey and the World aftermath of World War II; Turkey and the World during the
societal revolution age; and Turkey and the World at 21st century??’. The pages
allocated for the units are respectively 32, 40, 34, 20, 11, 17, 26, and 41. As can be
seen, the most pages were allocated to the unit of Turkey and the World during the
societal revolution age; and Turkey and the World at the 21st century followed by the
unit of Atatiirkism and Turkish Reforms with one page of difference and later by the

unit of Turkey and the World between the two wars.

226 Erol Yiiksel et al., Ortadgretim Tarih 11 Ders Kitab, ed. Ozgiir Bagc1 and Ferhat Bildik (Milli
Egitim Bakanlig1 Yaynlari, n.d.), 7.

227 Akif Cevik, Giil Kog, and Koray Serbetgi, Ortadgretim Tiirkiye Cumhurityeti Inkilap Tarihi Ve
Atatiirkgtiliik 12 Ders Kitab1 (Milli Egitim Bakanlig1 Yayinlari, 2021, 14.
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As to the 9"-grade history textbook, overall narratives in relation to the Turkish
identity presented by the textbook with the specific examples from the textbook are as
follows:

-Turks have an ancient history and nomads coming from Central Asia;

Turks who are one of the ancient nations in history, ...??® Scientists researching
the Turks, who were first seen in Eurasia, searched for the name of this ancient
nation in the oldest historical sources.?®® ...First cultural traces of Turkish
communities are encountered in a vast geographical area including ... notably
Central Asia.?®

-Turks have strong family relations;

Despite the dispersal of the Turks all over the world, the preservation of their
existence is due to the importance they attach to the family structure.z! .. Shall
not come between the son and the father...?*

-Turkish army is strong compared to other states on the grounds that the Turks are

highly disciplined and are not dote upon comfort and pleasure;

Both Turkish and Mongolian soldiers were very disciplined and fought with great
courage.?® ... [China] sent luxury goods ... and make Huns accustomed to
comfort and pleasure. This weakened the fighting skills of the Turks?%*

-since the Islamic tones are very prominent throughout the textbook, the nomadic
Turkish identity presented in the early pages of the textbook later is transformed into
an Islamic Turkish identity with the emphasis that Turks shared almost the same norms

with Islam and it was natural for Turks to accept Islam as their religion.

228 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 104.
229 |hid, 94.
230 |bid, 91.
231 |hid, 94.
232 |bid, 57
233 |hid, 80.

234 1bid, 100.
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The great likeness between the principles and norms of the religion of Islam and
the belief system and principles adopted by the Turks affected their view of Islam.
... However, since the conversion of the Turks to Islam was in harmony with
their own spirit and character?® ... Our religion, Islam, attaches great importance
to the land of the motherland, freedom, unity, and togetherness and sees these as
indispensable elements of sustaining the faith.?

In relation to the identities modeled by Korostelina in the Model of the Impact
of History Education on Social Identity, multiple identities can be detected in the 9th-
grade textbook. Initially, the textbook begins with an explanation that why history is
important for the construction of social identity and how identity is constructed
through norms, the history of its own society, and language®’. Although the overall
text seems to present a reflected form of identity for Turkish identity for increasing
awareness of history, roots, and the sources of the in-group?®; in the same pages some
images and phrases (examples provided below) defining what the identity should be
and stating what particular elements should be prominent for identity indicate that
ethnic concept of national identity is dominant in the early pages of the textbook. For
instance, the images of Atatiirk with the quote of “ As Turkish children get to know
their ancestors, they will find the strength in themselves to do great things.?**” was
included as the first phrase before the introduction of the explanations of what is
history and what is the identity of society. Presentation of such phrase before the
reflective paragraph stating how identities are formed will lead students to form the
idea that common ancestry is one of the most prominent elements of identity. Another
example would be the phrase of

Language is the main factor in the formation of national and social identity. In
addition, historical unity, religious beliefs, state structures, geographical unity,
unity of music and ideals are also important in the formation of this
consciousness.?*

23 |bid, 181.

236 |bid, 188.

237 |hid, 18.

238 Korostelina, History Education in the Formation of Social Identity, 176.
239 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 18

240 1bid.
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This phrase identifies language and linguistic similarities as an indispensable part of
identity and disregards the societies that share multiple languages while maintaining
their own identity. Since the emphasis on linguistic similarities and common ancestry
are one of the mechanisms of ethnic national identity, these pages present a mild ethnic
national identity?!. In summary, the earlier pages of the textbook present weak type
of reflective form of identity, which more tends to form a culture of peace, and a mild
form of the ethnic concept of national identity, which is more inclined to construct a
culture of violence supported with images.

The following pages present types of identities that are more helpful for

establishing a culture of peace. For instance, the 19" page indicates:

In addition, [historical] comparisons with other societies and nations not only
help individuals gain self-confidence but also enable them to empathize with
other nations. This empathy nurtures a person who understands the heritage of
the world as an individual who is at peace with himself and his environment.?*?

This phrase urges an inclusive social boundary and balanced view of collective
balance, necessary ingredients for peace culture, for urging students to understand the
views of out-group members and other nations by learning their history critically?*.
Furthermore, the 20th page points out that slavery does not suit the honor of humanity
and includes some of the articles of the Universal Declaration of Human Rights?#,
This part of the textbook also presents the importance of individuality regardless of
state, race, ethnicity and nationality and the significance of the universal norms over
norms limited by the state borders. The 41st and 42nd pages, highlight the diversity of
civilizations around the world and that each civilization has a different contribution to
humanity®*® while the following pages include history of Rome and Greek

civilizations. Therefore, this part of the textbook employs mechanisms that both urge

241 Korostelina, History Education in the Formation of Social Identity, 179.
242 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 19.
243 Korostelina, History Education in the Formation of Social Identity, 178.
24 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitaba, 20.

245 1bid, 41-42.
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the depictive mode of identity and the civic concept of national identity, both of which
contribute to the establishment of the peace culture?*®.

The following pages of the 9th-grade textbook until Unit 5: the Rise of Islamic
Civilization are dominated by identities appropriate for creating a culture of violence.
These pages often depict relative identity, unbalanced axiological balance, and
mobilized identity on the ground that they illustrate the in-group as superior compared
to out-group members; urge the submission to and ultimate rightfulness of the leaders
and the state; praise the leaders as the only capable persons to lead the nation; present
out-group members as uncivilized and unjust while the in-group members are depicted
as peaceloving?*’. For instance, the people living in the Arabian Peninsula before Islam
were referred as “uncivilized, ignorant, and blind?*®.” Additionally, in several pages
Turkic army is praised for being strong compared to the European army for being
“resilient, disciplined, harmonious and continuous .... [and] more than a scattered
crowd... [and having] a structure where everyone knew what to do and when and
helped each other?*®.” On the other hand, European armies are criticized: “European
armies were generally weak in terms of discipline as powerful vassals opposed the
king's authority at every opportunity?®°.” Within this context, both the Turkish armies
or Ottoman are depicted as superior compared to the European army, which is a sign
of relative identity, and the strongness adjective is defined through submission to the
authority, which is a sign of mobilized identity?®!. Another superiority example will
be the depiction of Turkish culture as peace-loving while the out-group members are
portrayed as oppressive towards their own society and determined to abolish Turkish
culture through treacherous plots, creating an unbalanced axiological balance, which

leads to the formation of the culture of violence. For instance, according to the texts

246 Korostelina, History Education in the Formation of Social Identity, 177.
247 |bid, 176.

248 |hid, 133.

249 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 82.

20 |hid, 80.

251 Korostelina, History Education in the Formation of Social Identity, 176 and 179.
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of the textbook, the Turkish tribes lost their power as a result of “several schemes” of
China and other out-group members that “wants to put Turkish states in a difficult
position®2.” However, the Turkish tribes on the other hand are praised for being peace-
loving. In this respect, the following paragraph explicitly depicts the ultimate

superiority of the Turks:

It is not natural behavior for every nation to flow towards unknown horizons even
as a result of necessity, to be ready to face the dangers at any moment, and to live
in an uninterrupted life-and-death war. ... Each military victory led to a new
political goal and stimulated the Turks' desire for conquest. This situation gave
birth to a philosophy of conguest aiming to bring peace and tranquility to the
world over time, and to an ideal of world domination to put into effect the just
and egalitarian Turkish customs everywhere.??

Furthermore, several passages in the textbook put a mild emphasis on the ultimate
rightfulness of the leaders and the state, which are the signs of the presence of the
mobilized identity?>*. Within this scope, the Turkish leaders are also presented as “just
to their own people?®>” and “attaching great importance to ensure justice in their
country,?®®” while the European leaders “forced their people to obey clergy?’.”
Although relative identity, unbalanced axiological balance, and mobilized
identity that tend to form the culture of violence are dominant throughout the pages,
few examples of peaceful identities can be encountered. For instance, on 83", 84" and
85" pages, the examples of early legal texts both from the European part of the world
and from Turkic states are provided and it was emphasized that both sides contributed
to the development of law?®. Moreover, the legitimacy of the state was based on “the

acceptance of those who obey the order” and the states without acceptance, were

22Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 95 and 102.

253 |bid, 108.

24 Korostelina, History Education in the Formation of Social Identity, 176.
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accepted as “null” and “oppressive®®.” These two examples provide a balanced
narration of historical events by providing the history and contributions of both sides
and depict history revolving around major concepts of politics such as the legitimacy
of the states. Therefore, it can be said that these few passages encourage the formation
of inclusive social boundaries, another element of peaceful culture?®. In addition, the
phrase “Especially the Uyghur khans used their political and military power as a means
of pressure in order to sell more goods to China?®!” and the following paragraph on
the 123rd page portray that even the in-group leaders and members can use oppressive
methods against the out-group members and out-group members can be a victim as
well. In this respect, as aggressive actions of in-group members are also depicted along
with the cruel actions of out-group members and these negative actions of in-group
members are not omitted and whitewashed, mutual empathy and understanding are
nurtured. Additionally, the perception that both groups can inflict suffering on each
other and both groups can be a victim is created. This presentation would lead to the
formation of a balanced axiological balance, which is on the side of the culture of

peace?%?

. Yet, despite the presence of some identities of peace culture, relative identity,
unbalanced axiological balance, and mobilized identity that tend to establish a culture
of violence dominate the first four units of the 9""-grade history textbook.

Similar themes are also prevalent for the following units, but these units are
pumped with religious tones. In the following pages, the rise of Islam, the history of
Islam and Islamic states and Islamic culture are narrated in detail. The next and the last
unit introduce the Islamic and Turkic states without any mention of other Turkic and
non-Islamic states. This narration creates the perception that only Islam is “suitable for
Turkish spirit and character?®®” and the other Turkic states that refused to accept Islam

religion, lost their spirit while the ones accepting Islam retained their character. The

259 | bid, 95.

260 Korostelina, History Education in the Formation of Social Identity, 178.
261 Yiiksel et al., Ortadgretim Tarih 9 Ders Kitabi, 123.
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Turkish identity is pieced together with Islam, and Islam is presented as an inseparable
part of Turkish identity. Another explicit example of the conjunction of Islam with
Turkish identity can be seen on the 188" page, where Islam is referred to as “our
religion?4” disregarding possible diversities within the society and generalizing the
in-group. In a bid to unite Islamness and Turkishness, the same page also similarize
Turkish identity with Islamic culture on the grounds of core values of two identities as
follows: “Motherland is an important concept for the Turkish nation. Our religion,
Islam, attaches great importance to the lands of the motherland, freedom, unity, and
togetherness and sees these as indispensable elements of sustaining the faith?%°.”

In this respect, although the model of Korostelina does not refer to religion,
the presentation of religious tones in textbook shares great similarities to the
mechanisms of particular identities, notably ethnic national identity and ideological
mode of identity, that increases a nation’s readiness to engage in a conflict. Within this
context, even the fact that textbook ceased to refer to Turkic nations that refused to
accept Islam as Turkish shows that the different religious beliefs pose such a threat to
the identity that the core “Turkishness” adjective for that group lost its relevance
without Islam. Presenting different ideologies or ethnic groups (in this context
different religions) as a threat to the identity is shown as one of the mechanisms that
urge the formation culture of violence in both the ethnic concept of national identity

and ideological mode of identity?®

. Therefore, this presentation in the textbook can be
interpreted to urge the construction of a culture of violence. Additionally, the
generalization of the religion of an in-group with the emphasis given by the phrase of
“our religion, Islam?®™ disregards the differences in views, urges black and white
thinking style and defines a nation based on the religious identity of the majority, a
sign of ethnic concept of national identity (in this case, religion concept of national

identity). According to Korostelina’s model, this way of thinking will increase
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collective generality and decrease the degree of tolerance by amplifying the likelihood
of stirring the highly charged emotions and readiness of society to engage in a conflict
in case of an insignificant threat to the identity.

Furthermore, in several pages, the superiority of Islamic culture in terms of
morality and development is emphasized, while people of the relevant region before
the rise of Islam and non-Islamic out-group members after the rise of Islam are
depicted as uncivilized, unmoral, unjust, aggressive, vicious and perverse people with
bad habits?®. For instance, the age before the Islam is “the age of ignorance (Cahiliye
donemi)” and the people living in the Arabian Peninsula before Islam are qualified as
“uncivilized, ignorant, and blind?®°.” These people also do not attempt to protect the
vulnerable people and “seized the goods of the weak people?’®.” The people before
Islam also had “numerous bad habits such as worshiping cult statutes, fortune-telling-
witchcraft, blood feuds, extortion, drinking alcohol, adultery, financial interest and ill-
treatment of women, which became a part of daily life?’*.” Islam, on the other hand,
has always been a significant “knowledge civilization?’?” and the Muslims are “a
highly civilized?3.” Moreover, the people of Islam have never attempted to “cast
people believing in other religions away, expelled them, or have resentment towards
these people?® or “has never responded back with similar ways against all the
atrocities?”®” they had suffered. Furthermore, although the others chose to inflict
atrocities?’® upon the Muslims on the basis of their beliefs, the Muslims only aimed

“conquest of countries and regions that are thought to provide benefits to the Islamic
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community... After the conquests, freedom of religion and worship was granted to
people, and the policy of forced Islamization was not implemented?’’.” On the
following pages, it is stated that the Muslims had great contributions to the Western
World’s development?’® since intellectual activities were forbidden in the Western
world?”®. However, there is no mention of the Western contributions to the Islamic
world, further reinforcing the perceived superiority of the Islam world.

As can be seen from the examples provided below, on many occasions,
favorable comparisons with the out-group members have been provided to increase
the positive value of the in-group identity (a sign of relative mode of identity and ethnic
concept of national identity)?® and contradictions with out-group members adopting
different beliefs have been pointed out (a mechanism of the ideological mode of
identity)?®L. As defined by Korostelina, the multitude of these mechanisms in the
history textbooks will lead to the formation of certain types of social identities that will
lay the foundations of the culture of violence. Similarly, in several pages, the in-group
members are depicted as victims of the aggressive out-group members constantly
targetting them while the out-group members are referred to as uncivilized, vicious,
and unjust. These two components are a sign of the divisive social boundary which
often amplifies the readiness of a nation to engage in a conflict?®2, Furthermore, the in-
group members are portrayed as peace-loving while the out-group members are shown
as contrary to all of the qualities of the in-group, presenting an unbalanced axiological
balance that leads to a conflict-prone environment?®,

In conclusion, the earlier pages and the few examples in the later pages of the

9th-grade textbook urges the establishment of a culture of peace through the
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presentation of the depictive mode of identity and the civic concept of national identity.
However, the overall text of the history textbook provides an appropriate interpretive
environment that enables students to form specific identities such as relative mode of
identity, ethnic concept of national identity, ideological mode of identity, and
mobilized form of identity. In addition to these identities, as mentioned above, the 9th-
history textbook also presents divisive social boundaries, unbalanced axiological
balance, and high collective generality. Therefore, according to the Model of the
Impact of History Education on Social Identity, it can be said that the 9""-grade
textbook generally increases the likelihood of the students forming prejudices towards
out-group members and engaging in a conflict in case of a threat in terms of identities
it depicts.

As to the 10th-grade history textbook, it can be said that similar themes are also
followed in this textbook but with more moderate tones. The overall narratives found
in the 10""-grade textbook in relation to the Turkish identity presented by the textbook
with the specific examples from the textbook are as follows:

-Turks have been tolerant and just to other cultures and brought peace to the region;

The peaceful environment provided by the Seljuks in Anatolia enabled different
religions and tribes in the region to live in harmony and a common culture to
emerge®®. ... The Christians who did not leave their homes after the conquest and
stayed in the city were treated with justice®®,

-Turkish are a strong army nation for being disciplined, obedient, and brave; In this
respect, the whole 3rd unit is decated to the explanations regarding the system of army

and soldiers?®. An axample include:

The Turks have excellent skills at war for three reasons. First, they are very
obedient to their commanders... Second, they fearlessly sacrifice themselves to
death while fighting, ... Third, they serve without the need for bread and wine,
and are often content with just rice and water, without meat, and when they have
nothing, they survive on salty meat powder of their own making?’.

284 Yiiksel et al., Ortadgretim Tarih 10 Ders Kitabi, 27.
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-Ottoman Empire has been a multicultural state;

The Ottoman State is a state in which peoples from various ethnic and religious
backgrounds maintain their commercial, social, cultural, religious and scientific
activities?®, ... Society of the Ottoman Empire is made up of people having
different origins of religion, language, and race®®,

In relation to the identities presented in the model of Korostelina, it is seen that
the themes detected in the 9"-grade textbook are also prevalent in the 10th-grade
textbook. Despite the presence of few peace-prone identities, it is observed that the
majority of the identities presented in the textbook facilitate the formation of the
culture of violence. Within this scope, throughout the textbook, Turkish states
including Seljuk Empire and Ottoman Empire, and leaders are explicitly depicted as
saviors of the regional people from their own states?®. For instance, the people in the
Byzantine empire had fed up with “the injustice in the tax system, the poor
administration of Byzantium and occasional rebellions?®*” and the local Byzantine
governors in Anatolia “started to inflict cruelties onto their people®®2.” As a result of

these hard conditions, the people in the region

began to see the Turks as a solution. ... Especially, the Armenians, who were
subjected to great oppression and torture by Byzantium, due to their sectarian
differences, had never resisted the Turkish excursions?®,

This narration that the regional people welcomed the Turks has been emphasized in
the following pages as well. It is indicated that the non-Muslims under the Byzantine

rule were suffocated under the oppression of the Byzantine empire “were content to
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live under Turkish rule?®*.” Another example was provided on the 50th page with the

sentence:

Tired of the throne fights in Byzantium, the arbitrary practices of the
administrators, the turmoil and heavy taxes, the people took against Byzantium.
As a result, the people living under Byzantine rule in Anatolia accepted Turkish
sovereignty without resistance®®.

As can be deducted from the examples, it can be said that the Other has been presented
as vicious and unjust even towards their own people while the Turkish states are
depicted as the savior of these people due to their peace-loving qualities. Thus, the
Other and the Self social identity have been positioned on the opposites poles, creating
an unbalanced axiological balance and amplifying the contributions to the
establishment of a culture of violence?®. Furthermore, these perceptions are achieved
through favorable comparisons with the out-group members. These mechanisms both
form a relative mode of identity, that increases the likelihood of the formation of a
culture of violence.

Accordingly, it is noteworthy to mention that the advancement of the Turkish
states into other regions was often qualified as “migration®®’,” “excursion®®®” or
“search for homeland (yurt edinme),?®®” downplaying the possible consequences of
the reality of the conquest. Nevertheless, the advancement of the other parties is
referred to as “invasion®°?” and “100ting301.” Moreover, the leaders of the Turkish

states are depicted as persons that always exhibited “just®*?” and “good®® * behavior
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towards the regions they later possessed. For instance, the Seljuks Empire’s “fair
behavior has shown positive effects on the local population®®*” and they have

“provided a peaceful environment,*®” while the Ottomans

treated the people of the conquered region with decency and protected them,
provided freedom in their beliefs, ensured the safety of life and property, aimed
to win their hearts and offered convenient taxes to them?3°,

3075 130895

On the other hand, the Byzantine was “oppressive and “crue towards their
people. Similarly, 31st and 32nd pages of the textbook also present a detailed
description of atrocities committed by the Crusaders along with the picture depicting

the “Crusader massacre in Jerusalem®%.” The relevant passages are as follows:

The Crusaders displayed unprecedented brutality and killed all the Muslims in
the city. ... Blond warriors scattered in the streets slaughtered men, women, and
children, looted houses, plundered mosques...The remaining thousands of people
lay dead on the thresholds of their homes or around mosques. ... The Muslims
carried their dead relatives on their shoulders, piled the dead bodies on empty
fields, they did not even dig a grave for their deads and then they waited to be
slaughtered or sold into slavery3%,

This East-West and Christian-Muslim axis based on the opposition of the two
poles is also clearly underlined several times in the following pages®'t. For instance,
the sentence on the 34" page “The struggle between the Eastern world and the Western
world did not start with the Crusades®'?” implicitly creates the perception that such

opposition is constant and timeless.
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In light of the examples provided above, a favorable comparison of the in-
group with the out-group members with the aim of ensuring a positive identity and
excessive emphasis on the contradictions with the out-group members can be observed
in this part of the textbook as well. The in-group members are always presented with
reference to the out-group members and the in-group members’ superiority is achieved
by providing the moral high ground to the in-group members. This will lead to the
formation of the strong relative mode of identity and increase the possibility of the
formation a culture of violence in the minds of the students®!3, Furthermore, the in-
group members and out-group members are continued to be depicted as two distinct
groups on the opposite sides, especially in terms of morality. The similar experiences
of both groups are completely overlooked. Within this scope, the in-group members
are depicted as peace-loving, just, and victims of atrocities of the out-group members
while the out-group members are demonized and not a single example of the
unjustness of the in-group is provided. Notably, the detailed description provided with
the image of the “Crusader massacre in Jerusalem®#” shows that a chosen trauma is
created and deposited into the unconscious minds of the students as explained by
Volkan®®, As a result, in case of a threatening event occurred in the current time, this
trauma can be reactivated and the students’ may equate the current event with the past
event and act on highly-charged emotions created by this event with magnifying the
negative qualities of the current out-group members®®. In this respect, the above-
mentioned mechanisms are signs of the presence of divisive social boundary and
unbalanced axiological balance. Both divisive social boundaries and unbalanced
axiological balance are shown by Korostelina as the contributors to the formation of
culture of violence and elements increasing overall readiness of society for a

conflict®’. Moreover, the textbook also draws the attention of the readers to the fact
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that there is a permanence of the conflict between the groups with the reoccurring
examples of West-East conflict and Christian-Islam world conflict. This perception
will lead to high collective generality, which in turn also increases the establishment
of a culture of violence?8,

Furthermore, in some parts of the textbook, being disciplined and submission
to the leader are praised. For instance, the 70" page explains rebellions against the
Ottoman Empire, which at first seems an unproblematic historic fact. However, the
accompanying sentence that almost resembles a warning for current world problems

Is attention-grabbing:

Considering the general character of such revolts, it is seen that the leaders of the
revolts have clear and secret aims rather than the people they gather around,
regardless of their course and outcome. ...During crisis times, the rebels, who
said that they would rescue the people from the grievances, gathered supporters
... [In fact, they] aimed to seize the political power by promising that they would
establish a social order dominated by an egalitarian understanding®:.

This sentence implicates that despite the promises of equality, the revolts
against the rulers will always have secret aims and will always aim to seize political
power. Therefore, one should not trust the promises of equality and follow revolters;
instead, they should submit to the existing rulers. The obedience emphasis is also
repeated along with the above-mentioned passages explaining the success of the
Ottoman. The significance of obedience was highlighted once again on the 199th page,
but this time the intellectual activities are pointed as more relatively important

compared to obedience:

Sultan was very cautious in managing scholars’ whims, moodiness,
meticulousness, disagreement and, even their jealousy. This tolerant
understanding of his was the greatest service to the freedom and honor of science.
... Although the scholars had to obey the rules of protocol when entering the
sultan's presence, some scholars like Hatibzade did not kiss the sultan's hand and
did not bow down in front of the Sultan. Fatih, too, would not have react to these
acts by tolerating all of the acts [of disrespect] . ... Fatih would not hesitate to
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make any sacrifices... in order to realize this divine aim [of helping the
development of the intellectual sphere]*%.

As can be observed from the examples, submission to leadership is mildly praised in
various pages of the 10th-grade textbook. According to Korostelina’s model, this
praise will lead students to form a mobilized form of identity, which increases the
readiness for a conflict. However, it should be noted that the mobilized form of identity
IS not dominant.

Despite the presence of identities prone to nurturing a culture of violence, it is
possible to observe a few examples that cultivate the culture of peace in the 10" grade

textbook. For example, a passage on the 174" page warns that

... historical information should be evaluated according to the conditions of its
own period. It will not be appropriate to assess an event that happened in the past
with today's point of view and value judgments®,

This passage aims to increase the awareness of the history and roots of particular
traditions. Therefore, it can be said that a reflected form of identity, a contributor to
the establishment of the culture of peace, was aimed to be presented®??. Another
example of identities of the culture of peace can be observed on pages of 109" and
187" pages where the multicultural nature of the Ottoman Empire is emphasized3?3.
Although the multicultural concept of national identity urges the establishment of the
culture of peace?*, a few examples supporting the presence of this identity and the
lack of other mechanisms for multicultural identity to be formed reveals that the effect
of this identity on the establishment of the culture of peace will be faint.

In summary, the 10th-grade history textbook continues the trend of the 9
grade textbook to nurture identities that increases the likelihood of formation of the

culture of violence and amplify the readiness of the society to engage in a conflict. The
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overall identities presented in the 10th-grade textbook includes a strong relative mode
of identity, mild mobilized form of identity, a weak multicultural concept of national
identity, a weak depictive mode of identity. The divisive social boundaries, unbalanced
axiological balance and a high collective generality are strongly present throughout
the textbook. Accordingly, the Model of the Impact of History Education on Social
Identity predicts that the 10th-grade textbook generally increases the likelihood of the
students forming prejudices towards out-group members and their readiness for a
conflict in case of a threat in terms of identities it depicts.

Regarding the 11th-grade history textbook, similar themes are also observed
throughout the textbook. Nevertheless, the narratives helping to form peaceful
identities are encountered more compared to the 9" and 10th-grade textbooks along
with the increase in the mere explanations of political and social developments. The
overall narratives found in the 11"-grade textbook in relation to the Turkish identity
can be summarized as follows:

-The Ottoman state/empire lost its former power due to the deterioration of its several

systems, organizations, and social corruption;

Since the 17th century, the classical structure of the Ottoman Empire deteriorated
due to political, social, economic and cultural reasons and as a result, the Ottoman
Empire lagged behind [the West]*®. ... The reasons for the deterioration of the
Timar system are as follows: ... Sipahis' desire to live ostentatiously and their
ambition to earn enormous amount of money3%,

-The Turks lagged behind the West for failing to catch up with the recent developments
in the World;

Although the superiority of the West has been accepted since the Tulip Era, ...3%
Another reason why the Ottoman Empire could not industrialize is that it could
not follow the innovations developed in the West.?
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In relation to the identities presented in the 11th-grade history textbook as
drafted in the model of Korostelina, multiple identities can be detected. In this respect,
the victim mindset and seized mentality narrative depicting the in-group as the victim
and the out-group members as vicious and treacherous Other are still present
throughout the textbook. Within this context, both Russia and Europe are depicted as
aggressive®?®, greedy®*° and cruel®® in several pages. For instance, Russian aim to
engage in conflict with the Ottoman Empire is associated with Russian greediness on
the grounds that “[Russia] did not find the places it had acquired with the Istanbul
Treaty sufficient ...33?” Nevertheless, the 24th page of the textbook qualifies the failure
of the Ottoman Empire to engage in a conflict with Europe when the European states
were waging war against each other as a failure to grab an opportunity: “the Ottoman
Empire did not even consider to utilize the War of Succession and the Seven Years'
War between the European states in order to keep the peace®®.” Similarly, the Russian
aim for acquiring more territories was referred to as “expansionist policy®**” in the
11th-grade textbook while similar acts of advancement of Turkish states were qualified

335 95 ¢c

as “migration®®,” “excursion®®”

or “search for homeland (yurt edinme)®*”” in the 10™-
grade textbook. The Europeans, on the other hand, “aimed to terminate the existence
of Turks®*®” and “brutally abused the privileges granted by the Ottoman Empire to the

Europeans ...%%”, which lead to the Ottoman Empire being dependent on Western
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Europe in terms of policy and economy. In one case, the textbook presented only the
numbers of Muslims that had lost their lives during the 1877-1878 Ottoman-Russian
war and the numbers of the dead of the other parties were not provided®*. This one-
sided number statistic creates the perception that the war was a massacre of Turks and
other sides did not lose any people nor suffered. Therefore, this perception reinforces
the victim vs. evil Other mindset. Additionally, the promotion of local nationalist
tendencies were qualified as “incitement” used by other states to weaken the Ottoman
Empire on many occasions>*.

As can be observed from this paragraph, throughout the textbook, intergroup
relations are always presented in terms of the “in-group victimization- out-group
aggression axis.” The out-group members including Russia and European states were
demonized and depicted as willing to destroy the in-group. The in-group members, on
the other hand, are portrayed as peace-loving victims that were abused for providing
privileges, and the victimization of the in-group is reiterated in numerous pages. As a
result of these mechanisms, violence-prone identities are generated in the 11"-grade
textbook. In this respect, emphasis on the victimization of the in-group will lead to the
formation of a violent-prone historic mode of identity#2. Similarly, these mechanisms,
delineating the out-group members and the in-group members as the two distinct
groups that sit on two different poles, and the implication of the permanence of the
conflict between two sides will contribute to the establishment of divisive social
boundaries and unbalanced axiological balance and high collective generality®*,
According to the Korostelina’s model, these components will increase the readiness of
the society to engage in a conflict.

The relative superiority of the two groups is another theme emphasized
throughout the pages. Multiple times, the 11th-grade textbook indicates that Ottoman

Empire’s system began to deteriorate and the Empire lagged behind the West as a
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result of various reasons®**. According to the textbook, “since the 17th century, the
classical structure of the Ottoman Empire deteriorated due to political, social,
economic, and cultural reasons and as a result, the Ottoman Empire lagged behind3#.”
This sentence points out that the Empire lagged behind because of particular vague
reasons, not because the core of the classical structure of the Ottoman Empire was not
suitable for the new age requirements and conditions in light of the recent
developments. Likewise, the Ottoman Empire failed to keep up with the new
developments occurring in the West,**® and as a result, “the superiority of West was
[explicitly] accepted®*’.” In addition to the failings of the structure of the Empire, one
of the reasons for the deterioration of the Timar system was designated as “Sipahis'
desire to live ostentatiously and their ambition to earn enormous amount of money,34%”
which hints that the decline in the submission of the Sipahis to the leadership based on
mere ambitions. Although the emphasis on submission to the leadership is one of the
mechanisms contributing to the formation of the violence-prone mobilized form of
identity (weak mobilized identity in this case), the main narrative that is transmitted
seemingly is that the core values and system of the Empire was not problematic and
was not the main cause of the relative superiority of West. In fact, the deterioration of
such systems and values was the real cause of the Ottoman’s failure to catch up with
the West. The narrative of the relative superiority of the West, at first sight, may create
a feeling of relative deprivation on the grounds that the value expectations created by
the over-emphasis on the values, and status of the group do not match with the value
capabilities and the group began to believe that it has less than it deserved relative to
the others which were portrayed as unworthy for being cruel and inferior.

Accordingly, this feeling of relativity may lead to the formation of resentful feelings
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and justifications for aggressive action in the face of mobilization, increasing the
readiness of people to engage in a conflict®*°,

Nevertheless, in a bid to compensate for the loss of positive value of the
in-group and comparative advantage, the history textbook resorts to social creativity
by redefining intergroup comparison based on the superiority of the values of the in-
group to regain the comparative advantage of the in-group®°. As can be seen from the
examples, the decline in the superiority of the Empire was associated with the
deterioration of its core values and systems. Moreover, from 218" to 220" pages the
textbook attempts at increasing the comparative advantage of the group by comparing
the cultures of the Ottoman and the West based on morality. Within this scope, page
218™ states that as religion and morals were important, Ottomans were cautious to
avoid extravagancy in consuming and pursued modesty in their consumption®?. In this
sentence, avoiding extravagance and modesty in consuming was associated with
morals and religion, implicating that consuming more than what you need should be
considered as unmoral. Although at first, there seems to be no issue with this sentence
in terms of identity, the following pages explaining the popular culture which is
designated as a foreign culture emerged with the rise of consumerism, criticize the

popular culture in terms of morality:

Popular culture, which promises freedom from the outside point of view, places
people in a new dilemma and depression based on the greed of consumption. ...
The aim of the popular culture is to uniformize thoughts and behaviors®2,

This narration of designating the out-group values and culture as inferior and greedy
while portraying the values of the in-group as morally superior, will decrease the
tolerance and understanding of the society towards different cultures. As modeled by
Korostelina, this situation will also lead to the formation of a mild form of a cultural

form of identity and will contribute to the establishment of divisive social boundaries
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and high collective generality®>. In return, these components will contribute to the
formation of a culture of violence and boost the readiness of society to engage in
conflict®>,

In addition to the multitude of violent-prone identities, the 11th-grade
textbook presented peace-prone identities on multiple occasions. Between the pages
of 123 and 139, the history of Europe has been explained in detail and the historical
developments of the major concepts about society and politics such as the movements
of nationalism, the concept of liberalism, and Marxism were presented from both in-
group and out-group perspectives®®. How the nation-states have emerged was
explained and the loss of power of certain empires including the Ottoman Empire in
light of these developments was explained as follows: “However, multinational states'
implementation of this system [compulsory military service] within their own bodies
has not been as easy as nation-states®*®.” In this respect, the roots of military service,
one of the elements of patriorism, was also associated with the rise of nationalism®>’.
According to the textbook, with the rise of the nation- state-building process, “military
service has begun to be interpreted as a service to the country®®”. Likewise, the 56th
and 57th pages concentrate on the representation of the history of thoughts and ideas
and intellectuals of the out-group members by presenting brief summaries and
important achievements of Western intellectuals such as Copernicus, Machiavelli,
Kant, and Jean Jacques Rousseau®®.  Within this context, particular unique
contributions of different groups were not omitted or downsized, but highlighted. For
instance, the textbook explicitly states: “It is certain that those who established the first

printing houses in the Ottoman Empire were non-Muslims. Among the non-Muslims,
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the first group to use the printing press is the Jews®°.” Even, the textbook drew
attention the existence of the prejudices between Europe and the Ottoman Empire and
pointed out that “in both Europe and the Ottoman Empire, prejudices against each
other in past ages began to break down, albeit slowly®!.”

In light of the above-mentioned examples, a peace-prone historic mode of
identity was formed through the mechanisms of representing the history of thoughts
and ideas of the out-group members and of designating patriotism as a service to the
country®2, Since the awareness of history and of roots of both in-group members and
out-group members was raised in the 11th-grade textbook and the common history of
nationalism and their effects on both groups were provided, a reflective form of
identity is presented by the textbook. This form of identity increases the possibility of
the formation of the culture of peace®2. In this respect, efforts of decreasing the
prejudices and biased representation of the out-group members, highlighting their
contributions to society, and depicting major concepts about society and politics from
the view of both the in-group and the out-group will also lead to inclusive social
boundaries and balanced axiological balance, which in turn amplify the culture of
peace3®,

In summary, the 11th-grade textbook both contributes to the formation
of peace and violence culture almost equally. In terms of violence culture, the 11%-
grade textbook presents strong violent-prone historic mode of identity and establishes
divisive social boundaries, unbalanced axiological balance, and high collective
generality on the grounds that it highlights the victimization of the in-group multiple
times, presents the out-group members as evil and the in-group members as peace-
loving victims, and imply that the conflict between two sides is permanent.

Furthermore, the textbook also contributes to the mild form of a cultural form of
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identity, an identity increasing the readiness of a society to engage in a conflict by
delineating in-group cultural values as superior compared to the values of the out-
group members. In terms of peace culture, contrary to the 9"-grade and 10"-grade
textbooks, it is observed that the mechanisms nurturing the construction of peace-
prone identities increased throughout the textbook. In this respect, the 11th-grade
textbook, from time to time, presents the history and the contributions of the out-group
members and points out the positive sides of the out-group members. Accordingly, the
mechanisms of a peace-prone historic mode of identity and the reflective form of
identity can also be observed along with the inclusive social boundaries and balanced
axiological balance.

As regards to the 12"-grade history textbook with the title “History of Reforms
of the Republic of Turkey and Atatiirkism,” the overall narratives in relation to the
general Turkish identity presented by the textbook can be summarized as follows:
-Turks are brave and self-sacrificing in the pursuit of the liberation of their country;

In the face of the epic written by the heroic struggle of the Turkish soldier ...%%®

Despite all kinds of poverty, Turkish people have shared everything they have
with their army with great sacrifices and displayed a great example of

solidarity?®®.

-Turks need to be a part of modern civilizations;

... in order to ensure that the new Republic of Turkey has a strong place among
the world nations and to establish a strong legal system ...%7 Since its foundation,
the Republic of Turkey has closely followed international developments in the
pursuit of reaching the level of modern civilizations®®®,

-Turks’ character is most suitable for the Republican form of governance;
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. the Turkish nation has adopted the republican form of government that
conforms best to its national character®®, ... The most suitable administration for
the inherent nature and customs of the Turkish nation is the republican
administration [a quote by Mustafa Kemal Atatiirk]®"

- The Islamic identity established in the previous textbook, notably the 9"-grade
textbook, was united with the civilized and laic identity and it was emphasized that

these identities exist in harmony.

Secularism and democracy are auxiliary elements for the formation of a freer
religious sphere. The principle of secularism is an idea that will contribute to the
strengthening of democracy by making the best use of the values set out by
Turkish state tradition and Turkish culture®™.

-Several foreign powers are aiming to undermine Turkey due to its geopolitical
importance; for instance a sentence states “Some states desire to destabilize and
weaken Turkey, which has a very important geopolitical position in the world®"2.”

In relation to the identities presented in Korostelina’s Model of the Impact of
History Education on Social Identity, it is observed that the theme narrated by the 11th-
grade textbook that the Turkish state lagged behind the modern West still continues
throughout the textbook. However, similar to the 11th-grade textbook, the textbook
continues to highlight the moral superiority of the in-group in multiple pages (another
theme prevalent in all four textbooks) in order to redress the loss of positive value of
the in-group and comparative advantage due to the superiority of the West in terms of
development and modernity. Likewise, the cruel out-group members vs. peaceful in-
group identity theme can be also detected in several pages®’3. Accordingly, although
these themes contributing to the establishment of a culture of violence are present in
the history textbook, contrary to the previous textbooks, a notable increase in
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mechanisms that pave the way for the formation of the culture of peace through the
presented identities is observed in the 12th-grade history textbook.

Within this scope, Mustafa Kemal Atatiirk and his contribution to the state are
highlighted throughout the textbook. Even the name of the 12th-grade textbook is
dedicated to Atatlirkism and reforms implemented under the leadership of Mustafa
Kemal Atatiirk. Furthermore, several pages designate Mustafa Kemal Atatiirk as an
important figure that can be considered as a prototype, the ideal person image
representing the overall similarities, desired values, and behaviors of the in-group to
highlight the prevalence of specific elements in the meaning of the identity®”*. In this
respect, the character qualities and values that are desired to be implemented as a part
of the social identity is conveyed through the presentation of Mustafa Kemal as a
glorified prototype. In this respect, Atatiirk is referred as “innovative and open-
minded*"®.” Moreover, multiple pages include relevant quotes from Mustafa Kemal
Atatiirk, which will be provided below together with other examples, to highlight
particular values of social identity.

As mentioned above, the superiority of the West in terms of development and
modernity and the efforts of Turkey to catch up through implementing various reforms,
is prevalent throughout the textbook. For instance, the 19" page explains that the states
that achieved to keep pace with scientific, technical, social and cultural developments
of age is considered “modern (¢agdas)” while those which fail are qualified as lagging
behind®’®. The same page points out that Turkish society remained isolated from the
innovations and developments of the age since the 19th century and despite the various
and reform efforts of the Ottoman Empire to catch up with the modern nations, the

situation could not be remedied®’’. Similarly, the desire of Turkey to “reach the level
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of modern civilizations®®” and “be part of the modern world power®”®” were

emphasized and the inferiority of the Turkish state in terms of the developments of the
age was highlighted. Within this respect, the emphasis on the superiority of the enemy
while pointing out the excessive “backwardness” of the in-group may produce feeling
of relative deprivation and inferiority complex as the value expectations created by the
over-emphasis on the values, and status of the group do not match with the value
capabilities of the in-group. This results in the in-group belief that the group cannot
receive what it deserved relative to the others. Therefore, relative deprivation feeling
may lead to aggressive actions toward the out-group members®. In addition to these
points, emphasis on contradictions with the out-group members will lead to the
formation of relative mode of identity for prompting the perception of competition®®!.
The relative mode of identity will also facilitate the formation of the culture of violence
and increase the readiness of the society to engage in a conflict according to the model
of Korostelina®®?,

Accordingly, as presumed by the Theory of Social Identity, due to the inherent
need of the individuals, the in-group members will seek to compensate for the loss of
positive value and comparative advantage of the in-group®. In this respect, it is
observed that similar to the 11th-grade history textbook, the 12™-grade history
textbook, makes use of social creativity®* by redefining intergroup comparison. To
compensate for this situation, the 12th-grade history textbook presents the in-group as
having the moral high ground and points out the epic efforts and sacrifices of the
innocent and victim society to save their own country from the hands of the

surrounding enemies while vilifying the out-group members which are considered
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modern and civilized. In this respect, the Independence War is narrated as a chosen
glory of the social identity, mythologized narratives of the shared mental
representations of a historical event®®®, For instance, the 38" page describes the fight
of the Turkish soldier as an “epic” struggle catching enemies by “surprise”*®, The 58"
and 59" pages provides the brief stories of the efforts of ordinary people incuding
women who were not expected to participate in war at that age, during wartime in
order to reinforce the chosen glory qualification of the Independence War%’, The 85"
page, once again, points out that this epic struggle was achieved by the society “with
great sacrifices and solidarity despite the poverty3®.” Interrelatedly, in addition to the
stories of the ordinary people and the emphasis on the sacrifices of the people to protect
their homeland, the utmost importance of defending one’s homeland is emphasized
explicitly with a quote of Mustafa Kemal Atatiirk: “There can be no more important
and glorious task than the duty of defending the homeland®®°.” In opposition to the
sacrifices and victimhood of the in-group, the out-group members are portrayed as evil
and cruel. For instance, the 35th page indicates “In the face of the attacks and
massacres by the Armenians, the Ottoman Empire had to take some measures®*°.” The
57th page also refers Greeks’ actions as “the Greek persecution, massacres and
robberies®*” and this narrative contunies on the 88"-page as “The fleeing Greek army
was burning Turkish villages and towns, and people were being slaughtered®®?.” The
innocent and ethical in-group vs. cruel and evil out-group narrative of polarization can
be observed in the following pages irrelevant of the chosen glory of the Independence
War. In this respect, the humanity and modesty of Turkish people even in wartime
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were another subject that is used to highlight the moral superiority of the in-group.
This superiority was exampled by two different stories, the story of Korean little girl
Ayla during the Korean war and the story of Zeynep Siingii who nursed 5 years old
little Greek girl during the Cyprus Peace Operation®®. The humane values of the
Turkish people were also re-emphasized with the sentence accompanied with a photo:
“Examine the picture above and interpret the humane and national values that the
Turkish soldier kept alive even during the war from the story of the little Korean girl
Ayla.” on the 193rd page®®*. The superiority of the Turkish people in other areas is
also another point highlighted by the 12th-grade textbook. For instance, the 102" page
indicates “Therefore, according to Atatiirk, the Turkish nation is the most cherished
entity®*®.” Similarly, the 118" page shares a quote by Mustafa Kemal Atatiirk that
depicts the Turkish language as the most beautiful, richest and easiest language in the
world39,

As examplified above, the in-group superiority is achieved through favorable
comparisons of the in-group with the out-group members to achieve a positive identity
and to allocate the moral high ground to the in-group members. As a result of this
process, the relative mode of identity will be formed and a suitable environment for
the formation culture of violence that will also increase the likelihood of society to
engage in a conflict will be created®®’. Furthermore, similar to the themes in the
previous history textbooks, the in-group members are continued to be potrayed as
peace-loving, just, and victims of cruelties of the out-group members while the out-
group members are vilified. Accordingly, no example of the unjustness of the in-group
is provided throughout the textbook. The similar experiences of both groups are
completely disregarded. As modeled by Korostelina, this situation will contribute to

the establishment of mild violent-prone historic mode of identity, divisive social

%9 |bid, 193 and 208.
%9 1bid, 193.
%% 1bid, 102.
%% 1bid, 118.
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boundaries, unbalanced axiological balance and high collective generality, which will
also contribute to the formation of a culture of violence and boost the readiness of
society to engage in conflict3%,

Weak ethnic concept of national identity, and mild mobilized form of identity
can be also observed in some pages of the 12th-grade history textbook. Within this
context, the over-emphasis on the language for being a “main element in the
construction of the nation” and designating Turkish language as the only language of
the Turkish nation®® on the 118" page will lead to the formation of ethnic identity*®.
As mentioned above, the militarization of the society especially with the quote of
Mustafa Kemal Atatiirk: “There can be no more important and glorious task than the
duty of defending homeland*°*” and emphasis on ordinary people’s sacrifices and the
over-emphasis on the army, will lead to the construction of a mobilized identity“%.

Additionally, the 234"-page creates a seized mentality:

Some states desire to destabilize and weaken Turkey, which has a very important
geopolitical position in the world. States that want to prevent the formation of a
strong Turkey instruct terrorist organizations against Turkey in line with their
own interests and even use these terrorist organizations as a foreign policy tool“%,

This phrase does not refer to any historic event or name of the organization but provide
only generalized idea perception about an unknown but dangerous enemy that wants
to destroy Turkey. This creates the perception of constant threat, points out the need
for staying in constant alert, even though there is no real danger at the present and

presents an evil and vicious unkown enemy while urging to unite against this enemy.

398 |pid, 176 and 179.

39 Cevik, Kog and Serbetci, Ortadgretim Tiirkiye Cumhurityeti Inkilap Tarihi Ve Atatiirkgiiliik 12,
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As a result, the mobilized form of identity is formed, further increasing the readiness
of society to engage in a conflict.

As regards to the peace-prone identity, the 12"-grade textbook exhibits an
increase in the presentation of civic concept of national identity. In this regard, the

102nd page indicates:

The fundamental approach of Atatiirk's nationalism is that both the Turkish nation
and other nations live freely and equally in their own lands ... [It] desires the
continuation of law, freedom and justice, and international peace and security*®,

Likewise, the 103rd page explains that everybody is equal and vulnerable groups need
to be protected*®®. Similarly, the 110" page re-emphasizes that the importance of the

law and justice and the relationship between the state and individuals as follows:

The situation of the legal order in a state is also an indicator of the viability of
that state. States with well-functioning legal order... live long and healthy. ...
justice is the most important need of the citizens of a state.... Constitution is the
legal document that reveals the responsibilities that the state expects from its
citizens, the rights it grants to its citizens and the duties of state institutions .
As can be observed, the multiple pages of the textbook promoted respect for the rule
of law, freedoms, justice and equality. Moreover, by highlighting the fact that both the
state and the citizens have their own responsibilities and obligations towards each
other, the 12™"-grade textbook explains the civic nature of the society and positions the
idea of citizenship as central to the society. According to the Korostelina model, these
mechanisms will contribute to the constution of the civic concept of national identity
and this identity will pave the way of the establishment of the culture of peace while
hampering the readiness of society to engage in a conflict*?’,
In summary, the 12"-grade history textbook continues the trend of previous

history textbooks to cultivate the polarization identities that enhance the formation of

404 1bid, 102.
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the culture of violence and amplify the readiness of a society to engage in a conflict.
The overall identities presented in the 12th-grade textbook includes a strong relative
mode of identity, mild violent-prone historic mode of identity, weak ethnic concept of
national identity, and mild mobilized form of identity. Additionally, this textbook also
heavily contributes to the formation of divisive social boundaries, unbalanced
axiological balance, and high collective generality. As regard to the culture of peace,
contrary to the previous textbooks, a notable increase in the peace-prone identities are
observed in the 12""-grade textbook. In this respect, a strong form of the civic concept
of national identity is established in several pages of the textbook.

In conclusion, firstly this sub-chapter has looked into the number of the pages
dedicated to the units in each history textbook to determine which subjects are deemed
more important. Secondly, general narratives transmitted to the students by each
grade’s textbook were also found. Thirdly, it has analyzed the social identities drafted
by Korostelina’s Model of the Impact of History Education on Social Identity. Within
this scope, this sub-chapter has explored whether these identities in the textbook
facilitate or hinder the construction of the peace culture or violence culture and
whether they increase or decrease the overall readiness of society to engage in conflict
in light of a perceived or real threat to the identity. As a result of this analysis, it has
been found that the themes of evil other vs the victim self-identity are prevalent in all
four textbooks. It is also observed that all four textbooks have transmitted the narrative
that the in-group members have high moral connotations such as peaceful, just,
understanding, brave, and modest in opposition to the out-group members who are
vicious, cruel, unjust, and aggressive. In this respect, the 9th-grade textbook
contributes to the establishment of a stong culture of violence and mild culture of
peace. Therefore, although the 9th-grade textbook urges the establishment of a culture
of peace in the early pages and in some pages afterward, it can be said that the overall
narratives presented in the 9th-grade history textbook generally increase the likelihood
of the students forming prejudices towards out-group members and engaging in a
conflict in case of a threat in terms of identities it depicts. The 10th-grade history
textbook continues the trend of the 9th-grade textbook to nurture identities that
increases the likelihood of the formation of a culture of violence. In this respect,

according to the model, the effect of the 10th-grade history textbook in forming a
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culture of violence is strong while it helps to constitute a weak culture of peace. The
11th-grade history textbook, on the other hand, includes more mechanisms nurturing
the construction of identities that lead to the formation of the culture of peace
compared to the previous history textbook. Within this scope, it is determined that the
11th-grade history textbook presents a strong culture of violence and mild culture of
peace. Lastly, the 12th-grade history textbook also includes similar themes of
polarization. Therefore, it provides a suitable environment for the establishment of
strong culture of violence. However, the 12th-grade textbook contributes to the
establishment of a strong culture of peace through the presentation of a strong form of
the civic concept of national identity. In this respect, the findings of analysis regarding
identities that each textbook include which predicts the formation of culture of peace
or culture of violence (classified as strong, mild or weak) can be summarized in the

Table 2 as follows:

Culture of Violence Culture of Peace
9th-grade textbook Strong Mild
10th-grade textbook Strong Weak
11th-grade textbook Strong Mild
12th-grade textbook Strong Strong

Table 2: Findings of analysis in relation to Culture of violence/peace

In this sub-chapter, the findings of the analysis conducted on the Turkish
history textbooks taught in high schools in 2021 were presented. To this end, after
introducing brief information on all four textbooks, this chapter conducted an analysis
on the page numbers, the general narratives, and identity types presented in the

textbooks in line with Korostelina’s model.
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CHAPTER 4

CONCLUSION

This thesis set out to fill the gap in the Turkish textbook research literature.
Although several works have been completed as regards to the research on the Turkish
textbook from the point of view of identity and narratives,
none of them systematically posited the findings related to identity in a framework that
predicts the nation’s readiness for conflict nor grouped their findings within the
framework of identity theories. To fill this gap, this thesis analyzed the 2021 history
textbooks taught in Turkish high schools in order to discover how Turkish identity and
European identity is presented to the students. To this end, social identity theory of
psychology introduced by Henri Tajfel and John Turner is taken as the theoretical
framework while Korostelina’s Model of the Impact of History Education on Social
Identity is taken as the analytical framework. The identities determined by this model
and the mechanisms that lead to the formation of these identities guided this research.
Another main purpose of this study was to explore whether the social identities
outlined by the model in the textbook facilitate or hinder the construction of the culture
of peace or culture of violence and whether they increase or decrease the overall
readiness of society to engage in conflict in light of a perceived or real threat to the
identity.

Within this scope, the thesis first focused on identity theories. In this respect,
1.1 identity subchapter has explored the definition of the personal and collective
identity and how the personal and collective identities are constructed. In this respect,
the identities are formed based on similarities while the different elements are
externalized as the Other. As a result of cognitive processes of categorization,
comparison, and identification, the self and the other are formalized in the conscious
mind. Due to the sense of feeling similar, the inherent need for distinctiveness from

others, achieving a sense of continuity, gaining validation from others, elevating self-
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esteem, ensuring cognitive coherence, and reducing uncertainty; individuals are
withdrawn to form social identities by identifying themselves with a group of
individuals who are deemed by the individual to share similarities with him/herself.
The large-group identities also yield significant effects on the individuals: individuals
begin to shape their own beliefs, norms, and values according to their social identities;
the idea of individuals about how the inter-group relations was/ is/it should be is
formed and certain beliefs, prejudices, and biases towards out-group members are
produced; and thirdly social identity provides certain narratives and justification that
can be turned into action and collective mobilization under circumstances.

In the next subchapter titled 1.2. History’s impact on identity subchapter, the
impact of history on the identity and on the perceptions and attitudes of individuals
and large groups has been discussed. Within this framework, the terms of collective
memories, cognitive templates and social representation theory was also introduced.
This sub-chapter has shown that the identities both personal identity and social identity
are constructed based on the relationship between past, present, and future. In this
respect, history guides the common sense, and behaviours of the society by uniting the
individuals based on shared past and similar values. The history also has significant
impacts on the perception of individuals about inter-group relations and out-group
members. In this respect, chosen glories and traumas contribute to the individuals’
readiness in the face of possible mobilization attempts.

In a bid to connect history education and identity, the next sub-chapter titled
2.1. History education’s role in peace and conflict explored how official history
education both introduces historical knowledge about the society and other groups and
prescribes particular elements for the formation of the identity to the children in the
early development years. Pointing out that history education helps individuals to form
their first rooted worldviews that last until adulthood, this sub-chapter depicted that
history education can be a tool both for facilitating the escalation of conflict or for
preparing preconditions for peace culture due to its impact on three levels. In this
regard, three levels in relation to history education’s impact on peace and conflict were
introduced as the formation of meaning and the roots of large-group identity; the
creation of perception of inter-group relations, and providing legitimizations for

collective actions. Subsequently, this sub-chapter discussed under which specific
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circumstances history education can contribute to the development of conflict or peace
on three levels.

Before presenting the analytical framework and the analysis conducted by this
thesis, the next sub-chapter titled 2.2. Literature Review of History Textbook Research
subchapter provided a literature review on textbook research. Within this scope, the
traditions and types of textbook research in both the international sphere and in Turkey
have been explained. Trending and highly studied research areas and methodologies
used in the literature have been also highlighted. Lastly, the gap in the literature,
notably in Turkey has been pointed out and how this thesis can redress this gap has
been explained.

Subsequently, after introducing Korostelina’s model of the impact of history
education on social identity that forecasts a social identity group’s readiness to engage
in conflict, the findings of the analysis conducted on 2021 history textbooks taught in
Turkish high schools has been shared. To this end, the page numbers of the units within
4 different textbooks, the general narratives as regards the Turkish identity in the
textbooks, and the specific identities of Korostelina’s model were assessed. According
to the distribution of pages of the units overall all four textbooks, it is observed that
the Turkish identity is built on five different components: nomad ancient Turkishness,
Islam, Ottoman, Kemalism (secular and modern), and ethnic Turkishness. The general
narratives constituted by the history textbooks are as follows: Turks have an ancient
history and had been nomads coming from Central Asia; Turks have strong family
relations; Turkish army is strong compared to other states on the grounds that the Turks
are highly disciplined and are not dote upon comfort and pleasure; Turks have been
tolerant and just to other cultures and brought peace to the region; Turks are strong an
army nation for being disciplined, obedient, and brave; the Ottoman Empire lost its
former power due to the political, social, economic and cultural reasons and
deterioration of its morals and systems such as Timar system, and social corruption;
the Turks remained behind the West for failing to catch up with the recent
developments in the World; Turks are brave and self-sacrificing in the pursuit of the
liberation of their country; Turks need to be a part of modern civilizations; Turks’
character is most suitable for the Republic form of governance; The Islamic identity

established in the previous textbooks notably the 9™"-grade textbook was united with
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the civilized and laic identity and it was emphasized that these identities exist in
harmony; and several foreign powers are aiming to undermine Turkey due to its
geopolitical importance.

In terms of the model of Korostelina, the textbooks generally revolve around
the themes of evil other vs the victim self-identity and the in-group membersthat have
high morals such as being peaceful, just, understanding, brave and modest in
opposition to the out-group members who are vicious, cruel, unjust, and aggressive.

In this regard, the 9™"-grade history textbook mildly encourages the formation
of the culture of peace through the presentation of an inclusive social boundary and
balanced view of collective balance for urging students to familiarize themselves with
their history and providing examples of contributions out-group members and
examples of some cases of in-group cruelty. The textbook also contributes to the
culture of peace through the depiction of the depictive mode of identity and the civic
concept of national identity for introducing the importance of individuals, laws, and
the concept of human rights. Nevertheless, the overall text of the history textbook
provides an appropriate interpretive environment that enables students to form specific
identities, which facilitate the establishment of the culture of violence. Within this
context, the 9"-grade textbook depicts ethnic identity, relative identity, unbalanced
axiological balance, high collective generality, divisive social boundaries, and
mobilized identity for excessive emphasis on the importance of knowing your roots
and ancestors; illustrating the in-group as superior compared to out-group members
based on favorable comparisons; encouraging the submission to and ultimate
rightfulness of the leaders and the state; praising the leaders as the only capable persons
to lead the nation; presenting out-group members as uncivilized and unjust while
depicting the in-group members as peace-loving. Therefore, it can be said that the 9™
grade textbook contributes to the establishment of a mild culture of peace and a strong
culture of violence.

The 10th-grade history textbook continues the trend of the 9th-grade textbook,
to nurture identities that increases the likelihood of the formation of a culture of
violence and amplify the readiness of a society to engage in a conflict. In this respect,
the 10™-grade textbook creates an unbalanced axiological balance for positioning the

out-group members and the in-group members on the opposites poles and presenting
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out-group members as vicious and unjust even towards their own people while
depicting Turkish states as the savior of these people due to their peace-loving
qualities. This textbook also creates divisive boundaries for not providing a single
example of the unjustness of the in-group and maintaining the narration of victim and
innocent in-group vs. demonized out-group members. High collective generality is
also created by the 10th-grade textbook due to the presentation of the West-East
conflict and Christian-Islam world conflict as permanent in the reoccurring examples.
The 10th-grade history textbook leads to the strong relative mode of identity due to
excessive emphasis on the contradictions with the out-group members and the
inclusion of favorable comparisons with the out-group members to achieve a positive
identity. As submission to leadership is mildly praised in various pages of the 10th-
grade textbooks, Korostelina’s model predicts that a mild mobilized form of identity
will be established. In addition to the violent-prone identities, a few examples of
identities that cultivate the culture of peace can be found in the textbook. In this regard,
a mild reflected form of identity is formed as some examples from the textbook aim to
increase the awareness of the history and roots of particular traditions. Furthermore, a
weak multicultural concept of national identity is also formed on the grounds of
emphasis on the multicultural nature of the Ottoman Empire in a few examples. In
summary, the 10""-grade textbook forms a strong culture of violence and a weak culture
of peace.

The 11"-grade textbook continues to promote the establishment of divisive
social boundaries and unbalanced axiological balance and high collective generality
for delineating the out-group members and the in-group members as the two distinct
groups that sit on two different poles, and for implying that the conflict between two
sides is permanent. Stong violent-prone historic mode of identity is established by the
11""-grade textbook due to the depiction of intergroup relations in terms of the in-group
victimization- out-group aggression axis. Additionally, the textbook portrays
strong relative mode of identity based on the relative superiority of two groups. Within
this scope, the superiority of the West in terms of development and modernity is
highlighted while moral and cultural superiority is allocated to the in-group, creating
a strong form of relative identity. It also creates a weak mobilized form of identity

through the emphasis on the importance of submission to the leadership. The 11%-
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grade history textbook also employs few mechanisms such as decreasing the
prejudices and biased representation of the out-group members, highlighting out-group
members’ contributions to society, and depicting major concepts about society and
politics from the view of both groups. These mechanisms lead to mild inclusive social
boundaries and balanced axiological balance. A mild form of reflective form of
identity is also promoted through the provision of the common history of nationalism
and nationalism’s effects on both groups. In summary, 11"-grade history textbook
presents a strong culture of violence and mild culture of peace.

Similar to the previous history textbooks, the 12"-grade history textbook
contributes to the formation of divisive social boundaries, unbalanced axiological
balance and high collective generality for continuing to transmit the theme of peace-
loving and victim in-group members and evil out-group and for not providing any
similarity of the two groups. Similarly, a mild violent-prone historic mode of identity
is also created by the 12"-grade textbook due to history telling mainly revolving
around the victimization of the in-group. Due to the themes of the relative superiority
of the West in terms of modernity and development and the in-group’s need to catch
up to modern states in opposition to the moral and cultural superiority of the in-group,
the 12th-grade history textbook presents a strong relative mode of identity. Multiple
pages of the 12"-grade history textbook also emphasize the role of language and
Turkish ethnicity in the construction the identity, which helps the creation of a mild
ethnic concept of nationality. In addition, as the seized mentality and the need for
staying in constant alert due to evil and vicious unknown enemy against which must
be united is presented in some part of the textbook, a mild mobilized form of identity
is constituted by the 12"-grade textbook. In terms of peace-prone identities, a strong
civic concept of national identity is promoted in this textbook on the grounds that it
underlines the importance of respect for the rule of law, freedoms, justice, and equality
and it describes society as civic based on reciprocal responsibilities and obligations of
citizens and the state towards each other. In summary, the 12™-grade history textbook
continues to include identities that lead to the establishment of a strong culture of
violence while also contributing to the establishment of a strong culture of peace.

Considering all four textbooks together, it can be deduced that Turkish history

textbooks taught in high schools in 2021 generally revolve around the themes of
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morally superior, peace-loving, victim in-group members in opposition to evil and
cruel out-group members. In light of the other identities found in each textbook, it can
be deduced according to the Model of the Impact of History Education on Social
Identity as outlined by Korostelina that all four textbooks generally nurture the
prejudices and stereotypes of the in-group towards the out-group members and
provides a suitable environment for the establishment of a strong culture of violence.
As a result, the overall readiness of society to engage in a conflict in case of a real or
perceived threat to the identity increases. Nevertheless, it is important to note that all
four textbooks also contribute to the formation of mild peace culture. In a bid to
decrease the mechanisms that lead to the culture of violence and increase the likelihood
of the formation of culture of peace, Korostelina advises the following: the common
and comparative history of each group and meanings and roots of the cultures and
values should be provided; reconciliation efforts and approaches to forgiveness should
be emphasized while mutual understanding between the two groups should be
developed; positive relations along with the history of conflict should be included in
the textbooks; the similar experiences and diversity of the perspectives and cultures
should be pointed out; history should be explained around major concepts of society,
politics, and international relations based on two groups’ perspectives; the negative
results of destructive events and aggressive actions should be explained; the fact that
the out-group members may also suffer at the hand of the in-group members should be
shown; the failures and the atrocities of the in-group should not be whitewashed or
omitted; stereotypes and biased representation of the out-group members should be
reviewed; the conflicts between two groups should be depicted as temporary and
situational; unique contributions of the out-group members and minorities within the
in-group should be added to the textbook; tolerance should be designated as a desired
value while the unjustness and discrimination should be pointed as a threat to the
identity; civic nature of the society and importance of responsibilities and obligations
of the individuals and the states towards each other should be indicated; the patriotism
should be presented as an accountability to your own country; and lastly respect for
the rule of law, law, human rights, freedoms, cooperation should be emphasized.
Nevertheless, it is important to keep in mind that the textbooks will be not the

only determinant factor in the development of a culture of peace or violence. Within
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this scope, the presentation of specific identities also does not necessarily lead to the
identification of the students with these identities. A further and comprehensive study
must be conducted in order to determine whether these ascribed identities are acquired
by the readers and whether the identities presented by the textbooks influence an
individual’s views and actions and if it does, to what degree. In this respect, the
textbooks may not be necessarily taken as sourcebooks by some teachers in
classrooms. Teachers may prefer to base their lessons on other books and resources
while teaching official history classes. It is also notable to be aware that not only
Turkey but all countries around the world resort to the textbook, specifically history
textbooks, in order to strike the roots of the desired social identity along with the
desired values in line with the political interests. Due to the inherent need of
individuals to feel self-esteem based on positive evaluation and comparative
advantage, many nations praised and continue to praise their own nation while
depicting the out-group members as the aggressors in their own history textbooks to
different degrees. Although particular nations, notably European nations have exerted
serious efforts to eliminate narratives that lead to prejudices and to the formation of
violent-prone identities in the textbooks*®, it is observed that the textbooks generally
tone down the tone of the polarization or changed the country or region that is

designated as the Other#®®
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APPENDICES

A. TURKISH SUMMARY / TURKCE OZET

Bu tez, birbiri ile baglanti dort ana caligma alanindan faydalanmaktadir.
Bunlar, sosyoloji ve psikoloji alanindaki kimlik ¢alismalari, tarih bilimi, tarih 6gretimi
ve barig ve catisma c¢alismalaridir. Bu alanlardan faydalanan bu tez, Tiirk ve Avrupa
kimliklerinin en son 2021 yilinda yayinlanan ve liselerde okutulan Tiirk tarih
kitaplarinda nasil temsil edildigini ve temsil edilen bu kimliklerin okuyanlar agisindan
catisma veya baris kiiltiiriiniin olusmasi1 icin daha elverigli bir ortam sunup
sunmadigini tespit etmeyi amaglamaktadir. Tiirkiye’de bu alanda yapilan ¢alismalar
her ne kadar igerik ve sdylem analizi metotlarini kullanarak Tiirk tarih kitaplarinda
Tiirk kimligine ya da biz/onlar sdylemine iliskin anlati ve ¢erceveler bulmussa da
calismalardan higbiri herhangi bir psikolojik ve sosyolojik teoriyi temel almamistir.
Ek olarak, hi¢cbir ¢alisma kimlige iliskin bulgular1 baris ve c¢atisma ile
iligkilendirmemistir. Bu nedenle, bu tez literatiirdeki bu eksikligi gidermeyi de

amaglamaktadir.

Bu kapsamda, bu tez ilk olarak bireysel kimlik ve toplumsal kimligin olugum
slirecini, gruplar arasi iligkileri ve neden i¢ grup iiyelerinin bu gruptaki bireyler
tarafindan oncelenip dis grup iliyelerine kars1 onyargiyla yaklastiklarini incelemistir.
Benzerlik ve devamlilik algisi1 iizerine cevre ile siirekli olarak etkilesim halinde
kurulan benlik algis1 kendisinden farkli olanlar1 digsallastirarak bir 6teki yaratir. Artik

410

“Ben”, Otekini referans alarak kendini tanimlar. Oteki olmadan Ben var olamaz*'.

Sosyal Kimlik Kurami, grup kimliklerinin bireysel kimligin olusmasina benzer bir

410Michael A. Hogg, “Subjective Uncertainty Reduction through Self-Categorization: A Motivational
Theory of Social Identity Processes,” European Review of Social Psychology 11, no. 1 (2000): pp.
223-255, https://doi.org/10.1080/14792772043000040, 22.
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sekilde bir silire¢ sonucunda olustugunu One siirer. Buna gore, birey diinyay1
kategoriler seklinde algilar ve kendi ile benzer olarak algiladig1 bireylerle kendini
Ozdestirir. Bir bireyin, kendini bir grubun pargasi olarak tanimlamasinin ardinda, onay
ihtiyaci, Ozsaygisini mukayese {Ustiinlik ile silirdiirmesi ihtiyaci, belirsizligin
giderilmesi biligsel ihtiyac1 ve biligsel tutarliligin saglanmasi ihtiyaci yatmaktadir. Bu
ihtiyaglarin1 gideren birey, kendini 6zdestirdigi gruba karst duygusal yakinlik ve

411 Ozdestirme oram1 arttik¢a bireyin duygusal baglilig

aidiyet hissi hissetmeye baglar
daha da artar. Ayrica, Sosyal Kimlik Kurami, grup kimligine kars1 grubun goreli
olumlu statiisiine zarar veren gercek ya da algilanan bir tehdit sunuldugunda bireylerin
lic yoldan birini segecegini ongdrmektedir. Boyle bir durumda bireyler, (1) statiisii
daha yiiksek bir grup ile kendini 6zdestirmeye baslayabilir, (2) sosyal yaraticiligi
kullanarak aidiyet hissettigi grubun tekrar daha {istiin konuma sahip olmasi i¢in
karsilastirma kistaslarin1  degistirebilir ya da karsilastirdign referans grubunu
degistirebilir, veya (3) kaybolan statiisiinii geri getirmek igin kars1 grup ile direkt bir
yarismaya /catismaya girisebilir**?. Bu baglamda, bireylerin aidiyet ve duygusal
bagimliliginin yiiksek olmasi, bireyleri kendi gruplarina bagli kalmaya ve bir tehdit
karsisinda birinci segenegi kullanmamaya itecektir. ilgili sosyal kimligin tanimina
gore ise de bireylerin ikinci veya tiglincii segenegi segme olasiligr degisecektir. Ayrica,
kimlik olusum siireci bu tez agisindan ii¢ énemli sonuca yol agmaktadir. Oncelikle,
sosyal kimlik olusum siireci, bireylerin kendileri hakkindaki inanclarini, etiklerini,
degerlerini ve diinya hakkindaki goriislerini etkileyip sekillendirmektedir®®. ikinci
olarak, kimlik olusma siireci bireylerin grup dis1 kisiler ve Oteki hakkindaki fikirlerini
ve inanglarimi etkilemekte dolayisiyla gruplar arasi iligkiler hakkindaki yerlesmis
diistinceleri de etkilemektir. Bu etkilerin bir sonucu olarak ise, bireyin kars1 gruplara

kars1 6nyargilar1 ve basmakalip fikirleri tliremekte ve karsi grubun bireylerine karsi

41! Lange Paul A M Van et al., “Social Identity Theory,” in Handbook of Theories of Social
Psychology , vol. 2 (London: SAGE, 2012), pp. 379-398, 381.

412 Jim Sidanius et al., “The Social Identity Theory of Intergroup Behavior,” in Political Psychology:
Key Readings (Vancouver, B.C.: Langara College, 2007), pp. 367-390, 382.

413 Janet K. Swim et al., “Negotiating Social Identity,” in Prejudice: The Target's Perspective
(Amsterdam etc.: Elsevier, 2007), pp. 301-323, 301.
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414 Uglincii ve son olarak

tutundugu tutum ve sergiledigi davranislar da degismektedir
ise, bu siireg ile yaratilan onyargilar ve bazi1 deger yargilari, yukarida da bahsedildigi
gibi, bazi durumlar altinda kimlige yonelik bir tehdit ile kars1 karsiya kaldiklarinda

bireylerin toplu hareket etmesine ve bir ¢atismaya girmesine yol agabilir®®.

Baglantili olarak, kimlikler ayn1 zamanda ge¢mis, suan ve gelecek arasinda
iliskiler kurarak bir devamlilik algisi iizerinde kurulurlar*®. Bu nedenle, gegmis
hakkindaki bilgiler kimligin 6ziinii olusturur. Bu anlamda tarih ve ge¢mis hakkindaki
bilgiler bir bireyin ya da bir sosyal gurubun ne oldugu, neye deger vermesi gerektigi,
kimler ile arasinin iyi oldugu ve nelere dikkat etmesi gerektigi gibi konularda bilgi
verir. Gegmige ait bilgiler genellikle nesilden nesle efsaneler, hikayeler, bilinen
semboller ve anlam cerceveleri seklinde iletilir*'’. Bu efsaneler icerisinde secilmis
travma ve secilmis zafer hikayeleri de bulunur. Bu tiir hikayeler, gruplar1 kimlik olgusu
tizerinde birbirine kenetlemeye ve 0z giiven arttirmaya yararken bir taraftan da gruplar
aras1 kutuplagmalar1 arttirmaktadir. Ek olarak, tarih ve ge¢mis sosyal kimlige benzer
olarak hem bir kisinin degerlerini, inanglarini, hem 6teki hakkindaki fikirlerini ve
otekilere karsi tutumlarin1 ve davraniglarini etkiler hem de bireylerin belirli sartlar
altinda toplu hareket edebilmeleri i¢in gerekli temellendirmeleri sunar.

Tarih egitimi de benzer etkiler yaratsa da tarih egitimi, tarih bilgisini objektif
sekilde aktarmay1 amag edinen tarih biliminin aksine gergek sahislar tarafindan belirli

cikar ve amaglara hizmet etmesi icin tasarlanmstir*8. Tarih egitimi, objektif tarih

414 Sidanius et al., “The Social Identity Theory of Intergroup Behavior,”, 374.

415 Timothy J. Owens et al., “Group Distinctiveness, Social Identification, and Collective
Mobilization,” in Self, Identity, and Social Movements (Minneapolis: Univ. of Minnesota Press,
2003), pp. 153-171, 2003; Elioth R. Smith, “Social Identity and Social Emotions: Toward New
Conceptualizations of Prejudice,” Affect, Cognition and Stereotyping, 1993, pp. 297-315,
https://doi.org/10.1016/b978-0-08-088579-7.50017-%, 308.

416 Susanne Buckley-Zistel, “In-Between War and Peace: Identities, Boundaries and Change after
Violent Conflict,” Millennium: Journal of International Studies 35, no. 1 (2006): pp. 3-21,
https://doi.org/10.1177/03058298060350010101, 3.

417 Jaspal and Breakwell, “Identity and Social Representation,” in Identity Process Theory: ldentity,
Social Action and Social Change (Cambridge: Cambridge University Press, 2016), pp. 118-134, 118.

418 Michael W. Apple, Official Knowledge: Democratic Education in a Conservative Age (Routledge,
1993), 46.
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bilgilerini degil resmi olarak taninan mesru tarih bilgilerini secerek Ogrencilere
aktarmaktadir. Tarih egitiminin amaci siyasi elitlerin ¢ikarlar1 dogrultusunda istenilen
kimligi insa etmektir. Bu amag¢ dogrultusunda tarih egitimi belirli tarihsel olaylari
miifredattan c¢ikararak, abartarak ya da kiigiimseyerek ilgili bilgileri okuyuculara
sunar. Buna ragmen, tarih kitaplar1 genellikle objektif ve tarafsiz bilgi sunan kaynaklar
gibi lanse edilir. Tarih egitimine tabi tutulan Ogrencilerden ise bu bilgileri
sorgulamamalar1 ve ezberlemeleri beklenirken bir taraftan da 6grenciler bu bilgileri

yeterince oziimsedigine dair sinavlara tabi tutulurlar*®

. Ayrica, iilke bazinda
okutulduklar1 g6z 6niinde bulunduruldugunda, tarih kitaplar ¢ok genis kitlelere hitap
ederek cok kiigiik yasta verilen bilgileri ¢ocuklarin kafasina yerlestirir. Cok kiigiik
yasta belirli bilgilere sahip olan ¢ocuklar ileride yeni kaynaklar aragtirmay1 segcmezse
genellikle bu tarih egitimi tarihsel bilgilerin verildigi ilk ve tek kaynak olarak kalir.
Tarihin, tarih egitiminin ve kimligin birbiri ile etkilesimi diigiiniildiiglinde, tarih
egitiminin de kimligin {i¢ sonucuna etki eder. Bu bakimdan, tarih egitimi bireylerin
inancglarma, fikirlerine; baskalar1 hakkindaki fikirlerine ve baskalarina karsi
davraniglarina etki edecek ve bireylerin bazi durumlarda harekete ge¢mesi icin gerekli
mesrulastirict unsurlar saglayacaktir.

Bu kapsamda, bir psikolog olan ve baris ve ¢atisma ¢aligmalar1 aragtirmacisi
olan Karina Korostelina kimlik ve tarth egitimi unsurlarini birlestirerek tarih
egitiminin kimlige etki ederek nasil ¢atigma kiiltiiriiniin bir toplumda yerlesmesine ya
da barg kiiltiiriiniin gelismesine yol agabilecegini incelemistir. Korostelina’ya gore
tarth kitaplar1 bazi mekanizmalar nedeniyle okuyanlarda belirli tir kimliklerin
olusmasini kolaylastiracaktir. Tarih kitaplarinda bulunan bazi kimlik tiirleri ise
bireyleri daha ¢atismaya hazir hale getirebilecekken baz: tiirler ise baris kiiltiirtiniin
olusmasi agisindan daha elverisli olacaktir. Bu baglamda Sosyal Kimlik Kurami ve
diger bagka psikolojik ve sosyolojik kuramlardan faydalanan Korostelina bu

incelemelerini Tarth Egitiminin Sosyal Kimlige Etkisi Modeli isimli tablosunda

419 Lynn Davies, “The Different Faces of Education in Conflict,” Development 53, no. 4 (2010): pp.
491-497, https://doi.org/10.1057/dev.2010.69, 492.
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modellestirmistir?°

. Bu tablo ii¢ seviyeden olugmakta ve bu seviyeler kimlik olusum
stirecinin li¢ 6nemli sonucunu temel almaktadir. Buna gore, birinci seviye grup igi
kimlik ile alakali, ikinci seviye grup igindeki oteki algis1 ve oteki gruplar ile iligkiler
hakkinda iken; tigiincii seviye ise toplu eylemler i¢in gerekgelendirmelerin saglanmasi
ile alakalidir.

Birinci seviye kendi i¢inde kimlik formlar1 ve kimlik modlar olarak ikiye
ayrilmaktadir. Kimlik formlari, bir kimligin kokii ve kimligin gelisiminde diisman
algisinin kapladigi yer ile alakaliyken; kimlik modlar1 belirli unsurlarin kimlik i¢in ne
kadar 6nem arz ettigi ile ilgilidir. U¢ kimlik formu bulunmaktadir bunlar: kiiltiirel,
yansimis ve seferber kimlik formlaridir. Eger gelenekler ve kiiltiirel 6geler kimligin
gelisimi ve anlami i¢in ¢ok biiyilik yer kapliyorsa ve tarih egitimi baska kiiltiirlere ve
otekinin geleneklerinden hi¢ bahsetmiyorsa, kiiltiirel kimlik formu olusacaktir.
Kiilttirel kimlik formu ¢atisma kiiltiiriniin olusmasini kolaylastiran bir kimlik tiiriidiir.
Seferber kimlik formu, sosyal kimlik grubunun yasayis bicimini ve degerlerini tek
olas1 yol olarak gosterilmesi, aidiyet grubunun diger gruplardan her anlamda iistiin
oldugunun vurgulanmasi ve lidere karsi kayitsiz itaatin viilmesi ile olugsmaktadir. Bu
kimlik formu da siddet kiiltiirii i¢in elverisli ortam saglamaktadir. Yansimig kimlik
formu ise, ancak tarih bilinci ve tarihsel koklerinin 6teki gruplarla beraber verilmesiyle
ve ortak tarih ile ortak amaglarin vurgulanmasiyla olusturulabilir. Yansimis kimlik
formu diger iki kimlik formunun aksine baris kiiltiirliniin olusmasini kolaylastiracaktir.
Kimlik modlar1 ise ideolojik, goreli, tarihsel ve betimsel olmak {izere dorde
ayrilmaktadir. Ideolojik kimlik modu, farkli ideolojiye sahip diisman ile aidiyet gurubu
arasindaki farklara asir1 odaklanilmasi ve ideolojik farkliliklarin bir tehdit olarak
gosterilmesi ile olusmaktadir. Bu kimlik modu da siddet kiiltiirline yonelten kimlik
tiirlerindendir. Goreli kimlik tiirli ise aidiyet grubunun 6zgiiven ihtiyacini gidermesi
icin oteki grup ile siirekli olarak aidiyet grubunun {stiinliigli saglanacak sekilde
karsilastirma yapilmasi, 6teki gruplar ile farkliliklarin asir1 vurgulanmasi ve askeri ve
savasgilarin 6nemli sahislar olarak sunulmasi ile olugsmaktadir. Goreli kimlik tiirii de

siddet kiiltiiriiniin olugmasini kolaylagtirmaktadir. Tarihsel kimlik modu olusturulma

420 Karina Valentinovna Korostelina, History Education in the Formation of Social Identity: Toward a
Culture of Peace (Palgrave Macmillan, 2013), 43.
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sekline bagli olarak ise hem siddet kiiltiirlinlin hem de baris kiiltiiriiniin olugsmasina
yardimci olabilir. Korostelina’ya gore eger vatanseverlik ulusal hiikiimete kayitsiz
sartsiz boyun egme ve baglilik duyma olarak lanse ediliyor ve aidiyet grubu stirekli
olarak bir magdur olarak lanse ediliyorsa tarihsel kimlik modu daha siddet kiiltiiriine
egilimli olacaktir. Ancak, eger diisiinceler tarihi karsilagtirmali bir sekilde sunuluyor,
vatanseverlik insanlarin {ilkesine yaptiklari bir hizmet olarak anlatiliyor ve uzlagtirma
ve karsilikli anlayis kavramlarinin 6nemi vurgulaniyorsa tarihsel kimlik baris
kiiltiiriiniin olusmasina olanak saglayacaktir. Betimsel kimlik modu ise devletin
bireylerin istiindeki etkisinde azaltilmasi, bireyselligin vurgulanmasi, devlet iginde
yasayan her tiirden insanin kiiltlirel ve siyasi basarilinin vurgulanmasi ve tolerans ile
baris i¢in miicadele eden insanlarin 6viilmesi ile olusmaktadir. Betimsel kimlik modu
da baris kiiltiiriiniin gelismesine katki saglamaktadir.

Ikinci seviye de sosyal sinirlar ve toplu degerler 6gretisi olmak iizere kendi
icinde ikiye ayrilmaktadir. Sosyal smirlar, aidiyet grubu ile 6teki grup hakkindaki
hikaye ve tasvirler ile alakaliyken, toplu degerler 6gretisi ise aidiyet grubu ile oteki
gruplara atanan degerler ile ilgilidir. Sosyal smirlar béliicii ya da igerici olabilir. Oteki
gruplarla olan olumlu iliskilerin tarih egitimlerinde hicbir sekilde yer verilmemesi,
gruplar arasi benzerliklerin kalici ve ¢oziilmez olarak yansitilmasi, 6teki gruplar
agresif olarak yansitilirken aidiyet grubunun bu agresif grubun masum bir magduru
olarak atanmasi daha boliicii sinirlar ¢izecektir. Ancak, tarih egitiminin gruplar arasi
ortak ozellikleri sunmasi, kars1 grubu anlayabilecekleri bir ortam yaratilmasi, tarihin
sosyal ve siyasi genel gecer kavramlar etrafinda anlatilmasi, catigmalarin kdkenine
inilmesi ve oteki tarafin goriis ve perspektiflerine yer verilmesi daha igerici bir sosyal
siir yaratacaktir. Boliicli sosyal smirlar siddet kiiltiirtine egilimliyken igerici sosyal
simirlar da barig kiiltlirline egilimlidir. Toplu degerler Ggretisi ise kendi iginde
dengelilik ve genellik olmak tizere iki farkli unsur ile degerlendirilebilir. Dengelilik
acisindan, aidiyet grubu ne kadar masum, baris sever, ahlaki olarak {istiin gosterilir ve
oteki grup ne da bunun tam tersi olarak diisman, ahlaki olarak ¢cokmiis ve agresif olarak
gosterilirse genel denge o kadar bozulacak ve kimlik o kadar siddet kiiltiiriinii
olusturmaya yakin olacaktir. Daha dengeli bir genel degerler 6gretisi dengesi kurmak
adina, aidiyet grubunun hem koétii hem 1iyi 6zelliklerinin ve eylemlerinin anlatilmasi

gerek hem de oOteki grubu tasvir ederken olabildigince basmakalip ifadelerden
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kaginilmalidir. Genellik bakimindan ise, gruplarin tek bir viicut halinde hareket ettigi
ve grup i¢indeki bireylerin hepsinin ayni kalip 6zellikler, amaglar ve fikirler tagidigi
yoniinde bir alginin olusturulmasi ve gruplar arasi ¢atismalarin kalict oldugunun
belirtilmesi ile yiiksek genellenen bir deger 6gretisi olusturulacak ve bu da siddet
kiiltiirinlin olugsmasini1 kolaylastiracaktir. Ancak, eger tarih kitaplari aidiyet grubu ve
oteki grubun i¢inde de farkli 6zelliklerin ve goriis farkliliklarinin mevcut oldugunu
hem asir1 tutumlarin hem de daha toleransa yonelik 1limli tutumlarin oldugu vurgular
ve oOteki grubun saldirganlik 6zelliklerinin tarih boyunca kalict oldugu vurgusundan
kacinirsa, genellilik oran1 diisiik olacaktir. Boylelikle, baris kiiltiiriiniin yesermesi i¢in
elverisli bir ortam yaratilacaktir.

Ucgiincii seviyenin ise tek bir alt bir bashig bulunmakta ve bu alt baslik ulusal
kimlik konsepti ile ilgilenmektedir. Buna gore ii¢ farkli ulusal kimlik konsepti
bulunmaktadir: etnik, ¢ok kiiltiirli ve vatandaslik-merkezli. Bu kapsamda, tarih
kitaplarmin dil benzerliklerini asir1 vurgulamasi, bir devletteki herkesin ayni atayi
paylastiginin vurgulanmasi, tek bir etnik grubun diger etnik gruplardan iistiin oldugu
algisinin yaratmas1 ve diger etnik gruplarin asagi olarak pozisyonlandirmasi
sonucunda siddet kiiltiiriine yakin olan etnik ulusal kimlik konsepti olusacaktir. Cok
kiiltiirli ulusal kimlik konsepti ise bir toplum gd¢menlerden olusuyorsa bunun
vurgulanmasi, tiim vatandaglara etnik kokeninden bagimsiz olarak ayni haklarin
verildiginin 6n plana ¢ikarilmasi, farkli etnik gruplarin sirf farkli olmasindan dolayi
bir tehdit unsuru olmadiginin anlatilmasi, tiim gruplarin deneyimlerinin anlatilmasi ve
toleransin 6nemi vurgulanirken 6n yarginin topluma en biiyiik tehdit teskil ettiginin
gosterilmesi ile olugmaktadir. Bu ulusal kimlik konsepti ise barig kiiltiirliniin
olugmasini kolaylastirict bir kimlik tiiridiir. Son olarak vatandaslik merkezli ulusal
kimlik konsepti ise, vatandashik kavraminin devlet ile birey arasindaki iliskinin
merkeze konmasi ile olusturulmaktadir. Bu kapsamda, devlet ve bireyler birbirilerine
karst hem sorumluluklar hem de gorevler bulundurmaktadir. Bu ulusal kimlik
konseptinde ayn1 zamanda, kurumlarin, hukukun, 6zgiirliiklerin, insan haklarinin ve
igbirligin 6nemi 6n plandadir. Vatandaslik merkezli ulusal kimlik konsepti baris
kiiltliriiniin olugmasi igin elverisli bir ortam yaratmaktadir.

Bu tez gerekli analizlerini yiiriitiirken daha 6nce de bahsedildigi gibi teorik

gergeve olarak sosyal kimlik kuramini kullanmakta ve analitik ¢ergeve olarak ise
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yukarda bahsi gecen Korostelina’nin Tarih Egitiminin Sosyal Kimlige Etkisi Modeli
isimli tablosu kullanilmaktadir. Bu baglamda, Tiirk ve Avrupa kimliklerinin nasil
temsil edildigini ve temsil edilen bu kimliklerin catisma veya baris kiiltliriiniin
olusmasi agisindan nasil bir etki biraktigini bulmak amaciyla 2021 yilinda Tiirkiye
liselerinde okutulan dort adet tarih kitabinin her birini (9, 10, ve 11. Sinif tarih kitaplar
ve 12. Sinif Tiirkiye Cumbhuriyeti inkilap Tarihi ve Atatiirkgiiliik kitabi) incelemistir.
Bu kapsamda, dort asamali1 bir inceleme yiiriitiilmiistiir. Birinci asamada her kitabin
tiniteleri belirlenmis ve her liniteye ayrilan sayfa sayisi tespit edilmistir. Bu asamada,
tinitelerin 6nem siralarinin ayrilan sayfa sayilarinin ¢oklugu ile iliskilendirilerek hangi
konularin kimlik agisindan daha fazla yer kapladig: tespit edilmeye ¢alisilmustir. Ikinci
asamada ise, kitaplarin her birinde genelinde yaygin olan Tiirk kimligine ve Avrupa
kimligine iliskin anlatilar tespit edilmis bu anlatilara 6rneklerle siralanmistir. Ugiincii
ve dordiincli asamada ise Korostelina’nin ilgili modeli kullanilmig; Tiirk kimliginin
modelde hangi kimlik tiirleri kapsaminda sunuldugu tespit edilmis ve sonug olarak ise
bu kimliklerin genel olarak baris ya da ¢atisma kiiltiirliniin olusturulmasina yardim
edip etmedikleri incelenmistir.

Analiz sonucunda, sayfalarin sayfa numarasi dagilimina gore Tiirk kimliginin
bes farkli elementten olustugu tespit edilmistir. Buna gore Tiirk kimligi; Orta Asya’da
yasayan gdcebe kadim Tiirk milleti, dini Islam, Osmanl kiiltiirii ve gecmisine sahip,
Kemalist (sekiiler ve modern) ve etnik agidan Tiirk’tiir. Tiirk kimligine iliskin olarak
tespit edilen genel anlatilar ise su sekildedir: Tiirkler cok eski bir tarihe sahip olup Orta
Asya’dan gelen gogebelerdir; Tiirkler giiclii aile iligkilerine sahiptir; Tiirkler zevke ve
rahata diigkiin olmayip disiplinli olduklarindan dolay:r Tiirk ordusu diger devletlerin
ordularina gore daha gii¢liidiir; Ttirkler hep bagska kiiltiirlere kars1 toleransh olmus ve
fethettikleri bolgelere barig getirmislerdir; Tiirkler disiplinli, cesur ve itaatkar
olmasindan dolay1 bir ordu devletidir; Osmanli Devleti Timar sistemi gibi bazi
sistemlerin bozulmasi ve ahlakin ¢okmesi ile siyasi, sosyal, ekonomik ve kiiltiirel
nedenlerden dolayr eski giiciinii kaybetmistir; Tirkler diinyadaki son gelismeleri
yakalayamadiklari i¢in Bati'nin gerisinde kalmislardir; Tiirkler, tilkelerinin kurtulusu
yolunda cesur ve fedakar davranirlar; Tiirklerin modern uygarliklarin bir pargasi
olmasi gerekir; Tiirklerin karakteri en cok Cumhuriyet yonetim bigimine uygundur; 9.

sinif ders kitab1 basta olmak iizere dnceki ders kitaplarinda olusturulan islami kimlik,
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medeni ve laik kimlikle birlestirilmis ve bu kimliklerin uyum i¢inde var oldugu
vurgulanmigtir; ve bir¢ok yabanci giig, jeopolitik 6nemi nedeniyle Tiirkiye'yi
giigsiizlestirmeyi hedeflemektedir.

Korostelina modeli kapsaminda ders kitaplar1 incelendiginde, genellikle 6teki
zalim, adaletsiz ve saldirgan olarak resmedilirken aidiyet grubunun kimligi bariscil,
adil, anlayisl, cesur ve miitevazi gibi yiiksek ahlakli olmaya iliskin sifatlarla anildig
tespit edilmistir.

Bu kapsamda, 9. sinif tarih kitabi, 6grencilerin tarih ile ilgili farkindaliklarinin
arttirmasi, 6teki grubun katkilarina iligkin 6rnekler sunmasi ve aidiyet grubunun zalim
eylemlerine iliskinde Orneklere yer vermesi dolayisiyla igerici sosyal sinirlar ve
dengeli bir genel denge sunmaktadir. Bu anlamda, 9. sinif tarih kitab1 orta derecede
baris kiiltiirlinlin olusumunu tesvik etmektedir. Ders kitab1 ayrica, bireylerin, yasalarin
ve insan haklar1 kavraminin 6nemini tanitarak betimsel kimlik formunu ve vatandaslik
merkezli ulusal kimlik konseptini olusturmakta ve barig kiiltiirlinlin gelismesine
katkida bulunmaktadir. Ancak, 9. sinif tarih ders kitabinin genel metni, 6grencilerde
siddet kiiltlirliniin yerlesmesini kolaylastiran kimlik tiirlerine daha genel olarak yer
vermektedir. Bu baglamda 9. siif ders kitabi, bir bireyin koklerini ve atalarimi
bilmenin dnemine asir1 vurgu yaparak, sadece aidiyet grubunu iistiin ¢ikaracak sekilde
karsilastirmalara yer vererek, liderlere ve devlete boyun egilmesinin gerekliligini
belirterek; grup dis1 liyeleri medeni olmayan ve adaletsiz sahislar olarak sunarak, grup
i¢i iiyeleri barigsever olarak tasvir ederek etnik kimligin, goreli kimligin, dengesiz
ahlak Ogretisi dengesinin, yiiksek genelligin ve boliicii sosyal sinirlarin olusmasina
katki saglamaktadir. Dolayisiyla 9. smnif ders kitabinin orta bir baris kiiltiiriiniin ve
giiclii bir siddet kiiltiiriiniin gelismesine katki sagladig1 s6ylenebilir.

10. sinif tarih ders kitabi, 9. sinif ders kitabinda da oldugu gibi siddet
kiiltliriiniin olugma olasiligini artiran ve bir toplumun ¢atismaya hazir olma durumunu
giiclendiren kimliklerin olugsmasina sebebiyet veren mekanizmalar1 igermektedir. Bu
acidan 10. smif ders kitabi, grup dis1 liyeleri ve i¢ grup lyelerini karsit kutuplara
yerlestirmekte ve dis grup iyelerini kendi halkina karsi bile zalim ve adaletsiz
davranan bireyler olarak sunarken, aidiyet grubunu ise barigsever nitelikleri nedeniyle
Oteki gruba iiye insanlarin kurtaricist olarak atamaktadir. Bu dengesiz bir toplu

degerler 6gretisinin olugsmasina sebep olmaktadir. Bu ders kitab1 ayn1 zamanda, aidiyet
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grubunun sergiledigi adaletsizliklerden tek bir 6rnek dahi vermemekte ve kurban ve
masum aidiyet grubu ile seytanlastirilmis grup dist iiyeler seklindeki anlatimini
stirdiirerek, boliicli sosyal sinirlar yaratmaktadir. Bati-Dogu ¢atismasi ve Hiristiyan-
Islam diinyas1 kalic1 oldugunun defalarca bahsedilmesi nedeniyle 10. sinif ders kitabi
da yiiksek genellik sunmaktadir. Bu ders kitabi, pozitif bir kimlige ulagmak i¢in grup
dis1 tlyelerle geliskilere asir1 vurgu yapmakta ve grup disi liyelerle, aidiyet grubunu
istiin ¢ikaracak sekilde karsilastirmalara yer vermektedir. Bu nedenle gii¢lii bir goreli
kimlik modu olusmaktadir. 10. smif kitabi, siddete meyilli kimliklerin yani sira barig
kiiltiirinli besleyen birka¢ kimlik 6rnegine de yer vermektedir. Bu baglamda, ders
kitabindan bazi 6rnekler, belirli geleneklerin tarihi ve kokleri hakkinda farkindalig
arttirmay1 amagladigindan, betimsel bir kimlik formu da olusturmustur.. Ayrica, birkag
ornekte Osmanli Imparatorlugu'nun gok kiiltiirlii dogasma yapilan vurgu dolayisiyla
da zayif ¢ok kiiltiirlii ulusal kimlik kavrami da olusturulmustur. Ozetle, 10. sinif ders
kitab1 giiclii bir siddet kiiltiirli, zay1f bir baris kiiltiirii olugturmaktadir.

11. smf ders kitabi, grup dis1 liyeleri ve grup i¢i iiyeleri iki farkl
kutupta konumlanan iki ayr1 grup olarak betimleyerek ve iki taraf arasindaki
catismanin kalic1 oldugunu vurgulayarak boliicti sosyal smirlar1 ve dengesiz degerler
ve yiksek genelligi tesvik etmektedir. Giiglii siddete meyilli tarihsel kimlik modu da,
11. smf ders kitab1 tarafindan gruplar arasi iliskilerin magduriyet-zuliim ekseni
etrafinda dénmesi nedeniyle olusturulmaktadir. Ek olarak, Bati'min gelismislik ve
modernite acisindan Ustiinligli vurgulanirken, ahlaki ve kiiltiirel istlinliik aidiyet
grubuna atanmis ve bu sekilde giiclii goreli kimlik formu 6grencilere sunulmustur.
Ayrica, liderlige boyun egmenin dnemine vurgu yaparak, bu kitap zayif bir seferber
kimlik formu da yaratmaktadir. 11. siif tarih ders kitabinda, ayrica, 6teki grup
tiyelerine karsi Onyargilar1 azaltmak, grup disi tiyelerin topluma katkilarini 6ne
cikarmak, toplum ve siyasetle ilgili temel kavramlar1 her iki grubun goziinden
anlatmak gibi birka¢ mekanizma da kullanilmaktadir. Bu mekanizmalar orta derecede
kapsayici sosyal sinirlara ve dengeli deger oriintiisiine yol agmaktadir. Milliyetgilik
kavraminin lizerinden ortak tarih bilgilerinin verilmesi ve milliyet¢iligin her iki grup
tizerindeki etkilerinin anlatilmasi araciligiyla bu ders kitabi zayif derecede yansimis
kimlik formunu da tesvik etmektedir. Ozetle 11. smif tarih ders kitab1 giiclii bir siddet

kiiltiirii ve orta derecede bir barig kiiltiiriiniin olusmasini saglamaktadir.
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Onceki tarih ders kitaplarina benzer sekilde, 12. smif tarih ders kitabr,
barigsever ve magdur aidiyet grubuna karsi kotli ve zalim oteki temasimma devam
etmektedir. Bu nedenle, 12. smif tarih ders kitab1 boliicii sosyal sinirlarin, dengesiz
degerler Ogretisi dengesinin ve yiiksek genelligin olusturulmasinda katkida
bulunmaktadir. 12. sinif tarih ders kitabi, Bati'nin modernite ve kalkinma ag¢isindan
goreli olarak iistiin oldugunu anlatirken bir taraftan aidiyet kimliginin ahlaki ve
kiltiirel Bati’dan daha iistiin oldugunu tasvir etmektedir. Bu tasvir de daha once
bahsedildigi gibi siddetli bir goreli kimlik modu olusturmaktadir. 12. sinif tarih ders
kitabinin bir¢ok sayfasi da kimligin insasinda dilin ve Tirkliik etniginin roliine vurgu
yaparak, orta derecede bir etnik milliyet kimligi konseptinin yaratilmasina yardimci
olmaktadir. Barisa egilimli kimlikler agisindan, bu ders kitab1 hukukun istiinliigiine,
Ozgiirliikklere, adalete ve esitlige saygmin 6nemi vurgulanmis ve devlet ile birey
arasindaki iliskiyi vatandaslik iliskisi ¢er¢evesinde tanimlanmistir. Dolayisiyla, bu
ders kitab1 giiglii bir vatandaslik-merkezli ulusal kimlik konseptinin gelisimini de
tesvik edilmektedir. Ozetle, 12. siif tarih ders kitabr giiclii bir siddet kiiltiiriiniin
yerlesmesine yol acan kimliklere yer vermeye devam ederken, ayni zamanda giiglii bir
baris kiiltliriiniin yerlesmesine de katki saglamaktadir.

Dort ders kitab1 birlikte degerlendirildiginde, 2021 yilinda liselerde
okutulan Tiirk tarih ders kitaplarinin genel olarak kotii ve zalim 6teki grup liyelerine
kars1 ahlaki acidan {istiin, barigsever, magdur grup i¢i liyeleri temalar1 etrafinda
dondiigli sonucuna varilabilir. Bu bulgular 1s18inda Korostelina'nin olusturdugu Tarih
Egitiminin Sosyal Kimlik Uzerindeki Etki Modeli'ne gore, dort ders kitabinin da genel
olarak aidiyet grubunun otekilere iliskin Onyargilarini ve kliselerini besledigi ve
dolayisiyla giiclii bir siddet kiiltlirlinlin kurulmasi i¢in uygun bir ortam sagladig:
sonucu cikarilabilir. Bu durumda, kimlige yonelik gercek veya algilanan bir tehdit
sunulmas1 halinde toplumun bir g¢atigmaya girme konusundaki genel hazirhig
artmaktadir. Bununla birlikte, dort ders kitabinin da 1limli baris kiiltiiriiniin olusumuna

katkida bulundugunu belirtmek énemlidir.

120



B. THESIS PERMISSION FORM / TEZ iZiN FORMU

ENSTITU / INSTITUTE

Fen Bilimleri Enstitiisii / Graduate School of Natural and Applied Sciences
Sosyal Bilimler Enstitiisii / Graduate School of Social Sciences
Uygulamah Matematik Enstitiisii / Graduate School of Applied Mathematics

Enformatik Enstitiisii / Graduate School of Informatics

O 00X O

Deniz Bilimleri Enstitiisii / Graduate School of Marine Sciences

YAZARIN / AUTHOR

Soyadi / Surname : Kilig
Adi/ Name : Tugge

Béliimii / Department  : Uluslararasi Iliskiler / International Relations

TEZIN ADI / TITLE OF THE THESIS (ingilizce / English): HISTORY EDUCATION AND
FORMATION OF LARGE GROUP IDENTITIES: PORTRAYAL OF TURKISH AND EUROPEAN
IDENTITIES IN TURKISH HIGH SCHOOL HISTORY TEXTBOOKS

TEZIN TURU / DEGREE: Yiiksek Lisans / Master [X] Doktora/PhD []

1. Tezin tamam diinya capinda erisime agilacaktir. / Release the entire
work immediately for access worldwide. X

2. Tezikiyil siireyle erisime kapali olacaktir. / Secure the entire work for
patent and/or proprietary purposes for a period of two years. * U]

3. Tez alt1 ay siireyle erisime kapal olacaktir. / Secure the entire work for
period of six months. * ]

* Enstitii Yonetim Kurulu kararmin basili kopyast tezle birlikte kiitiiphaneye teslim edilecektir. |
A copy of the decision of the Institute Administrative Committee will be delivered to the library
together with the printed thesis.

Yazarm imzasi / Signature ............ccoeeveienn, Tarih/Date .....ccccooeevvveienne

Tezin son sayfasidir. | This is the last page of the thesis/dissertation.

121



