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ABSTRACT

THE EFFECTS OF THE ARMENIAN SCHOOLS ON THE ETHNIC IDENTITY
FORMATION OF THE ARMENIAN STUDENTS IN TURKEY

Baris, Linda
Ph.D., Department of Sociology
Supervisor: Dog¢. Dr. Erdogan Yildirim

December 2017, 404 pages

In this study, the discourse analysis of the historical procession of the Armenian
schools, the last period of the Ottoman Empire and the establishment and
development stages of the Republic of Turkey have been analyzed in terms of the
influence of the Armenian schools on the formation of the ethnic identities of the
Armenian students in Turkey. The relationship between the Armenian schools and
the ethnic identity formation of the Armenian students, problematized within the
regulations imposed by the Turkish republic in the field of education for Armenian
schools and called as Turkification politics, has been evaluated in the context of in-
depth interviews conducted with various Armenian schools, principals, teachers,
students and graduates who still continue to exist. In this study, considering the fact
that various regulations in the field of education such as the Turkish education
system and curriculum, the regulation of the courses, the selection of the teachers
and the contents of the textbooks were formed around the Turkish identity, it has
been questioned how the Armenian students were able to realize their ethnic identity
by staying in between Turkish and Armenian identities throughout their education
life. How the students were influenced by the Armenian schools in the formation of
the perceptions of the Armenian identity, the students who trained in both Turkish
and Armenian schools, the transitions they experienced between the Turkish and
Armenian schools, and the way that these transitions effected how the Armenian

identities as the other are experienced were evaluated and examined comparatively.
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0z

TURKIYE’DEKI ERMENI OKULLARININ ERMENI OGRENCILERIN ETNIiK
KIMLIK OLUSUMUNA ETKISi

Baris, Linda
Doktora, Sosyoloji Boliimii

Tez Yoneticisi: Dog. Dr. Erdogan Yildirim

Aralik 2017, 404 sayfa

Bu calismada, Ermeni okullarmim, Osmanli Imparatorlugu’nun son donemi ve
Turkiye Cumbhuriyeti’nin kurulus ve gelisim asamalarindan giliniimiize degin
gecirdigi tarihsel siirecin soylem analizleri, Ermeni okullarinin, Tirkiye’deki
Ermeni 6grencilerin etnik kimliklerinin olusumundaki etkisi agisindan ele alinmistir.
Tiirkiye cumhuriyetinin Ermeni okullarina yonelik egitim alaninda uyguladigi ve
Turklestirme  politikalar1  olarak  adlandirilan  diizenlemeler  kapsaminda
sorunsallastirilan, Ermeni okullar1 ve Ermeni 6grencilerin etnik kimlik olusumlari
arasindaki iliski, glinimiizde hala varligini siirdiiren ¢esitli Ermeni okullarmin,
miudiirleri, 6gretmenleri, 6grencileri ve mezunlart ile gerceklestirilen derinlemesine
miilakatlar ¢ercevesinde degerlendirilmistir. Bu calismada, Tiirk egitim sistemi ve
miifredati, derslerin diizenlenisi, 6gretmenlerin se¢imi ve ders kitaplarinin igerikleri
gibi egitim alanindaki ¢esitli diizenlemelerin Tiirk kimligi etrafinda olusturulmus
oldugu goéz oOniinde bulundurularak, Ermeni ogrencilerin, 6grenim hayatlari
boyunca Tiirk ve Ermeni kimlikleri arasinda kalarak, kendi etnik kimliklerini nasil
gerceklestirdikleri sorgulanmustir. Ogrencilerin, Ermeni kimligi ile ilgili algilarinin
sekillenmesinde, Ermeni okullarindan nasil etkilendikleri, hem Tiirk hem de Ermeni
okullarinda 6grenci olmus olan goriismecilerin, Tiirk ve Ermeni okullar1 arasinda

deneyimledikleri gecissellikler ve bu gegisselliklerin bir 6teki olarak Ermeni
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kimliklerini yagsama big¢imlerini nasil etkiledigi karsilastirmali olarak degerlendirilip

incelenmistir.

Anahtar Kelimeler: Ermeni Kimligi, Tiirkiye’deki Ermeni Okullari, Tiirklestirme

Politikalari, Etnik kimlik olusumu, Ermeni 6grenciler
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CHAPTER |

INTRODUCTION

I will start this study by telling about a feeling that I have had since my
childhood but forgotten for a long time. In this study which I analyzed the
effects of Armenian schools on Armenian identity formation, one of the schools
which I went to in order to interview students, teachers and school principals
was Surp Hag Tibrevank Armenian High School in neighbourhood of Istanbul.
This school was the school of the generation which came to Istanbul for
boarding schools from Anatolia in the 1950s. My father also came to Istanbul
Surp Hag¢ Tibrevank Armenian High School with a desire to learn Armenian
after he fell in love with an Armenian book he saw in Kastamonu. Years after
my father, this time myself entered the same building in 2004-2005 academic
year as a teacher. | worked in this school as a counselling teacher for a year. I
had difficulty finding the road to the school to which I went almost every day
in those years maybe because it was years ago, maybe I didn’t use any other
transportation other than a school bus. While searching for the school in the
streets of Uskiidar, I started to think how to ask the address of the school to the
random people on the street. This was like a moment when a piece of my mind
which did not function for years just came back all of a sudden. Because I had
enough experience about Armenian schools and their names, I thought that it
would be strange to the society to guess how the other person would react the
moment | asked the people I met on the street “where is Surp Ha¢ Tibrevank
Armenian High School?”. Thus, my mind recalled one of the old methods and
advised me to ask the people whether there was a church nearby. Yes, that was
also correct, because I should have also been looking for a church since every
Armenian school also has an Armenian church nearby. As predicted, 1 got

positive response when I asked about the church because I didn’t need to



indicate any names. It was enough to ask people “there was supposed to be a
church somewhere here” because churches for the majority are places of
worship with crosses on top [of the buildings]. While walking towards the
direction told, when the cross on top of the church was now visible, I
understood I was still on the wrong street. The church was there, the school
was there but it was not Surp Hag¢ Tibrevank High School. It was Kalfayan, the
last boarding school left in Istanbul. Desperately, I continued walking around
and entered a store. There were three men in the store and I tried to learn the
address of the school by highlighting the school’s name directly this time as |
guessed for some reason one of the men might have been Hay (Armenian in
Armenian language). After a while, I was in front of the school gate and yes,
the man was a Hay.

Thus, I remembered and realized that I have internalized in the years
when I was a student of Levon Vartuhyan Armenian School in elementary
school and later of Sahakyan Nunyan Armenian High School: Refraining from
telling people the name of the school you attend to.

During the time of this study, my own ethnic identity perception, my
way of living Armenianness, my form of perception of Armenianness, my
approaches to reactions and behaviours of the society, all of it, has changed.
While researching the effects of Armenian schools, in which I both studied as
student since elementary school and worked as a teacher [later on],on identity, I
witnessed how my Armenian identity have underwent a transformation. I have
experienced the fluidity of the identity which is mentioned in many works on
identity first hand. I have re-evaluated what I am, my Armenianness, how
those of Armenian identity are perceived in the society [and] how I am
perceived; however, this time while I was thinking and trying to produce some
things on it. My Armenian school which looked different when I was a student
took a different shape when I was working there as a teacher, too, but now my
perspective on the same school, my school, is much more different, more

understanding [and] more mature. My Armenian identity has lived an



awakening and I had the chance to witness this in my own story with this
thesis.

I had had an Armenianness when I was a student in Armenian school, 1
had had an Armenianness which I actually never understood when I graduated,
when I went to university, while I was working as a teacher. Throughout the
time I was working on this thesis, I started to understand these. Then, what did
this thesis change so in me was that I started feeling more of an Armenian; this
is actually the topic of this thesis.

During the studies of the thesis, did I start more of an Armenian
because I started reading about the history of Armenians which I didn’t have
any idea till the day? Or, because I had the opportunity to speak Armenian
more again thanks to the thesis? Is it because I started feeling a belonging to
this culture more while researching the elements which create the Armenian
identity and culture? Is it because I had the chance to do some readings on
where and how Armenians lived in this geography since 3000 years? Is it
because I remembered how it was like to be in spaces which are predominantly
Armenian again in schools or other places I went to for the interviews and
because I experienced all of these while I focused on a topic about Armenian
identity? Why? Also, is it normal that an Armenian has never lived all of these
which, I believe, changed my way of living my Armenian identity and many
other factors? Why doesn’t an Armenian who attended Armenian schools in
Turkey know about the history of Armenians or why is the spaces where she
can speak Armenian limited or why doesn’t she prefer to speak Armenian even
when she is a student in an Armenian school? Why is what she learned about
her identity, culture and past from her family or close circles in conflict with
the history text books in schools? Why isn’t there an Armenian history class in
Armenian schools? Which narrative is real? As it is told in the history
textbooks, are Armenians really traitors who backstabbed the Turks? Who are
the Armenians? How had this question to be answered in the Armenian

schools? Under what conditions and how does the Armenian students’



consciousness of language and history form? How do students experience this
situation?

Armenian schools began to operate under the status of minority schools
after the Treaty of Lausanne peace, and they underwent various changes to this
day. I want to examine the role of the Armenian schools and their education
system in Turkey on the Armenian student’s identity construction process. I
will examine how school through its curriculum which is a part of government
policies on minority education contributes to the students’ identity construction
and its effects on the ways that the students perceive themselves in relation to
their own ethnic groups and to others. I want to understand what their opinion
are about their identity and how they perceive being Armenian after having
been educated in Armenian schools. The other major problem which I want to
analyze is the notion of bilingual identity and its impact on Armenians. In the
context of this thesis identity will be understood as being the result of a social
construction. In this thesis the other major question is whether we can discuss
the minority education system in Turkey as the part of the process of complete
assimilation to the majority group.

The other main questions I would like to address in this study are: What
kind of a role did the Armenian schools have in creating the cultural structure
of the Armenian community? What kind of an Armenian identity did they want
to create with the education policies used in these schools? How did the state
want to shape the new Armenian generation with the status of being a minority
school since Lausanne? How did these changes and transformations effect the
emerging Armenian identity? What kind of an identity emerges when this
Armenian identity which is tried to be re-built through various tools in schools
and the Turkish identity which Turkish nation-state tries to create meet? How
do Armenian students perceive their own ethnic identities in Armenian schools
where they are exposed to the effects of both of these identities? How do the
government policies with their impact on Armenian schools directly reflect on

students? While searching for answers to these questions, I will also try to



understand how these factors are influential in the formation of identity,
namely, the identity issue we roughly describe as "being Armenian", "feeling

like an Armenian".

1.1. The Methodology which Created itself in Light of Experiences

In this study in which I research the effect of Armenian schools on Armenian
identity formation of Armenian students, qualitative research methods is used
and data gathering and data analysis process is supported by textual analysis.
The questions I used in in-depth interviews are classified under the titles
identity, minority, religion, learning mother tongue, social network, teachers,
family, education, education system and school practices with the aim of
understanding the main elements creating Armenian identity and how the ways
in which the perception of these elements are transformed by government
policies in Armenian schools and with the aim to analyze how this situation
identity-wise reflected on students, schools, graduates and teachers. Each
question group was prepared considering the characteristics of the interviewee
and it continued to be shaped during the interview in line with the answers. I
especially benefited from the book of Geg¢misten Giiniimiize Azinlik Okullar:
when preparing the questions. I have also benefited from many works from the
world literature, which deals with the relationship between minority education
and identity formation. In this study, the participants are selected from persons
with different characteristics in order to better analyze the effect of Armenian
schools on Armenian identity. What is meant by different characteristics
includes the differences of forms and time of the relationship of participants
with Armenian schools. The concepts giving names to each question group
were used by the participants in their identity analysis towards these concepts.
For example, all questions in the group under the title of identity were asked in
general for all participants. With these questions, it was tried to be understood

how one made sense of himself and his identity. In order to assess the influence



of learning one’s native language on identity, the participants’ relationship with
the Armenian language were analyzed. Responses given by Armenian-speaking
participants to questions under the title of identity were compared with one
another. Thus in this study, all the questions in the titles such as minority, social
networks, and school practices were analyzed separately in each section with
the answers given to the questions in the other groups of questions.

In this framework, determining whom need to be interviewed and by
whom the participants will be consisted of and classification of participant
groups are based on the comparison of students who have never attended
Armenian schools or who left Armenian schools and transferred to a Turkish
school levels in elementary, middle or high school or who transferred to
Armenian schools after attending Turkish schools and students and graduates
who attended only to Armenian schools. The main way for us to understand
Armenian schools effect on identity perception of Armenian students is to
determine what happens to Armenian identity of the student in absence of any
Armenian school education in the life history of the student. Moreover,
departing from the necessity to comparatively include the approaches of
principals of Armenian schools and Armenian teachers on the effect of the
schools on identity, participants are mainly divided into six different groups:

1. The first group will consist of students who were studying in
Armenian schools from primary school up to high school and who are currently
in their last year of their high school education. The participants in this group
are selected among students who are senior year students in 2016-2017
academic year. There are five Armenian schools (Private Sahakyan Nunyan
Armenian High School, Private Eseyan Armenian High School, Private Surp
Hag¢ Tibrevank Armenian High School, Private Getronogan Armenian High
School, Private Pangaltt Armenian High School) which gives high school level
education in Istanbul. Students who are interviewed are students of Private
Sahakyan Nunyan Armenian High School, Private Getronogan Armenian High

School, Private Surp Hag Tibrevank Armenian High School.



2. The second group will consist of Armenian students who have been
educated in Turkish schools since primary school. We will investigate what it
means to be an Armenian student in public schools as an "other" without
learning, speaking or writing Armenian, and how this influenced their
formation of identity.

3. The third group will consist of students who have gone to both
Turkish and Armenian schools. The participants in this group are divided into
two among themselves: Those who started their education in Armenian schools
and transferred to Turkish schools and those who started their education in
Turkish schools and transferred to Armenian schools later on. The reason for
this divide is that whether the school an Armenian student attended to first is a
Turkish or Armenian school has a great significance in our study in terms of
identity formation. If an Armenian student attended to Turkish school first,
when she transfers to Armenian school, she has the experience of otherness
from an early age. With the thought that these students who transferred to
Armenian schools after the consciousness of marginalization might have a
different form of sense of belonging to their identity and schools, evaluations
are conducted keeping in mind the period of transfers in this study. On the
other hand, the effects of points where the policies enforced on Armenian
schools reflect as problems on Armenian school on Armenian students who
start their education in Armenian schools are embedded in the reasons why
these students prefer to transfer to an Turkish schools later on. Thus, the
comments of these students are mostly included especially in sections in which
the problems in Armenian schools are covered.

4. The fourth group will consist of students who have graduated from
Armenian schools for same time. The interviews with people in this group will
be done to get an impression of what kind of awareness they experienced about
their identity as a result of their encounters with being the "other" at work or
college or another institution after graduating from school. Being in a space

which is predominantly Armenian for approximately 12 years throughout their



education in Armenian schools creates their consciousness of difference in a
different way, also. The experience of being an Armenian in Turkey starts after
graduating from Armenian schools. How long has it been passed after your
graduation and what kind of experiences you had in that period also have
significant effect on your Armenian identity perception. Thus, in this study, the
participants of this group consisting of graduates who are graduated in for same
time have. 90% of graduates group are comprised of people who graduated
from Armenian schools in 1997-1998 academic year. 10% is graduated from
Armenian schools in 1998-1999 academic year.

5. The fifth group will consist of present headmasters of Armenian
schools. Putting in practice of the obligation that Armenian school principals
in Armenian schools are to be Armenian however deputy principals to be
Turkish in the framework of national education system and determining the
limits of principals authority in Armenian schools and the authority and its
limits of deputy principal duty are concrete examples of application of
Turkification policies in education. Thus, the questions posed to the
participants in this group are organized separately in order to evaluate how
these practices reflect on schools and what kind of problems they lead to. The
perspectives of the principles on education in Armenian schools mostly have a
determining effect on education policies of Armenian schools where they fulfill
the duty of school principal. Thus, an educational perspective of the
participants in this group has also affects on the perception of students in their
schools of their school and Armenian identity. Departing from the assumption
that with their different educational approaches, they also create different
Armenian identities in comparison to each other besides the traditional
structure and wunique characteristic of each Armenian school, identity
perceptions of students will be evaluated in line with the answers of schools
principals in this context.

6. The sixth group will consist of, Armenian teachers. There are

significant differences between Armenian teachers and Turkish and Turkish



culture class teachers in terms of their employment in Armenian schools.
Teachers of Turkish culture class are state servants and assigned by MEB [The
Ministry of National Education] and their wages are paid by the state.
Armenian teachers, on the other hand, are hired by considerations of school
boards and principals and their wages are determined and paid by the schools
they work for. School principals who have the most say in hiring teachers hire
people closer to their educational understanding or expect or ensure their
teachers to continue their work in line with this understanding. In that sense,
the Armenian faculty in schools and the education understanding of the faculty
present a reflection of the approach of each Armenian school. Due to strict
structure itself, each Armenian school either fires the teachers who are sensed
not to be able to adapt to the structure or digests them into the structure.
However, it is observed that teachers working in Armenian schools general
continue their work for a long time [and] most of them work mostly in the
same Armenian school till their retirement. The low number of schools and
students also comes first in the factors leading this situation. Another factor is
the issues to find teachers who can teach Armenian language classes or grade
teachers. The difficulties in training teachers or finding appropriate teachers as
the results of the policies of the government enforces in this topic. Thus, the
majority of Armenian teachers we interviewed with consist of people who have
worked as teachers in Armenian schools for a really long time.

In this study, Turkish chief deputy principals and Turkish and Turkish
culture class teachers could not be interviewed due to time constraints however
this was tried to be overcome by resources including studies conducted on
minority schools. In general, interviewees in each group and schools in which
interviews conducted are selected using snowball method while keeping in
mind the factors of their accessibility and the time they can allocate to the
interview.

There is no study conducted in Turkey on Armenian schools in Turkey

and Armenian identity formation either in academic fields or in others. In



general, there are a few studies which focus on the Armenians in Turkey and
those which are educated recently focus only either on Armenians living in
Turkey and their problems (by evaluating them in the framework of concepts
such as discrimination, racism, nationalism, marginalization) or in the forms of
reports including problems faced in the minority schools in Turkey. We can say
that the studies focusing only on Armenians in Turkey are started to get
attention more after the assassination of Agos Newspaper editor in chief Hrant
Dink in 19 January 2007 and following the identity-based and cultural
awakening among Armenians in Turkey which has intensified and increased for
a while.

Moreover, framing the works on Armenians in Turkey on the basis of
concepts like discrimination and nationalism can be seen only in the last two
decades. Before, Armenians are generally mentioned as domestic enemies in
studies on Armenians in Turkey. Moreover, again in many studies, the
massacres of Turks in the hands of Armenians or Armenians’ betrayal of Turks
are covered. Such books are books that are published in order to present a
counter-thesis especially during periods where genocide debates are on the rise.
From the establishment of the Turkish Republic till the 1980s, in the works on
Armenian schools or minority schools, these schools were presented as hubs of
agents in which missionary activities were ongoing, where plans to divide up
Turkey were devised and where gangs were built up.

The fact that the researcher herself graduated from Armenian schools
and worked as a teacher for two years in these schools provided many
advantages to her in the research of this study. Moreover, the fact that family
members and close circles of the researcher, too, attended Armenian school or
still work there led this study to continue smoothly without any problems.
Considering with the assumption that the same study were conducted by
someone who was not an Armenian and did not attend Armenian schools as a
student, we can understand how important the characteristics of researchers are

for a research. For instance, if a person working on Armenian schools could not
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speak Armenian, it would be an element that would limit the study in multiple
ways. Not being proficient in the Armenian language would cause inability to
understand Armenian words used in interviews, what is written in Armenian
textbooks or how Armenian language is taught in schools. Moreover, being
able to speak Armenian would not be sufficient also in that sense. If the
researcher had never been to Armenian schools, meaning where he conducts
research, his comprehension about schools would also be superficial. That
Armenians in Turkey mostly remain silent about their own identities and that
they do not open up easily especially when they are asked about Armenianness,
Armenian schools or the problems in these schools —as they do not feel safe
around people who are not Armenian- is a unique situation to Armenians in
Turkey. The distrust created by exclusion and discrimination causes such issues
to be discussed in whispers even among family members or close circles. Thus,
that the researches have Armenian identity led participants to feel safer during
the interviews. This situation which provided many conveniences both far the
researcher and participants eliminates many difficulties which are to be faced
during the study.

Moreover, another aspect that I don’t want to move on before touching
upon is the relationship between the otherness/being an “other” and sociology.
The consciousness of being an “other”, the consciousness of being a minority
is created with the meanings attributed by the majority of the society. From
which parts of you do those consisting of the majority of the society you live in
marginalize you? Why are you different than them? What are your
characteristics which differentiate you from the majority? The other is the one
who is obligated to be aware of these differences constantly. The consciousness
of being an “other” also includes how you react to this difference and how you
place yourself in the society. Marginalization and discrimination against
Armenians living in Turkey leads Armenians/others to crystallize their own
differences in the reflection of the society’s structure. All forms of different the

other experienced about herself causes her to digest the characteristics of the
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society she lives in faster, earlier and more intensely and to see the structure
better. In the Republic of Turkey which is based on the division of us vs. them,
the other’s approach to society and sociology would stem from tougher
encounters. The other has to know by whom she is being marginalized in order
to survive. It is inevitable for her to face what kind of a society this one is. The
other has to build her own self on the structure of the society she lives in which
devalues and objectifies her in the society which considers her as an object of
insult and humiliation. In short, the other becomes the self by looking into her
own invaluable object from the eye of the collective self of the society.
Because the devalued differences of the other are created as a result of
collectivity in the forms of determining what these differences are. The
majority remains in unity and togetherness by its forms of determining and
reaction to the difference. Who is it that is not in this unity, who is the other?
The answer to this question is the definition of the other created in the
collective minds with the influence of the dominant ideology. To know in
which ways she is differentiated also requires knowing the social structure of
the dominant majority. Thus, sociological analysis presented by the other turns
literally into a “defensive martial art”. This study did not transform my
perception on my own Armenian identity but it also transformed the way that I
try to objectify my subjectivity. Thus, this thesis is at the same time a form of

struggle of the other, by the other.

1. 2. To be an Armenian Student in Turkey: “My Nonentity shall be a Gift
to Turkish Entity”?

What does it mean to be a student in an Armenian school in Turkey? To be an

Armenian student in an Armenian school in Turkey means to understand that

I “We are always swearing in one voice: ‘My being a gift to Turkish existence’ ... In

the minority schools, the following is said about the children: ‘My Nonentity shall be
a Gift to Turkish Entity’” (Dink, 2017).
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you are different than the majority as early as you elementary years the
moment when you start saying the name of your school when you are asked.
Even if this awareness is different from an awareness that is conscious and
conceptual, in the following years an Armenian student in Turkey either
ignores the question or lies when he is asked which school she attends due to
the reactions he has been receiving when he utters the name of the school. It is
similar to someone who refrains from saying his name which functions as an
ethnic label due to the reactions he get when he utters his own name. His name
and the name of his school are both different. An Armenian child living in
Turkey learns from a really early age on to produce answers that will be
perceived as normal by the majority and that will not be sensed to be different.
What happens to these students when they start their education under a name
which they cannot themselves even pronounce in the first years and which
sounds strange to them also? It sounds strange to them also because it does not
sound like any other school name they hear around. The student actually starts
to understand throughout her education why she is different than others. He is
different because in the school she attends to Armenian language is taught.
While his other friends learn to read and write in Turkish he also learns a
language that nobody uses, speaks or knows. Even if a student attending to an
Armenian schools knows that he is different, he cannot explain it.

An Armenian student is different than the majority but in fact at the
same time he is no different than the majority. He is also subjected to which
ever curriculum taught to other students in the rest of the country. He also starts
every day reciting Our Pledge. He shouts out every morning that he is a
“Turk”, she is “righteous”, and he is “hardworking”. An Armenian student, too,
“gifts her entity to Turkish entity” every morning. And every morning he has to
confess, how happy he is that he is a “Turk”. He also attends to National
Anthem ceremonies every Monday and Friday. He gets in the line and she
sings the national anthem which tells that the red flag waving on the nation will

never wither away with great enthusiasm. He also learns the heroism and
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victories of Turkish national history in the classroom. He should also be always
aware and awoke against domestic and foreign enemies threatening the
existence of the Turkish state. However, Armenian students, before elementary
school ends, will learn from the history textbooks that the people they are of
the same origin with, meaning Armenians, were a domestic enemy for the
Turkish state and when the teacher asks them, they will tell about the betrayals
of Armenians who used to be called the loyal nation once upon a time in the
Ottomans.

Besides inevitably understanding that he is different than the majority
after a while, an Armenian student, be it in Armenian or Turkish school, has to
learn that her identity which creates his difference is not much welcome [and]
that the people of this identity are excluded, humiliated and disregarded. The
actual story of Armenian students who keep shouting out “I am a Turk™ all
together for years meeting with Turkish identity starts right here.

Thus, in this study in which we investigate the effects of Armenian
schools on Armenian identity, we also thought that we should first re-meet with
Turkish identity. Considering the effects of schools on identity formation, what
are the main characteristics that Turkish national education system wants to
create? Whom does this identity include and exclude? When you conduct a
research on Armenian identity formation in Turkey, you need to inevitably
mention the Turkish identity formation. Why are these two identity formations
so much intertwined? How do Armenian and Turkish identities meet each other
in Armenian schools? How do Armenian students internalize these processes of
identity formation which work in double ways? How are these identities
represented?

Although Armenian identity in Turkey and the effects of Armenian
schools on identity formation are tried to be discussed on the basis of the
theories in the literature written on the impact of schools on identities, it is a
unique form of encounter. The characteristics which we defined as unique

situations stem from that the relationship of the Turks and the Armenians with
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each other in the Turkish-nation state building and development stages presents
a complicated situation in the context of historicity. Our study assumes that our
evaluations on Armenian schools and Armenian identity can give healthy and
quality findings only after this complicated situation is deciphered.

Thus, in our study the school/identity relationship is considered on the
basis of nation-state and national identity formation. Departing from a general
characteristic of nation-states, each chapter of the study covers the process of
the Turkish nation-state building of Turks and the formation of Turkish identity
in this process as well as the policies of the Turkish nation-state toward the
minorities. Each nation-state turns to multiple tools in the process of creating
its own national identity. Among these tools, education is no doubt the most
effective one. Because education is the most effective way of transferring two
most fundamental elements; language and history, to younger generations who
are considered to be building the nation. In that sense, what kind of regulations
and reforms did the Turkish nation-state offer? How were these adopted into
Turkish identity and Turkish national education?

In this study in which ethnic identity formation is discussed in the
framework of education and schools, The process of Turkish national identity
formation in the establishment and development stages of the Turkish Republic
and transferring the national identity in schools connected to Turkish national
education system and its presentation to students will be analyzed. The
characteristics of Turkish identity to which the nation-state aspire also
determine the approaches and policies of the state toward minority and
Armenian schools. Throughout the study, these tools and methods will be
analyzed in line with their reflections on Armenian schools. Education takes its
power from institutions in which every person at a certain age from all walks of
life in society has to be attending everyday again and again till a certain age,
meaning, and schools. The nation state determines the limits of intervention
through the schools which it can shape the students in the directions it desires.

The curriculum the student are exposed to, textbooks and their contents, the
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organization of the classrooms, class periods, the definitions of which class
will be taught in which ways and by whom are determined by Turkish national
education system. All these determinations are shaped around the
characteristics of Turkish identity.

Because Armenian schools with their minority status in Turkish
Republic are bound to the same education system although they have the status
of minority schools, the curriculum they follow and the text books they cover
(except for classes taught in Armenian) are the same. Thus, this study has to

include how Turkish identity is shaped in public school, too.

1.3. National State, Education and Identity Formation

According to Taner Ak¢am, “the national outlook (habitus)” is strictly related
more to each nation’s process of building its own nation-state. In this study,
with the national identity concept, certain characteristics of a nation shaped in
the process of nation state building are meant. Thus, in this study, what is
discussed as national identity includes certain characteristics that occurred in
the process of establishment of Turkish nation state but could have changed
over time. Moreover, in this study a direct relationship between national
identity and nation state is highlighted. In building the lived mutual history and
in determining the national identity, the nation state is given a central role.
Collective memories toward the past and created symbols and meanings
attached to them lay the ground for Turkish national identity by providing the
group trust and unity.?

According to Ak¢am, in comparison to other nation states, Turkish
nation state came to the scene of history much later: “The crows which took the
streets in 1908 to celebrate the constitutionalism in Istanbul and Selanik

noticed that they had no national anthem to sing and they celebrate

2 Akgam, 1992, p. 36.
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constitutionalism with French national anthem.”® Even in early 20th century,
there was no class on Turkish history in the Ottoman schools. In 1911, two
third of pages of main books on contemporary history taught in Turkish
education institutions was reserved to French, and the rest to other European
states’ history. According to Akg¢am, one of the results of this late arrivals of
Turkish nationalism is that the Turks rushed to catch up. However this rush
turned into an open hostility towards other ethnic groups.

In the text books which are determined by Turkish national education,
the Turks are strong, hardworking, smart or heroes. Mustafa Kemal and his
cadre in their effort to construct a “nation” created the feelings of pride for the
Turks and that “they should be happy to be Turks” echoed in the public schools
corridors.

While drawing the boundaries of its own national identity, the Turkish
Republic which was built around Turkish national identity after the War of
Independence had to produce different policies for those who were outside of
these boundaries. Because, the irreconcilable conflict between the
characteristics of “Turkish identity” aspired to be created and “existence” of
non-Muslim minorities are also the reasons of the policies enforced. Thus, in
the chapter of our study titled “the effects of Turkification politics on minority
and Armenian education”, besides what the main characteristics of Turkish
identity are and how this identity describes the minorities, the answer to the
question what are the reflections of these policies enforced on minorities and
Armenians living in Turkey in the sphere of education will be discussed on the
basis of the claim that “the history of Turkification policies is at the same time
the history of minorities in Turkey”.

Throughout “the longest century”™ of the Ottoman Empire, Armenians

achieved many developments in the field of education. When they entered a

3 ibid., p. 37.
4 In this work Ortayl has characterized the 19th century as the longest century of the
Ottoman Empire (cf. Ortayl, Imparatorlugun En Uzun Yiizy1l1, 2005).
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period in the mid-19th century which is described as Armenian Renaissance,
the topic on which the new generation of Armenian youth who came back to
Istanbul after their education in Europe focused most was the issues of
Armenian schools and improvement of education further in the schools. With
the establishment of new Armenian schools and newly arriving Armenian
intelligentsia from Europe, Armenian education got a new place with hundreds
of thousands of Armenian students at attending those schools.’

The reforms in Armenian schools in the field of education was a topic
many Tanzimat writers touched upon in this period and it was argued that
Muslim and Turkish schools should have had similar reforms in education
field. Struggle with minorities which started also with the effect that those who
were victorious in the war of education would also be victorious in the other
fields continued by the founding cadre of the Turkish Republic who adopted
nationalistic policies enforced especially towards Armenians and Greeks. The
reduced numbers of [Armenian] population in Anatolia led to the closing of
Armenian schools one by one. From the initial years of Turkish Republic’s
nation-state building process, the government determined its attitude towards
minorities and Armenian schools and produced policies in education field to
that end. Evaluating the condition of minorities and Armenian schools in
Turkey in light of our analysis regarding the government policies’ reflection on
schools and students, we also see the effects of Turkification policies in
education on schools. The right of minorities to establish and manage their own
educational institutions after the establishment of the Republic of Turkey was
assured by the Treaty of Lausanne signed between the Government of Turkey
and the Entente States in 1923. Minority schools had neither a private school
status nor a foreign school status; however, the private schools’ legislation was

applied to minority schools too. In addition to presenting statistics about the

> cf. Karakash, Kentel, Ozdogan, and Ustel, Tiirkive'de Ermeniler Cemaat-Birey-
Yurttag, 2009.
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minority schools in this study whose number have gradually been decreasing

every year since the Lausanne, their characteristics will also be examined.

1.3.1. Turkification of Armenian Schools: Government Policies and Effects

of Curriculum

Policies shaping Turkish education system worked in two ways. On the one
hand, the government implemented its policies by embedding them into
curriculum; on the other hand, it adopted and put in practice legislations which,
for instance, leave Armenian schools without a status or which would make it
harder to hire teachers for Armenian schools. One of the most important effects
of these Turkification policies was that Turkish national identity was tried to be
enforced on all the schools including Armenian schools through curriculum and
textbooks changes approved by the Ministry of National Education. Another
important consequences was the preparation of specially designed legislations
regulations the operation of the Armenian schools. By these methods education
is designed to enforce the Turkish identity even is minority schools. This can
be seen most clearly through textbooks.

In introductions of all text books in Turkey, a portrait of a generation
which could continue the Turkish national struggle and loyal to their nation
was drawn. Especially in text books of classes that are deemed as ‘national’,
the national identity consciousness aspired to be told does not only surface in
the introductions but in the organization of the books’ contents and the
language of the narrative as well. Classes like national history, national
geography and their textbooks try to indoctrinate students with national history
consciousness and patriotism. It was mandatory that teachers teaching these
classes in Armenian schools had to be Turkish. Moreover, it was highlighted in
the legislation that teachers who was teach courses like Turkish, Turkish
language and Literature, National History and Geography, National Security

were required to be selected from among those who had a sense of [belonging
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to] national identity. The contents of Turkish and Turkish culture classes were
created in the framework of the curriculum determined by The Ministry of
National Education. The processes regarding assignments of these teachers to
Armenian schools are also handled by MEB. In short, Turkish and Turkish
culture classes’ teachers were all assigned by the state. While on the one hand
the effect of Turkish identity tried to be given in national classes in Armenian
schools was felt, on the other hand, there was a special legislation in place in
Armenian and minority schools regarding the teachers of these classes. Thus, it
is evident that the mechanisms that are enforced by the government and that
work in two ways are intertwined. Moreover, for instance, it is also forbidden
that these classes are to be taught by an Armenian teacher in any school in
Turkey. This is another element considered to be important in shaping the
perception of students attending to Armenian schools regarding Turkish
identity.

Then, how are Armenians presented in textbooks which are determined
in line with curriculum? Again, we see that the answer to this question has
multiple effects from various angles. How do Armenian students who grow up
with these textbooks in which there is not one line that can be considered
positive about Armenians feel about themselves? How negatively does that the
students in Turkish schools are raised with these classes and textbooks affect
their judgements about Armenians? How does that an understanding which
perceives Armenians as enemies is told all students through schools determine
and maintain the perception of Turkish society regarding Armenians?
Considering it from a different angle, how does this cripple the identity
perceptions of the Armenian student who attend to Turkish schools?

Moreover, for instance what are the effects of the obligation to have a
chief deputy principal in each minority school in Armenian schools? The
common thought in Armenian schools about this practice which is still ongoing
today is shaped around Turkish chief deputy principal’s existence, duties and

responsibilities and the limits to their authority. Because, Turkish chief deputy
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principal who can be more superior than the principal on many occasions are
considered as tools for the government and MEB to track closely what is
happening in Armenian schools.

In the chapters three and four in our study, government policies which
work in two ways as mentioned before will be covered in detail. Various
enforcements on Armenian schools since the establishment of the Turkish
Republic will be looked into chronologically and year-to-year changes and
transformations of the practices will be analyzed. Under the light of the
interweavers’ conducted by the Armenian school principals and teachers, it can
be clearly seen that the Armenian schools today are in a struggle to survive and
at the bring up extinction. It is also clear that there is a currently significant
decrease in the number of the students as well.

That Armenian families prefer Armenian schools less and lessfor their
children’s education is a manifestation of the hardships that the Armenian
schools are undergoing currently. For example, the fact that Armenian schools
which have both minority and private schools status cannot get funding from
the state due to their lack of a clear legal status causes great financial
difficulties for these schools. The problems faced while trying to deal with
these financial difficulties reflect on students and parents and this time students
do not prefer Armenian schools and want to more on to private schools. The
decreasing student admissions put Armenian schools into a greater hardship.
Considering that the Armenian schools get their primary some of income by
donations from parents on a voluntary basis during registration, the vicious
cycle in terms of finances can be understood better. Evaluating the problems
faced by Armenian schools from this angle, it is observed that the problems
present are both the result and the cause and they get further complicated as

they intertwine and become inextricable.
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1.3.2. Dehistorified Armenians: History without Identity / Identity without
History

Memory “is a depot which records and conserves all experiences.”® Memory as
the center of records of the past also builds the identities of individuals and
societies in time. Thus, there is an inseparable bond between memory and
identity. Nation-states approached the study of history and historiography being
conscious of how important the bond between memory and identity is in terms
of maintaining its own existence. The building of national memory is a
prerequisite for building a national identity.

History and historiography, in that sense, “create the memory of a
certain collective identity”. Similar to all nation-states, Turkish nation state,
too, shaped “history and historiography which builds the identity of individual,
group or society” in line with its own aims. Re-considering the characteristics
of Turkish national identity, we also understand how the elements creating this
identity are also embedded in historiography. “The written history, recorded
past and the forms of recording the past also hints the perspectives of the power
or powers which build the identity.”” Analyzing the history textbooks approved
by MEB and used in schools, the forms of narrative about the origin of Turks,
how they live, their beliefs, values or victory and heroisms are fed by history
thesis determined and created by the Turkish nation state.

The situations about history classes and history text books in Armenian
schools are covered in two ways in this study. The first is about what and how
history textbooks including the Turkish national identity narrative tells about
Armenians. Moreover, the experiences of history teacher and students while
covering the sections about Armenians in history classes will also be covered in
this framework. The form of narrative which is frequently seen in the Turkish

historiography which includes someone’s victory is another’s shame or a

6 Metin, 2015, p. 21.

7 ibid.
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celebration of one side® is another side’s mourning is highlighted and covered
in a more violent way when it comes to Armenians cause discomfort among
students. The attitude of the history teachers in Armenian schools while
covering these sections reflects to students what their teacher think about their
own identity and how the teacher describe Armenians. This will also be
discussed from the perspectives of Armenian students attending to Turkish
schools. The discriminatory behaviours which Armenian students attending to
public or private schools are subjected to in history classes and the
understanding of the Turkish society which is shaped through history textbooks
written with this mindset are maybe the most important sources of
discriminatory and exclusive mechanisms against Armenians. The ground of
how Turks consider and perceive Armenians are created in classrooms and also
reflect on Armenian students again in these schools in various ways.

In this study the content of and practices in the history classes and
historiography will also be discussed in terms of the identity problematic
created by the lack of Armenian history classes in Armenian schools. This
situation will be evaluated by relating it to how history consciousness turns into
identity consciousness and the sense of belonging created by history. Further
the effects of the fact that Armenian students in Turkey cannot learn do their
history will be discussed in connection with the kind of identity feeling of
belonging that it creates in those students.

Considering the objectives of history classes determined in “Secondary
Education Institutions History Program”® determined by the MEB (Council of
Education and Upbringing, it can be better understood how great a lack is the
absence of Armenian history classes is in terms of identity formation of
Armenian students. One of the objectives of history classes as defined in

History Program for Secondary Education is indicated as “to gain history

8 Yilmaz, as cited in Metin, 2015, p. 21.

®  Tebligler Dergisi, as cited in Metin, 2015, p. 15.
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consciousness in the perception of past, today and future.” The gain of this
consciousness is the ground for the next objective, that is, “to teach creating a
national identity, the elements comprising this identity and the necessity to
maintain national identity”.'!® National identity formation and the
consciousness to maintain this identity is an element that cannot be taught
without creating a history consciousness. Moreover, the importance of national
unity and togetherness is also possible with students being able to “build the
connection between the past and the present”. These characteristics which are
aimed for students to gain through framework and objective of history class
can work on opposite direction under the condition of a lack of a history
education. Considering their own Armenian identities, the lack of knowledge of
Armenian students about Armenian history shows that they cannot reach the
aimed senses and behaviours mentioned earlier. In the introduction of the
books of Armenian history of Armenian which was decided to be published in
2012, it is stated that drawings were used frequently to make for the Armenian
students learning their own history more interesting the process of learning
about their history for Armenians who are scattered all around the world and
that maps and drawings in the book will be beneficial for those Armenians who
are scattered all over the world and those who want to understand and learn
Armenian history and historical geography. “We hope that this book and
similar guides would not only tell about heroic victories and our contribution to
civilization in our history but also help us understand the reasons for previous
defeats and guide us to build the future as faultless as possible. !

The value attributed to their own identity and culture by the Armenian
youth in Turkey who are raised without developing an Armenian history

consciousness which is hoped to be created with the publication of this book

also decreases at the same rate with the lack of history consciousness. In

10" Metin, 2015, p. 16.

11

Movsisyan, 2017, p. 4.
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chapter 5 of this study, this situation and its results will be discussed along side
with the commentaries of the participants and it will be tried to be understood
through which activities this lack is tried to be overcome in Armenian schools

and the effects of these activities on students.

1.3.3 Form of Relations of Armenian Students with Armenian Language

after Making it Non-Functional

I don’t believe that any other language is as pure, sincere and noble as our
language. Armenian is a language in which insincerity is impossible. In fact, it
is a language developed to bring people together as a family. If there were
modern saints, their letters would have been written in Armenian, and if this
world was to write a new Bible itself, it would have been in Armenian. Other
languages are to develop science and culture; however Armenian language is
born to expand [and] improve the human relations and to dignify human
soul.!?

“Language and history are two important concepts which were alive together

since the existence of human kind. Just like it is impossible to think of a history
without language, it is impossible to think a language without history.
Naturally every language carries marks of history of the nation to which it
belongs.”'® Although students do not take a class about Armenian history in
Armenian schools, they are able to learn Armenian language. “In the process of
education, while the building of history consciousness and culture is realized,
the biggest tool is again, no doubt, language.”'* However, regardless of
students being taught Armenian language, Armenian schools are subjected to
various enforcements which makes teaching Armenian language harder or
which prevent training Armenian language instructor or which impacts

negatively on language education.

12" Yenigeri, 2014, p. 119.
13" Metin, 2015, p. 9.

4 ibid., p. 10.

25



The most important mission of the Armenian schools for the Armenians
of Turkey stems from the fact that they are the last remaining institutions
teaching Armenian language today in Turkey. For Armenians, losing the
language means losing the identity. Thus, throughout their history Armenian
language has been the most important element in protecting and maintaining
their identity. In chapter seven of the study, we will try to understand why
Armenian language has this much importance for Armenians. The approach in
which the level of Armenian language proficiency determines the level of
“being an Armenian” has led for long years to debates like “full
Armenianness”, “partial Armeniannes” among Armenians themselves.
According to a widespread belief among Armenians, for an Armenian to be a
fully Armenians, he needs to speak and write Armenian very well. In the
discussions on Armenian identity and main indicators of Armenian identity, the
issue of “can one be an Armenian without speaking Armenian?”’ has always
been discussed. Today, most of the Armenians of Turkey speak Turkish among
themselves. Moreover, most of the students in Armenian schools also speak
Turkish among themselves. When we make an analysis of when and how
Armenian uses Armenian more, we can say that generally they use Armenian
when they talk about “secret” things which they don’t want anyone to
understand. The reservation to speak Armenian in public sphere started as a
result of the Turkification policies of the Turkish Republic. Many Armenian
student participants stressed that they don’t speak Armenian outside and they
are even warned by their parents not to speak Armenian. Armenian which drifts
away from everyday life like that has become less and less preferable
gradually. In chapter six which titled “Identity and Language”, the form of
practice of Turkish language and Turkish language-centered education system
which is one of the most significant building blocks of Turkish identity
formation in all schools bound to National Education, which also means
Armenian schools, will be questioned and how policies in practice about

Armenian language classes in Armenian schools which have a bilingual
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education affect Armenian language education will be evaluated. In this chapter
which will be covered in the framework of inseparability of Armenian
language and Armenian identity, the approaches of Armenian students in
Armenian schools to their own mother tongue Armenian and Armenian
language classes will also be investigated. Today many Armenian students
indicate that Armenian language education is hard. According to many
Armenian students, having a hard and non-functional class like Armenian in
their education causes them to spend less time on other classes. Thus, most of
the students prefer to allocate the time they spent on Armenian classes to
classes which would be useful in high school and university entrance exams.
This caused the operation in Armenian schools drive toward pleasing students
and parents. The increase in numbers of students who “escape” from the
difficulty of Armenian and transferred to Turkish schools forced Armenian
schools to change their policies about Armenian.

For Armenian students, the time they spend on learning their mother
tongue in their schools is now considered a wasted time. Thus, escape from one
of the main elements of building an Armenian identity, that is language, leads
to an avoidance from attending Armenian schools. Thus, distancing from
mother tongue has turned into distancing from identity, and distancing from
identity into distancing from attending to Armenian school. Students and
families in the Armenian community approach schools and Armenian language
in two opposite ways. They either attribute great importance to learn Armenian
and thus Armenian schools are preferred or Armenian is considered a tough
class to pass and private Turkish schools or colleges are preferred.

According to Norton', language is where people create our own
subjectivity and a sense of self. With many policies practiced in minority
schools, “the message” about their own mother tongue that it “is invaluable,
inappropriate” is given to students in Armenian schools. This message has a

detrimental impact on their sense of identity and their bond to their families,

15 Mercur, 2012, p. 9.
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and their cultural community is broken'® In the long term, rejecting the mother
tongue of students means to ignore children’s linguistic and cultural inheritance
as well. This means that they are deprived of a strong feeling of identity and

their main cognitive development.'”’

1.3.4. Turning Inter-School Movement into Inter-ldentity Movement

Who is an Armenian? What does it mean to be an Armenian? How is the
Armenian identity defined? What are the components of the Armenian culture?
What does it mean to be an Armenian in Turkey? Why Armenians in Turkey
are not considered Armenian by the Armenian diaspora which is scattered to
the rest of the world or by Armenians in Armenia? On what grounds do other
Armeniannesses who think Armenians in Turkey are Turkified have this
perspective? What does it mean to be defined as a Turk for an Armenian by
other Armenians? Why are Armenians in Turkey perceived as they could not
maintain their identity and they become Turkified? What types of assimilation
policies are Armenians in Turkey exposed to and what are the effects of these
assimilation policies on Armenian schools and Armenian students? In the final
chapter of the study, these questions are tried to be answer first. The reason
why the priority was given to the analysis of these questions in this chapter is
that without evaluating in which ways Armenians in Turkey are exposed to
assimilation, what forms of discrimination they experience and impacts of
these on their Armenian identity, it is impossible to answer what types of
differences there are in Armenianness perception of Armenian students who
study in Armenian schools in Turkey and Armenian students who don’t.
Armenians in Turkey has many unique characteristics in comparison to
Armenians in rest of the world. These characteristics stems from the mindset

and structure of Turkish society. How Armenians are perceived in Turkish

16 Monz6 and Rueda, as cited in Mercur, 2012, p. 15.

17 Séanchez, as cited in Mercur, 2012, p. 15.
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society also affects how Armenians perceive their own identities and this
especially reflects on schools. In the forword of the work titled History of
Armenial8, it is indicated that one of the first most important problems for the
Armenians living in various locations in the world is to “preserve
Armenianness” through education. In the forword in which it is stated that
schools which are defined as the center of Armenianness help children embrace
their own roots and identities despite having multiple problems, the author
mentions that the book of Armenian history are prepared also as a solution to
the problem of textbooks in schools. This history textbook is written in Western
Armenian and translated in Eastern Armenian, Russian, French and Turkish so
that Armenian communities in various places can benefit from them and that
they are published by the press of public university in the capital city of
Armenia, Yerevan, where Eastern Armenian is used. Armenians in Turkey,
however, are banned to use this book in accordance with the regulation
determining curriculum and content of the textbooks; it is even beyond the
discussion. Considering the location of Armenians in Turkey, decision to write
the book in Western Armenian which is used by Istanbul and its circles presents
an interesting case. Armenians in diaspora who think that Armenians in Turkey
are Turkified are mostly being educated in Western Armenian or they can speak
Western Armenian because a great majority of them had migrated from
Istanbul. Then, what happened to Armenians remained in Turkey? Is it possible
in present day to preserve the Armenian identity?

In the final chapter of this study in which we try to explain how
Armenian schools and the policies enforced on these schools, Turkish identity
which is imposed to be internalized in Turkish national education system and
the forms of this identity’s perception of Armenianness effect identity
perceptions of the Armenian students in Turkey and their ways of living
Armenian identity, Armenian identities which is created by the time and space-

based transitioning and differentiations in students’ ways of relation to school

18 Movsisyan, Ermeni Tarihi, 2017.
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are covered comparatively. Experiences regarding identities will be discussed
under the light of our findings on identity and school relationship which we
tried to analyzed in detail in various ways throughout the study.

When, under what conditions the students feel like an Armenian the
most, what it means to be an Armenian and how they define Armenianness,
which Armenian school they attend leave an impact on their identity formation,
how they experienced discrimination in different schools and different age
groups, in short, where Armenian students were injured are tried to be analyzed
with the questions in the interviews. Comparing how long of their education of
students was in Armenian schools and how long was in Turkish schools is the
base of these analyses. This comparison, especially, will be on the basis of to
which direction the first school transition of students who attended both
Armenian and Turkish schools is and the effects of this transition on student’s
feelings of identity and belonging to a group. How the time spent in Armenian
schools or the time after graduation of students and graduates who only
attended Armenian schools affected student and graduates’ evaluation of the
schools and their identities is also an important factor determining the direction
of comparisons. Because transitioning from one school to another, or lack

thereof, determines a transition from one identity to another, or lack thereof.
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CHAPTER II

THE EFFECTS OF TURCIFICATION POLITICS ON MINORITY AND
ARMENIAN EDUCATION

2.1. Armenian Renaissance and Armenian Educational Institutions

We can understand how the identity perceptions of Armenians throughout the
[history of] Turkish Republic has changed with assimilation policies by
analyzing the transformations in Armenian education institutions. How have
been the interactions of this transformation with political and social lives? How
did the political and social issues affect the schools? How did the Armenians’
education understanding and attitudes towards education change? In this
section, it will be attempted to seek answer to these questions. For this purpose,
we need to determine how and in which ways the mindset and policies
regarding Armenian schools formed, proliferate and developed.

One of the main factors that secured for Armenians to protect their
cultural identitiy has always been “the schools”. Till the 18th century, one of
the most significant characteristics of Armenian education institutions was that
they were educational institutions “whose religious quality was
predominant.”!® Armenians paid great attention to education and education
institutions especially after their own renaissance. “’In the period in which
commercial bourgeoisie developed as the driving force of the Armenian
Renaissance’ by the end of 18th century, significant transformations in the

education system was witnessed.” In this period, education started to free

19 Kevorkian and Paboudijan, as cited in Karakasl, Kentel, Ozdogan, and Ustel,

2009, p. 182.
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from religious supervision, number of Armenian libraries in the neighborhoods
increased, private schools and training centers started to accrued.?!

Due to the arise in intellectual awakening movements among the
Armenian popular segments, it was triggered an increase in the number of
private Armenian schools and training centers in every district of Istanbul and
thus from 1790, opportunities to transition to establishment of the education
institutions in various districts in Istanbul and in Izmir. The small number of
people who knew Armenian grammar till 1820-1825 as well as the feature of
the school in Kumkapi to teach Turkish side by side the Armenian grammar in
1824, and by this naming the Istanbul Kumkapi School as “Ali Mektep
College” were significant steps.?? It was an indicator of Ottoman Empire’s
tolerance to Armenian minority that following the memorandum of Armenian
Patriarchate dated 1824, Armenian communities started to establish schools
and thus according to a statistics collected by Armenian Patriarchate in 1834
there were 120 Armenian schools of which 4 in Adapazari, 3 in Merzifon, 2 in
Manisa, 2 in Bafra, 2 in Kayseri, 2 in Erzurum, 2 in Egin and others in other
cities and towns in Anatolia depending on the Armenian population
concentration.

In addition, the existence of Nersesyan School in Haskdy with its 600
students in which all science and technology courses as well as an Armenian,
Turkish, French and Italian languages were taught is a typical example of this
[tolerance]. It was a great step that the enthusiasm for education among
Armenian community gradually expanded, the youth who went and came back
from Europe started to continue [their education] in Medical school and the at-

the-time newly founded Carkcilik Mektebi [Maritime college] as well as the

2 ibid.
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first Armenian Boarding College in Uskiidar named “Cemeran Mektebi” in
1838 was established.??

In the work of Osman Ergin (1977) titled Tiirkiye Maarif Tarihi post-
Tanzimat situations of the Armenian culture organizations and institutions is
stated as such?*: In the years following Tanzimat, expanding the doors of
Ottoman State colleges more [to minorities?] and thus benefiting from
governments services played an encouraging role [and] opportunities to take
cultural activities to anywhere in Anatolia through charities for schools was
expanded.” During the Tanzimat period, minorities exercised their rights to
education and schooling in which they could find the opportunity to express
themselves freely. “Tanzimat process and in general the modernization of
Ottoman state paved the way to the developments that would strengthen the
civil side of Armenian community.”?® In the years following 1839, there were
many reforms from military to architecture, from literature to art, and
Armenians played a vital role in this transformation. “These years were a
stunning period in which people who lived within the borders of Ottoman
Empire ceased to be subjects of the ‘padisah’ and turned into individuals
related to the state with citizenship relation.”?’

Ali Suavi (1839-1878), one of the intellectuals of the period, had a
special interest in education for foreign minorities living in the empire. He
highlighted that the control of the education of the minorities which he called
“Non-Muslim People” was not done sufficiently and this constituted one of the
main education issues in the country. According to Suavi who questioned the

rights given to minorities in the government, this lack of control was a

# ibid.
2 ibid.
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“historical” incident, a unique issue.?® In this period, it is questioned that
“Iinterest and attention paid to education of Ottoman state administrators and
military class was unfortunately not presented in regards to the education of
Muslim people. The reason for why non-Muslims education was that well was
due to the establishment and organization of their own education institutions in
the framework of the rights given to “foreigners”. As a result of this, Turkish
intelligentsia of Tanzimat period who noticed that the Muslim children which
constituted the majority/Ottoman’s main subjects received a worse education
than non-Muslim children and following [this period] the mindset which
formed around “victimization” and later turned into “xenophobia”, which we
will see further later, tried to build supervision especially on Armenian schools.

The interest of Ali Suavi on minority education concentrated on
Christian and Armenian minorities. With reference to Christian schools in
Istanbul, he referred in some of his articles to the science and education
activities of Christians and special minority susceptibility of Armenians
regarding their education rights. His article title “Ermenilerde Ulum ve Maarif”
starts with the identification that with their 150 thousand population Armenians
progressed [in] education and science more than the other peoples. According
to Suavi, there were 3 main reasons why Armenians progressed in education
and science: school book and competent (qualified having pedagogical
formation).?’ “Notable persons of Armenians established associations, opened
schools, translated and printed cooks and chose qualified teachers.”°

These identifications of Ali Suavi are identifications of the period
Armenians lived their own renaissance. From the second half of the 19th
century, the direct effects of modernization efforts in Ottoman regarding

constitution and education fields on Armenian community [shows that]

2 Dogan, 1980, p. 462.
2 ibid., p. 463.
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Armenians were a part of the modernization efforts.3! In this period, many
wealthy families both Turkish and Armenian started to send their sons to
Europe especially France and Italy, for education. These youth belonging to
Istanbul Armenian bourgeoisie brought back an “awakening” movement; too,
[this awakening] manifested itself not only in literature and press fields but also
in education. When the Armenian youth returned back to the country
accompanied by the education and social life they observed abroad, “frequently
meeting together at Muradyan Koleji, they discussed the ‘miserable’ life their
people lived through on the Ottoman soil. They were not happy about the
internal affairs of the state; they were not pleased as well about the central
governance of the people. The words of Odyan describe best of their
complaints.

In those days what the people had was a bad willpower, bad schools and an
old language. Like Young Turks, Young Armenians too constituted the engine
power of the period called Ottoman modernization and although it was
manifested in different forms they entered the same fight against the same
status quo.®

1840 is considered the beginning of the period in which Armenians leapt

forward in education in the Ottoman Empire. In the past 26 years, they opened
46 schools. Establishing schools was considered one of the main elements of
progress in education. Thus, education and schooling was not subjected to
tuition. * For the Armenian community, the 19th century was a period in which
the efforts towards modernization of education was intensified, the necessity to
raise the quality of education was discussed by Armenian intellectuals, In this
period in which beside enrollment increase in number and diversification of
schools gained momentum, by 1834 the number of community schools in

Anatolia reached 114. The most important of these schools was Cemaran

31 Karakash et al., 2009, p. 187.
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School (1838) in Uskiidar which was the first boarding school, Kevorkyan
School near (1810) in Bursa and Kayseri School. In the regulation of Cemaran
School prepared by Amira Bezciyan, there were significant subjects regarding
the applications of modern education methods as well as protection and
development of Armenian culture. For instance, it was asked in the regulations
to be attentive to only use Armenian at school and not to use foreign words.>

This sentence summarizes the sentiment of Ali Suavi regarding how
well the education in Armenian schools: “In Samatya School run by a private
community taught event English language, unfortunately this excellent school
was ruined in the Samatya fire in 1866.”%® The amazement he expressed by
saying “even the English language was taught” and the admiration he showed
by saying “this excellent schools” turned into a form of hostility in the parts
where he told how the policies for [these] schools needed to be.

Although education of Armenians in rural is not comparable to Istanbul,
Galata school is considered to be organized like “Darulfunun” (university)
Suavi who claims such central school would appeal to 340 thousand Armenians
in the country points out that in that case besides studying in the same location,
the school would also have a social function that the Armenian would be aware
of each other’s’ conditions.’” Ali Suavi who analyzed the function of education
as bringing Armenians together socially, includes number of newspapers,
sending students abroad, theater and art activities and translations of important
classical texts as outside of school indicators of progress of Armenians in
education. Ali Suavi’s identifications on this matter are as such:

Is there any bigger indication for the progress of Armenians in the matter of
proliferation of general education idea in their societies than that in 1283 only
in Istanbul 16 newspapers appeared? Considering that the first Armenian
newspaper in Istanbul ... emerged in 1255, in the span of 27 years 16

3% Karakash et al., 2009, pp. 182-185.
3¢ Dogan, 1980, p. 465.
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newspapers appeared which indicates how literate they are. In Istanbul 481 Muslims
only have 89 newspapers.*

Ali Suavi who states that Armenians had newspapers even in rural areas
also highlights that there were translations from foreign language and cultures
on science morality and history: “Especially from French Dumas, Victor Hugo,
Saint Eugeinsu and others’ texts...”>® Another arts that Armenians mentioned
[by Suavi] saying “they even have theaters in Beyoglu” eager to learn was the
science of medicine. A great deal of medical student raised in addition to them
they have well-known masters in science requiring talent such as painting and
embroidery. Ayvazevski still in Petersburg is a painter who acquired fame in art
of painting all over Europe. Their skills in architecture and engineering are also
undeniable. They build beautiful and strong buildings in Istanbul.* The
conflicts in the 18th century between artisans and Amiras [high government
officials] regarding the administration of Armenian school system ended with
transferring the administration after 1853 by Armenian Nation Regulation to an
Education Commission which is appointed by a special election. With this
commission, Armenian education system becomes bound by a central
supervision. According to Necdet Sakaoglu, that Armenians “after 1860s
slowly left community education behind and put the administration of their
schools under supervision of Education Ministry through an education
commission and to some extent tended to secular education™!' led to an
increase enrolled student number [and] towards 1900. “Student capacity of
Armenian schools reached 100 thousand.”* Islahat Fermani [Ottoman Reform

Edict] (1856) included the following significant articles:
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Muslims and non-Muslims were to be considered equal before the law,
testimonies of non-Muslims were to be accepted in courts. In addition, it was
forbidden to use terms that refers to insults towards non-Muslim people. All
nationalities were to be admitted equally to government services, schools,
military duty and taxes were to be collected equally and tax farming was to be
abolished. In other words, with this edict Muslim people lost the status of
“sovereign people” that they considered natural.*3

With Islahat Fermani dated 1856, in line with the understanding of equality of

the subjects before the law, the right for all non-Muslims who had the
necessary qualification to register all schools including the military schools. On
the other hand, with this edict, it was declared that any community was able to
open schools (vocational, commerce and other schools) appropriate for their
own culture and language however curriculum and teachers of these schools
were to be supervised by the council of education. After this edict, non-Muslim
subjects in the Ottoman Empire opened many private schools.* The number of
Armenian schools Istanbul which was 42 in 1859 raised to 51 in 1847. “In
Anatolia, there was 469 Armenian schools of all levels. By the way, one of the
distinctions of Armenian schools was that although there was no obligation
Turkish along with Armenian was taught and arithmetic classes were taught in
Turkish.”#

Thanks to their planned and programmed education system, Armenians had
education institutions that met what the day necessitated. As a matter of fact,
from the end of the 18th century, with the private schools which gradually
expanded education was freed from religion, education was dominated by the
modern understanding and libraries were established. Schools were in way
better condition than Muslim schools equipment and tools but also quality of
education.*

According to Zamaci, in a report dated 1894 schools in the province of Sivas

were exemplified and it was indicated that from the perspective of education
and orderliness the most excellent schools among others were Armenian

schools. “Administration of Armenian schools was of a commission consisting
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of people of community or wealth and [the schools] were free to encourage
education.”*’ The thing Zamac1 felt the obligation to highlight in her article in
which she sees Armenian schools as places of missionary activities and spy
schools was is that the “excellent” schools Armenians created with their hard
work and their interest in literacy:

Beside the activities of missionaries, the attitude of Armenian society towards
education and their perspective on the matter have a great part in that the
Armenian schools are excellent from all aspects. Because Armenians who are
hardworking and keen on literacy paid great attention to education matter. In
their capacity, they built churches and schools [and] supplied for their needs.
In that way, they aimed at protecting both these institutions and the national
self of their communities gathered around these institutions.*

However, we can liken this article published in 2009 which includes both

praise and critique to the Tanzimat period ideas and comments of Ali Suavi: To
struggle against these schools and to provide Muslim students better education
opportunities than non-Muslim students. In 17 March 1863, Armenian
Constitution in its final form was approved by Ottoman State in the name of
“Armenian Charter”. According to this constitution, the National Parliament
chooses the Religious Parliament from the list prepared by the clergy and
election of the Patriarch was subjected to the National Parliament. Still, the
Patriarch was considered as the president of the parliament and all institutions
and as the person whom the Padishah would deal with. “However with this
charter the process of the Armenians’ education movement being freed from
religion gains momentum. “In the third article of Armenian National
Constitution published in1863 what is required from Armenians to do about the
works regarding education was explained as follows:

The duties necessary of the nation is first and foremost to endeavor to meet the
cultural and material needs of the persons of the nation and later not to bring
shame and harm on the faith and legend of the Armenian Church. Later, to
give teaching and education that is likewise necessary for humankind to all
classes of boys and girls with [the principle of] equality, and fourth; to keep
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church, hospital, schools and similar structures and national charities
prosperous and proud and to raise their income appropriately and meet their
expenses as much as possible.>

Education Commission responsible for education within the body of the

parliament was also founded with this constitution. With this constitution,
Armenians became the first society which had a comprehensive and written
constitution in the Ottoman State. Krikor Odyan, Vahan Efendi (Hovhannes
Vahanyan) and Camic¢ Efendi who were the members of the commission
preparing the Constitution were also the member of the commission which
prepared Kanun-i Esasi [The Ottoman Main Law] announced in 1876.°!

After the establishment of the education commission in this period,
number of schools started to increase quickly. Getronagan School which is one
of the high schools still able to teach today and raised leading intellectuals of
Armenians of Turkey was established in 1886.°2 Additionally, Berberyan
School founded by the well-known pedagogue Reteos Berberyan in 1876,
Besiktas Makruhyan School founded in 1868 were examples of these. More so
in Anatolia, Sanasaryan School which was founded in 1881 in Erzurum and
taught seven languages and Yeremyan School founded in 1880 in Van are also
schools that came into operation in this period. “Local initiatives founded to
create a secular and modern school network, cultural associations” and
“Proliferation of Armenian as a community language”, as Somel indicates, are
other prominent developments after 1860. >3

Hobsbawm tells that after 1870 three dynamics emerged in many locations in
Europe [but] especially in France are directly related with legitimacy issue:

30 Zamaci, 2009, pp. 82-83.

St Karakash et al., 2009, pp. 187-189.
2 “Asg aresult of the Patriach Nerses Varjabedyan II, in 1886 meaning in the period
in which Armenian Enlightenment developed at its fastest pace, Getronogan School
with its 64 students most of which Antolian origin, in which besides the episcopos
Karekin Sirvantsdiant, the founder of Armenian ethnography, humorist Hagop
Baronyan and philologist Hrant Asadur gave classes was founded” (Karakash et al.,
2009, p. 188).
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“national education” concept and adoption of elementary school institutions as
the secular counterpart of education which was monopolized in the hand of
religious institutions till that day; invention of national holidays, ceremonies
and celebrations and construction of governmental and monumental buildings.
What was experienced in the Ottoman State should not be thought separately
from these.>*

In the articles 15 and 16 of 1876 Kanun-i Esasi the right of every Ottoman to
private or general education and the right of the state to supervise on all
schools were mentioned. “That way, private education freedom and protection
of the privileges of the communities were indicated.” On the other hand, in
1878 the right for non-Muslims to register in military college was once again
repeated but giving the reasons of disloyalty of Bulgarian and Greek officers
during the 1877-1878 Ottoman-Russian War military colleges closed their
doors again to non-Muslims.>

Before there were no new regulations in the field of minority education
with Lausanne, we can see the first cores against minority education
institutions in the opinions critical of freedom of Christian and Armenian
education institutions in the Ottoman of Ali Suavi, one of the Tanzimat period
intellectuals. Ali Suavi comments on the days in which Armenians progressed
on every matter as such: On the contrary to what the Westerners suggest on the
“Eastern Question” which is the current political issue of the time, Christian
minorities in the Ottoman are in such freedom (liberty) especially in terms of

the use of education right.*¢

More so, they are not supervised by the state in
such activities. What this identification means from the Ottomans is that the
problem keeps continuing despite any type ‘reform and progress’. In addition,
the empire had no policy till the foreign schools. To put it more accurately, the
empire follows a policy that condones any wish of the foreign schools. Another
significant point brought up with this is that there is an education war between

communities. Everyone, every nation had their own plan [and] make education,
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science and progress. [In the field of] education Ali Suavi reminds his brothers
of Islam that only one of these nations would pass forward. In short, who gets
the best of it will be the side who works more, who exceeds in education and
science.”’

With the consciousness of non-Muslims advancement in education war,
Ali Suavi is an important writer who could exemplify to show where the
oppressive mindset that we will see later gets their strength from as he
advocated for leaps forwards in education in order for Muslims to win the
education war while on the other hand he said that the policies practiced
needed to be more oppressive. He also worked as the principal of Galatasaray
High school and in this school had analysis on how Muslim student who
started their education in this schools could be more successful in comparison
to non-Muslim students who, according to him, were favored. In his writings,
Muslim students are the victims. “Foreigners” are far more advanced in these
lands than their own children and the way thing are going should be stopped by
introducing some regulations. The oppressive policies against non-Muslim
schools which starter to manifest themselves slowly in different forms after
Abdulhamid era started to form with [thanks to] these ideas.

It is important to say before everything else that representatives of non-
Muslims peoples formed the national consciousness in modern sense before
Turks. Armenians, as mentioned in the previous sections, was the first
community in the Ottoman that was governed by a constitutional law, in 1908
they had a 45 year long constitutional regime experience. Their concept of a
nation was based on specified community; whereas ITC [Committee of Union
and Progress] had no such nation base. “In the words of Niyazi Berkes,
Turkishness of the Jeune Turc came from the name the foreigners called them.

Otherwise, members of intellectual and high strata were still not Turks but
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Ottomans.”® However, ITC which got a say in the Ottoman administration
with Abdiilhamid II’s declare of the constitution, was not too late to “bring into
line” the different organizations they worked with pre-coup. Kolagas1 Niyazi
Bey who led the ITC forces in armed struggle in Macedonia revealed the
Turkism hidden in the Ottomanism ideology of the ITC as he said “This
country is ours and as long as there is [only] one Turk living on [this land], we
will not let anyone to be a master but Turks.”>’

The pressure politics of Abdiilhamid II which gradually toughened
between 1894-1896 significantly slowed down the education movements of the
Armenian community. In 1886, “Mekatib-i Ecnebiye ve Gayrimiislime
Miifettisligi”®® [the Inspectorate Administration of Non-Muslims and
Foreigners’ Schools] was founded as part of education ministry. Its duty was to
control non-Muslim and foreign schools and to observe their programs. More
so, teaching Turkish became obligatory and a Turkish teacher whose salary was
paid by the Ottoman government was appointed to non-Muslim schools.”®!

According to Selguk Aksin Somel, one of the distinctions of this period
was a period in which distrust of Abdiilhamid regime to non-Muslims
especially Armenians reflected clearly on education policies and “which was a
pressure period in which education directorate started to be created in rural
areas were in fact founded with the purpose of supervising Armenian schools,”
62 Somel also indicates that the priority for education directorates were on
Diyarbekir, Erzurum, Sivas and Van provinces and 1881 was a year in which

activities of Migirdic Portugalyan who indoctrinated students with

revolutionary and nationalist ideas in Armenian Central High School in Van

% Ergiiney, 2007, p.25.

9 ibid, p. 26.

60 Karakash et al., 2009, p. 191.
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62 Somel, as cited in Karakash et al., 2009, p. 191.
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attracted notice. On the other hand, the close control of the Ottoman
administration on schools manifested itself in canceling of gymnastics classes
with the worry of “secretly” giving military training and the ban on a
significant portion of the textbooks which included subjects like literature,
history and religion.®

Understood from a statistics, there were 81226 students of which 21713
girls in 813 Armenian schools in 57 provincial centers of Anatolia. 1884
teachers of which 1545 male and 539 female worked [in these schools]. Private
elementary and high schools in provinces, students in orphanages, public high
schools and students in Catholic, Protestant, Latin, American, German and
French schools were not included in these numbers. In case of adding the
number of the students in these schools, number for Armenian students in
Anatolia reaches 96822. Adding the number of students studying in Istanbul, in
the school year of 1901-1902, the number of Armenian students who spread all
over the Ottoman State reaches 104500. These numbers (even if they were
hyperbolic) show how well organized Armenians in the Ottoman state in terms
of education and culture.** According to a census conducted by the Patriarchate
in 1913-1914 school year, in those years there were 64 in Istanbul 1932 in
general in the Empire education institutions. These data found in the resources
published by Turkish researchers shows that only in Anatolia in 57
administrative zones in 813 Armenian schools there were overall 80 thousand
students attending schools. With Mekatib-i Hususiye Talimatnamesi [guidelines
for private schools] announced by the state in 1915, the state got the chance to
control community schools more closely. The guidelines originated in the need
to control non-Muslim and foreign schools more after the Ottoman’s
participation in the First World War in 1914. In the guidelines, it was written
that communities can only open schools in their own neighborhoods and

villages, in schools which teach in languages other than Turkish, Turkish,

6 Somel, as cited in Karakash et al., 2009, p. 191.

64 Bolsohays News, 2013.
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Turkish History and Geography classes were to be taught by Turkish teacher in
Turkish language and they were to be put under state control. The leaders of
the communities and related officials were to turn in all necessary official
information regarding the schools when demanded.® As such, for the first time
classes “Turkish history and geography” which will later on after Lausanne
continue under the name of “national history” and “national geography” and
Turkish classes taught by Turkish teachers started to be given. Later, with the
introduction of the obligation to have a Turkish head assistant to the principal
aside from the principal in every non-Muslim schools, these teachers (who
were appointed to non-Muslim schools, especially Armenian schools, in order
to control and collect all sorts of information about the schools but who were
also teachers as their secondary position) were perceived as agent teachers. In
the following sections, how the existence of these teachers reflected on
education institutions, how they affected, especially psychologically, other
teachers and students [and] what form they took today will be exemplified.
Interpreting these guidelines announced in 1915 as a form of source for the
problems in Armenian schools continuing today, it is important that it was
enacted for the first time.

The purpose of founding this inspectorate administration is to prevent harmful
activities of non-Muslim and foreign schools which are distant from all types
of control and move freely and control them. In this field, such precautions
taken or intended to be taken against foreign schools are positive indicators
presenting becoming conscious in education and will to modernize slowly
started.®

These controls which were deemed positive in Bayram Kodaman’s book

explains the predominant sentiment among Turkist circles starting with the
Committee for Union and Progress cadres. “That Armenians are internal

extensions of enemies surrounding us and that they want to take away the last

65 Karakash et al., 2009, pp. 192-193.
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45



piece of land we got.”®” “Maybe that is why the heaviest price was paid by

Armenians.”®

2.2. The Origin of Turcification Politicy: “Us” and “Others”

From its foundation, the Turkish Republic have pursued the goal of building a
nation-state and conducted its policies on the basis of this understanding. “The
Turkish nationalism that was re-defined by the Kemalist cadre during the first

years of the Republic” ¢

was in fact developed in line with the new unionist
mindset. According to Aktar’s argument, “New Unionism” had always been
present as a sub-stream under Kemalist Turkish nationalism.” ° Then, what
was the “Unionist” nationalist understanding which Kemalist Turkish
nationalism was abstained from at the beginning yet later on became in tune
with like.

Diindar (2008) in his book in which he takes into account the process of
Unionist Turkification and especially the demographic aspect of this process
attempts to analyze how “Similar to the history of humanity, the history of
Ottoman and Turkey has been subject to transformation in line with migration

movements”’!. Fuat Diindar in his book titled Modern Tiirkiyenin Sifiesi’®

finds it appropriate to call the masterful bringing together of the Turkification

7 ibid.

8 Ergiiney, 2007, p. 32.

8 Aktar and Ayhan, 2004, p. 42.
0 ibid, p. 41.

"I Diindar, 2008, p. 28.
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3 of this two-stroke policy of “ethnicity

“practical/application” phases’
engineering.” ’* During the period of the Ottoman expansion, emigration and
acceptance of safarads who were expatriated from Spain were the major
migration movements, and during the decline, immigrations and especially the
migration from the Caucasians were the major migration movements. With the
last Balkan migrations an ethnic homogenization period started, the CUP
(Committee of Union and Progress) of Macedonian origin gained the power
with the 1913 coup and thus opened a period of power in which the immigrants
were the determinants in the fate of the country. This would also be the case for
the Turkish Republic. In other words, Caucasian migrations provided
demographic reason and a basis for Islamic policies, so did Macedonian
migrations for Turkification policies.”

Diindar, who cites in his book that he aimed at looking into the
ethnographic studies, ethnic statistics and ethnic maps which was prepared by
the Unionists who executed the relocation and resettlement of millions of
people from one part of the empire to another like an engineering
accomplishment in light of the data gathered from the archives, [argues] that
the Unionists who made the ethno-religious communities living in Anatolia a

research subject, had resorted to this tendency not for an empirical knowledge

but to put their policies in practice in a “scientific” fashion’®. The data which

> Diindar construes this simaeltenous politics as two significant processes of the

Unionists, meaning, building knowledge phase and application of this [knowledge]
phase.

7% Diindar explains why he chose the words “ethnicity engineering” as such: [the
word] engineer drives from Arabic origin “hendese” meaning mathematics. At the
same time, engineer (miihendis) derives from Latin ingen, meaning war craft. These
two origins define the Unionist operation perfectly. Before antyhing else, it is used as
to tell that the Unionist operation is a mathematical operation and the Unionists
utilized relocation and resetllement not only as a tool of Turkification but also as an
instrument of war craft, a war strategy (Diindar, 2008, p. 32).

> Diindar, 2008, p. 28.

7 ibid., p. 29.
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the Unionists gathered had a very significant place in reshaping of Anatolian
population. “As Hobsbawm and Anderson mention, the censuses are one of the
most comprehensive operations of power on its people and have a significant
role in the building of the modern nation-state.” ”’ In fact, the period of
becoming a nation-state was started way before the establishment of the
Turkish Republic. The power comprising of the Unionists attempted to realize
the process of making a nation-state Vis-a-vis the domination which they
attempted to have on population.

It becomes clearer in Talat Paga’s notebook “Kara Kapli Defter” that the
Unionist Turkification is a statistical, a mathematical operation. In this
notebook in which the information on Armenian, Greek, Arab and immigrant
populations were recorded, incoming and outgoing populations for the ideal
population composition desired to be created in Anatolia was calculated.”®
“These population registers prepared recording the outgoing population on the
minus section and incoming population on plus section show that the
Turkification operation was performed as an ordinary mathematical activity.” 7

The origins of this mindset that considers people only as numbers and
which still continues today actually goes back to the Western population
policies which is based on science of statistics. According to Diindar, the
background of the operations in which the Unionists had resort to such

99 ¢¢

“mathematical reasoning” “can be taken back to the statistical anxieties which
underlies in the political impositions of the Western world on the Ottomans
from the 19th century.” 3° According to Diindar, the Ottoman rule which gained
its legitimacy through religion and the power of subjugation against the

Western mindset which imposed the participation of the Christian constituents

7 ibid., p. 85.
8 Diindar, p. 427.
7 ibid.
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in the government in the ratio of their population initiated the Ottoman
censuses through the reforms which were made under the Western compulsion.
“In order to make sure of the participation of the non-Muslims in the
government as equal citizens, the West subjugated the Ottomans into their own
statistical mindset.” 8! For the Unionists who added positivist mentality to this
imperial experience, being a religious and ethnic majority was in itself a
necessary and a sufficient tool of legitimacy. No doubt, at the same time this
was supported by the system and the conjuncture of the international relations
which did not make these power questions its ruling ability as long as it got the
majority.®?

According to Diindar who looks into the tools that the Unionists used
during the operations in trying to understand what constitutes the limits of their
nationalism, “Despite the prevailing color of civil nationalism in the official
realm, what really characterized the Turkish nationalism was ethnic
nationalism. Behind the discourse of “How happy is he who says I am a Turk”
of today’s nationalism”, for Diindar, there is “an ethnic dimension which
records origin and ethnicity and is put in place in the strategic positions in the
state or during critical periods.” 3

Then, how and in what direction did the Unionist politics which
operated against the non-Muslims evolve during the establishment of the
Republic? In order to try to understand the direction of the ideas of the state
regarding the minorities evolved and how it developed from the establishment
of the Republic to this day, we must inevitably look into how the Turkish

consciousness formed and were formed, where the limits of Turkishness started

81 “The quality among the Ottoman subjects was through ensuring the communities

to participate in the state along with their population strength. In other words, the
Ottoman parliamentary system was in fact no different than an ethnocracy which cared
for the participation of minorities in the proportion of their population, their
proportional participation to the state” (Diindar, 2008, p. 427).

82 Diindar, 2008, p. 428.
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and ended. Especially from the late periods of the Ottoman State, Turkish
ethnic identity was an identity that built and defined itself vis-a-vis “the other”.
After the Ottomans which included many ethnic identities and religions in its
structure, the cadre which was the founder in building a new nation-state kept
the Unionist leadership at arm’s length at first, but this distance gradually
disappeared after the first years of the Republic. Thus, “it became evident
shortly that the founding cadres of the Turkish Republic did not think
differently than the Unionist mindset when it comes to the non-Muslims in
general and the Armenians in particular.”%*

“Kemalism defines ‘us’ as “those included in the Turkish ethnic
identity”.®> The rest lays under the ‘others’ category. According to Aktar,
Kemalism which asserts that all ethnic groups who have been living in Anatolia
for centuries are in fact Turkish tries to contain them too in Turkish ethnic
identity through this method. Because the aim is to expand ‘us’, everyone
living in the country is declared to be Turks. 3¢ In situations where it cannot
achieve this structurally non-Muslims are categorized as “minority” or
“foreigner”.%’

Ayhan Aktar claims that as different from Gokalp’s systematization,
Kemalist nationalism changed the criterion for allegiance to Turkish national
community/Turkish nation by defining “having Turkish ethnic identity”, and

during the early years of the one-party era ‘us’ was defined as “those included

in Turkish ethnic identity” by the Kemalists. According to Aktar, once this

8 Ozdogan and Kiligdagi, 2011, p. 18.
8 Aktar, 2004, p. 101.

8 ibid., p. 102.
87 The situation Hannah Arendt defined as “the tragedy of the nation-state” is that a
nation-state regime which furnished its rightful citizens with a racial identiy once, and
as such undercut the law that is the substance of the state. Nation-State project cannot
build a republic; in every known example, it is destined to turn into a state of
emergency tyranny of bureacucracy as it dissolves into law (Hannah Arendt, as cited
in Berman, 2007, p. 31.).
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definition was institutionalized, the minorities who have been living in our
country by conserving their religious and ethnic identities were involved in the
category of ‘different / the other’.%

There are two dimensions to this understanding which were ossified
during the one-party era. First was to expand the diameter of ‘us’ by
considering all Muslim groups living in Anatolia as ‘ethnically Turkish’ and
second was to consider the non-Muslims whom it cannot realize as ethnically
Turkish due to historical/structural reasons de facto ‘minority’ or ‘foreigner’.
The policies of the Turkish Republic as a newly founded state applied to the
minorities were the policies for its survival and further development. This
discriminatory and anti-minority mindset nourished itself from exactly these
aspects. This is the reason why the policies which were developed on the basis
of the division between those included in Turkishness and not emerges as anti-
minority politics. Therefore, the history of Turkification politics is also the
history of the minorities in Turkey.

According to Baris, the non-Muslims living in Turkey, on the other
hand, thought that their life styles in the Ottoman Empire would continue in the
Republican period. In this new order in which they were no longer subjects but
citizens, they started living with more self-confidence. However, the reforms
the Republic was to make, policies for the Turcification of the Minorities
pressing on the minorities to leave their community life continued without
interference for years and the attitudes of the minorities manifested in support
of the Allied Forces during the National Independence were not erased from
the social memory. Indeed, these are the most significant indicators that the
lives of the minorities would not be the same.

Kiligdagr and Ozdogan say that the minority politics of the Republic, to

say the least, was based on threatening, intimidation, repression, assimilation

8 Aktar, 2004, p. 132.

8 Baris, 2007, p. 67.
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and attenuation.”® Indeed, as a result of this policy which was supported by
many practices like the Thrace Incidents in 1934, the practices of 1936
Declaration, 1941 Random Draft of Non-Muslims, 1942 Wealth Tax, 6-7
September 1955 Incidents, seizure of non-Muslim foundation’s property,
population and culture of non-Muslims, and in it Armenians, continued to
disappear throughout the Republic.”!

While the practiced discriminatory “minority politics” signals the
violation of equal citizenship rights with regard to non-Muslims, it also
indicates that due to both their sociologically religious and ethnic differences
and being considered as “threat risk”, they were not perceived as natural
elements of the nation. “This clearly pointed that: Non-Muslims were not
considered equal citizens.” °> Turks who constantly feel under threat, believed
they could be destroyed (by domestic and foreign forces) and were expected to
be always on alert and brave against these threats and built their identity on the
basis of some sort of a fear republic.

While conducting readings and research for this study in which I will
touch upon the process of how Armenian identity in Turkey was and is formed,
I noticed that this issue, meaning “the issue of building the Armenian identity
could not be distinguished much from the issue of building Turkish identity.
This mutuality was for sure a significant point which was necessary for me to
refer to in the attempt to understand the process of minority identity formation
process. This is in fact the reason why I chose the title of this chapter as the
Turkification politics and practices in connection with the minorities. I consider
all of this as different clusters which are blindly interdependent and which
simultaneously advance, transform, while from time to time vertically cut each
other also time to time blanket each other. After the Unionist mindset which

aspired to create Turkish consciousness in the nation-state building process and
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population operations, the history of which paths the non-Muslim communities
who had a really different structure in the Ottoman period passed on is also the
history of the building of the “Turkishness”/Turkish nationalism/Turkish ethnic
identity process.

The discourse, which remains almost intact in today’s Turkish Republic
includes ascriptions like “minority/other/foreigner/enemy/non-Muslim/trouble-
maker/secret agent” and is accustomed to perceive these elements as a threat to
itself, manifests itself in various ways in our country through both actors in the
political arena and social movements or through behaviors reflecting on public
space. The primary groups that this understanding which always needs an
“other” for the continuation and maintaining of Turkishness damaged the most,
for this reason, has been the non-Muslim minorities. The evaluation below
made by Ohannes Kiligdagi in Agos Newspaper in a recent newspaper column
is one of the main themes to be referred in this study. According to Kiligdag,
Turkey is a country which requires re-builing every single day. Every state and
nation, especially the nation-states, is partly like this. They have to reproduce
the values, the assumptions, the practices that they are based on. Central
national education, military, media exist for this. According to Kiligdagi, the
main question is, “what is the will of constituting a nation in Turkey” and
“what kind of a collective psychology does this will depend on”. The answer to
these questions is no doubt multilayered. However, one of the most distinct
characteristics is that Turkey has been in a constant birth, in an establishment
crisis. The minds could no way exceed the knife edged situation between
existence and non-existence. That is why it is frequently said that “the
Independence War is still ongoing...From this perspective, Turkey has not been
freed, has not been established. Turkey is a ‘Never land’, ‘non-existent
country’. Every morning its existential anxieties get refreshed, it lives all day
with the worry whether or not it will reach the evening, for this reason it is
aggressive to its surroundings. According to Kiligdagi, the dialectics of the

issue is that this anxious aggressiveness moves other potential violence against
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Turkey, and at last this strengthens Turkey’s anxieties and creates a vicious
cycle.”

Why does Turkishness or any identity (identification) always require a
foreigner, minority, other? Because its own existence depends on the other’s
existence. If we think through Hegelian®* dialectics, when two consciousness
face each other, an existential war starts, however with that war starts the
process of being aware of their own consciousness. If we consider the fear of
annihilation, the anxiety created by the idea that there are internal and external
forces that always wish to annihilate them as a form of false consciousness, in
fact Turkishness can never set itself free” either. A Turkishness created in this
way for sure would turn in to a “paranoid despot”. While the “paranoid despot”
tell the “schizophrenic machine” “I will not let you be”, the schizophrenic
machine responds with “let me be”.”®

“Because its survival depends on the death of the victim; however the
victim can die once but it has to continue living, its existential energy should
be replenished. It finds itself in an endless dilemma.”” On the relationship of
Armenianness with Turkish identity, in the same article Ohannes Kiligdagi,
with an allegorical tone, attempts to explain the situation in which the Turkish

Republic with this mindset comes to the grave of its victim, brings the victim

% Kiligdagi, 2016
% cf. Hegel, The Phenomenology of Mind, 2003.

% cf. Hegel, The Phenomenology of Mind, 2003.
% It looks easy to differeentiate schizophrenia and paranoia in its lingustic and
phenomenological senses. (even the forms of paranoiathat are called paranoid): “leave
me alone” of schizophrenia and “I will leave you alone” of paranoia, the combination
of the signs in paranoia, mechanical arrangments of schizophrenia, the large paranoid
communities and small schizophrenic crowds, the plans of reactional wide integration
in paranoia and active lines of escape in schizopjrania, all of these sit on different
platforms (cf. Deleuze, Two Regime of Madness, 1998).

97 Kihgdagi, 2016.
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out of its grave and kills it again and again, and imprison itself inside a vicious
cycle.”®

It wants its victim to both die and live, it wants its victim to live so that it can
kill it again. That is why it looks for, finds ‘the Armenian” in everything, it
creates ‘the Armenian’ everywhere. Every threat to it shall be “Armenian” so
that it can kill it, torment it with inner peace...Even if there is not one single
Armenian on earth, no doubt the Turkishness would create it.”

Jenny White in her work Miisliiman Milliyetc¢iligi ve Yeni Tiirkler questions

how Turkish nationalism and Turkish identity is shaped, what it means to be a
Turk, how the discourses about Turkishness are materialized and while she
assesses the role of limits and purity of Turkish identity in its reproduction, she
tries to show the effort to “similarize” the population against the “enemy”
definitions and its fear of border transgressions and how it keeps the taboos
alive. According to White, no matter what category it is in, any nationalist
develops a self-representation strategy which includes certain knowledge about
Turkishness in relation with historical narratives explaining Turkey and
Turkishness. Because these main components of Turkishness are moved by
nationalist leaders and their followers in political community, they may get in
conflict with each other, coincide with each other or change in time. What is
striking is that from the early years of the Republic the main element which
bonds the Turkish national identity has continued in a quite consistent
fashion.!® Then, how did this continuation hold on? In the following sections
of this chapter, I will attempt to explain both how this continuity was possible
and how the components of this continuity one interlinked with minority
politics.

Building the identity of Turks vis-a-vis the other is like a wrap that
covers every issue in the nationalist history of Turkish Republic. Any ethnic

element outside of Turkish ethnic identity is considered as an element that
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taints the purity of Turkishness and profanes it. “In Orthodox Kemalism’s
understanding of the nation, being a Muslim is considered as a main element of
Turkish blood, and solidarity is envisioned as the unity of the blood and the
race.”!?! This understanding is paired with a severe fear of disintegration of
unity and thus of the national unity. Therefore, the society becomes a product
of a sentiment of constant threat.”!%?

Kaya conveys Kymlicka’s ideas about minority nationalism in the
article “Avrupa Birligi Biitiinlesme Siirecinde Yurttaslik, Cokkiltirliiliik ve
Azinlik Tartigmalari:Birarada Yasamanin Siyaseti.” Will Kymlicka defines the
minority nationalism as a universal phenomenon and he makes a significant
distinction regarding the forms of the state response to the minority demands
both in Western and Easter Europe. Kymlicka, argues that in Western Europe
the national minority demands are considered as some sort of justice and
equality pursuit, whereas in Eastern and Central Europe they are viewed in
relation to national security being threatened. While in the West, the aim is to
find a more or less fair conciliation point for both the majority and the
minority; in the East the aim is to prevent the minorities to become a threat to
the existence of the state or territorial integrity. !> “As it is evident here that
there is a huge difference between the two perspectives summarized above. On
the one hand the discourse of right and justice, on the other hand the discourse
of loyalty and security.”*** After making such a comparison, Kymlicka
indicates that the justice discourse is no doubt preferable than the security
discourse and asserts the idea that it is possible to export the Western model to

the other countries. ' The examples Kymlicka gives in his works are mostly
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concerning Eastern and Central European states and national minorities. From
the perspective of the relations between the minorities and the state, it is very
well possible to make a connection with the examples that Kymlicka gives and
the example of Turkey. It is possible to say that there are multiple similarities
between the tendency of Turkey to govern the cultural, ethnic and national
diversity and the tendencies apparent in Eastern and Central European states.
16 While the discourse of loyalty against the minorities was predominant for
long years during the Ottoman era, with the initiation of the process of
becoming a nation-state, the discourse that considers the minorities as a
national threat overlaps with what Kymlicka signals as security discourse, too.
Similar to Eastern European states, there is a strong tendency of Turkey
to evaluate the demands voiced by the ethnic and national minorities in relation
to security and to lie heawy on the discourse of national security. “Turkey in
fact has a long history in terms of making various subjects like Kurdish issue,
Cyprus issue, political Islam, minority cultures and EU membership a security
issue.”!%” All these matters can be evaluated by some groups in military and
political institutions as a matter of national security and a chain of threats

against the national security and unity.!®

2.3. The History of Turkification Politics is also the History of Minorities
in Turkey

The treaty signed in Lausanne after the Independence War constitutes the
source of the concept of majority, minority and identity which have prevailed
till this day in the Turkish Republic. In fact, it can be argued that the Lausanne
Treaty negotiations were the place in which historically later founded

republican regime’s main principles were determined to a certain extent. In that
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sense, it is necessary to indicate at once that the relationship with the Lausanne
Treaty falls way behind the current stage today in regards to human rights and
minority rights. In Lausanne, the most significant principle which Turkish
delegation adopted in defining the minority was the principle that in the
Turkish Republic, similar to the Ottoman state, there were three minority
groups (Armenian, Greek and Jew) and legal rights of these groups were to be
protected. Persons who belonged to these minorities were to have the equal
rights with everyone as the citizens of Turkish Republic.!?” Since the Lausanne
Treaty was still molded with the mindset which sees non-Muslims as a threat to
the national security, many articles which intended to protect the rights of the
minorities were not de facto implemented.

Although the identity of the Turkish Republic was built on Turkishness,
instead of what this concept entails, how it needs to be interpreted, defining the
characteristics of those who belong to this identity, it focuses on those excluded
from this identity. Within this context of nationalist approach, non-Turks are
left outside of definition; when it comes to [the question] who is a Turk, the
definition adopted in the early years of the Republic is formed in accordance
with cultural nationalism as in those who speak Turkish language and share
Turkish culture. Although this definition theoretically raises the chance for all
Muslim and non-Muslim minorities in Turkey to be included in Turkish
citizenship and to adopt the Turkish identity, the stratification which existed in
relation with religion as the main category in the Ottoman state re-crystallizes
and rises to prominence. Thus, the Turkish identity becomes an exclusive
element instead of a unifying component and although the state adopts the
secularism principle, in addition to Turkish identity Muslim-Sunni sub-identity
becomes active in the social structure. ''°

According to Aktar, Taha Parla brings up two faces of the Kemalist

nationalism. One of these is a defensive, equalitarian, ethnically diverse,
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cultural understanding of nationalism. Second is an understanding which is put
in practice especially against non-Muslim minorities and in which “ethnic

»H1 characteristics of Turkish element is

sovereignty-exclusivity-exclusionism
put forward. Minorities who became the target of the second understanding
have remained as citizens who were considered as ‘conditional’, ‘limited’,
forgotten’ and ‘after all not one of us’ in the Republican Turkey. “Marsel
Franko in his writing names the condition characterized by ‘being forgotten’ as
‘half citizenship, being a guest’ and ‘Civil Code Turkishness’.”!'> The
reflection of ethnic nationalism which emerged after the first years of the
Republic when the cultural nationalism was active on the definition of
citizenship also develops in the same context: “Although re-defined minorities
have legal and political rights in theory, in practice they can fully benefit
neither from these rights nor the newly emerging social rights.” 113

Then, what kind of policies did the Kemalist founding cadre apply
against “the minorities/internal forces” who were considered as a constant
threat by the society and how did these politics constantly repeat themselves in
the Turkish politics without slowing down after the one party era? What is the
connection between Turkification politics and sanctions practiced against the
minorities? Aktar in his work defines the political practices shaped around the
hegemony of Turkish ethnic identity as “Turkification policies”. According to
Aktar the intention of these policies was “from the language spoken on the
streets to the history learned in schools, from education to industrial life, from
commerce to state personnel regime, from private law to settlement of the

people in certain regions in every dimension of the social life domination and

reassertion of Turkish ethnic identity.” ''* Every action and effort conducted
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with the aim of Turkification in this sense at the same time and inevitably has
become an ‘anti-minority’ politics. To see what ‘us’ and ‘them’ consists of, how
they are defined carries the tips of what kind of a nationalism predominated
during the first years of the establishment of the national state in Turkey.
Kemalist nationalism in which belonging to Turkish national identity is only
through being included to “Turkish ethnic group” is different in that sense from
both Gdokalp and “Empire nationalism” of the Sultan Abdiilhamid II era. This
difference emerges in many places where Kemalism is felt.!!®

With the Resettlement Law which was passed in 1934, Kemalist cadre
Turkified its ethnic policies further. The Armenians in the central Anatolia were
exiled to Istanbul already before the Resettlement Law. “Later, the exile of the
Thracian Jews to Istanbul, too, is one of the most striking examples of
minorities put to forced settlement...”!'% According to the second article of the
law, minorities who did not feel devoted to the Turkish culture were to be
subject to resettlement to ensure assimilation. With article 11, “Internal Affairs
Ministry was given the authorization to subject the minorities whose first
language was not Turkish to resettlement due to cultural, military, political or
social reasons.”!!” During the incidents known as 468 Trace Jewish Incidents,
[which occurred] two weeks after the Resettlement Law had passed, there were
attacks on houses and shops of the Jews, women were raped, those who would
not leave their place were threatened with death. After these incidents, Jews in
the Thrace escaped to Istanbul. The economic dimension of the Thrace
Incidents was explicated by American Consulate officer Charles E. Allen in his
report prepared for the situation of the minorities in Turkey in 1938 as such:!'!8

“Throughout the history the Turk learned that there is no better way than
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relocation in order to led up debt and confiscate the property of valuable
goods.”!?

Beside the settlement policies, Turkification measurements in cultural
and economic realms were continued. With enlisting of non-Muslims in 1941
and later with the Wealth Tax Law which was raised in 1942 and which can be
considered as a form of deportation law Turkification policies had gradually
became more poignant. The seemingly liberal minority policies which CHP
followed since 1946 was in fact determined only in regards to foreign politics
and party tactics. As a matter of fact, there is a secret expert report which
shows clearly that in 1946 the ruling elites of CHP did not consider non-
Muslims as Turkish citizens and which include strategies of the state to
definitively deport this section of the population. In this report, Turkish
nationalism was defined as a unity of language, culture and ideal, at the same
time, it was expressed that non-Muslims had not felt devoted to any of these
principles and thus they had continued their community lives without the
intention of integrating with the Turkish culture. “This attitude of non-Muslims
were based on the lack of a historical bond with the Turks as they contributed
neither the establishment, nor the advancement and nor the defense of the
Ottoman Empire.”'?® Minorities like Greeks who were in the position of
bringing their own state forward preferred to have a connection with their own
nation-state instead of showing loyalty to the Turkish state. Every attempt of
the government towards unification had failed. “Non-Muslim minorities
showed no imminence to Turks and although partially they still could betray.
According to this report, expecting these groups to carry through the party
principle of language, culture and ideal unity with Turks was “to ask for the

impossibility."!?!
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Therefore, the “problem” could only be solved with forcing the non-
Muslims to migrate outside of the country. According to the report, 90 percent
of the non-Muslims had lived in Istanbul and constituted “an urgent problem”.
However, before moving forward to the solution of this problem, the rest of
Anatolia needed to be cleansed from non-Muslims. As a result of the
population exchange, there was no Greeks left living in Anatolia. The
Armenian issue in Anatolia appeared to be solved thanks to the deportation in
1915. However, because there was a tendency of rise in the numbers of the rest
of the Anatolian Armenians, they needed to be first moved to Istanbul. In
Istanbul, it needed to make it easy for the non-Muslims to migrate abroad, to
prevent their access to economic and financial resources here, for example it
needed to be avoided to employ them in state enterprises. According to the
report, the main problem was constituted by the Greek minority: “In Istanbul,
we should take serious precautions especially against the Greeks. In this sense,
there is in fact only one sentence to say: till the 500. Anniversary of the
conquest of Istanbul, there should not remain one single Greek in this city.”!*
Politics practiced for Turkification “reached its peak point of discrimination
with the enactment of the Wealth Tax Law and right after its enforcement.”!?3
In 11 November 1942, the Wealth Tax Law with the law no. 3305 was enacted.
“During the time the Wealth Tax Law, which was annulled in 1944, was in
effect, 53 percent of the collected 315 million liras was taken from the non-
Muslims.”'?* “According to some data 1400 and to other 6-8000 people were
sent to working camps.” 1%

This law which caused a major replacement of the assets of the non-

Muslims in fact became one of the major pillars of Turkification of the
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economics. Turkish bourgeoisie created itself on the basis of the wealth of the
non-Muslims. “Although enactment of the Wealth Law meant the violation of
the minority rights settled in the Lausanne Treaty, not one single Western
country which was a party to the Treaty protested the discriminatory practices
of the Turkish government.”!?® Minorities were left alone in their pursuit of
their rights. “In comparison with the other discriminatory regulations, the
Wealth Law caused a pretty much loss in confidence of the non-Muslims.
Therefore, the hope that the non-Muslims would be treated as equal citizens
with the establishment of the Republic diminished to a great extent. This
practice was followed by a great wave of migration of the non-Muslims.
“Especially following the two years (1948-49) of the establishment of the
Israeli state approximately 30000 Jews migrated to Israel.” '?7 “However, the
migration abroad was not limited to Israel. The table showing the quantitative
distribution of Turkish citizens between 1927-55 who were categorized in
accordance with their religions shows the critical fall in Christian and Jewish
populations.”!?®

After the election victory of Democrat Party in the spring of 1950, non-
Muslim minorities hoped that the liberal politics of the new government would
also bring a more democratic attitude for the minorities of the country. A series
of measures taken by the DP were also the indicators that the state elites
approached the aforementioned minorities with quite tolerance. However, the
air of happiness created by the relationship between non-Muslim minorities
and the DP administration which appeared improved at first left itself later to
the understanding that the view of the DP on the non-Muslims was not much

different than of the CHP.'?® With the Turkish offices making the activities of
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the non-Muslim communities harder, similar to the past the non-Muslims
began to be treated as second class citizens. Simply, the liberal minority
politics followed by the DP since 1950 appeared just as a display created with
the calculations of foreign politics and party tactics. Aggravation of debates
regarding Cyprus in 1954 completely depleted the good faith of the DP
government for the non-Muslims.'°

Minorities underwent through Turkification politics in various forms up
to today. The history of Turkification starting with the Turkification of
economics and bureaucracy to Turkification of language, from Turkification of
cultural and educational institutions to settlement politics, from “Thrace Jewish
Incidents” in 1934 to forced migration of Armenians between 1929-1934, from
“the Campaign of Citizen, Speak Turkish” during the 1930s to non-enlistment
of minorities in the military in 1941, from collection of “Wealth Tax” from
non-Muslims in 1942 to “6-7 September Incidents” and to Cyprus Issue is for
this reason is the history of the minorities. This history is the history of

injustices against the minorities.

2.4. Turkification of Education: Government Policies for Minority

Education Institutions

The role of the education institutions was significant in building the state of
Turkish Republic on an ethnic base in the framework of the nation-state as a
political/ideological model.!*! “During the first years of the Republic, while
education was imagined as a tool of raising good citizens in the process of
building the nation-state, the responsibility of the state in this field was more
emphasized.”'*?> “The homogenization of society and gathering everybody

around the Turkish nation became the main purpose for the founders of the
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Republic of Turkey.”'** “Many instruments were used to homogenize society
and gather people around the Turkish culture, education being one of the most
significant instruments.”!** That is why, one of the main reforms of the young
Republic was the fundamental transformation of in the field of education as
one of the most significant tools.

Education has always been at the intersection of politics, culture and economy
in the society and played a significant role especially in the building processes
performed in this field by the nation-states. More so, education, thanks to the
intersection points in these fields, has been a process which produced and
reproduced the social.'

The main focus of education in the 19th century was how to understand and
dissolve the differences in the society which was organized around the nation-
state.!*® This process of transformation which can also be described as the
nationalization of education aimed at homogenizing the Turkish people in the
nation-state. In the newly founded Turkish Republic the minorities in the new
country built on the basis of nation-state model in which Turkish language,
Turkish culture, Sunni-Hanefi Islam belief were at the center, [minorities] as
multilingual, diverse ethnic and religious identities were considered as a threat
to the ‘indivisible unity of the nation’ and met with different policies than the
Ottoman Empire era.'’’

In the Ottoman Empire era, non-Muslim minorities had the right to
establish and administer their own educational institutions. However these
rights were started to be limited before the establishment of the Republic. The
mindset that viewed the minority schools as homes of missionary activity and

agent schools started to make same changes on these rights.
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Before the Independence War, the schools of non-Muslim minorities
living in the country had a different position than the other education
institutions with their internally established order. However the first clue
regarding that this situation would not continue as was hidden in the answer
The Minister of Education Hamduallah Suphi Bey to a journalist asking the
question what he thought of the non-Muslim schools. He explained in no
uncertain terms that the future for the minority schools was dark:

As known in our county due to really painful and really bloody events,
non-Muslim schools cannot continue to serve as political propaganda centers.
Considering the generality of these schools, as long as they remain by the
hands of committees which generate centrifugal movements which incite
directly every day the conflict between the children who belong to different
elements of the country, consenting to their existence would mean to free a
subversion organization founded against the security of the country. We will
enforce the maximum stipulations of control in order to forbid non-Muslim
schools from these activities.'®

It is clearly evident in this statement of The Minister of Education
Hamdullah Suphi Bey that non-Muslim schools were considered as an element
of threat to national security, a movement, a propaganda tool. The Ministry in
1922 started the applications of their first sanctions after this statement by
declaring that the existing Alliance schools could continue their activities
however they would not be able to open new ones. It is also striking that during
the constitutional debates regarding the Citizenship Law in the same period
there was no mention of non-Turkish Muslims. Clearly, the new Turkish
identity was to include ethnically non-Turkish Muslims” However, this identity
would not include the non-Muslims. The proposition of the Commission of

Citizenship Law stating “Regardless of religion and race difference, the people
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of Turkey are called Turkish.” was criticized by Parliament member Hamdullah
Suphi Bey in reference to the non-Muslims in the country'*:

First, accept the Turkish culture [addressing to non-Muslims (author’s note)].
Then we can call you Turkish. But you keep emphasizing on the difference in
language and religion and existing separatist tendencies. Then you come to us
and say ‘Consider us as Turks’. If you keep opposing like this, I cannot do
anything for you. Because, I don’t believe your sincerity.'*

From this speech, it was asked by Hamdullah Suphi Bey from minorities [not]

to emphasize their language and religion differences, thus in short, to disregard
the main elements that make minorities themselves and to dissolve under
Turkishness.

Regarding the opposition of PM Celal Nuri Bey about what would be
the situation for Jewish, Armenian and Greeks if they were not to be granted
citizenship [and] with the proposition of PM Hamdullah Suphi Bey, article 88
was changed as such: “Regardless of religion and race difference, the people of
Turkey are called Turkish by citizenship.” The inscription “by citizenship”
added to the article of the changed law is an indicator that they considered
minorities as ‘so-called citizens’. The meaning of this change is that although
the non-Muslims have the same citizenship rights and duties before the law,
they are not considered as Turks in the public.

Therefore the newly passed Citizenship Law does not consider non-
Muslim minorities as Turks. This would mean that it chose to consider them as
foreigners. The consistency between this law and the sanctions against
minority schools also explains why they view minority schools as an element
of threat which grew through “xenophobia”. Minorities are internal forces and
minority schools are the homes of activity which would hurt the indivisible
unity of the nation. With this discourse, The mindset that created the
Turkification politics which turned into anti-minority policies would manifest

itself in both political and social lives by constantly assuming different forms.
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The right to establish and administer their own schools for minorities during
the Republican era was secured with Lausanne Peace Treaty signed in 1923 by
the Grand National Assembly of Turkish government and the Allied states.
The Third section of the Treaty titled “Protection of the minorities” includes
certain regulations regarding the protection of some rights of minorities
including the education rights in the newly founded Turkish Republic.'*!

With the Law of on Unification of Education passed in 3 March 1924, all

schools were connected to Maarif Vekaleti in which is later called as the
Ministry of National Education, With this law, the dual structure of “school-
madrasa” was terminated. While the unification of education and teaching
abolished the duality between religious and secular education institutions, at
the same time, it also abolished the multiple education authority between the
schools established and administered by Muslims, non-Muslim local minority
and foreigners and it connected all schools to Maarif Vekaleti [Ministry of
Education]. '#?

The new system which also brought the centralization of the curriculum
gave all the authority to the Ministry of National Education [MEB] on issues
like which classes would be taught in minority schools, which curricula would
be followed, in which languages the classes would be taught and from what
origins of teachers would teach the classes.'** Today, the effects of this decision
have become the source of the problems of minority schools which are
gradually closing down. One year before the Unification of Education, the
decision of about the language of education and about the ethnic origins of
teachers was made. Also, the salary of minority teachers was not to be paid by
the Ministry of Education.

Later in 1923 the Board demanded that all classes in all minority
schools would be taught by teachers of Turkish-origin, that Turkish, history and
geography classes would be taught in Turkish and again these classes would be

taught by Turkish teachers assigned by the Ministry instead of teachers
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belonging to minorities. “The salary for these new teachers would be higher
than their equivalents and despite all the opposition, they were to be paid by
minority schools instead of the Ministry of Education.”!** In the same
institution, one teacher was to be paid more than his colleague who had no
difference than himself other than nationality [origin]. Additionally, although
41st article of the Lausanne Treaty mandated the state to support the minority
schools financially in practice this was omitted altogether. While the non-
Muslim schools expected financial support from the state after Lausanne, they
met with an opposite practice. Many schools started to close down due to
financial hardships:

[The newspaper] Tercumani Hakikat [The Voice of Truth] which reminded
that during the Independence War Jews and Armenians made a lot of money
on the expense of Turks found it very appropriate that salaries of the teachers
were to be paid by minority communities. Two prestigious schools belonging
to Greek community had to shut down as they could not pay the salaries of
Turkish teachers for a few months. !4

After about a year over this decision in 1925, Prime Minister Ismet Paga gave a

speech in Teacher’s Union. With this speech which reflected clearly the
national education philosophy of the Republic declared the end awaiting
minority schools:

We want national schooling; what does this mean? We would understand it
more clearly in comparison to its opposite. If they ask what the opposite of
national schooling is, we can say, maybe it is religious schooling or
international schooling. The schooling that you will give is not religious but
national, not international but national. This is the system... Our schooling
will be ours and for us... In this monolith, foreign culture should all be
dissolved. There cannot be other civilizations in this national body. !4

At the end of this speech, Ismet Inonii talked about what kind of duties he had

given them and how teachers of the system should educate the generations with
national schooling.

Here we offer openly to those who see themselves belonging to other
communities other than the civilization of Turkish nation: they shall be with
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Turkish nation... This homeland is of this only nation and nationality. We are

not saying this as a matter of speech. This policy is the whole life of this

homeland... This is the general aim of the system that we call schooling.'*’
This speech became an early warning of Turkification politics that were to be

put in practice by Board of Education for minority schools. In 1925, a circular
letter regarding minority and foreign schools was published. In this
memorandum, it was declared that Turkish, history and geography teachers
needed to be Turkish.!*®

According to Giilpinar, The Turkish Republic which took place in the
arena of history as a late nation-state approached education from an
“authoritarian pedagogical” perspective and today it tends to continue to do so.
In fact, for Giilpinar, if we speak in hyperbole, the history of the Republic itself
is the history of pedagogy of its people in the process of building the ideal
nation. From the late period Ottoman reform attempts to the date, the
nationalizing and civilizing projects were formed not on the basis of popular-
democratic demands of the masses and classes but mostly on the basis of
burecaucratic Weltanschauung (worldview) and in relation to its official
culture.'#

The role of the Turkish national education system in providing the
national unity was really significant and it tried to create a xenophobic
curriculum. While on the one hand intervened with the education in minority
schools, on the other hand it was building its national education on the basis of
this opposition: “The clearest source of information about a nation or what
characterizes the members of this nation is its education system. Till very
recently, Kemalist nationalism was taught in the curriculum and textbooks as a
culture fearing and suspecting from outside. Ideal nation is homogenous and
ruled by the state which provides order and unity. Cultural amalgamation and

hybridity is perceived as a threat to the state. Since the Turkish-Islam Synthesis
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out in practice during the 1980s, the school curricula, too, emphasized the
organic relation between Turkishness and Sunni Islam.”'>® Till that day, the
textbooks suggested one ideal: national unity and solidarity [and] integrity,
meaning having one voice. Raising different voices meant disorder in society.
Kenan Cayir writes that the concept of the nation in the textbooks “does not
include differences or tolerate them”. National culture is framed as something
absolutely frozen and unchangeable. The education itself was defined narrowly
aiming to provide the necessary consciousness for protecting the national
culture and “being vigilant to the inside and outside threats. There was no
space left for any other opinion on any other issue. 1°' From 1926, there were
many decisions one after another to ensure the creation of the “full Turk”.

In 1926-1927-1928 many changes like these followed one another.
There were decisions teaching that courses like physical sciences, mathematics,
history which were previously taught in French now to be taught in Turkish
that the first languages of the persons who would be teachers in foreign
schools should be Turkish that Turkish teachers were to be assigned by the
Ministry of Education and teachers to be chosen from Turks and those who had
the national sentiments. From that point on in these schools it was going to be
emphasized to learn Turkish and absorb Turkishness as the most important
thing in order to ensure the formation of the pupils’ identity will to the model
of the “full Turk”.!>

In a short span of time, classes which were to be taught in Turkish and
teachers who were to teach these class were made the tools which would carry
out the ideology of the system into the minority schools. “With a memorandum

accepted in 1926, it was asked the teachers of the classes taught in Turkish to
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be chosen from the persons with a national sentiment.” '>*The new system did
not forget to make changes for the minority teachers who were deemed as not
fit to the description of the persons with national sentiments. “In 1927, it was
asked from all the teachers working in the minority schools to take a Turkish
language proficiency exam and those who failed were discharged. !>

In 1945 with the foundation the Democrat Party, Turkey entered into
the multi-party system and attitude towards the minorities started to change
towards in a slightly more tolerant direction in the contentious context of
multiparty life. The constituency in Istanbul consisting predominantly of non-
Muslims played a great part in this. For example, with entering into the
multiparty life, “certain limiting regulations in minority schools were ended. In
1948, in Jewish schools Jewish religion and history education could be given.
The regulation in place since 1937 which necessitated control of minority
schools by an Internal Affairs Ministry official was abolished in 1949. Media
had clearly less interest in “failure” of Turkification of minorities.”!>> “In this
new era, CHP leadership criticized the racist politics of the fascist regimes and
was attentive to differentiate Turkish identity politics with these ideologies.”!®
“However, despite all these efforts to aspire for the non-Muslim votes, in 1946
elections almost all non-Muslim constituencies voted for the Democrat

Party.”157
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2.5. Demographic Change and Closing Down Minority Schools

Closing down the schools and the constant drop in student numbers became
more evident after Resettlement Law and Wealth Tax.

It is necessary to understand the closing down of the schools due to
various hardships through schools being shut down. Because minority schools
did not want to close down, in the simplest sense, they had to close down.
However here again I would like to say “been closed down” instead of “had
to”.

After the establishment of the Republic, while schools belonging to
many communities were closed down, only schools in Istanbul, Goék¢eada and
Bozcaada remained open from the schools belonging to Armenians, Greeks and
Jews. In the majority of these schools it was seen that populations of Armenian,
Greek and Jewish living in the country thus in relation to that number of
students attending to minority schools has been reducing from year the year.
Beside the practices, the laws enacted and many bureaucratic limitations put
forward as a part of the Turkification politics as we tried to give various
examples above, minority schools had to shut down due to authoritarian and
restrictive practices which changed frequently in relation to foreign politics,
especially the Turkey-Greece relations.

While in the school year of 1923-24 there were 138 minority schools in
the country, in the school year of 2001-2002 this number dropped to 22. 16 of
these schools, which all located in Istanbul, belongs to Armenians, 5 to Greeks
and 1 to Jews.!%

Due to a series of changes in the process before the establishment of the
Republic, the minority schools which were considered as barriers before

building the desired new nation-state based on Turk-Islam synthesis started to
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lose their (limited) autonomy during the Ottoman Empire as well as their
differences and identities.'>’

One of the main factors of this development was the significant drop in
the number of the minorities in the country. Events in domestic and foreign
politics showed their effects on these schools as their number gradually falling
down.

During the mid-1960s, while the image of discrimination of Greeks and
Greek schools increase, student numbers in these schools decreased
simultaneously. “The first breaking point was the deportation of Greeks of
Greece origin who live in Turkey in 1964.”'° Population and settlement
policies aimed at minorities are directly related to the drop of student numbers
in these schools and closing down of the schools one by one. The decrease in
Greek population in Istanbul like this caused a gradual decrease in the student
numbers of Greek schools. While in the school year of 1963-1964 the number
of students in Greek schools was 6757, the following year it decreased to 5272.
The dramatic decrease in the 1960 caused closing down of the schools one
after another during the 1970s.'6!

After much hardship at the end of the 1970s, a great decrease in student
numbers in many Armenian schools is seen. In the school year of 1961-1962,
while 8994 students from 32 Armenian schools received education, in the

school year of 1972-1973the student number fell to 7366. After the years when
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the problems in minority schools were experienced most intensely, in the 1990-
1991 school year the number of Armenian schools decreased to 18-19 and the
number of students who attend to these schools decreases to 4491.162

Similar to other minority schools Jewish schools too were shut down
one by one due to low student number besides other reasons, however this
process starts earlier in comparison to Greek and Armenian minority schools.
As mentioned above, the changes made on education system in the beginning
of the 1920s affect the minority schools negatively.!®> The decrease of the
Jewish population from year to year and the hardships faced to meet the
expenses causes the closing down of the remaining Jewish schools later. An
interviewee which was a student in the 1960s states that there were in total 4
Jewish schools in Istanbul in those years.!¢*

During the recent decades, this table has not changed much.
Turkification politics aimed at the minorities caused both decrease in
population (Turkish-Greek Population Exchange, Thrace Jewish Incidents,
economic collapse after Wealth Tax and forced working camps) and closing
down of the school due to the decrease in population. When we come to the
year 2013, we face the following case: In 2012-2013 school year it is recorded
that the total number of students attending to Armenian schools was 2137, of
which 67 is from Armenia, number of students attending to Greek schools was

230 (including the Greece-origin students), the number of students attending to

Jewish schools 6888. 19
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Among the issues the minority schools face today problem of the
curriculum is central,'® that the history of minorities cannot be taught in the
schools, '%7 that some of the classes are necessitated to be taught in Turkish,
and the origins of the hardships in training teachers for minority schools, all of
them are based on the aforementioned period and regulations. The ideology of
creating a homogenous society “without minorities” being effective throughout
the history of the Republic caused the problems of the minority schools to be
carried to the date extensionally. Closing down of the school as mentioned

above affected the lives of the minorities continuing to live in Anatolia.” !6®

2.6. Minority Schools and the Impact of Social Events on Schools

“Minority schools conduct their activities in accordance with the Private
Education Institutions Law and the Private Education Institutions regulation.
There is no special law or framed regulation for minority schools.”!® Minority
schools consist of small number of school which is included in the education
system in Turkey, however different from the other schools; teaching in two
languages, one in their own language and official language.

The government policies with which minority schools treated till this
day “were formulated in the periods when the foreign politics was most tense.
The issue, which will be touched upon and exemplified further, [of] how the

Turkish foreign policy directly affected the minority schools, will be analyzed.

166 “The same curriculum applied in public and private schools is applied in minority

schools. Moreover, academic programs of minority schools need to be approved by
MEB and this practices mainly started in 1927 (Kaya, 2013, p. 23).

167 “The sameness of the curriculummeans that the history textbooks which
includendiscriminatory remarks against Armenians and Greeks are also taught in
minority schools and teachers have to teach these classes in accordance with the
curriculum. Moreover, similar to other schools, in minority schools too no classes
regarding histories or cultures of the minorities are taught” (Kaya, 2013, p. 23-24).
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In the following chapters most of the changes in the regulations or practices
about minority schools were in parallel with the developments in the country
following a certain social event.

From the 1930s, Turkey had a more moderate relationship with Greece.
One of the positive developments between the two countries was the cultural
protocol between “the Republic of Turkey and the Kingdom of Greece” signed
in 1951. The protocol approached even the issues of negative statements in the
textbooks about the “other” country which is still not solved in either of the
countries today: Article 14 of the said protocol state that signing governments
will be attentive inside the limits of their own regulations that the textbooks
published in both countries will not include any impropriety about any of the
two countries.!”®

In this period, “the academic and administrative limitations related to
minority schools were removed. For example, Theological School of Halki
could start to accept students again from Greece or other Christian countries.
Special organizations were founded in order to meet the certain needs of the
minority schools. Certain number of teachers from Greece was allowed to
teach Greek students in Istanbul; similarly, Turkish government was able to
send Turkish teachers to support the Turkish minority schools in Western
Thrace. At the same time, it was also agreed by the relative governments upon
to provide necessary class material. With approval of the Ministry of National
Education, journals and books from Greece were sent to Greek minority
schools.” Therefore during this period problems regarding the main factors
which would have caused a disruption of education in the minority schools, at
least in the Greek minority schools were attempted to be solved. However
these positive changes did not reflect on the other minority schools.

The relationship between Greece and Turkey progressed positively till
the early 1950s however starting with the 1950s the Turkification policies of

economic and social life in Turkey gradually started to get a new initiative.
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“With the growing of the Cyprus issue in the beginning of the year 1950,
practices aiming at Greeks occurred in the way that would include other
religious minorities living in the country. The hate speech in the media and
politics presented Greeks as enemies and made them targets.”!"!

In the newspapers accusations about Greeks who were alleged to have
anti-Turkish activities increased and the effect of these articles on the Turkish
public was immense. “Shortly before the 6-7 September attacks, with the help
of the media, too, suspicions of the Turks regarding the “loyalties of the
minorities” and the antipathy felt against the non-Muslims were revived.”!”
Turkish media in their depiction and evaluations regarding 6-7 September
Incidents was adhered to disloyal, “traitor citizen” accusations for the
minorities. Right after the attacks, while the media had still been free to report
and while the censorship implementations of martial law had not started yet. In
the newspaper reports minorities themselves were held responsible for the
occurrences of acts of violence.!” Istanbul media on the day of September 6
published multiple examples regarding non-Muslims who were attacked
because they insulted “Turkishness” or they acted provocatively. “Reporters
went as far as claiming that “those who burned down churches and schools
were Greeks themselves”.!”

In her study, Dilek Giiven considers the incidents of 6-7 September
1955 as one of the precautions taken to complete “the project, which was
initiated by the Young Turks, of ethnic and demographic homogenization of
Asia Minor” of civilian institutions intertwined with the state. The project of

ethnic-cultural unity which constitutes the new base of legitimization for the

state did not allow the existence of different religious and ethnic identities.
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Especially the non-Muslims were considered as “disloyal citizens and the
future traitors of the young nation-state”. Christian and Jewish populations
were tried to be assimilated with campaigns like “citizen, speak Turkish!” or
with implementing limitations on non-Turkish culture and education
institutions. At the same time, with the help of various retaliations —for
example, 1934 Thrace Incidents or with the removal of economic survival
conditions like , Wealth Tax - it was attempted to ensure that the minorities
» 175

migrated from the country “voluntarily”.

According to a report of the American Consulate, 6-7 September Incidents had
three main targets: besides wiping out the economic foundations and religious
communal lives of non-Muslims minorities, it aimed at ruining these groups
psychologically, too.!7®

In Nurcan Kaya’s book, it is claimed that there were no rapid declines in the

Greek population after the 6-7 September Incidents. For example, in the school
year of 1954-55 the number of students attending to 55 Greek schools was
6495 whereas in 1955-56 school year the number of students attending to 56
Greek schools was recorded as 6589. Although these numbers does not
provide data for the Greek population living in Turkey in those years, that no
decrease was seen in student number was linked to the relocation of the
population in the city and the concentration of it in the centers. “A large
proportion of Greeks migrated to central neighborhoods like Beyoglu, Kurtulus
and Ferikoy. While the schools in the emptied neighborhoods remained without
students, in the neighborhoods in which the population concentrated the
number of students increased.”!”’

With the 1960s and 1970s, Greeks in Turkey have become a subject of
international political bargaining. Remaining Greek population “spends really

tough years in the context of insecurity and uncertainty, thus, so does the Greek

schools.” First of all, most of the regulations for the Greek schools were
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applied to other minority schools later on. “the treatments which created the
legal base for the minority schools to face with unfair practices which almost
made them nonfunctional”, are at the same time discriminatory treatments
which led to leaving other minority schools without teachers, students and
books.!”®

In 1962, the practice regarding the officers assigned by the MEB in
their capacity as Turkish head assistant to the principal.!”® With 1963-64, from
time to time there were threats and attacks on Greek schools. In April 1964, in
the news titled ‘the special rights of the Greek schools are being abolished” the
Minister of National Education Dr. ibrahim Oktem announces the abolishment
of privileges to the Greek minority schools with the following words: “from
now on it is natural that we are strictly bound with the mutuality principle on
the issue of the kind of rights which are not vested to the Turkish minority
schools in Greece.”!®® In the same period, Papa Eftim, founder of Turkish
Orthodox Patriarchate makes a statement which would constitute an example
for the biases against Greek schools: “One would wish that Turkish and
literature teachers of these schools would focus on singing the anthem. At least,
they shall punish those who cannot sing it well, shall give them a failing
grade.”!8! Nationalist teachers should be assigned to Greek schools; these
teachers can only be put in line by this way. They need to be set straight with
the supremacy of Turkishness. '3

In 1964, schools were notified that the discipline records about the
teachers of Turkish and Turkish culture classes are needed to be filled out with

taking the opinion of head assistants to the principles. This way, duty and
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responsibility of filling out the records for the teachers of Turkish and Turkish
culture classes which were protected constantly more in-depth by MEB were
taken from the minority school principals and given to Turkish head assistants
of the principles. With the Private Education Institutions law passed in 1965,
repairs and renovations in the minority school building became subject to
permit by the Ministry of National education. One of the interviewees who was
an administrator at a minority school during the 1970s narrates the period as
such:

Look, I had to ask for permission from [the Ministry of] Education even for
getting the walls painted. For God’s sake, why would you get permission to
get the walls painted, you don’t ask for money or anything, you are in the
endeavor for cleanliness...No, you have to get permission, if you don’t you
can’t even get your walls painted. This is a simple thing, I mean whitewashing
of the walls! Why, you must ask them. I couldn’t understand any [given]
reason. I mean, I couldn’t find anything sensible or reasonable, we needed to
get permission from [the ministry] when necessary even for mending a broken
window.'#3

Considering the Ministry of National Education already had no budget

allocated for minority schools, a sensible and reasonable explanation for this
situation in the minority school could be made only as such: To make things
harder, as the phrase goes, to make them [school administrations]go all around
the house to do the most simple works. To make them [school administration]
tired, wearied out, to bring them to their knees... This means ‘you cannot even
change a [broken] glass’. To make the minority schools continue their
education in the limits and nerves that get gradually narrower. By wearing
them out psychologically and mentally, to force them to be obedient. Looking
at this situation from the perspective of Turkish Republic it appears as a
“sensible and reasonable” explanation.

Another step which left the minority schools without students was the
initiation of the practices regarding that “in the minority schools only students

who belong to the same minority and who can prove this belonging can
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study”.!®* These limitations were applied first in the Greek school and later
with a regulation published by the Ministry of National Education in 1971 it
were deemed appropriate to apply them to all minority schools. In 1968 thing
were made even harder for students and “it was determined that for the
students attending minority schools to be ranked as successful in the classes
taught in Turkish their grades for promotion and class grades required to be at
least 5. It became impossible now to pass these classes, unlike other schools,
by utilizing the grade average and by the approval of the teachers’ board.”!*®

Therefore, students attending the minority schools were discriminated
against once again by being not treated equally with the rest of the students in
the country. If we interpret it ironically, they had to know Turkish way better
than the students in any other school. In short, minority students were not
deemed successful in their classes if they did not learn Turkish extra well and
they were to experience “Melting into Turkishness” meaning assimilation
which is one of the main aims of Turkification politics from a very young
age. 56

In 1968, another practice that we can consider as another form of
population and settlement policy was pronounced. With the decree stated in the
memorandum published by Istanbul Directorate of National Education in 6
September 1968 and with the number of 510-1 62, we witness how ‘“the
practices regarding getting non-Muslim minorities to migrate from one location
to another” which was well-known and well-used by Turkish Republic
understanding since the Unionists implemented on schools and students. With
the memorandum decreeing that “students who are to register minority schools

need to register to the closest school to their place of residence, that they

18 ibid, p. 49.
185 jbid.

186 The detailed commentary on the relationship between the assimilation policies
and the conditions of the schools with the formation of the identity will be touched
upon in the section about Armenian identity. In this section, it was found appropriate

to discuss Turkification of education and minority politics in general.
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cannot register schools located in the further neighborhood”, indeed some
minority neighborhood schools were affected negatively by this limitation.
Considering the possibility of seeing the development of minority profile
concentrated around the schools, we can understand more easily the hegemony
they aspired to build on the population. Today, only in places where non-
Muslims predominantly live the schools could survive. Keeping in mind the
conditions of the time, most of the minorities could not get their place of
residency to another neighborhood, meaning they couldn’t move and as a result
of that they had to register their children to ordinary or private schools. Schools
who admitted students from further neighborhoods [in return] lost a great
majority of their students. In an interview with an Armenian High school
Principal, she explained this problem as such:

The main issues were the registration difficulties. Student registrations. First
of all there was the issue of neighborhood, for example student attending to
Getronagan High School had to live in the surrounding area. In this location in
Beyoglu residence was almost non-existent and we couldn’t admit students
from Kurtulus or from the other side [of Istanbul]...whereas Getronagan... the
word meaning in fact Central it was founded as a school which would admit
students from all neighborhoods of Istanbul.'®’

Decrease in population in Beyoglu which witnessed Wealth Tax and 6-7
September Incidents reminded itself in the 1970s through a new way of
sanction. These anti-minority politics which affect each other continuously and
consecutively and thus which we witness the link between them frequently
made themselves most obvious in the education institutions.

In the 1960s, Assyrians and students of other ethnic origins studying in
minority schools were broken off from their schools. With this decree,
registering to the minority schools would become continuously harder. “In
1970, proficiency exams for entrance and transfer to the minority schools were
initiated. Authorization of Turkish head assistants to principals was increased.

Activities organized in minority languages was [started to be] regulated.”!8?
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For example, in 1970 it was stipulated that for students graduating from Greek
schools had to take a proficiency exam for Turkish and other classes in order to
continue to middle school. This practice continued for two years and because
many students could not pass the exam they had to attend middle school in
private and public schools.

“In 1970, schools were notified that all the documents incoming to the
minority schools were to be seen by Turkish head assistants of the principal
and all the outgoing letters were to be initialized by the same persons.”!®’ In
the 1970s, limitations and sanctions against minority schools were related with
difficulties in registration, increase in authorization of Turkish head assistants
to the principal and sanctions requiring more usage of Turkish language: The
decrees to have Turkish translation for activities organized in minority
language and obligation to send these translations to Directorate of National
Education and requiring Turkish performance, poetry, singing and folkloric
shows simultaneously in these activities is one of the indicators for how
homogenization policies in Turkish ethnic identity formation  were
implemented in minority schools.!'”

Evidently, any decree and memorandum published by the Ministry of
National Education would not let minority schools to have a sigh of relief.
Especially the difficulties caused in registration are one of the main elements
leading to the decrease in student numbers. Also, mandates regarding the
registration changed the student profile. With some sort of force, making sure
that students who had to register only to the schools close to their place of
residence, who wanted to continue to the middle school after elementary school
but failed to pass the entrence exam (which was not held in public schools)
register to the public schools indicates how diligently the policies concerning
minority schools were thought through and how important they were for the

TR government. It is indeed not a coincidence that the mindset which is aware
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of the main role of interference into education which would bring interference
into many other elements too lies this heavy on minority schools. They cannot
assimilate children of non-Muslim minorities enough in order to make them the
citizens of the nation state that they aspire to form around Turkish national
values, Turkish culture and language. Minorities who were left without
teachers, students and schools were made gradually less and less harmful in
materializing this ideal. To what extent can the students who had to move away
gradually from their language maintain their own cultural identities in a system
in which it is impossible to take classes about their own histories?

Students as the users of the education system are also a product of this system
and there is no other social category which carries their current attitudes and
abilities, signs of their previous gains this much. Because as many studies
indicate, the effect of social origin is applied throughout education and
especially during the main turns of their education. !

In the process of nation state building forming citizen identity through

education as one of the priorities for the TR that aspired to create it by
developing a xenophobic discourse and advancing assimilating policies in the
minority schools in accordance with unity under Turkish identity. Turkey has
still not secured fully the legal protection of its multiethnic, multi-religious
structure and equality of all citizens. “This is the reason why issues like
ideology and aim of education, monolingual education, nonexistence of
minorities or mentioning them in a hostile fashion in curriculum and textbooks
and inadequate precautions in the struggle against discrimination still remain as
unsolved issues.”!?

The 1970s is a period in which pressure on minority schools, principals
of these schools and their teachers increased further. “Appointments of teachers
are not assigned, schools remain without teachers. Attitudes of some inspectors
which exceed the limits of their authorization is narrated as pressure tool used
in this period. Even just following the curriculum, teaching for instance

religion classes in the schools or having classes in minority languages would
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sometimes turn into “issues” by inspectors. It was not easy to resist these
practices and the cost of resistance was the dismissal from teaching without
presenting a reason. Because appointments of teachers were approved by MEB,
in the case MEB did not approve [it would mean that] they were dismissed
from their jobs.'*?

In the examples we encountered we always face the issue of
justification. Generally, MEB does not present a justification for any sanctions
it enforced. Unjustified practices always create a constant sentiment of
unworthiness or being a second class citizen in minority schools. More so,
because it is not clear from what direction and in which form these impositions
would come and they are expected to be followed without questioning from the
day of their publication, they are like the sword of Demokles which keeps
swinging upon minority schools. Thus, overcoming these difficulties became
really hard. Because they have no legal check and balances. Being a teacher in
minority schools also gradually hard and it “went beyond to be a choice”.!”* An
interview with a principal of a Greek school defines how hard the situation for
teachers was:

I mean it was not something recommended to work as teacher in minority
schools. It was not something safe for one’s health. I mean it was not
something that sane people would choose; it was a bad thing [ mean to be a
teacher in minority schools. They had to live under many many pressures. I for
one remember that an inspector visiting my father’s school pulled out his gun
and put it onto my father’s desk...that’s how they inspected the school!?'%

On the other hand, whenever the political and social developments in Cyprus

and Greece turn grim, unease among teachers and administrators pervaded.
What would come to the minority schools was a waited in distress: “Of course

when such thing happened we were scared...Some situations made us uneasy
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because when something happened we used to say “oh this thing will reflect on
our schools” because they were reflecting on schools.”!%¢

In 1976, condition to teach elective classes in Turkish was introduced.
“Same year, it was pronounced that main authorization and responsibility of
the educational activities like student clubs for Culture-Literature, Drama etc. —
including the activities performed in minority languages- would be in of
Turkish and led by Turkish culture class teachers.”'®” “In 1977, it was declared
that since these teachers are government officers, it was not possible for
principals to mark qualification-discipline grade which would base employee
personal rights of said teachers and attend their classes for the purpose of
inspection.”’”® The Coup D’état in 1980 was felt in minority schools as in all
other public institutions and affected the schools negatively. “A minority school
principal who just became an administrator when the 1980 Coup occurred
expressed her feelings as such:

[T]here was a lot to do in the school, we couldn’t come to the school that
morning [of the Coup] for example...Something like that!...And after, of
course you feel [the pressure] more constantly, it is a military pressure after
all. The District Directorates of National Education was divided into zones. In
first, second and third zones, in all of them, there were military people as
directors of national education!

During the 1980s, political developments in Armenia again reflected on

Armenian schools negatively. Harassments against Armenian schools started,
graffiti on the walls saying like “Karabag will be avenged” were written on the
walls. During the 1990s, who could register the minority school thus who is a
minority was decided by registration commissions consisting of inspectors. The
issues regarding the appointments of quota teachers for Greek schools caused

classes without teachers.
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In 1991, commissions which control the applications for registering to
minority schools were founded.!” In 1992, it was settled that in Greek schools
as many Greek language classes as the Turkish language and literature classes
could be taught.?® According to Nurcan Kaya, although the minorities had no
part in it, it is indicated in the problems and experiences of how they were
affected by the foreign policy, how the schools approached by bias faced
arbitrary and unjust treatment, how the equality principle secured by the
constitution and education rights of the minorities were violated and how all of
these affected the existence of the minorities in Turkey.?"!

Although all citizens have equal rights and responsibilities in theory, in
the daily life, belonging to Turkish ethnicity constituted the base of identity
politics of the state. This politics manifested itself first in the field of National
Education. The distinct decrease in the number of minority schools, the
obligation to use Turkish as the academic language and sometimes the
subjection of these schools to arbitrary inspections by the Ministry of National
Education are the main [steps] in Turkification of education institutions
belonging to non-Muslim communities.

Turkification in the field of education is supported significantly by “the
precautions in the field of economics to accelerate “national bourgeoisie

formation process of the state.”**
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CHAPTER 111

GOVERNMENT POLICIES AND THEIR EFFECTS ON ARMENIAN
SCHOOLS

3.1. Armenian Schools in the Turkish Republican era and Policies for
Armenian Schools

The policies started at the end of 19th century in Ottoman Empire continued
after the establishment of the Turkish Republic. As a result of these policies,
Armenians have been the most vulnerable among non-Muslim minorities
whose population decrease evidently. Comparing the population and school
numbers today and a century ago, we face a huge gap. It is seen that in parallel
to the population, the number of Armenian schools decreases on a yearly basis.
According to the data [provided by] the Patriarchate, in 1901 there were 818
Gregorian Armenian school in Anatolia. In this number, Catholic and
Protestant Armenian schools and Private Schools are not included. In 1913-
1914 academic years, the number of elementary schools in independent
provinces is 1084. According to a different source, there were 1746 Armenian
schools in Anatolia.’®® “Analyzing by the date of Republic’s establishment,
5865 students in 47 Armenian schools received education in 1923.72% Besides
8 schools belonging to Catholic Armenians, there was a Protestant Armenian
school in Gedikpasa which 200 students attended. In the early years of the
Republic in Anatolia, only Sarkis Glimiisyan and Surp Mesropyan schools in
Kayseri were institutions which provided education. 2°. Now that there are 16

Armenian school in Turkey shows the gravity of the situation.
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In the Republican Era, the majority of the Armenian population in
Anatolia migrated to Istanbul. While in 1927 69% of the Armenian population
lived in Istanbul, this ratio is 89% in 1965. Besides other reasons, the main
factor of this migration is the Armenian schools that were closed down.
Families either sent their kids to Istanbul for boarding school so that they could
learn their mother tongue or they also moved with their kids. In the 1950s,
during the Patriarch Karekin Hagaduryan I period, studies were conducted to
recruit students from Central and Eastern Anatolia. As a result of these studies,
children left their parents and came to Istanbul for boarding school to learn
their mother tongue and study in this language, thus, a great migratory wave
occurred in the 1950s. Karagdzyan Private Armenian Elementary School which
still in business today is one of the boarding schools the migrant population
preferred. When we look into the data of 1965, Anatolia was left almost
without Armenians. The majority of Armenians were now in Istanbul and there
was not one Armenian school that was still open.

One of the most important factors of Armenians’ protection of their
identity is the Armenian schools. The Armenians schools which tried to sustain
their existence after the Lausanne Treaty, especially from the perspective of
Armenian language, the Armenian schools had a really significant position in
terms of maintaining the cultural identity through associations and
organizations of the schools. According to Aysegiil Komsuoglu, the legal status
of Armenians designed by the Treaty of Lausanne gave them the opportunity to
establish their own schools, religious and secular organizations to teach
younger generations the Armenian language, to publish books and newspapers
in Armenian, to worship in their churches etc. These regulations helped them to
live as a community to maintain their cultural values, 1. e. prolong Armenian
identity.’®® Throughout the history of Turkish education system, many
discriminatory policies were enforced on minority schools and Armenian

schools. The demand of a proficiency document from teachers working in
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minority schools right after the Tevhidi Tedrisat [Unity in Education] act is one
of the many discriminatory practices which we will discuss later.

With the law on unity of education [introduced] in 3 March 1924, all
education institutions, including the madrasas, were bound to the Ministry of
Education. Right after the introduction of the law, with a memorandum
published, The Ministry of Education indicated that the proficiency documents
of teachers working in minority schools acquired from patriarchates or
rabbinate were invalid and teachers were to take the exam and in case of failure
in the exam, they were not to continue as teachers. Besides, the ministry
notified that minority schools which lacked sufficient faculty were to be closed
down and students [of these schools] were to be transferred to Maarif [public]
schools.?’” Although the union of education law seemed like practicing on the
basis of secularism principle, right after the law which indicated that “teachers
who failed in the exam cannot teach”, the law announcing that “at the same
time, in the case of insufficient number of teachers, the schools would be
closed down” was considered as part of the assimilation politics against
minority schools. In short, because the teachers who were subjected to taking
an exam, and if failed being terminated, [and also] in the case of failing in the
exam and at the same time in the case of insufficient number of teachers, [they]
would play a role in closing down of the schools, “accordingly, in order to
continue their work, teachers of Armenian origins who worked in Armenian
schools had to acquire the qualification document by being subjected to the
exam given by the relevant authorities.” 2%

In the school year of 1927-1928, a positive development in terms of
Armenian schools occurred and from that date it was recognized by the official

authorities that the Armenian education institutions, too, are education
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institutions providing education at the High school level. 2% Istanbul Armenian
schools Regulation was published in the 1930’s. In the Istanbul Armenian
schools regulation dated 1936, it is indicated that “in education, it is went by
regulations and orders about curriculum programs and methods approved by
the ministry of culture.” In the 6th article of private education institutions law
number 5580, this matter is regulated as such: “Education curriculum and
weekly course schedule applied in the institutions is determined on the basis of
methods and rules applied in the official institutions. In the case it is deemed
appropriate by the Ministry, different education curriculum and weekly course
schedule can be applied.” ?!°

Throughout the history of the Republic, the opening of Surp Hag
Tibrevank seminary in Uskiidar Istanbul by permission during the Democrat
Party government can be considered as a significant development for Armenian
Education Institutions. The first principal of the school founded in 1954 was
archpriest Karekin Kazanciyan who was to be elected patriarch in 1994. During
the 1950s, “During the era of 81st Patriarch Karekin I Hagaduryan, Sahak
Papazyan traveled around central and eastern regions of Anatolia and gathered
students.” 2!

“However Surp Hag¢ Tibrevank seminary theology department was
closed down with the memorandum number 420 11.30 406 in 24 December
1969 by Istanbul National Education Directorate due to lack of students.”?!> On
this matter, the leading lawyers of the community indicated that the Seminary
was aspired to be turned into civil [status] on the basis of being incongruent to

the secularism principle.?!®* Thus, the school taking the name Private Surp Hag
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Armenian High school continued their education life with the status of
minority school. After the schools closed down in Anatolia, children and youth
in Anatolia who wanted to learn Armenian but there were no Armenian school
left around them came to Istanbul and registered to these schools and were able
to learn Armenian. Students who were raised in this school wanted the same for
their own children later and thus mostly migrated to Istanbul. Private Yesilkoy
Armenian Elementary School which is one of approximately thousand schools
which closed down in the 20" century re-opened in 1957. There is no other
Armenian school than this one which re-opened in the Republican Era.

Although Armenian schools differed from one another till the 1960s,
they were schools that were known as generally successful and even some non-
Armenian families registered their children to, [and] had high level of success
rate in [university] entrance exams. As a result of the decrease in Armenian
population with the effects of the political and social developments in Turkey
and thus the loss of qualified workforce in education and administration fields
and financial hardships caused by the appropriation of properties of minority
foundations, it is stated that in some of these schools which were previously
successful, the quality of education during the 1970s dropped. Overcrowded
classes, High school graduates becoming teachers, problems in training and
appointing new teachers [and] difficulties in acquiring class materials played
roles in this regression.?!*

In 1965, Private Education Institutions Law number 625 was passed.
This law that banned foreign and minority schools to open new ones and
construct new school buildings is still in practice today. With this law, “Schools
are frozen quantitatively” 2! From this date forward, it will be witnessed that
in the statistics regarding the minority schools there is only decrease in the

number of schools.
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In the 1961-1962 school year, there are overall 88 minority elementary
schools. In 1961-1971 school years, in comparison to other minorities, the only
minority group whose school and student numbers did not decrease was
Armenians. In 1961-62 school year, the number of students attending 19
Armenian school all located in Istanbul was 5700, in 1964-1965 school year it
was 6000. This increase in student number is explained that as Kumkapi
Bezciyan School was turned into a Vocational High school there was an
increase recorded with students from various age groups being admitted.
Considering the same period from the perspective of Greeks, 8 schools were
closed down and there was a 40% decrease in the number of students. In the
1970-1971 school year, there were a total of 272 teachers in Armenian
elementary schools of which 241 were women and 32 were male.?!®

An interviewee who was a student in the 1970s indicates that in those
years Armenian families from Anatolia had an average of 3 children, thus
number of children in the school age was higher in comparison to today and
class sizes were on average was 40, 50 people. S/he also adds that due the
financial difficulties caused by seize of the foundation properties in the 1970s
the physical conditions of the schools was far from meeting the needs of the
students. Discriminatory treatment against minorities and seizing of their
properties increased immigration abroad while at the same time it causes the
loss of qualified teachers working at these schools. While in the past college or
university graduate teachers gave the classes in the 1960 High school graduate
teachers too started to teach as needed.?!”

In the 7th article of Thirds Section of Private Armenian High schools
and Middle schools Regulation dated 1976, it is indicated that it was the main
aim “to assure the students to gain utmost level skills in expressing clearly their

thoughts in oral and written communication by using excellently Turkish and
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Armenian.”?'® Time table and education program approved by the MEB were
applied at schools. On the other hand, it was fundamental that classes other
than Turkish and Turkish culture were to be taught in Armenian. According to
the 40th article of the regulation, first registrations to Armenian schools were
checked in by register and admissions commission and other registrations were
by the school principals. Registration of the students who transferred from
schools other than Armenian schools was checked in by register and admission
commission. According to article 74, head assistant to the principal was
proposed to the Governorate from among the Turkish and Turkish culture
teachers working at schools or teacher who had the same conditions.?!” With
this law too, the authority to decide who were to be the head assistant was
completely left to state authority.

In 1975-1976, there were big problems in Armenian schools to in
regards to teacher appointments and although there were applications which
were appropriate to all conditions prescribed in the regulations, approval of the
teacher proposed could take long time. According to interviewer who
conducted with an Armenian High school, the second main problem was the
approval of the teachers:

It used take a year to get the approval for the teachers and for a year without
approval the teacher couldn’t teach, couldn’t start their work. Of course, there
are no teachers in classes, registrations to school was difficult as well. For
example | remember in my first year, we 11 friends had to open up a training
workshop...Parents rightfully they didn’t want to send their kids to the
schools.??°

The problems in hiring teachers and teacher proficiency in the 1970s continued

to this day in different ways. Discriminatory policies which are the source of
many problems are not just limited to laws or regulations about the running of
the school, its curriculum and structure. The attitudes of the inspectors sent to

inspect the schools can be also considered examples of this situation.

218 fbid.
219 Karakasl et al., 2009, p. 197.

220 Kaya, 2013, p. 56.
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Negative prejudices against Armenian schools could be seen easily in
the attitudes of some inspectors during the 1970s. In an interview with a retired
Armenian school principal, this anecdote about inspectors was shared:

Of course inspectors unfortunately had the same mindset. Inspectors coming
there, there meaning inspectors generally coming to our schools! Of course I
cannot say that for all of them. But from time to time with malicious intent,
yes I highlight it with malicious intent, biased, with the worry or mindset that
as if there are some faulty business going on there or there can be things there
that shouldn’t be there they would come in and keep stirring up trouble.??!
Another example which reflects the inspectors’ understanding in the 1970s is

told by a retired Armenian school principal as such: “I don’t know what their
biggest paranoia was. Mother language for instance.”??? The principal tells that
while they were visiting the classrooms with the inspector, the inspector pulled
a book from in front of a student, opened a page and asked the student to read
it, after the kid did so, the inspector turned to the principal and asked “did this
kid read it correctly? Is that really what it says or something else” and the
principal replied “well...I don’t think there is something else there, the kid read
whatever it was written there. What if you are really curious, you can take the
book and make it read somewhere else.”** In school inspections, this and
many similar events are witnessed. There is actually no reason for this distrust
to Armenians and hence the Armenian schools. Because of the inspectors who
investigate with “foul intention” and creating trouble with various materials
they deemed inappropriate (especially books written in Armenian language or
poems, a photograph of an Armenian poet presented on the wall or a bust of the
school founder), during the inspection times, administrators and teachers at
schools were feeling uneasy. The problems lived in the 1970s was carried to
another level in the 1980s.

As the 1980 Military Coup left deep effect on many things in the

country, effects of the events also reflected on Armenian schools. The other

21 ibid, p. 57.
22 bid.

23 ibid, p. 58.
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political issue which has been influential on Armenian schools is “Karabag”. In
the 1980s, political problems between Armenia and Karabag reflected on the
Armenian schools which had nothing to do with the events, harassments
towards Armenian schools started.

It was written on the school wall “Karabag will be avenged”. During that time,
Armenia-Karabag issue is really [a] hot [topic], they write it covering the
whole wall, kids panic, some days of school..One day even one crazy
[person] got to the top trying to break the cross and yells “Allah Allah”, kids
panicked they don’t come inside. Of course now it sounds like insignificant to
you from outside, but for them [children] it was a tremendous trauma!?**
Besides the students who went through that trauma, teachers were also

traumatized with a memorandum sent to their school on the same issue. A
regulation that could be considered as a humorous element today was
circulated and with that regulation it was decided to erase Armenia from the
maps:

There were regulations, for instance I remember, I think it was 1983, either
1982 or 1983. There was this regulation saying “to erase Armenia from the
maps” and we removed Armenia from the maps, erased it with acetone, erased
and there was this odd thing [that] it became obvious that it was worn and
erased, I mean it, such a thing happened.?®

The regulation for erasing Armenia from the maps in textbooks is an interesting

example for both how the knowledge to be taught to students can be changed
on demand with the curriculum change and also how the contents of the books
were “erased” due to political problems with Armenia. Making [teachers] to
erase a country whose existence was accepted by the world and was a
legitimate country then with acetone from the maps is education system’s way
of surveillance on the “knowledge”.

By the school year of 1980-1981, in 26 Armenian schools the number
of “essential teacher” was 122. The lower record of student number in the
1960-1970s was mostly related to that after the 1966 Varto Earthquake,
children of Anatolia who couldn’t find a community school around their

premises started to attend Armenian schools in Istanbul. To provide education

224 Kaya, 2013, p. 62.

225 ibid.
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for the children of many families who migrated from Southeastern Anatolia to
Istanbul, Kalfayan and Karagéz Orphanages and Halicioglu —Nersesyan,
Topkap1 Levon Vartuhyan, Balat Horenyan ve Kumkapi Disi Bogosyan-
Varvaryan schools were applied to. 226

Because Armenian schools which accomplished to still stand today
have no authorization to establish new schools or construct new buildings due
the law dated in 1962, preventing the closing down of the existing schools,
trying to keep them alive and finding solutions to the problems the schools face
with became the major issues. The struggle of existence of Armenian education
institutions, whose place in embracing and keeping alive their identities is
undisputable, is thus a struggle of existence of the Armenian identity.

As of today, Armenians of Turkey have 16 schools, all located in
Istanbul. While 2 of them provide education only at High school level, 3 of
them have both High school and elementary school levels. 11 of them are just
elementary schools. The number of students attending all these schools is 2965,
of which 1393 is male and 1572 is female.??’ “According to the information
acquired by Agos, in the school year of 2015-2016, in all Armenian schools
2947 students get education. The majority of the schools which were still in
practice in the school year of 2016-2017 are located in the neighbourhoods in
which Armenian community predominantly reside. **® This number that is
indicated as three thousand currently signals that the number [of students] was
maintained, when it is compared to ten years ago, almost half diminished.” %’
For example, in the school year of 1972-1973, number of schools is 32, number
of students is 7366. In 1999-2000 school year, number of schools is 18, number

of students is 3786. In the past forty years, there is a 50% decrease in number

226 Karakagli et al., 2009, p. 199.

27 Kiligdagr and Ozdogan, 2011, p. 43.

228 We can contrue this as an expansion of the effects today of the law which

intoduced the obligation of attending a school in the promixity of student’s residence.

229 http://www.agos.com.tr/tr/yazi/12882/okullarda-alarm-zilleri-caliyor

98



of school and 60% decrease in number of students. According to the latest
information, while in 2017-2018 school year, the number of students registered
to elementary schools is 348, number of students who just registered to High
schools is 208, in 2017-2018 overall number of students in Armenian schools is
2992 230

The distribution of Armenian schools to neighboorhoods is as such:
Getronagan Armenian High school (Karakdy), Esayan Armenian Elementary
School and High school (Taksim), Surp Ha¢ Armenian High school (Uskiidar),
Sahakyan-Nunyan Armenian Elementary School and High school
(Kocamustafapasa), Bezciyan Armenian Elementary School (Kumkapi),
Dadyan Armenian Elementary School (Bakirkdy), Merametciyan Armenian
Elementary School (Ferikdy), Aramyan-Uncuyan Armenian Elementary School
(Kadikdy), Levon-Vartuhyan Armenian Elementary School (Topkap1), Yesilkdy
Armenian Elementary School (Yesilkdy), Karagdozyan Armenian Elementary
School (Sisli), Tarkmangats Armenian Elementary School (Ortakdy), Kalfayan-
Cemaran Armenian Elementary School (Uskiidar); Pangalti Armenian
Elementary School ve High school (Pangalti), Kocamustafapasa Anarat
Higutyun Armenian Elementary School (Kocamustafapasa), Pangalti Anarat
Higutyun Armenian Elementary School (Pangalti), Bomonti Armenian
Elementary School (Bomonti). !
The table below indicates the number of students who are registered to

Armenian schools as of September 2017.23?

20 shan, 2017.
B Karakasl et al., 2009, p. 184.

22 ishan, 2017.
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Figure 1: 2016-2017 Academic Year Student Enrollment Statistics

I1kdgretim Yeni Kayit Okul Mevcecudu
Aramyan-Uncuyan 22 180
Kalfayan 20 66
Bomonti Mihitaryan 15 84
Bezciyvan 30 120
Dadyvan 43 3902
Ferikoy 15 156
Samatya Anarad Higutyun 17 T2
Sahakyan-INunyan 40 235
Esayan 3 140
Yegillkkoy 22 275
Karagbzyan a7 190
Pangalti Mihitaryan 20 110
Tarkmancats 27 170
Levon Vartuhyan 27 o2
Toplam 348 2282
Lise Yeni Kayit Okul Mevcudu
Esayan 48 137
Getronagan 55 228
Pangalti Mihitaryan 40 87
Sahakyan-INunyan 37 175
Surp Hag¢ Tibrevank 28 83
Toplam 208 710
Genel Toplam 556 2092

3.2. The Problems in Armenian School Caused by Discriminatory

Government Policies

In the previous chapter, we tried to analyzed the general condition and the
problems caused by the enforcements on Armenian schools in the period
between 19" century to the beginning of the 21* century on the basis of
historical chronology. Most of the problems mentioned are still present today in
different ways. In this chapter, the problems experienced in schools will be
examined under the headlines that we see as the most essential features: under
the titles like the obligation to have a (Turkish) Chief Deputy principal in
Armenian schools, the status of Armenian schools in the education system,
student registration, the budget allocated by the state to Armenian schools,
authority and limits of Turkish and Turkish Culture teachers, first information

about laws and regulation which have an effect on these problems experienced
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in various ways will be given, next, the impact of these practices on schools
will be touched upon and lastly, in light of the interviews conducted what has

changed today or what remained the same will be discussed.

3.2.1. The Impact of (Turkish) Chief Deputy Principal Position as the

“Eyes and Ears” of the State on Armenian Schools

The position of “Turkish Chief Deputy principal” which has always become a
matter of discussion for Armenian schools till this day was a result of the
changes made during the 1930s. with the decision regarding the administration
of education institutions belonging to minorities on the basis of a series of
regulations introduced in the second half of the 1930s, the Ministry of
Education imposed the obligation in 1937 to appoint a “deputy principal” of
Turkish origin to minority elementary schools and a “Chief Deputy Principal”
to High schools in order to raise the students studying in all minority schools
“appropriate to Turkish culture.” According to Kiligdagi and Ozdogan the
purpose of these decisions “was to control closely the programs, administrative
and financial operation of these schools:” >3 The reason for this is hidden in
the authority given by these decisions to the deputy principals and head
assistants to principals, in this way, “Deputy principals and Chief Deputy
Principals obtained the right to control administrative and financial operations
of the schools’ education programs”>** This decision introduced in 1937 was
revoked after the schools year of 1948-1949, however was re-introduced again
with the regulation number 5887 in 1962. 23 Thus, from this date, “in every
Armenian school in Turkey there is a (chief) deputy principal appointed by the
Ministry of National Education (MEB).” 3¢

23 Kiligdagr and Ozdogan, 2011 p. 44.
234 Bali, as cited in Karakash et al., 2009, p. 196.

235 Karakasl et al., 2009, pp. 195-196.
26 Kiligdagr and Ozdogan, 2011, p. 44.
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The reason why we want to focus on this matter which we will analyze
in detail in the following sections is the effects of these persons appointed in
minority schools on school, principal, teacher and students in many forms and
levels. Additionally, developments in the social life change how this position is
utilized by the state. This new face seen in the schools shows itself in different
forms in different times however what does not change is that it is always a
significant step of control in Armenian schools.

Moreover, it was indicated in an interview with an ex-deputy principal
that before they start their positions in minority schools, (Turkish) Chief
Deputy principal are briefed that is not written and in the characteristic of a
warning. It is asked verbally from the to-be deputy principals who are warned
with this briefing that they will witness a different culture and way of life to
make sure that the regulations are followed in schools and they oversee that.>*’
It is seen that (Turkish) Chief Deputy principals whose job also includes
reporting annually about their schools to branch directorate start their postings
with various prejudices. When asked about his thought after his posting, an ex-
(Turkish) Chief Deputy principal who indicated that he previously had
prejudices about minorities indicated that the issues like minority rights and
problems is some sort of touting and there is actually not many problems.?*® A
participant who was a student in an Armenian school in the 1970s said that “I
remember being really scared of them; I mean you would hear a needle drop...
A pressure was felt. Also, we felt that Armenian teachers were also a bit tense
around them, I mean we felt it back then” and expressed how they feared
generally from (Turkish) Chief Deputy principals at schools. In the 1980s, we
see that this situation did not change. A participant who attended an Armenian
school during that period describes the Chief Deputy principal as a government

official who controlled everyone including teachers, students and principal.

27 Kaya, 2013, p. 86.

28 ibid., pp. 92-93.
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The participant who indicated that Turkish Chief Deputy principals were on top
of everything and they were the people who ruled the school in practice said
that in grade 5 the deputy principal also taught Turkish class [and] what he did
was only to teach it with the condition to recite the national anthem and the
address to the youth most accurately and most loudly. Another participant
indicated how offended s/he felt back then with the “cower and cowardness” of
teachers against the deputy principal.>*°

Chief Deputy principals are described by higher levels of administration
as “Turkish” Chief Deputy principal and this highlight [on Turkish] is also
repeated by Chief Deputy principals themselves from time to time. This
situation which also reflects the ethnic view of the state is perceived as an
indication of discrimination.?*’ Chief Deputy principal may act in schools like
“the representatives of the owners of the country among the Armenians who
are perceived as an untrustworthy element.”?*! According to Kiligdags, this
situation creates an impression that Armenians are not citizens of this country
[and] they need to be assigned a “pure Turkish” person in charge who is the
owner of this country. Moreover, when Chief Deputy principals take a
vacation, the same understanding continues and only one of the “Turkish”
teachers who teaches culture classes or a Chief Deputy principal of another
school can stand proxy for them. On the other hand, when the principal takes a
vacation, either deputy principal or someone s/he assigned in his stead stands
proxy. In the situations when people the state assigned are in leave even for a
short period of time an “Armenian” principal or teacher cannot stand proxy.
This makes [us] think that there is an issue of lack of trust against Armenians.
In terms of showing the role the state attributed to Chief Deputy principals,
when we analyze the speech given to Chief Deputy principals by Naci Akay in,
City National Education Director of Istanbul in that time in 27 January 1995 at

239 Kaya, 2013, pp. 96-97.
240 Kiligdagr and Ozdogan, 2011, p. 46.

241 ibid.
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a meeting involving both Armenian school principals and Chief Deputy
principals, we witness that this attributed role is uttered openly and clearly:
“you represent the Republic of Turkey in these schools. As you know,
principals of these schools are chosen in not by us but the people of the
minority. But we choose you... You are our eyes and ears in these schools. It is
your duty to follow what is happening there and inform us. We will never leave
you alone. We trust you.”?*? Seeing no harm to use this discriminatory and
marginalizing language at a meeting including Armenian school principals and
deputy principals can also be evaluated as a form of ‘warning’ for Armenian
schools. This role attributed to Chief Deputy principals who are assigned the
duty of “informing about what is going on there” puts the principal who are
expected to be the real administrators of the schools in a position of reporting
to their own subordinate [and] not being able to do their job without their
approval.

In her answer the question “What kind of problems are experienced in
Armenian school in your opinion?” Armenian language instructor Hermine
who still works at Armenian schools indicates that the major problem she sees
is them being controlled by the state constantly:

If you say problem, first of all being controlled constantly by the state is an
oppression. Because there is this person inside our schools called deputy
principal. Ok, this might be minimized by personal initiatives, but you know it
at once that you are always under the surveillance. You want to improve
something you want to do something all the time, you are required to ask
permission. Knowing that everything we have is under inspection, of course
inspection is necessary but it is discomforting to be put under constant
surveillance. Do we reflect that on students? No. That is different. When you
get to preparing a new book, this book you prepared has to be approved
completely. Or something that you use has to be approved. For instance,
having a book from a different country at school constitutes a crime. But if |
teach world literature I need to use them. What do you restrain from whom, or
why do we pack [hide] what. It is evident that freedoms are limited, it is a
well-known thing.

Another issue that needs to be consider alongside with the position of head

assistants today is that “the classes like Turkish and Turkish culture, history,

22 Kiligdagr and Ozdogan, 2011, p. 46.
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geography, Turkish language and literature, Sociology?** (Social Sciences in
elementary schools) is taught by teachers appointed by the Ministry.” 2** The
double-headedness causes that there are two types of teachers in schools
premises. While teachers of culture class who were appointed by the state and
who are government employee works in line with this status, other teachers
work as if they are employees of a private institution.?*’

The current understanding of head assistant to principal and its
application style causes a “double-headedness” issue at schools. A situation
emerges as if the culture classes teachers who are headed [led] by Chief Deputy
principal and contract teachers headed by the principal consist of two distinct
groups. This situation can also lead to a tension. 2% Principal of Getronagan
High School Digin Sirun expressed her opinions about this as such: “Of course,
there is discrimination automatically. There are two types of teachers in the
school. Like one is bound to this the other is bound to other etc. This is a really
negative thing. I mean think about a family living under the same roof, father is
responsible for one child, mother is for another. Something like that.”

In an interview for Bianet in 29.09.2010, Garo Paylan who is an
administrator in Yesilkdy Armenian School and the Coordinator of Education
Commission founded by the community foundation affiliated with Armenian
schools indicates that they want the practice of Turkish deputy principal
appointed by the state to be revoked with the following words: “National

Education [Ministry] always feels the need to assign a colony inspector to our

243 Sociology class has a “special” status. Although it is a philosophy group class and

teachers of the other classes belonging to this group like logic, philosophy, psychology
are able to be selected by the schools, sociology teachers are appointed by the Ministy.
It is understood that Sociology, too, like history, geography etc is considered as
“potentially harmful” and as such in the category of classes that cannot be left to “any
person” to teach (Kiligdag: and Ozdogan, p. 44).

244 Kihgdagi and Ozdogan, 2011, p. 44.
%5 ibid, p. 46.
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heads as they think “they are up to no good”. Yes, the name [of the position] is
“Turkish deputy principal”. Turkish culture teachers, meaning teachers of
Turkish, history, geography, revolution history are also appointed by the
National Education [Ministry]. Schools are like double-headed. Turkish culture
teachers are bounded to Turkish deputy principal and Armenian teachers to the
principal.”?*’ Paylan construes that the name [of the position] in the law,
Turkish deputy principal, is “in itself discriminatory”. 24

Using the word “Turk” in the name of the position of deputy principal
to which only people who are “of Turkish origin and Turkish republic citizen”
can be assigned since 1937 is the most obvious indicator that the minorities are
marginalized even in the constitution in terms of the definitions. However, the
regulation of Private Education Institutions of 2008 reveals using the word
“Turk” in the title of the position and this position is now called Chief Deputy
principal as is the case in other schools. This is still the case with the regulation

passed in 2012, 2#°

In 2010 with the regulation announced, in the process of
assigning Chief Deputy principal minority school are given the right of having
a word [in the process] albeit limited. With the regulation which was put in
practice in 2012, a similar article to the one in 2010 is included: “One of those,
Chief Deputy principal is assigned by the governor’s office with school
principals’ consideration is taken into account.”?® With these positive changes,
Armenian school principals and administrations can only express their opinion
in the assignment of the Chief Deputy principals. In practice, however, this
regulation has not yet actualized. Chief Deputy principals are continued to be

assigned by governor’s office without consulting just like the past. In the

history of Armenian schools in Turkey, the position of (Turkish) Chief Deputy

27 pelek, 2010.
28 ibid.
29 Kaya, 2013, p. 86.

20 ibid., p. 106.
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principal who are assigned by the state [and] who became a symbol of
discriminatory and oppressive inspections has always been one of the most
important problems in the eyes of [everyone] be it administrator, teacher or
student. Chief Deputy principles with the inscription “Turkish” in their title
constitutes a concrete example that our Armenian citizens whom we can
describes as belonging to Armenian identity or of Armenian origin, are being
marginalized first and foremost on the basis of their identity in the schools they
attend to [but also] by being reminded of the existence and power of the
dominant ethnic group against the Armenian identity in the Armenian schools
in which Armenian culture and identity is tried to be preserved. The division
between “us” and “them” is embodied with the word “Turkish| which comes at
the beginning [of the title] Chief Deputy principal. This system which consists
of a (Turkish) administrator representing “us” and Turkish and Turkish culture
classes teachers who are in the jurisdiction of this administrator and an
(Armenian) administrator and (Armenian) teachers who are in the jurisdiction
of (this jurisdiction is also defined by MEB) the Armenian administrator also

hurt the relationship between teachers and students with this duality it creates.

3.2.2 Turkish and Turkish Culture Teachers in Armenian Schools

While Turkish, geography and history classes have been taught by teachers
assigned by MEB since the early years of the Republic, later Revolution
history, sociology and National Security classes were added to them. In 1915,
with the Mekatib-I Hususiye Talimatnamesi / the Circular of Private Schools
Turkish, geography and history classes were decided to be taught by Turkish
teacher in Turkish language. This regulation continued in the Republican era.
While teachers of Turkish Culture classes received their payments from
minority schools till 1955, with “the Act regarding Minority School Turkish
and Turkish Culture Classes Teachers” passed in the same year with the

addendum of Social Sciences, Revolution History, Sociology, National
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Security classes, it was decided that the teachers of these classes to be assigned
by MEB.?*! From that point on, the wages of the teachers of these classes
would be paid by the state not the school they work for. Moreover, the registry
supervisor of these teachers was Turkish Chief Deputy principals. This practice
continued till 1933 and later although to changed after it was decided the
school principals to be second registry and discipline supervisors of the
teachers, first registry supervisor of Turkish and culture class [of the teachers]
remained to be deputy principals.

During the 2000s, two positive developments happened regarding the
aforementioned situation of Turkish and Turkish culture teachers in Armenian
schools. One of them is the development regarding registry supervisors. The
other is about hiring of the teachers.

Regarding this positive development with the repealing of the situation
of Turkish Chief Deputy principals being the register supervisor of Turkish and
Turkish culture teachers which is one of the most significant practices causing
many problems in schools and resulting in unequal positions among teachers in
Armenian schools, Sahakyan Nunyan High school principal Digin Talar:
“There is no registry supervisor any more. Registry report is not filled out for
any one any more...it has been 5-6 years, we don’t fill them out, there is no
such thing left... The [reports] of Turkish culture class teachers used to be
filled out only by Chief Deputy principal, we were not their registry supervisor.
Now it is much better, the registry supervision is abolished automatically.”

Second important development is that with an amendment in December
2010 to the Private Education Institution Regulation of 2008 Turkish and
Turkish Culture teachers are started to be assigned in line with the offer of
school principal’s office, approval of governor’s office and ministry’s
opinion.”>? Today, teachers of Turkish and Turkish culture classes who want to

work at an Armenian school submit their application to Armenian schools and

31 Kaya, 2013, pp. 114-115.
22 Kaya, 2013, p.124
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the schools can have an interview with the applicant teacher and choose the
person who is deemed to be appropriate can be chosen from among the
applicants. However, these teachers are still in the status of government official
and receive their payment from the state. This situation which can be evaluated
as a positive development makes the schools’ job harder due to the obligation
for teachers to be a government official. Moreover, because assignments cannot
be done due to the internal mechanisms of bureaucracy in the summer term,
culture classes at the beginning of the school year are frequently witnessed to
be without a teacher or unfruitful. 2%

However, during the years before this new decision was put in practice
which has more positive aspects in comparison to its aforementioned negative
aspects, while Armenian schools had no say in hiring these teachers and had to
work with teachers assigned by the state. With this regulation, they can choose
the teachers who will work for their schools with a mutual agreement.

Digin Talar “the most important one of what has got better. That
Turkish culture class teachers are chosen by us, offered to the governor’s office

b

and getting their approval made us really relieved...” in previous years,
however, many issues arose due to working with someone whom they don’t
know at all. The participant who is still the principal of Sahakyan Nunyan High
School today expressed that in previous years, the memos regarding the
teachers to be assigned to Armenian schools which needed to be announced
with a memo to all schools by MEB were not announced to other schools
enough, and thus there was not one application around, that is why MEB had to
“send whoever available at the moment” and the first applicant was sent out:
“now teachers in the National Education community learned that they will get
the job in schools (she refers to Armenian schools) [only] when they apply and
have an interview, now applications to us are more frequent.

In response to the question what kind of changes happened in the

conditions of the schools in comparison to the past, Getronagan High School

23 Kiligdagr and Ozdogan, 2011, p. 44.
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principal Digin Sirun gave the examples of assignment of culture class teachers
and the repeal of registry supervision for these teachers.

In the past, of course I can only take my years into account. The 80s and the
90s were worse years. The 2000s are pretty easy... for instance assignment of
culture class teachers, in terms of not having registry supervisors for them etc,
there were developments which were much more positive... this is an issue of
last 5 years, we can now choose our culture class teachers. They submit
applications, we forward them to MEB...Positive steps are taken on that issue.
In the in-depth interviews conducted regarding these two different teacher

profiles in Armenian school, the question of “can we talk about equality in
schools among teachers?” was posed. The principal of Sahakyan Nunyan High
schools [responded] this question [as follows]: “if we are talking about
equality, first of all, their condition as they start to work is different. Our
Armenian students are friends who sign a contract with us and work; the others
are friends who were assigned by the state. There is a difference first at the
point of origin, the point of laws they are subjected to. But we live the life
together at schools; there is no difference and such. Thank God, friends who
work with us in recent years are much more progressive, really good teachers;
the ministry is much easier about that, they are being more tolerant to us. While
we couldn’t find a teacher for month in my first years, now because they gave
us the right to choose our teacher, we demand the teacher with our own will,
[we appreciate], and till today there was no rejection of a teacher we demanded
at least in our school. So, we move on with our own choices. In that sense, our
freedom has grown. For the last 3-4 years, we demand [teachers]. We interview
teachers, if they want to; they submit an application, like you apply to a normal
job... In that sense the faculty got way better. And there is no vacancy
anymore.”

However, the freedom to choose the teachers does not change the fact
that they are till government officials. Because there are two different statuses
among teachers working in Armenian schools, while culture class teachers who
are assigned by the state and government officials work in accordance with
their status, other teachers work as if they are employees of Private School. For

instance, if a Turkish class teachers weekly working hour is 30, Turkish
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teachers working in Armenian schools as a government employee has also the
same [hours]. That is why; the attendance of Turkish culture teachers as
government employees in education improvement activities by staying after
hours beyond those 30 hours cannot be provided. However, because teachers of
other classes are contract labour, their weekly class and working hours can be
higher.?**

In the past, this unequal situation which lingered on for a long time
among Armenian teachers who work on contracts approved by and paid by
school administration and Turkish and Turkish culture teachers who are
assigned by the state also caused Turkish and Turkish culture teachers to act
more easily or what we can call arbitrary unlike other teachers as they had no
responsibility to the school administration and the principal.

The participant Nayat who worked in Sahakyan Nunyan High school in the
past:

Considering the division of labour, there is more burdens on Armenian
teachers. Other than that, if you look into secondary activities after hours we
are in fact equals. It depends on the teacher a bit. But they are not obligated,
there is a situation like we are obligated but they are not they can do it if they
want. For example, she/he can say I don’t to certain things. There was this
school promotion fair. The principal brought together all the classes, someone
who will take care of them, won’t let the kids out is needed. One teacher said
like, I am a government employee you cannot make me do drudgery. Those
who cannot adapt much ask for their re-assignment after a couple of years.
With those who are permanent, who are well-adapted, it is easier to have
division of labour. The law also changed, before it was 5 years. Now they can
get an extension as much as they want every year.

The assignment period for Turkish and culture class teachers in Armenian

schools was 5 years in the past. This period is now not limited and teachers
who can adapt to the schools can extend their assignment.

That Armenian teachers in Armenian schools cannot teach Turkish and
culture classes and that these classes can only be taught by citizens of Turkish
origin is an important indicator of the aim of national education system in
building Turkish identity. That the citizens of Armenian origin who graduated

from history, geography, Turkish language and literature departments of

2% Kiligdagr and Ozdogan, 2011, p. 46.
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universities cannot work in Armenian schools in their own specialization is one
of the discrimination-based policies of the state. That way, who can be a
teacher or not in an Armenian school is determined by the ethnic borders drawn
by the state. In the in-depth interviews conducted, the participants were asked
“would you like Armenian teachers to teach all classes in Armenian schools?
Or what meaning does the obligation of certain classes being taught by Turkish
and Turkish culture teachers in Armenian schools carry?” A majority of the
participants indicated that they would not want an education system in which
all classes are taught by Armenian teachers. The participants think that no
matter s’he is a Turk/Armenian, teachers who are good at their specialization
should teach.

Tibrevank High School principal Digin Jaklin who indicated that they
would prefer a teacher who is both Armenian and equipped in both the subject
and their profession for sure however they would not be asked to teach a class
just because they are Armenian: “If they are good teacher I would want them
[to teach]. But not just because they are Armenian. But if they are good
teachers and Armenians, of course I would want them. But I wouldn’t want
them to teach any class just because they are Armenians.”

The participant Nayat also tells similar things but also touches upon that
maybe an Armenian could teach Turkish literature class better: “It shall not be
mandatory but that class should be taught by the person who is best at it. It
doesn’t matter Armenian or Turkish...For example, maybe an Armenian person
will teach a literature class better...the job should be given to those who will
do good. But of course that would be a big financial burden for our schools.”
Sahakyan Nunyan High school principal Digin Talar who indicates that
Armenian school who experiences many difficulties due to financial problems
growing year by year cannot handle such situation: “Now speaking
realistically, if they say, hire all your teachers on your own, pay them on your
own. If they say that, it would be the best. But if you say Turkish language and

literature, Turkish for example, they shall be taught by Armenian teachers also,
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we have not enough staff [for that]. Let’s say, they say Armenians shall work,
there is not [enough] Armenian to do that. The best would be hire Turkish
culture teachers yourself with the condition of paying their wage yourself like
the other Private Schools, it would be the best. But do we have the financial
situation to do that, no.”

Our Armenian language instructor participant similarly indicated that
identity does not matter and classes should be taught by someone who is good
at their job. However, an Armenian who is really good at Turkish should also
be able to teach Turkish: “I don’t think it matters much who teaches these
classes. For example, some other person (she means other than Turks here)
who is really good at Turkish should be able to teach Turkish class. The best
would be someone who is equipped in the profession. Identity doesn’t matter.”
However, according to the participant Hermine, it is also not nice to have an
obligation for Turkish classes to be taught by Turks: “Enforcing it as an
obligation is not nice. Why it is the case is obvious.”

The participant who has been working in Armenian schools as
philosophy group teacher for the past 7 years expressed his/her opinions about
the obligation for culture classes to be taught by Turkish teachers as such: “it is
evident in the name, Turkish national education. There is of course this thing,
this highlight. There are culture classes toward that education. At the end, by
whom are they [the classes] taught? The teachers sent by MEB teach them.
There is also a situation like this. After all, wages of culture class teachers are
also paid by MEB. Other teachers are paid by the foundations.” That the wages
of teachers are paid by two different institutions; Turkish culture class teachers
by MEB and other teachers by institutions; and that the teachers who are
accepted to position with the condition of being of Turkish origin are assigned
by MEB show how any form of regulation about these teachers is intertwined
with national education understanding.

Kaya in his work mentions that Turkish and Turkish culture class

teachers in 1960s and 1970s had a specific ideological approach. In an
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interview with a retired Turkish teacher, the participant indicated that when he
started the job he was given a note and in that note, there was an inscription
saying “you are assigned to management”.?>> According to the participant who
indicated that because of this inscription which would mean some sort of
administration or management, he felt privileged [and] he started the position
knowing that he was different from other teachers [and] that his supervisor was
deputy principal, not the principal: “national education also looks into the issue
like that, I mean when you go in through that door, like as if you put your step
on a foreign land and you burden your real mission [that is] representing the
nation in the country.”?° Similar to the example of Turkish Chief Deputy
principals, Turkish and Turkish culture class teachers too started their job in
Armenian schools carrying a mission determined by the state. The division
between “us” and “them” starts inside the borders of the school and Armenian
schools gets the character of a land belonging to the foreigners in the country.
Thus, national education [ministry] assign teachers to Armenian schools who
would represent the Turkish national education in all means with a some sort of
conquer mentality.

“Dewey notes, that across Europe, education was nationalized at the
end of the nineteenth century... The role of teachers was redefined so that they
became agents of national state... Dewey’s analysis helps to explain the role of
education in promoting nationalism as a dominant ideology thought much of
the twentieth century.”®’ The reflection of the role attributed to the teachers
by the dominant ideology in European nationalism on turkey emerges as the
“Turkish” teachers assigned to Armenian schools. This mission of Turkish and
culture class teachers caused segregation among teachers at schools for a long
time. The situation of otherness experienced in both ways brought together the

issues like distrustfulness. These issues of distrust experienced not only among

2% Kaya, 2013, p. 120.
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27 Dewey, as cited in Osler and Starkey, 2005, p. 19.
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teachers but also with students also affected the attitudes of students toward
Turkish culture class teachers. Turkish teacher who said there was an
unbreakable wall between him and the students thinks that they were uneasy:
“they don’t want to see you as their teacher I mean, they can’t, they get uneasy,
they are scared.”?

According to the teacher participant Nayat, she can feel like an ‘other’
from time to time because Turkish teachers work as teachers in Armenian
schools too: “they might feel that way when we speak Armenian among each
other. I felt that in Ms. F. Sometimes there is chit-chat, it is not about her
actually, but she gets upset that she doesn’t understand. I think if I don’t speak
any Turkish and be part of such group, and they speak their own language, |
would also get curious about what they talk. His might be disturbing to them.”
Participant Nayat who gives an example of a Turkish teacher in Dadyan School
where she was a student in the 1990s indicates that what bother this person was
that Turkish culture class teachers were perceived as agent/informant:

There was this teacher way back then in Dadyan. S/he published a book back
then. For example, like at the beginning of the 1990s, teachers were assigned
to the schools more like a watchman, s/he wrote about his/her feeling about
that in his/her book. What happens in the schools in fact, their aim is to report
to the national education, the national education already perceived them as
informants embedded inside the schools...” participant Nayat who mentioned
her teacher who was uncomfortable with such mission given by MEB to
him/her and how s/he turned these feelings into a book said that why MEB
limits the assignment period of Turkish teachers to 5 years is the fear that
Turkish culture teachers would start to feel closeness to the Armenians: “that
is why they didn’t get an extension back then. Like, after 5 years you can be
Armenianified, you can start feeling closeness, you won’t be an informant.
That is why they didn’t give them extensions. Now there is [a possibility] to
extend it forever.

Till the 90s, that MEB limited the assignment period to 5 years because it was

impossible for MEB to inspect and direct every teacher assigned to Armenian
schools whether they acted in accordance with their mission or not is one of the
precautions taken [by the ministry]. That a good number of teachers from

whom they ask reporting regarding what was going on in the schools as an

2% Kaya, 2013, p. 122.
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informant got used to the schools in time and that they started to feel hesitant to
report the information demanded forced MEB to take such precaution. It is a
positive development for Armenian schools that this five years limit was
repealed and teachers can extend their position as long as they want. One of the
reasons why this is considered a positive development is that Armenian schools
started to have a say in choosing Turkish culture teachers today. That teachers
who apply to the school in consultation with Armenian school principals and
administrators are again chosen by Armenian school principals and
administrators is one of the most significant indicators that oppressive and

controlling attitude ongoing in schools for years has positively changed.

3.2.3. The Issue of Having No Status

The laws and regulations to which Armenian schools are subject today are
National Education Law number 1739, the Law regarding Organization and
Duties of the Ministry of National Education number 3797, some articles of
Government Officials Law number 657, Private Education Institutions Law
number 625 and changes included in it, MEB Private Education Institutions
Regulation, Private Armenian High schools and Middle Schools regulation
and memoranda published by the ministry.?’

Armenian education institutions have some main differences with other

minority schools. As be known, for Greek minority schools there is the
principle of reciprocity. Ulus Jewish High School operates mostly as a private
education institution.?®® Minority schools are also subject to some regulations
prepared during the 1950s and 1970s. Greek schools regulation is dated 1954,
Armenian school regulation is dated 1976. Moreover, there are a couple more
regulations regarding Armenian schools. Armenian schools regulation
introduced in 1936, regulation specifics to Armenian kinder gardens and

curriculum program, Armenian minority elementary schools regulation,

2% Karakasl et al., 2009, p. 197.
%0 ibid., p. 193.
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Armenian minority Middle school and High school regulations with its grounds
are in this context. 26!

As Garo Paylan also expressed, Armenian schools are not in public
school status but they are not Private Schools either. For the schools which are
deemed public or private to suit the state’s interest and due to this having no
status experience many hardships, Paylan tries to summarize the situation as
such: “Sometimes they inspect them [the schools] really strictly as public
schools and sometimes they put the school under financial inspection as Private
Schools. We have no special status.” We see that Kiligdagi and Ozdogan also

3

uses similar expression while commenting on the situation: “...in fact these
schools operate as public schools in practice, however they are not deemed so
by the state. In other words, there is a great difference between their legal
status and their actual situation.”*¢>

With the aim to understand the problems created by this situation, the
participants who worn in Armenian schools either as a teacher or principal
were posed the question “what are the effects of minority schools kept out of
the Private Schools regulations (the issue of no status)?”

Sahakyan Nunyan High school principal Talar: “we are subjected to
some obligations for Private Schools most of the time, we object to these and
try to solve it. For example, the biggest problem of this year is to be subjected
to taxation, the obligation to be financial institution. There were cases for
schools at court about this, schools were fined saying that you have to be a
financial institution. Fortunately, the cases were won.” The participant
principal Talar who draws attention to that the difficulties regarding these are
ongoing, also indicates that they [the state] think in Armenian schools students
are charged for tuition like Private Schools [and thus] there is an understanding

that the schools should be commercial institutions, financial institutions.

Participant Talar who indicates that “however there is no certain amount we

261 Biiyiikkarci, as cited in Kaya, 2013, p. 83.

202 Kiligdagr adn Ozdogan, 2011, p. 43.
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charge, people do donate as much as they can but if the parents do not donate,
we go under a lot of difficulties. We get difficulties like that due to this no-
status position” expresses that as long as minority schools are subject to private
education institutions [regulation], this situation cannot be resolved
unfortunately.

One of the teachers of Getronagan High school, Rita, cannot understand
that Armenian schools are considered the same with Private Schools and they
are being compared to them. That the Private Schools are commercial school
hence they operate on a certain financial benefit does not fit the current
situation of Armenian schools: “our schools are foundation schools and they
are schools with financial difficulty. Its income is not the same but they are
evaluated the same. It is wrong of course, but because they are in Private
School status, the state does not help out either.”

Getronagan High school principal Digin Sirun evaluates the issue of no-
status position of Armenian schools as the lack of a determined legal identity.
According to Silva, this situation indeed negatively reflects on Armenian
schools which are neither private not public school: “our status is that we are
minority schools. All other Private Schools are profit-oriented. They invest on
business. For us, it is symbolic; there is a representative of the employer. This
is a negative thing I mean, what is our real identity is not determined legally.”

Participant Hermine who thinks the state needs to solve this issue of no-
status position, opines that this situation causes disorder: “they shall solve it
already, I think it is not nice, these attitudes, but I don’t know, the state policy.”
The participant indicates that she witnessed the system in Austrian High school
and in our schools but they are far from each other: “they are also schools
which teach foreign language, so are we. They have their own autonomy, their
own checkmark system. They have private education system. They are Private
Schools. But even our state-bound status is debatable. We are included in state-

bound Private Schools.”
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The meeting of structural requirements of Armenian schools which are
considered in Private School status, that are demanded from all private schools
also causes many difficulties. The inspection of Armenian schools by the state
utilizing the same standard for inspecting private education institutions which
are profit-oriented creates an unequal situation. For example, the limit for the
number of students to be recruited in Private Schools is regulated by the
Private School Standards Regulation which was put in practice in 1985. To be
subjected to this regulation that brings a lower limit to square meter per each
student is not applicable to the structures of Armenian schools buildings.
Subjecting Armenian schools which were mostly built either in 19™ century or
early 20" century to inspection on the same conditions with newly built Private
School buildings causes practical difficulties.?®

During the interviews, as a response to the question “are there anything
that you see as a problem regarding education in school? Or in your opinion
what kind of problems are there in education system of Armenian schools?”
Tibrevank High school principal who touches upon the issue of no-status
position experienced in Armenian schools

Digin Jaklin: “Of course we have financial issues. This is the biggest
issue. Because we are foundation schools, we are schools who stand with
donation. We are Private Schools but there is always a misunderstanding.
When you say private blahblah school, there is a common perception of being
rich. It 1s also the case in all official institutions, although they know, they
cannot comprehend. We are thought to be of Private School status. But we are
minority schools. Because we are institutions bringing forward the voluntary
basis with financial issues, we stand still that way.”

Another participant indicates as the cause of status confusion about
Armenian schools that they can be misunderstood in multiple things and they
are evaluated along with Private Schools. “financially too, it is thought that we

are rich schools. When they see private in the name, oh well, a private school.”

263 Kiligdagr and Ozdogan, 2011, pp. 43-44.

119



That the state does not offer any solution to about the no-status issue in
minority schools which can be solved really easily by the state causes leads to

conclusions that the state prefers these schools to be no-status.

3.2.4. Registration in Armenian Schools: Proving Armenianness

While registration to schools were checked in by school administrations
themselves till the 1970s, today parents of Armenian origin children who want
to register to Armenian schools apply to registration bureaus created by the
National Education Directorates and with necessary documents and order of
registration [obtained] after they are confirmed by registry research conducted
by the related office that they are Armenian-origin at hand, they can register a
student to an Armenian school. The number of students who were to be
registered to schools was determined by the principles in Private School
Standards Regulation introduced in 1985 and students outside of quota could
not be registered. Despite the decrease in student numbers that are considered
as the main issue in Armenian education institutions, a comparative analysis of
Lausanne minorities throughout the years shows that Armenian community is
more successful than other minority education institutions in maintaining their
education institutions. 2%

Students who could not register to Armenian schools due to the
limitations introduced in the late 1960s about student registrations to Armenian
schools is one of the most important reasons for the decrease in student
numbers in Armenian schools today. In 1936, the full authorization for
registration was given to schools principals. Due to the limitations which
continued till the 1970s, education rights of many students and their parents
were violated. Moreover, these limitations were enforced in the way that would

violate a person’s to determine their own identity.

264 Karakasli et al., 2009, p. 198.
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Participant Digin Sirun indicates that the condition for Armenian
students to be of Armenian origin for registering to Armenian schools has been
like this since the Lausanne. “in the past, it was proven through population
logs, it was a really hard thing. Or sometimes we would go to courts.” Other
minority students who did not fulfill the requirement for registration of being
Turkish nationals of Armenian origin, such as a Greek or Assyrian student,
cannot also register to the schools.

Only Armenian minority. There can be both positive and negative
aspect to it. According to most of the people in our community, children should
be among each other and Armenian culture should be taught more. There are
people who also think they should go out meet children of other origins but I
for one think that growing up together from a young age would have more
positive effects on them. If someone wants to learn Armenian they are
welcome to. A Turk who wants to that also can.

Families who want their kids to be around kids who are also Armenians
like them in Armenian schools they attend to are in the opinion that they won’t
have this chance anyways after they graduate. However, according to the
participant, students from many different ethnic groups should be able to get
education in Armenian schools.

Despite the fact that the state subject Armenian schools to Private
Schools legislation, it does not provide the same opportunities they give to
Private Schools like accepting any student the schools wants to Armenian
schools. Till recently, students who will register first time to Armenian schools
were required to apply to the commissions arranged by MEB. Whether they
can acquire the letter confirming their eligibility to register or not also
depended on the population log research conducted by the commission.
Because it was impossible for students who had Turkish republic nationality
but were not from an Armenian father, they were required to “prove” their

Armenianness somehow.2%
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In the past, if in the family of the student to be registered had someone
who converted to Islam but later reverted to Christianity, this also used to cause
many unwanted issues in the registration process. This understanding and
practice, according to Kiligdagi and Ozdogan is ongoing. In the period the
practice was changed, only the condition to have an Armenian father was
repealed. According to the new civil code number 4721 dated 2001, the article
“husband is the chief of the unity” was repealed and the article 186 of “the
unity is ruled by the partners together” was amended.?®® Therefore, being born
of an Armenian mother also started to be accepted as sufficient for registration.
Tibrevank High school principal Jaklin says that in comparison to the past the
registration process got much easier: “In the past, only the father being an
Armenian was the condition. Right now, either father or mother, any of them
being Armenian is a sufficient condition.” In mixed couples which became no
longer a taboo in the Armenian community in recent years and started to
become prevalent, while only the “lineage” of the father mattered in
registration previously, now it is sufficient to have an Armenian mother also.

Moreover, from 2001, the job of family log research assigned to the
commission was transferred to Turkish Chief Deputy principals in schools.
Thus, principals can only take the registration of students with the “order of
registration” from Chief Deputy principals. However, the Chief Deputy
principal has no chance to determine whether or not the applicant student is a
Turkish republic national, “real and pure” Armenian. In this situation which
s/he can learn by asking higher authorities, because it would be hard to go to
the commission and also it is tiresome bureaucratically, it can be said that
considering Armenian mother sufficient for registration expanded the rights of

registration. However, according to Kiligdagi,Ozdogan the understanding
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which is the real source of the issue and the practice that is its reflection is
ongoing.%¢’

It was revealed with the report published in Agos Newspaper in August
2013 that non-Muslim minorities living in Turkey have been coded on the basis
of their ethnic origins since 1923. After this report, the debates on lineage code
were heated and with the impact of these debates in 2015 and with the circular
published by the National Education Minister Nabi Avci ‘the lineage code’
practice which had been creating issues in Armenian schools every year was
repealed. With the circulation, the authorization for registration was again
given back to the principals like before. However, this circular does not prevent
the state to collect lineage code logs in the state.?®® The existence of a lineage
code specific to non-Muslim minorities is a product of the population policies
of the Turkish republic inherited from the Ittihat Terakki / Union and Progress
Committee mindset.

The participant Digin Talar who works as a principal in Armenian High
school indicates that this is the law and the conditions for registration to the
school included the members of Turkish Republic national Armenian
minorities. However with the repeal of lineage code condition, they take
registration on the basis of statement and their job got easier. Still, this situation
which is left to the parent’s statement creates another hardship: “We don’t
know it anymore. For example they say I am an Armenian. I have no
instrument to research this. We ask Badriarkaran (the Patriarchate) when we
are not sure, and they give us a document. That is how we take registration” the
participant who indicates that there was a lineage code before however now

this code is not required tells how they registered students back then: “We used

267 Kiligdagr and Ozdogan, 2011, p. 47.
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to take prospective registration. Inspectors used to collect the prospective
applications, and then it was researched whether they were Armenian origin in
the logs in national education. There was a lineage code that we were not aware
of. If there was that lineage code, the approval used to come, if not, then it used
not to.”

The repeal of the conditions of the code requirement for registration and
ability to register on the basis of statement can also cause some issues in mixed
marriages. Sahakyan Nunyan High school principal who had the chance to
observe that the issue might arise in religion classes with the experience with a
students with a mixed-couple family who registered to their school: “I had such
experience. The father of the kid was Hay (Armenian), the mother was
Muslim. But the family abandoned him. The kid was raised by the uncle
[mother’s brother].” The principal who told that the pressure of the father who
came up years later to force the kid to be a Christian did not work, the kid said
he was a Muslim and he didn’t want to take the classes taught in their school
about Christianity tells that the kid did not want to learn Armenian either or did
not say he was an Armenian and self-identified as Turkish and Muslim.

Whatever the kid feels like it, so be it. I mean can you force him to be, no. The
father didn’t understand the kid. The kids feels like Turkish, feels like Muslim,
we said, if he feels like it, he needs to be raised like that. The kid was raised
by his uncle. The kid feels like his uncle. There is nothing wrong about this...
it was also really tough, questioning of his identity for the kid. How hard it
was for the kid. How oppressive it was. I wouldn’t want that for anyone to live
through. The kid felt like a minority here. Single. Lonely. He could bare it just
for a year, and then his father took him to vocational High school. The kid’s
name was Ohannes. When we called him Ohannes, he wouldn’t even look. He
rejected his name. Who needs that?

With his rejection of the name that is an indicator of the identity, the student
rejects to be in an institution consisting of Armenian identity and culture and
thus rejects to take classes. Although this student who was eligible to register in
accordance with the log research was considered an Armenian in the logs, he
does not feel like an Armenian. This situation exemplifies a special example
that is not seen much commonly in identity discussions. Considering with the

issue of who is an Armenian or who can be considered an Armenian which we
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will focus on in the following chapters, that the logs in the past and parent’s
statement and the approval of that statement today are looked for in registration
disregards the fact which identity the student feels belonging to. As a result, a
student in turkey who wants to register a Turkish school is not required to
prove their Turkishness for registration. According to the study titled Tiirkiye
Ermenilerini Duymak, those who are subjected to this practice” feel like “this

is a double-standard and they were offended.?*’

3.2.5. The Share not Given to Armenian Schools: State Budget

40th Article of the Lausanne Treaty is in regards of the rights of the minorities
to establish, run and control of education and teaching institutions. In that
sense, minorities are able to establish any kind of schools on the condition that
they will meet the expenses and to teach in their own languages in these
schools. 1st paragraph of 41st article of the same Treaty regards the elementary
education of the minorities. According to this paragraph, Turkish government is
to provide education in their languages in the elementary schools located in
cities and neighborhoods that are predominantly a minority group on the other
hand it will prevent the obligation to teach Turkish in the said schools.
However, despite the 41/2 article of the Treaty which regulates the right of
minority schools to get their share from the budget, this rule was not followed
in practice. Till 1956, although really insignificant there were financial support
from the state budget via the cities to Foundation institutions however this
support was cut later.?”

One of the most significant problems of Armenian schools today is,
thus, the budget deficit. The state after 1956 withdrew the insignificant
financial support and left the schools alone to solve this issue by themselves.

Garo Paylan who is an administrator in Yesilkdy Armenian School and the
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Coordinator of Education Commission founded by the community foundation
affiliated with Armenian schools, attracted attention to that the schools lacking
the financial support of the state are also the victims of the state ideology.?”!

Armenian (minority) schools have no distinct law for themselves. These
schools are considered as institutions functioning on the basis of the Lausanne
however at the same time they are bound to National Education Main Law
numbered 1739 which regulate education generally, in addition, Private
Education Institutions Law number 5580 dated 2007 and to MEB Private
Education Institutions Regulation which was enacted in relation to the
previously mentioned law. However, they have serious differences than the
Private Schools in terms of their operations.

While the Private Schools are established for the purpose of profit,
pursuing such a goal for Armenian schools is impossible in terms of the
conditions they are in and the functions they need to perform-such cultural
continuity of Armenian community in Turkey. These schools, due to the social
and cultural role they bear will/cannot reject students willing to register.
Children of the families which cannot or partially pay the education expanses
are admitted. And because it is not possible for them to reject a student similar
to a public school, they have a really heterogeneous student body in all terms
(socioeconomic status, intellect and skill levels etc.). Moreover, it is hard for
these schools to meet the building standards required from every Private
School. It creates problems that the state utilizes the same standards in
inspecting Armenian schools as the standards it uses to inspect the Private
Schools seeking profit.?’

The Armenian schools which experience many issues stemming from
being subjected to the same procedures with Private Schools almost for the first
time had an advantage of being subjected to the Private School regulations and

benefited from the state support for Private Schools. Sahakyan Nunyan High

271 Pelek, 2010.

272 Kihgdagr and Ozdogan, 2011, pp. 42-43.

126



school principal Digin Talar who says they have been supported for the past
four years tells about the developments they experienced about this as such:
“by giving the support which is given to students and parents in Private
Schools to all kids, really all kids, four years ago through positive
discrimination, they made us comfortable. They have been giving it for four
years but they have given to everyone for four years.” The participant indicates
that they supported 6 people last year however, and this is an indicator that the
support will decrease gradually in the following years and at last it will
disappear: “if that goes away, if its amount also decreases a lot, I have no idea
what we will do next. I am sure administrations think about this, however I
have no idea how this budget will be balanced.” For this table showing how
dire the financial conditions are for Armenian schools to be changed, according
to the participant, the state support is a must: “of course, if the state helps us, it
is much more possible for us to survive and it would be nice. Let be forget, 15-
20 minority schools on the land of Turkey is in fact a color, an honor of this
country. Considering this angle, the state at first should support us.”

According to Tibrevank High School principal Digin Jaklin, the state
gives just a little bit of support: “you apply for it, and for that, for instance,
there was funding 3-4 years ago, this year it decreased a lot. It is so little like
there is a name but nothing else. Because we are also private schools, we
received education support a couple years ago.”

This situation of Armenian schools which is considered neither public
not Private Schools reveals itself the most in the issue that they don’t receive
funding from the public schools budget. According to Tibrevank High school
teacher Rita, all schools are in financial hardship because the state does not
create a [financial] source. The participant who tells that although students
were given something like a private education bursary one time, the bursary
was cut down and only a few was able to get it this year has a negative view on
this attitude of the state: “you already have financial concerns. The state needs

to support here like it supports its own schools. It seems they want these
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schools to shut down and disappear. Otherwise, they have to support for sure.”
Considering the situation of Armenian schools whose numbers have been in
decrease year by year as they also experience financial insufficiency due to the
decrease in student numbers, this comment of the participant shows how great
the problems of Armenian schools today are.

According to Getronagan High school Digin Sirun, indeed if the state
wants its minority to live and support their schools, it needs to extend help:
“well, they have been giving some things per student for the past two years.
But this year they cut it down considerably. We don’t know what will happen
next year. For the past two years, the state has taken over a certain burden.
Before that, I mean in the first years after 23, there used to be something called
provincial support used to be given but it used to be so little they didn’t even
care to go pick it up. I mean they say it wasn’t even our travel expense, it
wasn’t worth our trip.”

Armenian schools that cannot get funding from the state cover the
financial expenses with the money collected from the parents as donation.
However, we witness in the recent years that the parents prefer to send their
children to Anatolian High schools, colleges or other Private Schools. With
registrations taken away from the middle school or High school to other
schools the number of donor parents decreased considerably. The support of
the parents whose children are registered also decreases gradually. Sahakyan
Digin, “in terms of finances, in terms of budgets of the administrations, we are
in worse days. Unfortunately, the support of our community to our schools
decreases every day. In the first years the support of the parents was much
more. Maybe their ability was better.” Jewellery which is one of the most
significant means of living for Armenian community is no longer a profession
that brings profit like it used to due to the economic problems in Turkey.
Armenians who are the shopkeepers in Grand Bazaar are also affected

negatively with the changes in Grand Bazar started in 2013.
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“As you know, our parents’ financial power is not much different than
the shopkeepers in Turkey. Let’s say there is a deadlock in the bazaar (she
means grand bazaar), that deadlock affects all schools. The families who used
to give their donations with ease without even bargaining now cannot pay us
with that ease. Or maybe they don’t feel the need to embrace anymore.” As
Principal Talar also indicated, every event in the Bazaar affects the schools
directly. Besides, even if they send their kids to them, the new generation does
not feel the responsibility for Armenian schools like the old generations did. To
what way the feeling of belonging to the schools turned is also evident in the
amount of donations.

Due to the lack of share from the state budget, the only place Armenian
schools can create income for themselves is the donation system that works on
voluntary basis. In this voluntary basis, an amount that a parent can afford is
asked. Students who come to Armenian schools for registration but have no
money also receive education with the money donated by more affluent
parents. In Armenian schools, no student is turned back due to financial
condition or s/he cannot afford it. Armenian schools who have been trying to
stand with this same mentality for years continue to struggle as much as
possible with the state’s oppressive education policies and problems created by
these policies.

The total number of Armenian schools which was shut down due to
similar reasons between 1980-2011 was five, which makes the problems the
schools are currently undergoing through would be quite clear. The number of
the Armenian schools which continue their educational activities in the 2017-
2018 academic year is sixteen. Even though each year these financial problems
of the Armenian schools occupies the agenda of the Armenian community
every September, so far we cannot say that any reasonable solution is found.
For instance, these issues appeared on the pages of the Agos Newspaper in
01.10.2015 under the title “In schools, alarm bells ring” in the beginning of the

2015-2016 academic year, were reminded in the following academic year again

129



in Agos Newspaper with the headline “Schools started the new academic year
again with a few [students]” 18 September 2017. The title of the report about
Armenian schools in 24 August 2017 was “Schools open with problems”. In
another report about the schools in 15.11.2016, it was reported that not enough
funds were raised in the event organized to close the budget gap of Ferikdy
school and the financial difficulties continue with the title “Ferikdy’s budget
deficit is not closed”. A similar headline, “In Bezciyan, the budget deficit is not
closed” was used in 14.10.2016, this time to tell about the financial difficulties

of Bezciyan school.
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CHAPTER IV

CURRICULUM AND THE POWER OF TEXT BOOKS

4.1. Nation-State and Effects of Curriculum on the Student’s Identity

Formation

The nation-states which became prevalent at the end of the 19™ century
engaged in new arrangements especially with regard to education in their
nation-building processes. The public schools were seen as only spaces to raise
appropriate citizens for the modern state where populations were thought to be
a nation caused that they covered education and every element regarding.
“State-supervised schooling has long been recognized as the quintessential
mechanism by which nation-states turn children into citizens or individuals into
political persons, and this has fundamental effects upon the person thus
enculturated into a new civil and/or civic identity.”?”* The most important
characteristic of identities which Baumann mentions as civil or civix identity is
that they are created consciously toward a certain trajectory and with a specific
aim. The governments who became aware how important schools and
education were in this process considered their education policies among their
top priorities: “Certainly, most governments since the end of the nineteenth
century have seen it as one of their prime duties to establish, fund and
increasingly direct a mass system of public education.” That is why; without
much due it became “curricula”, “new sacred legends of national glory”?™*
According to Baumann who argues that without public schools neither nations
nor national conscience collective can occur. “The school became the school of

nation, in many ways the mission station of national consciousness...in all

273 Baumann, 1999, p. 37.

274 ibid.
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cases, no matter where, the curriculum became a tool to forge a superethnic,
and often newly religious, national consciousness.””’> According to Baumann
who tells that Ernest Gellner’s (1983) claim that “The nation-state would be
nothing, nowadays, if it had not taken possession of the schools™?’® is
appropriate, for without the public schools as the institutions of mass education
nationalism can neither exist nor prevail. This intertwined character of
nationalism and education stems from the undisputable importance of state
schooling in building up a “national consciousness”. In that sense, preparation
and implementation of school curricula is one of the most important topics to
focus on. Because school curriculum is not an isolated element and it
intertwines with many contexts, its effects do not disappear after the student
leaves the school and become part of the social life.

The curriculum defines every activity from the very moment the pupils
step into school and determines not only which classes will be taught using
which books, for how many hours and even by teachers with what
characteristics but also how all other in-school activities are organized in that
regard the influence of schooling and curriculum in the formation of ethnic
identities cannot be ignored. Jenlink&Townes describe the ease using a specific
curriculum in the information of the pupils towards the members of an ethnic
community as follows: “When curriculum that represents a predominately
ethnocentric view 1is encountered, students from that background find
themselves well mirrored in that curriculum because the cultural assumptions
embedded within the curriculum are familiar.”?”” The curriculum with its
impact on identity formation and recognition becomes an important instrument
will be taught to national identities aspired to be created in what ways and by
whom. According to the writers of The Struggle for Identity in Today s Schools,

school is a site of identity formation. “Schools are microcosms of our larger

275 Baumann, Kastoryano, Schiffauer, and Vertovec, 2004, p. 2.
276 Gellner, as cited in Bauman, 1999, p. 37.

277 Jenlink and Townes, 2009, p. 107.
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society and provide an important structure for the formation of student identity.
What students learn about themselves and others while in school establishes a
solid foundation for who they are the rest of their lives.”?’”® This important
structure rises upon the curriculum. In that sense, the curriculum is a specific
programming tool shaping the identity of a individuals which will be carried
throughout their lives. This arrangement does not only leave its imprint on the
person’s own identity formation but also affects how the person perceives the
society they live in and other members of the society. Therefore, the school life
experiences of the students determined by the curriculum can be seen as one of
the most fundamental locations where students acquire their social identities.
The directions are all important in the content and aims of a curriculum also
include in which ways the determination of the collective identity of the
society, in which the students will take part in the future as full members as
Jenlink& Townes stress,

Like the formal and hidden curriculum encountered by students, schools are
sites where political, economic, cultural, social, and personal contexts
intersect. All of these contexts impact the formation of student identity. At this
site, students are immersed in a complex web of interrelated contexts that
provide confirmation and conflict as to who they are and who they will be.?”
The boundaries of the national identity that the nation-states aspire to create in

accordance with the nationalist understanding are drawn by the curriculum
which is framed as a result of the nation-state’s education policies, sources and
tools of the curriculum. Due to the curriculum arranged in accordance with the
dominant national/ethnic identity, many generations with different ethnic
identities got education in a similar understanding under the domain of
dominant identity and culture. Because the sources and tools of the curriculum
are in no sense objective, what is included in the curriculum or not, what is left
outside is always shaped in accordance with the interests of the dominant
groups. That is why; tools used by the curriculum are also a part of a political

process. Moreover, with the human images presented by to students in a

78 ibid., p. 102.

7 ibid., p. 103.
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specific way, the curriculum supports the political ideology of the nation-states
and provides its continuance.

Besides the curriculum present officially in the education system, there
is also another type of curriculum which is not written and taught. This other
type of the curriculum which is also known as hidden curriculum is mostly
shaped around values and beliefs. According to Jenlink&Townes, “this
definition of curriculum is concerned with all activity that occurs in the school
that affects the classroom without the knowledge of the teachers or students
and that occurs but is not disclosed in the written, taught, or tested
curriculum.”?® Jenlink & Townes indicate that hidden curriculum focuses more
on “values, beliefs, and opinions attached to the instructional materials, learner,
system, theory, or content” Moreover, it is also argued that hidden curriculum
is a text read not only inside the school but also outside and it is also hidden
curriculum which mediates the interpretation forms for children’s’ experiences.
In short, all types of values, beliefs, views and acts of students are under the
continuous influence of the values of that hidden curriculum.?®' Thus,
curriculum is a political initiative as it strengthens the order of ruling that is

dominant in the nation-state and it encourages this order by the people.

4.2. The Curriculum of Turkish National State and the Perception of the
Other in Textbooks

Textbooks are the most important among the sources of a curriculum. These
sources which reach to all students of a certain age group in the whole country
find their power in this ability to reach out almost all of the population in a
short time. However, the power of the textbooks does not only stem from that.
Another reason why textbooks are this effective is the characteristics of the

information that they spread. The information presented in textbooks is

20 ibid., p. 100.

31 ibid., pp. 39-40.
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considered primarily the minority students as time and not questioned whether
it reflects the reality or not by their readers who are especially in elementary
and middle school years and therefore not in a position to question them. From
the moment these books are published and distributed by the approval of MEB,
they are perceived by students as a source through which they can access to the
true knowledge. Students continue to learn to shape their views about
themselves, their surroundings and the world basically through these textbooks
that they encounter during their elementary school years.

Textbooks in Turkey, too, have always been one of the most important
tools of curriculum as they determine the limits of “appropriate knowledge”.
Textbooks are prepared with the aim of transferring an essential message to
students with the topics covered or deemed to be inappropriate through the
images used in the covers of the books, their contents and the language they
use. Textbooks as sources which normalized the codes of the dominant
discourse by determining what can be discussed and what topics are taboos are
one of the most fundamental elements which reflect “the official discourse” in
Turkey.

Curriculum imposes on students a from at a young age that determine
what kind of characteristics those who have national identity should have.
Same curricula also teaches students the attributed characteristics of those who
do not belong to national identity that is assumed characteristics of the
members of other ethnic groups existing in the society meaning different ethnic
identity have through textbooks. For example it is not have to find many
discriminatory statements about non-Muslim minorities who are not included
in Turkish national identity in the textbooks used in the schools in Turkey.
Curriculum has a key role in determining how different ethnic identities will be
represented. In organizing the knowledge which will be transferred to students
in classrooms, it determines within in the framework of its own notion of have
that (Turkish) nation should be which knowledge is acceptable and valuable to

teach students, which is inappropriate in building national identity and which
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requires to be hidden or unspoken. Considering this in detail from the
perspective of students as the youngest generation constituting a society, it is
quite a frightening situation. The curriculum followed in public schools
determines and limits the relationship of value and belief systems of students
with their surroundings and at last tries to shape their perspectives on the world
by adding the knowledge that the government in power believes to be more
important and by ignoring the knowledge that is deemed either unimportant or
risky for the government. The attitude of the dominant nation-state regarding
different geographies, different cultures, different identities, thus, finds its
reflection in the curriculum and text books used in a country.

The majority of school teachers in Turkey organize the framework of
their classes through the textbooks published by the National Education
Ministry even though they don’t use them. Although these textbooks give the
impression that they are objective, it is impossible to say that they are based on
objective knowledge. The reason why they look like objective to people is the
fact that these have the still power &authority at this bad to support them
legitimate students in the ages of the public. Besides the language of these
books is in the address from creating the impress, on that it is the state power
who directly speaks to the new generations.

The address form of the language which creates a feeling among
students that it comes from a higher authority creates a perception that the
knowledge provided is applicable in every period under all conditions.?*?

When we look at the textbooks recommended by the Turkish
curriculum today, we see how the question “who are we” is answered as part of
the nation-state narrative. Who we are has to be constantly reminded also by
other application in public school curriculum besides textbooks. We can say
that the answers to the question “who we are” as the dominant ethnic group and
who those others excluded from this “we” are hidden inside the curriculum

followed in schools in Turkey.

282 Cayrr, 2014, pp. 1-2.
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In actuality, misrecognition is an acceptable outcome to those of the dominant
culture who desire to reproduce only their cultural perspective. In this case,
the inter-subjective experience is devoid of reciprocity because the curriculum
that represents only one cultural perspective refuses to recognize the Other’s
perspectives. This lack of reciprocity is also a political tactic used in the
colonization of student identity. 33

The perspective on “the other” in curriculum and textbooks which do not

include any other legitimate identity and culture other than the Turkish culture
and identity and the depiction of the other identities, they did so in formed with
in a framework of their own nation-state understanding lead students to create
deep-rooted prejudices about the other cultures and identities and know them
through their deformed misrepresentations. Students learn from whom the
Turkish society is comprised of, what kind of a past it has, its contemporary
position and the vision that the next generations should carry in line with the
curriculum determined by the Turkish national education system. Curriculum
which aims at creating a feeling of belonging among students to the Turkish
state and society which is framed in a historical context also creates an
understanding of “we” in this way. What has never changed till this day in
curriculum and textbooks which has been changed based on certain changes
from year to year is the endeavour to create a mutual identity which is bound to
the Turkish nation and Turkish state and united around these values. What
Cayir mentioned in his work as “collective memory” and ‘collective identity’
through which the national identity is shaped on are created primarily through
text books.?®* The collective memory of the collective identity is shaped on the
basis of sharp distinctions between those who are included and those who are
excluded from this national identity. The political history and culture of the
Republic of Turkey are re-written as to determine also the content of the
collective identity and of citizenship consciousness. Thus, textbooks cannot be

considered independently from the historical context of the country.?*>

283 Jenlink and Townes, 2009, p. 107.
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According to Cayir, the identity narrative in textbooks is more singular
in the countries like Turkey where education is planned to be central. Even if
they are prepared by different publishers and different authors, the “we
understanding” presented in the textbooksare almost identical; as if all
textbooks are prepared by the same person; they have the same language and
understanding. Cayir argues that the narrative defined by the central education
system of Turkish Republic is possible to be seen directly especially in the
chapter of “I am learning my past” in 4th grade Social Sciences textbooks and
in the chapter of “Turks’ Emergence in the History in the 9th grade history
textbooks.?® This is applicable to all sorts of classes like music, arts as part of
the curriculum besides national history, national geography, Turkish language
and literature. All of the courses students take are constructed to develop first
and foremost this “we understanding”. However, exactly because of this
construction, there are issues in the narratives regarding ethnic and religious
groups. Because, what happens in reality and what is told in the textbooks in
Turkey does not match up with each other. “The national identity narrative in
textbooks is built only on the history of Turks and what is more, in an
essentialist and exclusivist way.”?®" It is seen that the answers states generally
develop to the question “who we are?” is not static. Even though |[it is asserted
that the collective identity is constantly being revised on the basis of new

developments?®3

, We can say that in Turkey this is not the case. When we
decipher and make the codes of identity construction in Turkey
comprehendible, we face a nationalist, discriminatory, homogenizing and

marginalizing discourse which remained the same since 1923.

286 ibid., pp. 9-10.
%7 ibid., p. 10.

2 ibid., p. 25.
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4.2.1. Marginalization of Armenians in Turkish Text Books:

Since 1926, preparation and choosing of textbooks is left to the responsibility
of the National Education and Upbringing Department. When we look into
how Armenians, issues about Armenians and Turkish-Armenian relations are
covered, how and in which ways they are taught or what kind of a language is
utilized when they’re being taught in the textbooks students read, study and
discussed from elementary to high schools in the discourse which Turkish
national education system tries to create with curriculum regarding ethnic
groups outside of Turks, we see that Armenians stand in a different position
than the other minority groups or different ethnic religious groups in terms of
the way they are covered. Because the events in 1915 continue to be relevant
today, Armenians are frequently mentioned in text books. The ideas that were
developed as thesis by the Turks against the Armenian thesis are still present
today in text books. In the sections of textbooks in which foreign and domestic
enemies threatening Turkish Republic are mentioned, for instance, Armenians
are included among the “domestic enemies”. As Osler and Starkey put
“nationalist discourses encourage xenophobia because they make a sharp
distinction between national citizens and foreigners.”?%

Because of the textbooks which shape the perspectives of the society
and students on the Armenians and the Armenian issue with a discriminatory
and hostile attitude, the prejudices which were developed in our society effect
both Turkish and Armenian students differently. Because the questions of how
“the Armenian” is taught in classes are not the central topic of this study, we
will confine ourselves just to give a couple of examples which, we believe,
would reveal the situation.

We see the narrative constructed regarding Armenians in the Turkish
national education system curriculum and textbooks especially in “Turkish

Republic History of Revolution History and Atatiirkism” books and starting

29 Osler and Starkey, 2005, p. 20.
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with 10" grade History books, in History 11, Social Sciences 7 and
Contemporary Turkish and World History” books.?”* In addition, we witness
that Armenians are intensely covered under the title the “Armenian issue”
which appeared in the textbooks since the 1960s. Because the reflections of the
events in 1915 on domestic and foreign politics of today’s Turkey are ongoing
and continue to be relevant, the topics aiming to respond to the Armenian
claims and Armenians in the textbooks get a considerable coverage. For
instance, in the teacher’s guide book, teachers are asked to touch upon this
issue for “the necessity of currency principal”.?’! In the guide book for TR
Revolution History and Atatiirkism 8 book, the statement of “for the necessity
of actuality principal, the teacher should touch upon Armenian claims and
explain that they are claims that do not match up with the historical facts” is
included. Although here the effect of curriculum and textbooks on students are
discussion more, one should not neglect the similar effects proceed by the
curricula used for the education of teachers, curriculum sharing the same
sensitivity about education of teachers is an indisputable fact. Teachers are
expected to fulfill their duties as part of the same official discourse in the
Turkish national education system as they are the first-hand people who
transfer the national narrative to the students. One of the most important duties
of a teacher in Turkey is also to show their students the truth against the

292

Armenian claims. The 1915 events=”~ which are covered in the textbooks as

Relocation Law is included in the textbooks starting from the 7™ grade. In this

20 Cayir, 2014, p. 33.
P ibid.

22 1915 events are a genocide to some historians and a massacre according to others.
Two societies supports two thesis about the intention of Union and Progress
government, the number of loss, and relocation conditions of Armenians. The point
where both parties agree on is that Union and Progress deported Armenians under war
conditions and many Ottoman Armenians died during this deportation (Metin, 2015, p.
40).
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process starting from the earliest age, teachers are given the duty to transfer the
defensive discourse of the Turkish state against the Armenian claims:

Indicate to your students that the Russians in that frontline also made some
Armenians to revolt and caused many of our civilians to be murdered. Indicate
that upon these developments the Ottoman State passed the ‘Relocation Law’
in May 1915 to emigrate and relocate Armenians living in war zones. Explain
that it one was haven to answer that the lands emigrated Armenian were
relocated be fertile that, there were outpost built for their security there and
also opportunities for them to practice their old professions and jobs were
created.?”

When we look at this and other texts which are composed with the aim of

responding to the Armenian claims, we see that these claims are frequently
repeated: Ottoman state paid attention to all kinds of needs of Armenians while
relocating them and provided everything it could to Armenians along the in
relocation route. Ottoman State did what it could for the Armenians. However,
despite all of this, due to some other conditions, Armenians faced loss of life
and property:

If Armenians acted in their locations as before, the government wouldn’t have
had to take these precautions... During the migration, some of the Armenians
lost their lives due to natural conditions and lack of order. This shouldn’t be
forgotten either: approximately one hundred thousand Turkish soldiers died
only in Sarikamis due to natural conditions and neglect. Turkish nation is
definitely not responsible for what happened to Armenians during their
migration. Thus, thousands of Armenians reached Syria safe and sound and
continued their lives under the protection of the Turkish state.>**

In the text books which containing sentences like “if Armenians “behaved” the

government wouldn’t have had to take such precautions”, it was highlighted
that Turkish nation was not responsible for anything. The author who indicates
that the whole Turkish nation cannot be hold accountable for the precautions
taken by the government in fact includes statement involving generally all
Armenians with the language he used. The common characteristic of such
discriminatory, hostile texts is that they use a language as if they mean all
Armenians when they refer to Armenians. The basic response to the Armenian

genocide claims consist in the creating the impression of “innocent Turks”

293 MEB Sosyal Bilgiler 7 OKK, as cited in Cayir, 2014, p. 33.
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against the “traitor” Armenians in the minds of the students starting from the
7" grade. However, such impressions created in the minds of the students about
Armenians also affect their attitudes in their adult social life after they graduate
from schools. Thus, a certain national identity and memory turns into collective
identity and memory.

While covering the Armenian issue in the textbooks, one other
frequently used idea is that “while Turks and Armenians were used to live in
peace together, Armenians rebelled against the Turks under the influence of
“foreign enemies”.

To make their job easier, the Russians used the Armenians in Eastern Anatolia
like a tool. They were imposed the idea that they were to be independent in the
regions they located in, and thus, Armenians along with the Russians attacked
on their innocent sinless Turkish neighbours. Armenian committee people
raided on many cities, towns and villages with wild-eyes ragingly and killed
the Turks without sparing children, the elderly, and women.>*®

Before “the wild-eyed” Armenians who killed “innocent, sinless” Turks fell for

the “ruses” of the enemies, they lived on their homes in peace. More so, they
had even better living conditions than Muslims. Regardless, they “misbehaved”
and fell for the desire of independence:

An Armenian citizen who is presented as Karapit Nedeniyan, a carpet seller in
Grand Bazaar (with the reference of journal of Bilim ve Aklin Aydinliginda
Egitim vol:38, s.11) is being narrated as such: “oh, those who caused this, oh,
God damn you. We used to live in peace. We used to enjoy ourselves like
Muslims couldn’t. They deceived our youth and made them work for their
own interest. Now we are all spread out in every part of the world.?*

All in all, textbooks nurtures a feeling of “we” that tells that Turks have been

tolerant throughout the history however they should be awake all the time
against the foreign and domestic enemies with the constructions like “we
tolerated but they...”. Moreover, Turkish national identity in textbooks today is
still described through exclusion, denial, disregarding,misrecognition, threat

and hostility.?*’

2% Mumcu, as cited in Metin, 2015, p. 116.
2% MEB T.C. Inkilap Tarihi ve Atatiirkiiliik 8, as cited in Cayir, 2014, pp. 45-46.
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In 2002, with the act of the National Education Ministry Education and
Upbringing Board number 272-273, dated 14/06/2002, the first concrete step
was taken about “teaching Armenian Issue”: with the decision of MEB
regarding “Inclusion of topics about Armenians in middle schools (high school)
History 1, History 2 and TR Revolution History and Ataturkism classes
teaching programs” and “Inclusion of topics about Armenians in the
elementary grades 5 and 7™ Social Sciences classes teaching programs”?*®
“Armenian” topic is included in teaching programs. In this programs Armenian
issue is not covered separately as before and it is scattered in units with varying
titles. For example, in the 4™ grade program, Turkish-Armenian relations are
not touched upon at all. However, it was included in teaching program of the
5" grade social sciences class under the title “Second Unit: How did we reach
the Republic?” in the section “Aims/Actions” as Aim 2 which starts with the
expression: “To be able to comprehend the aims and actions of Armenian gangs
during the War of Independence”.?”® The topic of Turkish-Armenian relations
and Armenian issue which found a place for itself at the 5" grade in 2002, was
also included in the 8th grade for the first time Turkish Republic Revolution
History and Atatiirkism class in 2014-2015 academic year. In the section
Explanation, “the historical development of Turkish-Armenian relations, 1915
events and Armenian claims regarding these events, terrorism, missionary
activities, reactionism, separatism topics will be covered*® was given as the
content. This attitude, which we tried to exemplify above, is transmissed
through textbooks in schools for the purpose of building a national identity for
the dominant ethnic group by developing a negative perspective toward other
peoples’ histories. Next generations are educated both in accordance with the

borders drawn by the cadre which pursue the statization process and with the

2% Metin, 2015, p. 36.
2 ibid., pp. 35-36.
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teachings of “pain inducing”, “oppressor”, “barbarian” against the “other”
which is highlighted in textbooks.

Its hypothesis, however, that each nation-state is engaged, by means of its
schools, in creating “its” minorities in its own image, can be researched even
in the smallest scale... It is through schools that the state imparts these styles
of how to vis-a-vis nationals and foreigners alike, and it does so through both
the explicit curricula...The question to be answered now is this: How do the
self-identifications of minority students respond to, and partly reflect, the
styles of how to that are imparted at school?*!

Armenian students who get their education at high school level in Turkish

schools, too, uses the same textbooksalong with other students of the dominant
culture. On the other hand, students attending Armenian schools, too, cannot
have a healthy relationship with their teachers when these topics are being
covered. At the same time, the students can pass these classes by being forced
to learn such negative prejudices about themselves. School curriculum and
textbooks, which aim at creating a national identity, hurts the perceptions of
students of other ethnic identities about their own ethnic identities. An
Armenian student who is in 5™ or 7" grade can fell a necessity of hiding their
identity outside of the school because of this or if they attend Turkish schools,
they might feel a necessity of hiding their identities at school.

4.2.2. The effect of Turkish Education Curriculum on Armenian Schools

and Armenian ldentity Formation

Since the establishment of the Republic, vital decisions about education like
curriculum writing and choosing books have been taken by the National
Education Ministry. Since the early years of the Republic, the content of
textbooks and curriculum has been prepared in accordance with a national and
nationalist understanding. Education system in Turkey is regulated by
‘National Education Fundamental Law’. However, in this law, education
system is mentioned as ‘Turkish National Education System”. Turkish national

education system which was shaped on an ideological basis is an important tool

301 Baumann, 1999, pp. 151-152.
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of Kemalist ideology not only in terms of the law’s wording but also in terms
of its instruments and practices. Reducing policies at the number of Armenian
schools together effective with the reduction of the Armenian population for
several reasons pursued since the establishment of Turkish Republic hand by
hand with many assimilating regulations in the education system of the
country.

The curriculum followed in all schools since the passing of Tevhid-I
Tedrisat Kanunu [ The Act of Educational Unity and the policies regarding
teachers’ training, choosing and assignment, the content of the textbooks, etc
were all directed toward the construction of a the consciousness of Turkishness
inspired by the Kemalist cadres. The curriculum to which Armenian schools
are also bound has a single-centered, ethnocentric and nationalist structure.
This structure in education aimed at assimilating the minority students from
multiple angles:

Majority-controlled education in settler states has played an important role in
the subjugation of minorities. Historically, the primary aim of education was
to assimilate and “civilize” or in other words, obliterate minority identities
through the replacement of their language, culture, religion, and pedagogy
with that of the colonizing powers.>*

Whichever identity the nation-state is built on, schools and their curriculum

lays the ground for a more complicated identity formation for those who are
outside of this identity. The question Baumann et al. tried to answer in their
studies conducted in four different countries regarding which was formulated
as this issue “how then do nation-state schools manage to maintain and update
their old links with the national imaginary despite there being so many school
pupils who are not nationals or else not ethnically recognizable as such™* has
also been illuminating for this study in which we try to analyze how the pupils
living in Turkey as a multicultural country experience “nationality” or “ethno-

national identification”. In terms of both how other ethnic group members

392 Dyck, 1997; Halverson, Puig, and Byers, 2002; Peacock and Wisuri, 2002;
Satzewich, 1996; Thorton, 2001; as cited in Abu-Saad, 2006, p. 1086.
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outside of the dominant culture are perceived by the dominant culture and also
how they perceive their won ethnic identity, curriculum has been a significant
tool for the nation-state to create its own minorities on its own also by
determining which knowledge will be disseminated. While they shape their
own national identities in the framework of a narrative, the knowledge
involved in this narrative, be it imaginative or real, are implanted in the young
minds from a really young age through public schools: “Each of the civil
cultures co shapes ethnicity and ‘produces’ its ‘own’ unmistakeable minorities.
This implies structural power relations are turning out to such minorities’
disadvantage.”?%

We witness that many similarities between the depictions Ismael Abu-
Saad*” on how Palestinian Arabs as a minority are affected by education
policies which are directed toward assimilation and the experiences of
Armenians in Turkey. Turkish National Education System continue to
delegitimize the identity of the Armenians, by suppressing the preservation and
maintenance of the Armenian identity within the Armenian schools system.
This has been achieved by systematic control of the curriculum both in Turkish
and Armenian schools to exclude the historical narrative of the Armenians.
With these narratives excluding Armenians, how the Turks as the dominant
ethnic group should perceive the Armenians is also included in their own
narratives. The knowledge about Armenians which is disseminated through
schools is limited by the what curriculum determined by MEB. Besides being
taught as an enemy for years in public schools through text books, Armenians
do not have control inside their schools either. With the curriculum determined
as a result of the state’s education policies, marginalization of Armenian
minorities was maintained and Armenian minority was tried to be put under
control in Armenian schools. Armenians do not have a say in the preparation of

textbooks which are an important tool of shaping negative views about
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305 ¢f. Abu-Saad, 2006.

146



Armenians in the Turkish education system either. Moreover, they do not have
autonomous control of their school system and do not hold any of the key
decision-making and policy-making positions in the national educational
infrastructure, which is reflective of their position in Turkish society in general.
The Armenian school system has its own curriculum but it is designed and
supervised by the Turkish Ministry of Education, where virtually no Armenian
educators or administrators have decision-making powers.

Turkish national education system aim for students getting education
with the curriculum followed in Armenian schools to learn Turkish culture and
values, thus, in the government-sponsored curriculum for schools Armenian
students are required to spend many hours in the study of Turkish culture and
history and the Turkish language. Thus, they are required to develop
identification with Turkish values and further Turkish nationalism “at the
expense of the development of their own national awareness and sense of
belonging to their own people.”3%

The nationally specific imaginaries shape effective schemes of classification
which govern meanings of culture and imply conditions of integration for
those who represent cultural otherness. This marks out the relative place of
particular cultural affiliations and defines legitimate spaces of identification in
the framework of the nation states, for identification is the central link
between the imagined national communion and individuals’ emotions of
belonging or loyalty towards it.>"?

The regulations especially regarding the content of language and history

classes and class hours through curriculum has an intense effect on identity
formation of Armenian students attending Armenian schools. The lack of a
course on Armenian History in Armenian Schools causes the creation of
Armenian generations who do not know anything about their history. De-
historicized Armenian students take Turkish history classes on the other hand
and as a result they graduate from Armenian schools knowing more about

Turkish history than their own.

39 Abu-Saad, 2006, p. 1091.

397 Baumann et al., p. 242.

147



According to the Armenian Schools curriculum, information regarding
Christianity is taught to Armenian students in Religious Culture and Morality
course. Moreover, these classes are covered in Armenian. Armenian students
who attend Turkish schools are exempt from Religious Culture and Morality
course [Din Kiiltiirii ve Ahlak Bilgisi] Religious Culture and Morality course
which the religion of Islam is taught. In the education system, with the start of
the TEOG exam practice, because Religious Culture and Morality covered in
Armenian schools as part of the curriculum is not part of the exam and because
students are not exempt from these parts of the exam, certain disadvantageous
situations occurred for Armenian students.

Making errors in calculating the TEOG exam results of non-Muslim
students who need to be exempt from religion questions in TEOG exam
prepared in line with the curriculum caused Armenian students to experience
certain disadvantages. In the results of first TEOG exam first given in
November 2013, non-Muslim students were considered absent from the
religion exam and students received “0” points.”*%® With the announcement of
exam results in June 2015, it was seen that the same mistake was made. The
National Education Ministry (MEB) calculated the results of students who
attend private schools and are exempt from the Culture Religious Culture and
Morality course by giving them “0” points. ** That is why; many students lost
at least 20 points in the exam. Due to these negative developments, in the
TEOG exam given in October of 2015-2016 academic year, for the first time in
education history in Turkish Republic 218 students attending Armenian schools
were asked questions in Armenian about Christianity in Religious Culture and
Morality exam. This situation was really significant as it occasioned for the
first time an important modification of the Armenian schools’ curriculum
which was first put in practice some 40 years ago and which included the

Christian religion courses to be changed. Moreover, Armenian students who do
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not attend Armenian schools were exempt from Religious Culture and Morality
in TEOG.*!°

Analyzing this and similar situations which we will cover in detail in
the following chapters, it reveals how the state controls Armenian identity
formation through education policies and curriculum. Similar to how it
introduces regulations which would ensure that Turkish national identity is
internalized and a feeling of belonging is developed by all students attending
public schools through curriculum, it also does so to prevent or hurt Armenian
identity formation of Armenian students in Armenian schools.

Thus, in our study in which we investigate the effects of the state’s
enforcement of an education policy which would prevent the raising of an
awareness about Armenians’ own national identity on identity formation of
Armenian students, following the effects of curriculum and textbooks, in the
next chapter, the importance and effects of history on identity formation in the
nation-state, the structure of history teaching, the contents of history textbooks
and the experiences of students with their history teachers in Armenian schools

in history classes will be covered.

319 Curriculum and text book studies in this topic was conducted by a commission led

by High Priest Tatul Anusyan consisting of religious culture teachers and pedagogy
experts. In the studies, first of all a textbook to be taught in 8th grade was prepared
and in TEOG questions from the topics covered in this books were asked. Following
the argument that in the case of preparing the questions in Turkish it would had
created conseptual problems, the questions were decided to be asked in Armenian.
After clearing all question in Education Board regarding curriculum, this curriculum
was approved in February. Thus, instead of a curriculum which was approved 40 years
ago, for the first time a different curriculum was approved (Kuyumciyan, 2015).
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CHAPTER YV

NATIONAL STATE AND ARMENIAN ETHNIC IDENTITY
FORMATION IN SCHOOLS THROUGH HISTORY COURSES

5.1. National State and National Identity Formation in Schools

Reviewing the establishment processes of modern nation-states at the end of
the 20" century and in the beginning of the 21% century, we see that it is also a
review of how the ‘national identity’ is constructed. ‘National-state’ and
‘national identity construction’ appear as two phenomena that cannot be
considered separately. The most effective and efficient tool of the nation states
in their construction of national identity is education. The aim of education, or
in Baumann’s terms, “national-state schooling” is to shape the citizens whom
the newly established nation-state determined as belonged to itself in the
framework of their own nation state’s ideology.

According to Baumann, when we investigate the close relationship
between nation-state identities and nation-state schooling, we should approach
the problems that we face with the question “what exactly is it that schools pass
on to the citizens-to-be, or indeed to those of their pupils who are not citizens
or nationals in the legal sense?” Baumann’s answer to this question is “civil
culture” !, According to Baumann, each nation state in or sample establishes a
particular discursive field in the schools which is crucial for enculturation:

The nationally specific imaginaries shape effective schemes of
classification which govern meanings of culture and imply conditions of
integration for those who represent cultural otherness. This marks out the
relative place of particular cultural affiliations and defines legitimate
spaces of identification in the framework of the nation states, for
identification is the central link between the imagined national

311 Baumann et al., 2004, p. 3.
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communion and individuals’ emotions of belonging or loyalty towards
it.312

Considering the schools themselves as a special spaces of identity formation,
this space has to turn in to ethnic identification in the nation-state. In that sense,
asking the question Baumann asked as quoted below for the Armenian students
living in Turkey, what we need to analyze is how the Armenian students were
exposed to identification in line with the education policies of the Turkish
nation-state.

...We engage with a reality where nation-state schools are no longer
schools of nationalism, yet we continue to recognize that state-directed
schooling is always related to identity-shaping purposes within the
framework of that nation-state...How then do nation-state schools
manage to maintain and update their old links with the national imaginary
despite there being so many school pupils who are not nationals or else
not ethnically recognizable as such?*!3

In this part, while attempting to comprehend what sort of an identification the

students who were left out from the ethno-national identification were exposed
to, the issue we will principally discuss is why history and history teaching in
the national-state education has such great influence in the identity formation.
Although there are similarities in the main characteristics of nation-state
building processes of the countries, still every nation-state has its own
approaches deriving from their own political conditions. In this sense, we see
that the Republic of Turkey which was established after a major empire like the
Ottoman had to follow its own unique nation-state project. We will investigate
here the specific element of the Turkish used national discourse which were
used in schools in its nation-state building process and what kind of national
identity the history teaching aimed to create and how this situation reflected
itself on the identity formation of the students on Armenian schools and
Armenian students studying in public schools. I would like to introduce this
part with an example Baumann gives on France to show the common situation

in mostly all nation-states in terms of national state and school relationship.

32 ibid, p. 242.

3 ibid,, p. 10.
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Baumann gives an example from French Minister of Education’s
confession. This “confession” published in France’s most established
newspaper, Le Figaro (Bayrou 1994) which is a confession about reinvention
of a ‘civil religion’ in France. The French Republic had declared ethnic and
religious loyalties illegal for all times. “France is more than a country full of
people, pursuing individual rights. It is a community of destiny. This ideal is
pursued first and foremost at schools. This laicist and national ideal is the very
substance of the school of the Republic and the Republic and the foundation of

its duty toward civic education.” 3'4

5.1.1. The Importance of History and History Lessons in National State

Education

What is the place of the dominant ethnic group that is considered to be the
nation in the process of nation-state construction or what their place should be
can be found in the introduction chapters of school books in Turkey. Authors of
these books, according to Copeaux, strive to create “a historical consciousness”
for the kids “which gives them the feeling that they are a part of a strain of
generations that has a legacy of a great value.”*"” In this construction process,
inthe societies like Turkey that are built on ethnic basis, it should be told to the
people that what it is to be a Turk and that Turkishness is in fact really old
ancient and rooted fact about which they all should be proud of. In that sense
history and historiography as well as history classes taught and studied at
schools had to be given a great significance in the nation-state building

Pprocess.

Similar to all modern nation-states, the significance attributed to the history

education with its strengthening of the bonds that keep the nation together and

314 Baumann, 1999, p. 58.
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the feeling of belonging it creates has an important place in the establishment
of Turkey, too. It has been possible to build the nation’s ethnic roots on an
exclusive past only through somehow keeping other ethnic groups out of “us”
in the multicultural socieities.

Teachers dictate information to the learners that is from an oppressive
historical ideology. The learners become passive by not talking, sharing,
or having dialogues with others; conversely, they receive, memorize, and
repeat what has been dictated, thus creating a system where those in
power deposit information and the oppressed are passive receivers of the
information...The oppressed groups become the objects of history rather
than the subjects. “A subject of history is a conscious maker of history...
As objects of history, their actions are determined by history...This is a
form of deculturalization or the educational process of destroying a
people’s culture and replacing it with a new culture.’'®

Thus, the dominant ethnic group which is the creator of its own history can

create its own nationalism through this history. Considering natiionalism as an
ideology of ethnic identification, we see that it is “historically and situationally
contingent. Moreover, nationalism “characterizes the politics of complex
societies, invokes culture and ethnicity as a criteria of membership in the
polity”. It claims, “a collective historical destiny for the polity and or its

ethnically defined members.” 317

what kind of space the Armenian students
whose actions are determined by the history can find for themselves in the
narrative of Turkish ethnic identity which the nation-state strives to create?
Keeping Jenkins’ notion of ‘“historical destiny” in mind, Armenian students in
schools are far from being a group that shares the same destiny with the Turks.
Accordingly, they are left out from all historical references that are frequently
repeated in the identification politics of the nation state such as “sharing the
same destiny”, “mutual past”, “mutual ancestor” (hence “mutual future”, too).
However, they are obliged to learn the history of an ethnic group whose
“historical destiny” is different from them.

Historical destiny may seem an odd notion — even dated or anachronistic
— to introduce into the argument. To some, mindful of the terrible ends to

316 Spring, as cited in Cooper, Hamilton, and Torres, 2003, p. 20.
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which notions of history and destiny can be bent, its use may appear
irresponsible. But it is crucial. One distinguishing feature of nationalisms
is their appeal to the past an ethnic-national history embodied in such
things as myths of origin, royal genealogies or cultural romanticism — in
the construction of a collective project for the future. This is the
inspiration for Benedict Anderson’s evocation (1983: 147) of Walter
Benjamin’s imagery of the ‘angel of history’: looking back, in nostalgia
and anger, but irresistibly propelled forward at the mercy of progress.
Nationalism differs from Benjamin’s angel, however, in that it does not
present its back to the future in futile resistance to change. It is, rather,
actively in the business of moving forward, in pursuit of the historical
destiny that it claims for itself. Perhaps a more appropriate image is
Anderson’s other description of nationalism, as Janus-headed (1983:
144), simultaneously looking ahead and behind.’'®

According to Jenkins, “ethnic identification” is a socially constructed

“historical project”. As it was also highlighted by Baumann, “nationalism can
be thought of as a specimen of the big family of “we-talks”.3! While the
national state which always has to check its back looks at its back through its
rear-view mirror, it also moves forward by creating it the past in accordance
with its own ideology. The nation-state owes its own existence to the identity it
strives to create and it is aware of that. This awareness is what makes national-
state persist. In this created past, there is always the definition of those who are
considered to bethe appropriate members of the group “we”. With this
definition that does not include those who are not similar to it, the historical
boundary with the other ethnic groups becomes determined.

This is also an indication how effectively history is used in drawing the
ethnic boundaries. Nationalism that is historically bound to ethnicity forms an
ethnicity that is constantly redefined by the creators of the official history
discourse. These definitions are reshaped especially in the political breaking
points of the state. They are also reshaped on the basis of determining who
belongs to this ethnicity, what are the boundaries of this ethnicity, and whom to

be left outside. History is an effective tool in making these boundaries explicit.
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Who stays in or out constitutes the official historiography with the support of
historical narratives.

History combines with the give-and-take of the moment in the social
construction of ethnic boundaries and identities. To paraphrase someone
else — from a different tradition — actors may make their own identities,
but they do not do so in circumstances of their own choosing.*
Therefore, history is not just a course to be taught in classes. History courses

are imperative for the continuity of the nation-state itself. It owes its continuity
to the national-identity that requires to be built from one generation to another.
However, since Turkish national identity strives to place itself inside a

boundary, the lived reality has to be replaced by “history”.

5.1.2 History Lessons and Turkish National Identity Formation in Schools

In his article titled “Tiirkiye’de Tarih Ogretimi ve Yurttashk” “Teaching
History in Turkey and Citizenship”, Etienne Copeaux analyzed how a new
national historical narrative starting with the Kemalist republic was shaped.
Between 1931-1932, it was prefered to teach a new national history narrative
based on the history of Turkish ethnicity. One of the premises, and in my
opinion the most significant one, is to tell the history of one ethnicity rather
than telling the history of a land. Thus, it is hard to extract a national history
from the Anatolian land history through which Greeks and Armenians have
passed. According to Copeaux, another difficulty building such a narrative is
based on the articulation of multiple distinct narratives (Islamic history, history
of Central Asia and Anatolian history). “It is a delicate task to build a sense of
belonging or a notion of citizenship on such historical narrative.”!

The aim of history lessons is to help understand the present in the context
of the past; to arouse interest in the past; to help to give pupils a sense of
identity and an understanding of their own cultural roots and shared
inheritances; to contribute to pupils’ knowledge and understanding of
other countries and other cultures in the modern world; to train the mind

320 Jenkins, 1997, p. 142.
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by means of disciplined study; to introduce pupils to the distinctive
methodology of historians; to enrich other areas of the curriculum; and
finally, to prepare pupils for adult life.???

Yazict in his work titled “Tarih egitimi ve Cokkiiltiirliiliik” “History Education

and Multiculturalism” argues that the close relationship between history
education and nationalism in Turkey was recognized in the Second
Constitutional Period. Intellectuals of the era inspired especially by the French
nationalism comprehended the significance of history education in creating
crowd psychology. With the nation-building project of the founders, it was
required for them the founders to put “precise” emphasis on citizenship
education in schools especially in the first years of the Republic. 323

History textbooks are an excellent source for the analysis of national
imaginaries. Moral communities are constructed by presenting the history
of the collective to the next generation...History textbooks highlight
quintessential lessons of the past for the present, and by doing so define
the future. It is through such textbooks that the notion of ‘what a nation
stands for’ is passed from one generation to the next. The concepts
presented are, of course, not to be confounded with reality: they reflect
how the nation wants itself to be ( or what it wants to be seen as ), rather
than what it actually is.***

As mentioned at the beginning of the chapter, nation state and national identity

formation are the process that operate interdependently. Another indispensable
component to be augmented to these two is “national history”. According to
Eissenstat:

The history and historiography of the Turkish Republic are fundamentally
tied to Turkish identity politics. As in all states, the process of nation
building and the elaboration of a national history have gone hand in
hand... The Turkish republican after the first few years of Turkish
independence, the Kemalist elite found it necessary to develop a fully
elaborated historical narrative of self in order to meet the varied
ideological needs of this nation-building process.>*

The quote from Atatiirk saying “it is important to write history as much as to

make it”, his history theses in the scope of historiography, and his initatives
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such as Turkish History Institution can be seen as evidences of how important
history was for a for the formation of the Turkish nation. According to
Copeaux, “Even this particular attention Atatiirk paid on history” can be
considered “a reason to learn history.”3® However, According to Eissenstat,
why historiography was this significant was due to an important issues from
the perspective of Turkish Republic. According to him, Turkishness bears a
meaning only for the founding elites: “A central question in the recent Turkish
historiography has been the nature of nation building in the republic. A sense of
‘Turkishness’ as a meaningful term of political identification was limited to
relatively small intellectual elite...”*?” Education as the most significant step to
make it historiography significant for others than the elites was a matter of
course. Turkishness was obliged to be learned by heart by the new generations
as a precious and prideful characteristic through education policies and history
lessons in the schools of the new state.

However, the cultural diversity existing in Anatolia for centuries and the
witnessing of this land on the existence of ethnic identities other than the
Turks create certain difficulties for Turkish historiography necessities great
attention in the constitution of the nationalist narrative. One solution to these
difficulties was to regard everyone a Turk and telling that they non-Turks had
forgotten their Turkishness: “This first attempt took the form of the ‘Turkish
history thesis’, which attempted to solve the problem of Anatolian diversity by
arguing that the territory had actually been settled by Turkish nomads millennia
ago and that non-Turkish speaking populations in Anatolia largely consisted of
“Turks who had forgotten their language.” 328

Thus, considering Atatiirk’s saying “how happy is he who says [ am a
Turk” from this angle, we can see that he attempted to make it easier to place

other ethnic constituents in the definition of “Turkishness”, too. However, non-
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Muslims are not included in this definition. Copeaux who argues that with the
establishment of the Society for the Study of Turkish History (Tiirk Tarihi
Tetkik Cemiyeti) in 1931 thecreators of the historical narrative was directly
Kemalism also highlights that anti-Turk propaganda in Europe in the late
Ottoman Empire period caused a great “trauma” among Turks.’?° Turkish
historiography which was also used to awaken the feeling of “pride” among the
Turks that was lost after the long war years, has to tell that “Turkish nation
represents the most noble and advanced human type in the world since the
beginning of humanity ... its race is molded with an unprecedented aptitude in
military, governance, politics as much as in arts like literature, painting, music,
architecture, sculpture.”>*°

According to Eissenstat, who investigates the works of Yildiz in order
to analyze the historiography in the Republic of Turkey:

Yildiz’s work shows how such an identity was developed and examines
the range of definitions of nationhood that were explored in the early
years of the republic. Although its dense jargon and uneven editing have,
perhaps, limited the book’s impact on popular discussions of Turkish
identity, the central point Yildiz makes is a fundamental one: the
Kemalist project of nation formation came not out of a simple declaration
of nationhood but developed out of a complex historical process of trial
and error.**!

“The pride of Turkishness which was knocked about with the military

disasters” in the late Ottoman Empire period “was procured more or less thanks
to Atatiirk’s extraordinary efforts.”**? The idea that the mutual past goes way
back is the primary element of pride for Turks in the textbooks: “national
consciousness and Turkish conciousness have to derive from historical

knowledge”***. Because of mutual past, everyone is “from the same blood”. In

329 Copeaux, 1996, p. 40.
330 ibid.

331 Eissenstat, 2003, p. 100.
332 Copeaux, 1996, p. 180.

333 ibid.

158



the school books, while the investigation of national culture/ root/ affinity
becomes crystallized, the national consciousness is held together with a subject
of pride and harmony (unity). >3

Equally important in the development of a serious scholarly literature on
the Kimlik Sorunu, or Identity Problem, as this issue is often referred to in
Turkish intellectual discourse, has been the process of democratisation
and growing pluralism in Turkey since the late 1980s. Along with the
question of developing civil society institutions, the identity question has
been one of the central concerns of the intellectually vibrant and
politically important ‘Second Republican’ movement.**

5.2 Turkish Identity Politics and Effects on Minorities

The fact that Turkey lived through the process of nation-building and creating a
citizenship identity all at the same time was probably the most significant
reason why citizenship in Turkey does not sustains a pluralist structure.
Because “Turk” which is a name of the nation for the founding cadre was also
the name of the citizenship identity of the Republic and it did not make a clear
distinction between these two. Hence, those who couldn’t find a place for
themselves in the Turkish identity which was built on an ethnic base as they do
not share the same ethnic constituency had to either call themselves (how
happy is he who says I am a Turk) or had to be called by someone else (They
are generalized to be Turk) a Turk.

With this ethnocentric understanding, it is really difficult for any
cultural community in Turkey to find a place beside or amoung the Turks. Non-
Turks are in the position of either being memorized by their betrayal (non-

336 Considering the

Muslims) or being ignored (Muslim non-Turks).
historiographies of nation-state in general, the black and white distinction in all

constructions have to exist. A citizenship identity built onto ethnic foundations

34 ibid.
335 Eissenstat, 2003, p. 100.

336 Yazici, 2015, p. 125.

159



meant an assimilation process for non-Turkish groups who didn’t have same
ethnic references.”*’ Similar to other nation-states, in Turkey it is possible to
see a significant reflection of this assimilation process in schools.

In many modern nation-states, national identity is not inclusive of all of
the state’s citizens; rather, it is limited (in varying degrees) to the
members of the dominant group. Because such states are structurally
unable to meet indigenous/minority groups’ basic human needs for
identity, inclusion, and equality, the formation of ethnically based identity
and political organization is a natural alternative. To the extent that such
alternatives are considered threatening to the state, it will deal with
indigenous/minority groups by developing systems of control, based on
varying degrees of force, depending on the state’s claim (or lack thereof)
to be “democratic.’**

According to Copeaux, although a fully defined “Turkish ethnicity” is

doubtful, Turkist definition of Turkish identity is present in language and
ideology. Unifying Turkish ethnicity and Islam as a criterion for belonging to
Turkish nation strengthens the notion of minority. This caused the exclusion of
non-Muslim Anatolian people from this belonging and the creation of Turkish
Muslim identity.

Discursive assimilation became visible in this mirror. But
moreover, the different modes of negotiating minority
interests cast light on the unintended costs of each nation
state’s practices of inclusion and exclusion...Each of the
civil cultures coshapes ethnicity and ‘produces’ its ‘own’

unmistakeable minorities. This implies structural power
relations turning out to such minorities’ disadvantage.*’

From the analyses of Baumann quoted below, we can make an analysis of the

relationship created with Islam in the nation-building process of the Turkish
Republic and see that have for this relationship was effective in defining the
notion of minority. Because the Republic of Turkey which emerged with the
claim that it was a laic and secular state couldn’t define Turkish ethnic identity

without Islam, it had to depend on what Baumann called “civil religion”:
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The nation-state claims a privileged position against both these other
identities, ethnic and religious. It claims to be post-ethnic, replacing all
ethnic bounds with bonds of rational association and ethnically blind
equal provision. The first claim cannot stand up since all nation-states
make use of pseudotribal ideologies, not to speak of ethnic
discrimination, to prove their worth as imagined communities. The
second claim is that for replacing religious community by a secular
consensus on a religiously neutral common ground needs filling in by
quasi-religious ideologies of civic culture, which amounts to each nation-
state producing its own civil religion.**

The Turkish identity which shaped its history with a discourse that considered

the pre-Islamic Turkish era as “less Turkish” found an influential place for
itself in the history textbooks taught in schools. However, “it is not just a
matter of an approach peculiar only to historiography; this issue also touches
upon the feeling of belonging, collective memory and at last the notion of
Turkish citizenship; thus, when the history of the citizens is defined as a non-
Christian past; it seems difficult to qualify Christians as Turkish or Turkish
citizens.?!

We indicated before that one of the most significant discourses that the
Turkish ethnic identity referred to while re-building itself in the nation-building
process is to neglect others. Considering this discourse of disregard vis-a-vis
education policies, we can see the critical function of the textbooks. “The role
of the textbooks today in creating a group whose minority element is
insignifant at demographic and cultural levels while at the same time
» 342

dangerous at the political level is really important.

It is possible to argue that the practical aim of creating an “other” in
historiography is to keep the nation together and develop a “group
prejudice”; because it is possible to refer to identities if only in societies
in which there is an other. It can be seen that this repeated “us/them”
binary brings together the function of protecting the ethnic boundaries as
much as of stregthening the intra-group boundaries.**’
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Then, how does this process move forward considering history education and
history textbooks? The discourse in history textbooks that excludes the
existence of ethnic groups other than Turks in Anatolia first wipes out the
other this way however later revives it in the history books as the enemy. The
history textbooks that are one of the most significant tools to feed the
animosity against the other cannot write the history of “the Turk™ without the
existence of these enemies. It is a case how cself-ontradictory it is that while
they consider the other as never existed on these lands, at the same time they
present it as the domestic enemies who in fact strive to divide up the country.
“It is obvious that in Turkey the history textbooks are written with a language
that strikes as extremist and with an ideology that would place from time to
time nationalist discursive pieces in effective and permenant spaces in young
brains who read them.”*** What is mentioned here is a situation that we can
consider in the axis of Turkification policies. Just as the history of minorities is
the history of Turkification policies in this country, Turkishness which finds
itself a place in the official history created through the history textbooks is
itself the approach in official history that exists against minorities / against the
other.

In the textbooks, “us” against “the others” constutes the primary matter of
the history. Here, “to create new group bonds or to stregthen a pre-
existing group bond further, in other word to reveal “us”, someone else
has to take over the negative characteristics that are not ours.>*
Turkishness is again created vis-a-vis the other. The national consciousness of

the Turks has been created by consciousness created against the other. This is
one of the forms of the understanding that has always been dominant in the TR
solidified in the history textbooks.

It is possible to argue that the discourse reflecting the nationalist point of
view of Kemalism, official theses and especially the fabricated perception
of the enemy has a significant place in the textbook “History of Turkish
Republic” taught in highschools today. Accordingly, the founding cadres
fought in all corners of the country against the enemy, forced the enemy

34 Giinal, as cited in Usta, 2011, p. 161.

35 ibid.
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outside of the national borders and made today’s structure possible by
establishing the parliament/ the Republic. In this period, in the written
history, it is constantly strived to make a link between domestic enemies
and foreign enemies.**

We mentioned how important the need to have an enemy both on soil and

outside in the creation of the Turkish identity however what is needed to be
highlighted here is that the existence of history classes and their textbooks is a
proof how great the significance was paid to them in creating the identities of
the students.

Yazict in his work, in which he mentions the concerns of minority
students regarding curriculum and textbooks where students’ their own cultural
identities are also covered as cultural classes given by Turkish-origin teachers
and among them history classes and regarding the ways how the identities of
minority students are covered, argues that significant political changes in the
country were at the same time made breaking points for history education. He
covers these brekaing points as four periods and analyzes how cultural
diversity was covered in history textbooks in these periods. These periods are
Early Republican Era, Humanist Era, Turkish-Islamic Synthesis Era and Post-
2007 Era. 3%

In the period defined as Early Republican, while explaining the sections
in history textbooks regarding Anatolian history, Copeaux argues that this
history was cut back. Therefore, comprehension of Turkish children of the
Anatolian history is possible in a lacking way. “Byzantium as a component
spreading to a millenium in the Anatolian history and Armenian constituency
of this land comprising a characteristic going immemorially back were
excluded almost altogether in the school narrative.”?*

Not all resources available is used, the data leading to the desirable
conclusion is referred to wheras others are omitted and finally ‘history
desired to be written’ is written. The main problem in the textbooks,

% Usta, 2011, pp. 171-172.
37 Yazici, 2015, pp. 122-123.

348 Copeaux, 1996, p. 178.
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however, is clear statements and hate speech... Ottoman past is defered,
rejected; minorities are marginalized, antoganized; and other states as a
bloc are presented as against this created “us”. What is interesting is that

states and nations whose interests and ambitions can be predicted as

different are presented as one in unity against ‘us’.>*

“After Atatiirk’s death, both in the one-party or multi-party periods, there have
been foundational changes in the culture politics. In this period called humanist
period, according to Copeaux, a rise of historiography which opposes Kemalist
historiography without rejecting Kemalism and aspiring to integrate with the
Western School is witnessed. >

As an effect of the humanist period on history education, negative
statements and sections regarding non-Muslims were taken out both from the
curriculum and textbooks. However, this dd not mean that marginalization of
cultural ethnic diversity in the country ended. Because, while negative
statements regarding non-Muslims were abstracted from the textbooks; “their
historical existence in the geography of Turkey was ignored in the textbooks.”

Copeaux emphasizes three main axes in history education in Turkey.
Accordingly, it calls for being awake in the case of danger with this it
highlights othering and the others, it flatters the Turkish pride and it
protects the Kemalist thought. Besides, ‘the other’ in its definition is
accused of threatening group belonging and its boundaries.*!

According to Yazici, although negative and almost offensive statements against

non-Muslims were taken out, because in the historical sense they were never
mentioned, humanist history understanding started to be criticized by the
1960s. Turk-Islam Sythesis trend which emerged by highlighting Asian and
Muslim characteristics of Turkish history argued that history and thus history
textbooks could be used if neccessary in accordance with the aims and desires
of national vision. In this understanding of history shaped by a national history

concern, cultural ethnic diversities were re-otherized. With the national history

39 Usta, 2011, pp. 178-179.
350 Copeaux, 1996, p. 54.

351 Giinal, 2006; Copeaux, 1998; as cited in Usta, 2011, p. 170.
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understanding, the political conditions of the period were also a significant
element in marginalizing the cultural diversities.>>?

Although in most modern nation-states with minority populations, the
explicitly assimilationist agenda of the school system has been abandoned,
government-run schools remain alienating places for all too many minority
children. As a result, minority youth continue to drop out of the mainstream
educational system in disproportionately high numbers.*

5.3 History Lessons Effect on Armenian Minority Youth

5.3.1 Armenians and Turkish History Textbooks

How the Armenians were mentioned in the history textbooks after the
establishment of the Turkish Republic, how the question of “who is an
Armenian” is answered and taught in the period from elementary to highschool
require a long and careful study. That is why in this section it will be touched
upon in general how the Armenians were reflected in the history textbooks in
the periods of Turkey’s socio-political breaking points or in the periods when
events regarding the Armenians were high in the coverage and examples
particular to their eras from one-party era to this day will be given.

In which ways are the perceptions of Armenian students about their
own ideas shaped during the history classes? How is the relationship between
Armenian students studying in the Armenian schools and their history
teachers? What kind of a reaction do history teachers assigned to the minority
schools give when they cover the section of the curriculum regarding the
Armenian Issue and receive from the students? How does the same situation
unfold for students who have not attended Armenian schools or have
previously attended mnority schools but now continue to Turkish schools?
Considering the nexus of history and identity, how does the lack of a seperate

class discussing Armenian history reflect on young Armenian generation’s

32 Yazic, 2015, p. 30.

353 Abu-Saad, 2006, p. 1086.
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affectivity on the Armenian identity? What does being forced to learn not their
history but the history of the dominant ethnic group lead to in terms of identity
crisis or being ashamed of their own ethnic identity or taking pride in their own
ethnic identity?

Especially history textbooks and information, statements and remarks in
these books regarding other communities are the most significant
elements affecting future generations’ perception and comprehension of
each other. In fact, it is an undeniable fact that history and history
textbooks had a major role in the birth of the Republic of Turkey and the
building of contemporary and modern Turkish nation. Considering the
effects of history textbooks on shaping the students’ comprehension of
themselves and their surroundings and their worldview, it is possible to
argue that —although it is not directly related it is somehow effective-
history textbooks had a role in current problems pressing on from past to
the day by passing on from one generation to another.>>*

History education becomes emotional and contraversial when people in the

past faced injustice by one person or a group be it in reality or in perception. As
well-known in Turkey discussions regarding the Armenians has always been
one of top most sensitive topics. The sensitivity of “the Armenian Issue” gets
even more explicit when it comes to history education. Information presented
in the history textbooks in our country regarding who the Armenians really are,
where they came from, what they do, what kind of a nation they are, where and
how they live were written down with sometimes more harsh and sometimes
more softened down language in different periods, however at the end
Armenians were never taken out of the context of foreigner/enemy/the other.
History textbooks have been one of the most significant tools in
theestablishment processes of the naton-states and late in securing their
legitimacy. However, in this mindset, other peoples’ histories must be handled
with their negative sides as they can only gain an identity for themselves
through this.

We can see the significance of history in building the nation-state in
Turkish History Thesis strived to be built with the establishment of the

Republic. These theses are on how to define the Turkish race and what their

3% Yazici, 2005, p. 43.
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historical responsibilities are. In history textbooks, Armenians are not present
in this definition and “mutual history”. Even if they are, they exist as ‘traitor,
enemy, foreigner’. When Armenian students hear this “cut down history
narrative” as a class with the obligation of a ‘Turkish’ teacher regarding “the
Armenians” mentioned with humiliation as if they have no culture or no trace
in these lands they lived on for millenia, what kind of a perception does this in-
betweenness, feeling of belonging, view of identity/consubstantiality create
regarding their Armenian identity? Young Armenian generations raised up
obvious to their history which is old and also interestingly create their own
ethnic identity through being deprived of such facts which could create a
feeling of pride or even on the contrary through feelings of ‘exclusion,
humiliation’ that are far from ‘pride’.

From the foundation of the Republic of Turkey in the period that we
call the early Republican Era, Armenians are mentioned more as treation
domestic enemies in alliance with the foreign enemy in the sections regarding
the Armenians in history textbooks: Armenians were touched upon in the
history textbook of Suleyman Edip and Ali Tevfik published in 1929 with the
title History Lessons to Elementary School Children Fourth Grade [/lk Mektep
Cocuklarina Tarih Dersleri Dordiincii Sinif] under the section The Breakdown
of Ottoman Empire [Osmanli Imparatorlugunun Parcalanmasi] and the
following statements were used; “Greeks, Armenians joined with the enemies,
killed Turkish youth unjustly. They plundered the houses, shops.” %

Among the textbooks in Republican and one-party period the textbook
titled Tarih 111 [History 111] is the first approaching the matter as “Issue”
mentioning “the Armenians” and using the term “the Armenian Issue.
The Armenian Issue topic in the book was covered under the title
“Armenian, Crete and Macedonia Issues”. This is how the topic was
covered in the book: “In the Berlin Agreement, the Ottoman State
supported the reform in the provinces where Armenians lived. Some of the
Armenians didn't consider the reforms there adequate. They fell for the
desire to build an independent rule and from 1888 they revolted around
Mus by establishing Revolting committees (1895). Abdulhamit
Government suppressed these movements with force and was able to

355 Yazic, 2015, p. 45.
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eliminate the interentions of the European states without harm. Because
Russia who considered Armenians’ national movements as against their
interests provided political assistance to Babiali in this matter.”3%

In another example, Armenians are mentioned as oppressors of the Turks.

“Since the Mondros Ceasefire Agreement, they didn’t get tired of “killing
Turks en masse both inside Armenia and neighbourhoods adjacent to the
border”. For this reason, “in the spring of 1920, the cruelty of Armenians on
Turks became intolerable.”%’

Regulation of history textbooks for highschools started with Atatiirk in
1929. With the establishment of Turkish History Committee [T7iZirk Tarihi
Heyeti] in 1930 and after the publication of the book titled The Outlines of
Turkish History [Tiirk Tarihinin Ana Hatlari], in 1931 highschool history
textbooks were prepared for highschools with four year education. The
textbooks prepared with the help of The Outlines of Turkish History [T7iirk
Tarihinin Ana Hatlari], were the most important examples of Kemalist
education.®*

In the textbook History 2 published in 1933, even in the section
regarding the Seljuk period Armenians are presented as traitors: “During these
events, Keyhusrev who noticed the betrayal of the Armenians, smashed Kilikya
by sending an army; he did not only took back the lands the Armenians
claimed, he also imposed a tax on them again.”>%’

According to Copeaux, the Armenians are mentioned in terms of their

conflicts with the Turks. However, neither “the established Armenian state nor

the Ottoman role in 1915 incidents” is mentioned. When there is an obligation

3% Metin, 2015, p. 53.
37 TTTC, 1931b;72, as cited Yazici, 2015, p. 125.
38 Yazici, 2015, p. 49.

359 Tarih II, 1933 cited Metin, 2015, p. 51.
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to discuss these, in the short sections there are only discussions on the losses of
the Turks and the mistakes claimed that are made by the Armenians.”®

From 1973 onward, the Armenians were placed at the center of
marginalization with the assasinations of the Turkish diplomats. For the first
time in 1976 with Oztuna in the History 3 Textbook “The Armenian Issue”
entered the history textbooks and was never to be taken out since then.
According to Oztuna, during the second Abdiilhamit era a new element was
added to the enemies of the state: the Armenians. The textbook included such
statements about the Armenians “There were supporters of the Armenians who
are a completely barbarian tribe” or “the precautions against the Armenians fell
short given their cruelty against Muslims”, “Armenians didn’t hesitate to dress
up as Turks and killed the Armenians”.*®! For example, in the textbook
published in 1977 with the title History 3rd Grade [Tarih III. Sinif] the
Armenians were again mentioned as those who drew their weapons against the
Turks in alliance with the enemy:

Some Greek and Armenian citizens who lived in welfare and peace for
centuries in the Ottoman Empire took action for their own national
interest in the time of the breakdown of the Ottoman Empire. They
believed that the Ottoman Empire was gone completely. That is why, they
desired to gain benefits for their own national interests in alliance with
our enemies, and established committees with this purpose... In the
meantime, some Armenian citizens living in Anatolia established a
community depending on the Armenian Patriarchate. Their aim was to
build an independent Armenian state in the Souther Anatolia and in the
Cukurova region... Hence, the local Armenians colloborated with the
French and drew a gun against the Turkish people.*®?

After the 12 September military coup the Turk-Islam Synthesis continued and

the attitude toward the cultural diversity remained without a change.’** With
the 1990s, there are some examples which mention the Armenians in a positive

manner in the history textbooks. As a well-known example, in the narrative

360 Copeaux, as cited in Usta, 2011, p. 170.
361 Oztuna, as cited Yazici, 2015, p. 130.
32 Qktay, as cited Metin, 2015, p. 66.

33 Yazic, 2015, p. 131.
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covering the Ottoman Empire, the Armenians were mentioned as “the loyal
nation”: “The Armenians as part of the non-Muslim community remained loyal
to the Ottoman State till the 93 War. That is why they were named “the loyal
nation”. They worked in agriculture, art and commerce as well as took
responsibility in the adminitrative positions in the Ottoman State.”*** However
the sections, where it is told that this nation was loyal but later lost its loyalty,
and by the end of the 1800s and before the First World War started to rebel
against the Ottomans by embracing the idea of independence like the other
nations were the sections where the first foundation to show Armenians
internal enemies are laid.

Moreover, in these years in the history textbooks, minority schools were
defined as places where rebellious ideas first floruished since 1856 under the
titles like “the Armenian Issue/Problem, the Ruled and Minority Schools”:
Minority schools were claimed to be “the biggest obstacle before the unity of
education in the country” and “because they are free from the state regulation”,
they are the places where the ideas of nationalism spread rapidly and at the
same time animosity against Turks was promoted. “On top of that, minorities
opening their own schools with seperate status and aim did not only prevent the
unity of education it also intercepted “the realization of the idea of the Ottoman
citizenship.” 3%

With the year 2011 and with the US and Europe joining in the genocide
discussions, history textbooks were also prepared to disprove the thesis
claiming “the genocide”. This becomes clear once the contents of the sections
covering Armenians was in the textbook History 10 prepared by Cazgir et al is
investigated. In the historical narrative that is also writtent to prepare students
in the framework of the official history, the statements under the title the

Armenian Issue/Problem where 1915 Deportation Law is discussed are

364 Kopraman et al., as cited in Yazic1, 2015.

365 Mergil, Miroglu, and Halagoglu 1992; Kara, 1999; Kopraman et al., 2000; Okur et
al., 2011; as cited in Yazici, 2015, p. 133.
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striking: This practice also secured the safety of the Armenian people. Because,
these mobs were also killing the Armenians who did not take part in terror acts
or the rebellion. Moreover, “If the Ottoman State had had an intention to
annihilate the Armenians, would it have been possible to take such great
precautions during and after the migration?”*%® Also, there are also statements
claiming that with the “Decree of Repatriation” issued in 31 December 1918
“the Armenians subjected to migration came back and took their properties and
estates again”>®’. According to Yazici, this statement means that the Armenians
returned and that doesn’t reflect the reality.>®®

In order to hold the national unity together, history textbooks include
straits of mutual pains and suffering too besides narrating the history of
Turkishness through certain victories and successes. This situation puts a
nation that causes pain, that is cruel and oppressive against a nation that is in
pain in a suffering and sorrowed position in the textbooks. Narrating the other
through suggestions showing them as they are “causing pain”, “cruel” or
“barbaric” to the younger generations, “is to make surely impossible” for the
younger generation of diverse cultures or diverse ethnic identites “to come to
terms in the future, to consider diverse cultures and beliefs as equals, to put
effort toward claiming and protecting universal values.”®

However, the books are materials that are shaped by the negotiation of
different actos and decision-making mechanisms such as various MEB
National Education Ministry bureaucrats, authors, publishers,
programmers. From this perspective, textbooks, especially history
textbooks, are at the center of the political contest in a country. In the
discussions about the textbooks, as Michael Young highlights, alternative
views about the society and the past/future of the society are directly or
indirectly expressed.®”

3% Yazic, 2015, p. 137.
7 ibid., p. 138,

38 ibid.

3% Yazici, 2015, p. 32.

370 Young 2000, as cited in Cayir, 2014, p. 2.
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In every country, textbooks include a variety of elements like how to classify
knowledge; limits of local, national and universal culture; how to read history;
how to create the feeling of “us”; meaning a collective identity. From this
perspective, textbooks can contribute to the expansion of basic rights and
freedoms in a country by enriching the imaginations of the studens, and thus,
supportive the social cohesion; or from the opposite side, they can also elevate
social conflicts and inequalities with their discriminatory rhetoric, can be a part

of the problem instead of the solution.”!

5.3.2 Being History Teacher in Armenian Schools

History courses carry a different meaning than the other culture courses in
Turkish. However, this difference assumes a very distinct quality in the
minority schools. The indisputable importance of history courses in creating
the national identity becomes clearer considering their role in the imposition of
ideologies of the states on students through education. Students attending the
public schools create their national/ethnic identity under the effect of official
historiography which has a unilateral view on history. The process of
national/ethnic identity creation of students who attend minority schools and
have to study in history classes in which the same national consciousness was
continuously humalities this are identities acquires a quite distinct meaning.
There are two really significant aspects to this: First is the mention of
themselves as enemies and second is the strange situation in which they had to
raise up with the history of another ethnic group, not the history of their own
ethnic group. Moreover, the discourse in the history classes which also leads to
prejudices developed among students in other schools about themselves causes

this hostile attitude to reveal in societal life and social relations too.

3 Cayrr, 2014, p. 2.
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History classes have been the agents of official ideologies of almost all
states. The content and the shape of the discourse, however, depend on the
political conditions of each country. In that sense, it is possible to consider
almost all analyses on nation-building process in Turkey vis-a-vis history
courses. Contents of history classes which are re-considered and changed in
various political periods in Turkey provide interesting data in that sense. This
official history passing from one generation to another through educaton
caused also the the transmission of the answers as to the question of how to
handle the issues regarding the Armenians from generation to generation.

It is also this understanding that history courses used to build a national
identity in Turkey are named “national history” or why it is mandatory to teach
the cluster of classes consisting of so-called “Turkish and Turkish Culture”only
by Turkish teachers. According to an interview we conducted with an
Armenian School principal, the situation regarding the teachers of Turkish and
Turkish Culture classes assigned by the National Education Ministry has
changed in the last 5 years. Now, those who wish to be assigned to teach
Turkish and Culture classes in Armenian schools apply with a letter of
application to Natioanl Education Ministry, the admission from the letters is
conducted by the Armenian school principals.

According to the school administration, this is a positive development
because being a history teacher especially in the Armenian schools requires a
distinct scholarship and sensitivity. In the frequent cases where Armenians are
mentioned with a hostile attitude in the history textbooks, teachers are required
to empathize with Armenian students. If history teachers cannot develop a
feeling of empathy in the classes in which they cover the sections about the
Armenians in history classes, this situation reflects on the class. Because,
topics that both teachers and students are concerned in covering amongs the
sections are generally the same topics. One of the most frequently experienced

example of this is the sections covering the issue of Relocation/Tehcir. An
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interviewee working as a history teacher in an Armenian school addresses the
problems She faces in such situations as following:

You see an emotional slowdown. If you can feel it, if you have the feeling
of empathy, you can sense the wall against you in the eyes, in the looks. I
feel like it is like the Kerbela of the Armenian society, a heavier thing, the
point where their existence solidifies, something that has been told
through generetations. There can be an interpretation of the narrator on
this that as She is one of those who caused the Relocation, or someone
from that camp. Because the narrating subject is someone, they the
students think, comes from that main thing causing the Relocation. First
he is a Turkish teacher. Second he is a Muslim teacher. I mean, there
might be reasons stemming from that. Third, because of this position of
the narrator, the students might not want to talk as the teacher is in a
position of not being able to answer. Fourth, it might still continue as an
element of fear. I think this is one of the most important factors. I mean
the Relocation ended in practice but it might not be something continuing
psychologically. I meani it might not ended in the mind...When I start the
sections on these topics, I ask the kids if they want to talk about it. I mean
what it was or what it wasn’t? Mostly, they don’t want the topic to be
discussed. I mean some kids tend more to move on as if the topic was
covered.*”

An interviewee who is at the 12th grade in an Armenian highschool and also

attends the preparatory school for university entrance exams tells hiSher
experience in the preparatory school when they were covering the topic on the
Armenians: “The teacher treaded the thing under the foot, he talked about it
jokingly well there were 1.5 million Armenians those times and we killed 1.5
billion.”*”* Although she was not affected personally as her classmates or
teacher did not know she was an Armenian, by saying “I didn’t oppose to the
teacher. I was just silent. I wanted to say something but there were too many
people, 1 hesitated. There were books my father read. There is the info about
the population of those years and all, I wanted to bring those books and

9374

show”’"", she expresses how she experiences the difference between the history

told and the history she learned.
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Another example for how important the history teachers’ role is can be
revealed again with the comments of a history teacher working in Armenian
schools. The history teachers we will exemplify prefered to listen instead of
teaching the class on the topic regarding the Relocation: “Because they cannot
talk already. Nobody ever listens to them.””>

Among the minority community, especially Armenians are in a different
position than the other minorities as the genocide issues remains constantly
fresh. They were always raised by their families or close circles with the advise
“not to talk much around” or “never talk” about these issues. “Another barrier
to identity formation may come from within the family. Too often minority
status parents may not discuss ethnic or racial issues with their children since
the adults themselves remain uncomfortable with issues having to do with
either race or ethnicity.”"®

The obligation of the history teacher to transfer the knowledge
presented in the framework of official history and that the students have their
narratives of their own stories acquired outside of this knowledge is one of the
main reasons of the problems experienced in the classes when these sections
are covered. That the historical knowledge they learned from their families or
from their circles and the knowledge transfered in the class are in conflict
reveals itself in students in the way of not wanting to talk about it. Another
significant reason of this situation is of course the advises of course from the
families and circles advising not to talk about much or ever about this issue. If
the history teachers in Armenian highschools have never had a reading other
than the official history sources, with the lack of empathy when they meet the
students, they cover the section technically in a hasty manner. As evident in the
last example, a history teacher who tries to empathise can have a different

conversation with her students. In that sense, it is really important for teachers

to improve themselves. This is important in terms of the mutual interaction
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between the student and the teacher and the mutual understanding of the
feeling of the students due to their ethnic identities. Because this is not just
about the students, evidently a history teacher responsible for the official
history narrative has a different experience in the minority schools. From this
viewpoint, a regular issue in daily life in Armenian schools can be experienced
more deeply in comparison to the Turkish schools. Another important point to
highlight here is that Armenian citizens in Turkey cannot become history
teachers just like they can’t be judges, police or military officers. Armenian
citizens have no right to teach any classes taught under the title Turkish and
Turkish Culture classes. These occupations from which they are banned are
leaded with heavy symbolic meanings. Another interviewee who is an
Armenian teacher in an Armenian highschool approached the issue through the
distinction between us and them and commented on it as follows: “I believe
because of the historical fears that such a decision was made about the history
class. My teacher can teach their own classes’ way better. This stems from the
lack of trust to the other...Honestly, because they see us as others. I cannot tell
anything else about this.”

Another interviewee who works as a philosophy group teacher in an
Armenian highschool considers these issues as a political decision and says: “I
couldn’t teact sociology classes either, later we were able to do so. Of course
Armenians should be able to teach. The state shouldn’t assign teachers. They
should choose their own teachers in their own schools.” Another interviewee
who works currently as a principal in an Armenain highschool expressed her
ideas as such: “of course it is also wrong that someone who is a citizen of this
country who had the same education cannot teach...It is also a problem that
needs to be solved.” Moreover, this situation also affects the choice of
departments that Armenian students study in universities. Most of the students
do not choose a department that they cannot work as a teacher after graduation.
The determination that the section on Armenians in history textbooks has a

notion that would cause more hostility in comparison to the sections regarding
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other ethnic minorities prevents an Armenian citizen to teach Turkish history.
“This situation developed more specifically to Armenian students” as Yazici
notices in his work and caused a “weird” attitude among students against
history classes.?”” A history teacher who think Armenian students don’t like the
history of revolution class and present a weird attitude against this class says:

I mean my observation is that Armenian students I teach made the history
of revolution completely technical thing that is rendered to the level of
math for 5 years... Whereas it is the opposite in Turkish schools. The
history of revolution in Turkish schools is really dynamic...The history of
revolution in highschools is a hot class in fact, [ mean it is a class like fire
in the hands of the teacher.’”

What is the reason of this “weird” attitude? To have a different perspective

when analyzing from the opposite view, we can ask such a question: while
talking about the significance of history classes in building the ethnic identity
we analyze how the historical consciousness of the dominant ethnic group is
created. Then, as a result of every intervention of the state for the building of
this consciousness to the curriculum or the program of the courses what type of
bond between Armenian students living in Turkey and their ethnic identities is
forged? When we consider the situation of Armenian students whose own
history is not told in the classrooms, who have to study with the history
curriculums and textbooks which marginalize them, there emerges another
interesting picture. Because students in Armenian schools do not have a feeling
of belonging to the history told, history classes in Armenian schools are less
effective. Different than Armenian schools, in Turkish schools narratives of
victory and heroism which triggers in students feelings like pride, belonging,
loyalty history courses is not just a course but an effective course touching
upon daily political discussions: History teacher who witnesses just that most
of the students go through the feelings of excitement or sadness for the losses
as they see themselves a direct part of this history if you are teaching in a

highschool comprised of Turks and Muslims” and draws attention to the

7 ibid., p. 163.
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177



teacher’s ability of always increasing or decreasing “the heat in student’s
blood” in such classes.?”

As evident in the comments of a history teacher working in an
Armenian school, a teacher in history class has the power to the extent that She
can increase or decrease the heat in young students’ blood. History told in
tandem with individual belongings and identites makes the students to live
mutual bonds and past and a feeling to live in a group enthusiastically.
However, this enthusiasm takes a different feature in the Armenian schools.
They could have listened to, comprehended and internalized their own stories
in their own languages instead of an ongoing history narrative in which their
stories are not told, Armenian students living in Turkey can create their “in-
between”, “fragmental” and “wounded” identities in a healthier environment in
a healthier way. Configuration of history curriculum, textbooks and thus
history lessons in Turkey on an ethnic religious based singular identity affects
negatively the individuals andstudents who do not share that identity in the
sense that they consider themselves a part of the history taught and this the
society and that they develop a belonging.**°

5.3.3 The Effects of History Classes on Discriminatory Behaviours

Yazici says that the students has a perception that there is no awareness of the
people in the society they live in regarding the cultural diversity in the
interviews conducted with minority students and concludes that the attitude of
a student who highlighted “the obligation to hide their identity outside of their
own Armenian community” is related to this lack of awareness: The statement
of another student saying “if there was an awareness, what is in the history
books wouldn’t have been written and when someone says I am an Armenian

outside they wouldn’t have looked at her/him like She is not a human
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being.”*®! And experiences like this of students with cultural diversity in
society signals “the lack of knowledge on cultural diversity or the low level of
awareness and further problems” of the society in Turkey. In fact, minority
students indicate that the value of cultural diversity is not cherished and is not
considered as richness, on the contrary that it is perceived as a threat against
Turkey.

Besides being a topic covered in history classes, ”The Armenian Issue”
which is included in history classes taught in Turkish schools has also the
characteristic of a topic that the Republic of Turkey frequently faces in the
international platform and in which there are various debates in the public. It
should be able to be re-evaluated to teach this topic which managed to make it
to our day in the historical process to highschool students. Considering not
every highschool graduate is able to continue to higher education in the
conditions of Turkey, it is clearer to understand the significance of teaching
such a contemporary topic in highschool.*%?

In his study in which he investigated from which sources students
gather their information about Armenians in Turkey, Metin asked highschool
students to “rank the sources effective on you gaining knowledge about the
Armenian issue starting from the most effective.”®® According to the answers
given to this significance ranking question containing eight options, 37.92% of
highschool students showed their history teacher as the most effective source
as their primary choice in the significance ranking. 3%

Given the central importance of the early years to the production of ethnic
identities, it is important that young children are not only encouraged to
understand and experience a range of different cultural events and symbols
but, more importantly, they are helped to begin to develop a critical reflexivity
with which they can challenge existing stereotypes and prejudices and also

B ibid., p.143,
¥ ibid, p. 69.
383 Metin, 2015, p. 31.

3 ibid., p. 27.
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develop a more grounded appreciation of their own identities and also those of
others 3%
Because the majority of students in Turkey gain their first knowledge about

others outside of their own ethnic identity and diverse cultures from the history
textbooks prepared in line wih official historiography, their perception of
cultural difference starts to be shaped in this framework at a significant level.
Prejudices they have about Armenians who are mostly mentioned with a
marginalizing attitude and a hostile discourse reflect negatively on the
everyday lives of the students participated in the study.

Statements of a student who attended an Armenian school in elementary
and middle schools and transferred by hiSher own choice to Turkish
highschool exemplifies how the prejudices created with history teaching in
schools revealed when She started the Turkish school.

In history classes you face discrimination. There is a constant mode of
humiliation of your people. There is this mode among religion or other
teachers Turkish teachers to provoke you because they are nationalists.
There is this mode of sedition. When you don’t get into that stuff when
you don’t talk about the issue there was this constant asking questions,
you know, there was this, the teacher fixated on me things like that
happened. Then, this grouping happens among friend circles too. You are
different; you are not with us like they don’t include you. All of these are
discrimination and they are things that seem like really simple. In fact,
especially during that puberty phase they have a great effect and they
cause injuries in a person. And leave inreparable damage.

Generalizing accusations which can reach to chauvinism and blanket a whole

cultural ethnic group and exagarated statistics lacking historical evidences, they
will open wounds that would be really hard to heal in the minds of the students
of the cultural ethnic group textbooks.*%

Nisanc1 in his study titled Etnisite Kavramimin Ideolojik Seriiveni
[Ideological Adventure of the Ethnicity Concept] argues that the source of the
problems is mostly due to the lack of sufficient knowledge of the other ethnic

groups. According to Nisanct who claims that most of the sources of

knowledge different ethnic group have about each other are based on historical,

385 Connolly, 2003, p. 180.

386 Yazic, 2015, p. 215.
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social and political cases, they also base on the knowledge produced with the

dominant ideological apparatus of the state. As a result, communities which are

intertwined and share most of the aspects of life fell far away from each other

in accordance with certain political aims and by ascribing ideological and

political meaning to ‘cultural differences’ enriching the human life, the

perception that for one group’s survival the other should be “foreign” and

gradually ‘enemy’ most of the time has become an inevitable fac

t.387

Students, teachers, and other cultural workers in schools have multiple
identities, constructed across different, often intersecting and
antagonistic, discourses, practices and positions. They are subject to a
radical historicization, and are constantly in the process of change and
transformation” (Hall, 1990, 34). Because these multiple, social identities
are constructed within, not outside, discourses of recognition (or
misrecognition), we need to understand them as constructed in specific
historical and institutional contexts within specific discursive formations
and practices, by specific ideological embedded enunciative strategies.*®

The fear of one of our students who attended Armenian school in elementary

and middle school and later transferred by choice to a Turkish school

experienced in Turkish class can be evaluated from multiple angles:

We had this new Turkish teacher in our middle school; he used to ask
really hard questions in the exams, his exams were really hard, really
heavy. For instance, he made us memorize “Atatiirk’s The Address to the
Youth”, he was asking about it in the exam. He made us memorize the
Turkish version of the Address to the Youth; too, he used to ask every
single word in it. He used to do the same thing for the Anthem too. Also,
we used to cover the old Turkish epics, in one of those epics there is this
god called Bayulgen, and according to the epic Bayulgen creates people
from mud. We said, we were really young children, it is ridiculous that
how can you create a human from mud, especially this friend of mine
Aras, he said what a ridiculous thing this is, our Turkish teacher told our
friend “I will sue you for insulting the Turks”. Yes...We were really
scared, because insulting the Turk is article 301 and it was right after
Hrant Dink was dead. It was a couple of years after he was dead. And we
were petrified. We were really. I think we put a complaint about him, we
told what happened to the counsellor. We said to the counsellor He wants
us to read the Anthem seriously, he thinks we are insulting the Anthem,
our counsellor talked to him then he softened a bit. He threw pencil case
at me twice but missed.

387

388

Nisanct, 2015, pp. 195-224.
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Evaluating the interviews conducted (especially with the interviewees who are
currently in their senior years in highschool or those who were students after
19 January 2007 when Hrant Dink was murdered), we can say that the murder
of Hrant Dink was a turning point for students in their perception of their own
Armenian identities. This turning point which we will briefly mention here will
be discussed in detail in the last chapter of the dissertation. The process which
progressed with the prosecution of Dink on the basis of article 301 due to his
articles in Agos newspaper published since 2003 under the title “Armenian
Identity” and later death threats toward him ended with his murder. We tried to
discuss chronologically how the political developments in the country reflect
on schools in the previous chapter. In this example, the reality directly
experienced by every individual in any Armenian educational institution (be it
a teacher, student or administrator) is that prejudice and hostility against
Armenians could result in death. The source of the fear in the statement of the
interviewee “we were petrified” in the example above is not just a reaction of a
Turkish teacher in an Armenian school to the situation. This fear is a fear in the
struggle of existence. Laughing at a story about a god creating humans in an
old Turkish epic which is in history textbooks which show them as internal
enemy, as traitors was considered by the history teacher as a situation requiring
punishment. This punishment is not one that should be applied inside the
classroom. It is a case to be processed in the courtrooms with a threat to a
middle school kid to be sued with the chance of ‘Insulting Turkishness”. How
important the interaction between teachers of such sensitive classes like history
and students comprising of different ethnic groups in minority schools can be
understood from this example. Narration of the interviewee at the end that the
same teacher threw pencilcase twice at him/her and missed shows how much
hiSher experiences with this teacher affected him/her. Because, She had to
experience that hiSher own teacher approached him/her and hiSher friends with

negative feelings just like other people who have ethnic prejudices.
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As we exemplified in various ways throughout this chapter, we can see
the source of hostility against Armenians which still continues intensely in
Turkey in the history textbooks based on the discourse about Armenians in the
textbooks.

This marginalization creates this impression especially for Armenian
students that in history classes it is tried to be taught that the people who
have “the same ethnic identity with them” are “cruel”, “bloodthirsty”,
“traitor, enemy of the land, a people wth no honor”. Thus, history
textbooks “creates a totally other identity and show other cultures as
enemies. People who don’t read other sources than official history get
exactly the same understanding that the government strives for. They see
difference as danger.”That is why in societies which have no knowledge
about different cultures; we are in a position of being marginalized. That
is why, because people cannot gain this consciousness we are excluded in
the sociaties as minorities.**’

Minority students indicated that “their ancestors are covered in history

textbooks as traitors” as part of the marginalizing discourse “reflects directly

on society and causes hostility across different cultures in the society.”*

Generally in the interviews, Armenian students define the
discriminatory and hostile attitude against themselves as ignorance.
Recollection of one of our interviewees who attened to a Turkish school in
highschool regarding the students who are not informed about the diverse
cultures in the geography they live or who are informed about it in a prejudicial
way is as such:

There was this incidence, in the Hocali massacre in Azerbijan and in Turkey,
too, there were these things circulated “all Armenians are bastards”. In fact,
for instance one friend of mine said, I would never forget, ‘All Armenians are
bastards yes that is true’ but then came to me and said ‘well, except for X and
X’s family’. Like that... It is the history class anyways... For instance, the
classic, everyone would look at me when the teacher says Armenia,
Armenians, or we Independence War or the First World War... Teacher would,
it depends on the teacher’s identity, if She didn’t want to hurt me She wouldn’t
say much for instance. There were teachers like that too but they weren’t our
history teachers. Our English teacher did that once. Also, there is a great
difference between the discrimination I faced at first and later on. At first, it
was the first time everyone had an Armenian friend and for the first time, for
instance at least if they had a friend or someone they knew earlier, for the first

389 Yazic, 2015, p. 163.

0 ibid., p. 177.
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time they were being this close, you are in the same class. At first, after a little
bit of discrimination, after such hesitating attitudes they liked me. And there
was this thing in people “dude you are such a good person I mean where was
I, you are such a good Armenian, such a good Christian.” They used to repeat
that especially... I used to say sometimes “how many Christian Armenians
have you seen” ... I mean in such instances they started to like me more.
Armenians facing misrecognition think that the sections in the history

textbooks covering their own identities in a single-sided fashion do not reflect
the reality. The main reason of this is that nation-states have a single-sided
nationalist perspective in the history discourse. The knowledge people
generally have about the Armenians in Turkey caused them to consider the
Armenians as a non-human creature. Accepting the Armenians as humanbeings
is again possible only through marginalization. The level of reaction an
Armenian citizen receives when She tell the other “I am an Armenian” is
hidden in the “OK” in the sentence “That is OK, you are a human too”.

They liked me as a person and discrimination started to decrease. Almost to a
point of none. Later when someone made a joke... someone laughed in a class
“well X is Christian and such”, people in the classroom suppressed the kid
saying “what are you doing, the kid is getting offended by what you said” and
everybody defended me...We reached to such a point when they knew me
better actually...About discrimination, I think they define this thing like
monster in their heads due to lack of recognition and when they meet you “oh
wow they are just like us”...They did that a lot, I mean what were you
expecting like I should get a horn.

A student who attended Armenian school in elementary and middle schools and

transferred to Turkish school in highschool had an experience regarding
humiliation and exclusion as the following:

For instance, a friend of mine asked me whether we ever get periods. I mean
when She asked that I was in grade 9 but it was at the end of grade 9. And we
used to talk with this person and she learned that I was a Christian later that
term, she noticed I didn’t attend the religion classes. I don’t know how that is
possible...I was really surprised and angry when I heard that. I was really
angry and sad that they were this ignorant, they were oblivious to us. There
was this ajax ads then, I am highlighting this on purpose, there was this
monster in those ajax ads, I told her that we have a human dress that we wear
when we are to meet with humans meaning you. I responded with like when
we go back home we are like those monsters in the ajax ads. And she believed
that. After that day, | had minimum interaction with people. There was no plus
or minus, no extra. No school organization, no eating drinking event. I
attended nothing. I was in this mentality that no one shall ask me for anything,
I am gonna leave after graduation. No one should be there, noting more noting
less.
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“Erikson's (1968) description of the seven parts of the adolescent identity crisis
has important implications for youth of disfavored groups. For example,
acquisition of a sense of self-certainty versus a sense of self-consciousness is
more difficult when one is visibly and culturally different.”3*! What we observe
here is about how far we can perceive the difference at the extremes. She is
different because she doesn’t attend the religion classes thus She is not a
Muslim. Her knowledge about Christians or Armenians is full of prejudice and
far from reality. Thinking that an Armenian or a Christian cannot get her period
is a concrete example showing that even the relationship with her own body
and the body of the other is seen in a marginilazing perspective. The angry
reaction of the student facing the ignorance of the opposite side was met with
the need to tell the other that she has another extreme bodily character. She
described herself as a creature that walks around in human disguise in the
daylight and as a monster at night and the opposite side believed that. This
incident happened in a big neighbourhood like Bakirkdy in Istanbul and again
in a considerably big female vocational highschool. Moreover, Bakirkdy is one
of the rare neighbourhoods in Istanbul where Armenians reside densely and
even there is an Armenian school and a church there. How can a higschool
student have such extreme imaginations about the Armenians? I think this is
the question that needs to be answered.

For members of racial and ethnic groups, it is not the concept of adapting to
the context that causes problems but the experience of oppression that leads
“to marginalization, making it difficult for minorities to have a positive sense
of their cultural identity, which is linked to self- esteem and other
psychological variables.**>

Hearing from a young age that their ethnic identities are mentioned as “savage”

or “those who slaughter Turks” causes both being subjected to marginalization
by the dominant ethnic group and pscychological traumas in their connections
with their own identities. According to the writers of Identity Development of

Diverse Populations, the question of ethnic identity formation in minorities

31 Spencer, Swanson, and Cunningham,1991, p. 380.

392 Birman, as cited in Torres, Howard-Hamilton, and Cooper, 2003, p. 274.
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must “begin with the reality of living in a dominant culture that has a history of

oppression”>%?

5.3.4 The Dehistoricized Armenian Schools

In the building of Turkish ethnicity, Copeaux considers the introduction
chapters of history textbooks in which national sentiments ‘“has to take its
power from history” are one of the clear indications that historical narrative
aims at not only the introduction of history but also “creating an emotional
bond with the past.”*** The feeling of belonging would be clinched together
with this emotional bond. The emotional bond with the history is an essential
factor for a nation in the nation-state building. Then, do the Armenians who
attend Armenian schools perceive this history only as a class? And even if they
see it as a class for grades, it is not possible for them not to be affected. This
situation which can cause confusion about feelings of roots and belonging
especially in the early ages is also an ironic situation. Copeaux who says that
“in every country, in the same identity, various feelings of belonging can be
recognized which determine themselves differently” exemplifies how the
notion of “roots” creates certain problems especially in history teaching with
the example that in France the black kids of African colonies in Africa were
made to memorize the class about “Our Ancestors Galouise” is still being
ridiculed today in France.*

This situation can be read from the perspective of Armenian students as
“Our Ancestors Turks”. Although being forced to learn another culture’s
history is an example that can still be ridiculed in France, it continues in
education institutions in Turkey today. In the French case, the African colonies

were mentioned in history textbooks as enemies or traitors. Wheras, being in

393 Torres, Howard-Hamilton, Cooper, 2003, p. 17.
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the position to learn the history of Turks with history textbooks which shows
you as an enemy in Turkey is a more staggering experience. In a program titled
“Being a Minority in Turkey, an anectod which an Armenian father shared
regarding his child attending an Armenian school is a good example for this
experience: “I have two sons, both of them attended Armenian schools till
middle school. I faced this question one day Dad, why did we slaughter the
Turks?” I said why, what’s the matter... Someone messed with you, what’s up,
I said. He said ‘no’ the history text book says it. He said ‘We slaughtered the
Turks”. He was a child I mean, he was in elementary school. Honestly, I had

great difficulty for what kind of an explanation I should offer, what I should

2

say.

The history written in the text books and the history that is heard and
learned in the family or in the circles are not the same histories. History
replacing the reality causes confusions for Armenian studens regarding both the
reality and their own identities. No other class like history class confuses the
students to that extent. An Armenian citizen who graduated from Armenian
schools evaluates this situation as such:

I attended an Armenian school. History textbooks taught in the Armenian
schools are the same history textbooks taught in highschools all over the
country and in these history textbooks Armenians are shown as traitors, they
are the traitors, they stab in the back. And you, as an Armenian, reading this
fall into a psychological confusion because wow, we happened to be traitors.
We did such things. But you don’t hear that in your family. You hear a
different history in your family. Confusion of these two histories in the head of
a child of yours really creates very serious problems in the future.

Another Armenian citizen who said that she noticed that she actually did not

know the Armenian history or culture and the feeling the lack of it started at a
late age when She was in senior year of highschool: “Here is the trauma of
ours, mostly when we get to the senior year, when we started to get back on our
feet, we had the trauma. Because, we didn’t have the chance to study Armenian
history, Armenian literature, Armenian art and Armenian music in schools.”
The education policies which make it obligatory for Armenian students to be

taught Turkish history also don’t let Armenian history be told. An Armenian
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school principal tells the following regarding that the Armenians are not
educated with their own history:

None of us know, those who know are rare I am sure. This is truly a
significant lack. Actually, all kids have a right to be informed about out culture
in Anatolia and history. Of course, this is a great lack. It is also hard to find
someone who is equipped with this knowledge. Knowledge is strength, power.
We say “we are something” without knowing about it. I am sure if we know,
we would protect our culture, schools or community institutions with more
care. I think if we know the things built brick by brick we would back our
society more.

Generations who have too little of knowledge regarding their own culture and

history cannot build a strong connection with their identities on the basis of
belonging. Moreover, as the interviewee highlighted, if are that accumulation
that have been created with time and energy can be transferred, students will
start to claim their own cultures more. If they know what the ethnic identity
they belong to is, meaning, if they have the opportunity to learn the knowledge
of who are “the Armenians”, in what time, where, how they lived in a historical
framework, they will be conscious of what they sustain by their own existence.
“The authors of the National Curriculum believe that teaching history offers
effective means to prepare young people for citizenship; learning about culture,
beliefs, customs and institutions will, together with shared experiences,
enhance their identities and develop awareness.”**°

One of our interviewees who evaluates the reflection of the lack of a
course in which Armenian history is taught in Armenian schools on students as
part of the assimilation politics and who have been an Armenian teacher for a
long time claims that this situation stems generally from fear. The nation-state

created an enemy from the citizen of a minority and continues to fear from that

enemy>"’:

3% Baumann et al., 2004, p. 34.
37 What Fatih Rifk1 Atay wrote regarding the Izmir fire is an interesting example for
why the Turks have a fear against the minorities in the relationship with Turkishness
and otherness because at the root of it there is the feeleing of inferioty. As Copeaux
also highlights, due to the trauma Turks experienced their feeling of pride was hurt
and Ataturk tried to create this feeling with history theses: “Why did we burn Izmir
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Really painful really painful...I mean why wouldn’t it be taught? This is a
lack. Now here families get a lot of work. Knowing nothing...This is what is
desired. To assimilate, the method of assimilation is to make them not talk,
and this is being done, well, will make them not speak in the language; make
them not learn their history. Then, to exist in that, family gets a lot of work.
But being banned shows already that somethings are being feared of.

The statement of the interviewee saying that the lack of knowledge of students

as they don’t see Armenian history in schools can be compensated by the
family is also an indicator how the Armenian schools were left inadequate in
sustaining the Armenian identity. Another teacher who works at Armenian
schools claims that the decisions regarding this matter are made consciously:

The lack of history classes is a really negative thing. As an Armenian, history
of Turks is taught from start to end and we know that we have to learn. But
there is nothing regarding the history of Armenians. Of course this is also a
political decision. It is a decision made consciously for sure.

Another Armenian teacher who worked at Armenian schools previously but

now teaches at Turkish schools approaches the issues from a really different
angle:

Yes there is not a detailed history class in our schools. They used to teach it a
bit in Armenian language classes in the middle school. Turks teach their
national history but I think their national history doesn’t tell the consciousness
of being a Turk. I think even if it is allowed to add such a class into the
curriculum, I don’t think we have someone who is equipped to teach such a
class.

Following the interviewee’s statement highlighting that even if there is a course

the problem would still not to be solved, because people who are equipped to
teach such a course was not brought up among the Armenians as a people who
has little knowledge where to read and learn their own history from the
establishment years of the Republic of Turkey, the Armenians in Turkey have

to remain silent about their own history. Similar to their feeling for the need to

down? Were we afraid that if Kordon villas, hotels and clubs remained intact we
couldn’t break free of the minorities? When the Armenians were replaced during the
First World War, we burned down whatever neighborhood and districts that was
inhabitable in Anatoliaan cities and counties again with this fear. This is not something
that comes from just the plain feeling of destructionism. There is also a feeling of
inferiority. Every corner resembling a European piece, as if being Christian or foreign,
it was in the absolute destiny of not being ours. If there was another war and we lost,
would it be enough leaving Izmir in plots to protect the Turkishness of the city?”
(Atay, 1984, p. 325).
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hide that they are Armenians as they have reservations to state their own
identities, this situation, too, reveals that history and identity are inseperably
interdependent. Another interviewee who worked as a principal for more than
thirty years in an Armenian highschool mentions the events they organized to
give the students the consciousness of being an Armenian and living the
Armenian identity without being assimilated.

For instance there are memorials. We commomarate our well-known people
like our poets and authors. This of course creates a bit of feeling of belonging
in kids. Other than that, we have our holidays, holidays specific to us. There is
the History of Literature. But how adequate are they, there can be more. For
instance, experience, let’s say kids are in university age or when they attend a
preparatory school, well they abolished them also, but different views on them
awakens a identity consciousness in them. Questions from around like where
did you come from creates a consciousness in them that they are different. The
lack of teaching Armenian history is primal in why there is not a healthy
identity formation among kids. Meaning, who is it, what is it? What is the past
of this person, they do not know and this is a really bad thing.

In this study in which we evaluate the effect of the environment in which we

get education on building of Armenian ethnic identity, another interviewee who
works as a principal of an Armenain highschool reflects on the relationship
between the lack of knowledge among the Armenians about their own history
and identity as such:

We don’t know our history. It is like this, I have no knowledge
about my own history, although I am not Turkish myself, I know
the Turkish history. It is bits and pieces but I know. How many
kings we had, what kind of governance we emerged from, with
patchy knowledge... This is also a bad thing of course; it is like a
people who don’t know their identity.
The lack of an education on the history of their culture which is tried to be

compensated by some organizations at schools is commented on by another
school principal interviewee as such:

In every event, the things that are actually about the kids, that we present to
the kids or we train the kids with, that we introduce to them need to be a part
of their culture and identity, we are really careful about that. For instance we
had the fifty year anniversary of our highschool. We told the history of our
schools’s establishment, for instance how the people built the school by
carrying brick on their backs in the 1960s, we told that. They watched that for
instance. After that, they started to protect their schools with a different mood.
We want to have such practices. We organize events in which their language is
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used, their literature is used, and their songs are used so that their love and
respect towards them would grow. For that, this is the way.
Although most of the Armenian schools cannot teach Armenian history or

Armenians’ cultural history as a class, they do not take an initiative to convey it
to the students. However, there is a visible difference between discourses of
students who were interviewed in Getronagan Highschool which paid great
attention to this and which have practices in every opportunity possible that
raise awareness among students about their own identities by organizing events
that could provide this conveying and discourses of students in other schools.
The education policy of the school is not focused on preparing the students
well for the university entrance exams like the most of the other schools. For
instance, philosophy group teacher who work at this school said they covered
Armenian feminist women in Human Rights class. In general, such elective
classes are considered in schools as classes in which students can practice
towards university entrance exam and practice doing tests. It is evident that
students learning their cultural histories or names who left a mark in this
history and their work plays a great role in providing their own consciousness
and their self-confidence. The answer of a student who is in senior year in
highschool to the question what kind of problems there are in education at
schools presents an appropriate example for this situation. “In the education
system there is the introversion of a people who experienced genocide, this is
the biggest problem. They are having a great difficulty in expressing
themselves, for instance when a discriminatory teacher says a bad thing, there
is no group that can answer other than in Getronagan.”

Another school principal commented on that some sections of
Armenian history can be taught in Armenian language classes or in religion
classes but teaching a separate Armenian history class in Armenian schools in
Turkey “would be utopic to teach Armenian history in this land”.

What happens when a people cannot convey their own values,
priorities, language, faith, philosophy of life and experience to the next

generation? Or, although they do want to do so, when they are banned, legally
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limited, what happens to a people who are forced to erase the memories of their
experiences on the lands they lived for millennia. Isn’t this cultural treasure
which cannot be conveyed to the next generation is the people itself?

398 Karin Karakasl in the foreword of the book on

Cangiiliim Anahit ve Kazben
Armenian mythology titled Cangiiliim Anahit ve Kazben asks “I always had an
interest in other people’s mythologies. However, there has never been a Turkish
source about the Armenians which I am a part of. Let’s say I was lucky, I had
the luxury to research Armenian sources and more so to ask questions to a
lover of history and mythology such as Sarkis Seropyan and make him tell
everything. But, what about the others?**® The group Karakasli mentions as
“others” are the rest of the Armenians living in Turkey. “Everyone who shares
this land especially the Armenians should have had the right to benefit from
this fortune, to get surprised with the abundance of Anatolia with her the gods.”
This right Karakagli mentions has never been given to the Armenian people.
Not only the Armenians, “although they live on these lands for thousands of
years, the state has learned neither to see the peoples like the Greeks and the
Assyrians as equal citizens of this country or to respect their histories and
protect their cultural legacy.” *®® That is why Karakasl in the foreword of the
book mentions the Armenian gods and goddesses as “Now gods and goddesses
were talking. Despite all that time they were silent, they had so many to tell”.
Although it is not taught in schools, that at least it reaches to the people as a
book is returning some of that right that was taken away from them albeit

small. 401
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CHAPTER VI

IDENTITY AND LANGUAGE

In this chapter where we will discuss the relationship between Armenian
language and Armenian Identity vis-a-vis its impact on Armenian schools in
Turkey, firstly the relationship between national identity and language [and]
how the language policies implemented by the Turkish national-state in
creating Turkish identity reflect on Armenian community both in terms of
social life and education will be discussed. Next, Armenian language will be
considered as one of the most significant determinants of Armenian identity
and discussions about this will be investigated. Lastly, how Armenian language
classes are covered in the Armenian schools as the last and only element where
Armenian language can be taught in Turkey, the effects of learning Armenian
language on students will be covered on the basis of the interviews conducted
about Armenian language instructors’ thoughts and the problems they faced in

schools.

6.1. National Identity and National Language

That the language is one of the main reference points in shaping the identity of
individual and society, [and] with the spread of nationalist movements, formed
the basis for the nation-states to utilize the language as a highly significant part
of their politics.

According to Joseph, “a consistent theme within studies of national
identity over the last four decades has been the central importance of language
in its formation.”*"?> The existence of a national language is the primary

foundation upon which nationalist ideology is constructed. national languages

402 Joseph, 2004, p. 94.
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are not actually a given, but are themselves constructed as part of the
ideological work of nationalism-building.*%3

Thus, language has become the most significant tool of national identity
formation in the nation-state. The necessity of people considered of the same
nation to speak one mutual language forced the nation-states to create policies
toward that end. In this way, for the nation-states while the unity in language
creates the consciousness of “us”, it also becomes a symbol of a mutual
identity the nation shares. According to this understanding, the consciousness
of being “us” can only be possible through speaking one language. The main
reason for that is the understanding that national identity can be ensured with
unity in language.

“When a language is symbolically linked to national identity, the
bureaucratic nation-state faced with a multilingual population may exhibit
“monolingualizing tendencies.”*** Moreover, in the framework of nationalist
ideology, language is also a tool for reducing or even wiping out the
differences on the population consisting of “us”. In the nation-states, while a
standard language and thus through that production of culture is ensured, the
existence of different languages are ignored, disregarded or its various usage
(education, media, public life etc) is prevented through legislations. That
speaking the same language connects people together with an invisible bond at
the same time creates a boundary with those speaking different languages.
What Fichte tried to say with “the first, original, and truly natural boundaries of
states are beyond doubt their internal boundaries™* helps us understand why
this side of language is this important for the state:

Those who speak the same language are joined to each other by a multitude of
invisible bonds by nature herself, long before any human art begins; they
understand each other and have the power of continuing to make themselves

403 Ibid.
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understood more and more clearly; they belong together and are by nature one
and an inseparable whole.*%

That each nation-state chooses to follow monist policies in language requires
defining what national language is and highlighting how important it [the
language] is in the history of the nation both in social life and in education. In
that way, language “is governed, steered and even re-produced. Certain
mechanics for everyone to speak this national language are applied.”"’
However, considering the non-existence of one national language with each
nation-state’s own structure, history and political necessities, it requires to
create their own unique national language.

It has long been apparent that one of the first and highest obstacles that has to
be overcome in establishing a national identity is the non-existence of a
national language. The ‘nation-state myth’ — that basic view of the world as
consisting naturally of nation-states — is bound up with an assumption that
national languages are a primordial reality. Whatever difficulty we might have
in determining the borderlines of who ‘the Germans’ are.*%

While creating its own national identity, various regulations and exercises

internal to a language such as how and which ways national language is used,
determining its grammar rules, vocabulary, [and] deciding which words to be
included in the language and which ones to be excluded are required. Various
state institutions are re-shaped on the basis of this understanding and [they are]
included in the exercises and policies about language. In this way, language is
used as an indispensable element in creating the mutual identity “while on the
other hand in the situations where this construct is out in political practice, as a
main tool for transforming the population belonging to the nation-state.”*%

The population that required to be transformed first is the population of

the other ethnic minority groups who live in the country and have different

languages. That is why; interventions to the language also become minority
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policies. According to the writers of the book Civil Enculturation- Nation
State, School and Ethnic Difference in the Netherlands, Britain, Germany and
France, “mother tongues and national languages are linked to civil culture”
simply because “language belongs to the field of minority policies.”*!°
Secondly language refer culture. “It is the ‘ethnic markers’ by which ethnic
groups may distinguish themselves or are distinguished by others.”*!! Having a
different first language in the nation-states causes exercising different identity
politics on different ethnic groups. The right to speak, write, produce or use in
different domains in their own first language “discourages or absolutely forbids
among the minority groups from using their mother tongues in the public
space.”*!? Therefore, while nation-states suppresses the right of the other
express themselves in their own language, assimilation policies toward
homogenization inevitably lead to assimilation of other identities. Intervention

to the language as the agent of culture creates significant problems for minority

group in protecting their identities.

6.1.1 Nation-State, Minorities and Language Policies in Turkey

The Republic of Turkey as a nation-state created multiple policies about
Turkish language in various eras. These language policies created intentionally
are affected by how Turkey positions itself both in domestic and international
politics and developments of political events. The reason for this is that the
language policies are defined as “the total of principles, decisions and

applications towards the rights of the languages used in one political unit, their
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region and areas, their development and usage.”*!® The author who expresses
the necessity to think language policies and language rights together in his
work titled Dil Yaras: argues that the both exists in interaction at national and
international levels. Moreover, we cannot cover this situation which also
affects the language behaviour of the individual only as [a matter of]
legislation. Because although some rights of language are not in laws, they can
exist in other ways in the practices about language.*'* States may try to affect
the languages spoken by the people for the sake of creating a national identity
and consolidating it [and] with the aim of gaining legitimacy. For instance,
political choices like internationalization, going back to roots, isolation or
modernization also affect language policies. Language policies shouldn’t be
limited to policies regarding only the minority languages. Topics like the
relationship of the official language or the majority language with identity and
foreign language education are also part of the language policies.*!®

From the years when Turkish nationalism started to emerge, the
significance attributed to Turkish language reached its peak point in the process
of nation-building. The reason why such significance attributed to language in
the process of Turkish identity construction as a nation-state is that language is
the most important element that creates identity. The state was to be built on
“Turkish” identity, and being a Turk depended on speaking “Turkish”. Turkish
nationalism ensured its institutionalization after the Kemalist cadre came to
power by putting Turkish language to the top of the elements taking  part
in creating Turkish identity.

According to Atatiirk, Turkish nation is a pure and homogenous entity and
language of this nation is one: Turkish that is the most beautiful, the richest
and the easiest language of the world. “Turkish that is the heart and mind of
the Turkish nation is a precious treasure preserving Turkish morality,

413 Coskun, Derince, and Ugarlar, 2010, p. 18.
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traditions, memories, interests, in short, everything that makes Turkish nation
a nation.*'®
What comes first in the policies which we can call the Turkification of

language is adopting Turkish as the first language. While language policies like
popularizing the public usage of Turkish or making speaking Turkish in these
spaces mandatory are put into practice, on the other hand, multiple precautions
were taken to limit the usage of languages other than Turkish. Precautions
such as Turkifications of minority names help us comprehend the dominant
understanding. However, the multi-ethnic structure and multiple languages
spoken existing on the lands where Turkish Republic was founded for
millennia “constituted a major obstacle before adopting Turkish identity as a
collective bond” !

Adopting Turkish as the official language in 1924 Constitution was to
register Turkish as the main element of determining the socio-cultural content
of the nation at the highest legal level. This was the base of the policies
including the assimilation or exclusion of both minorities like Kurds who were
of same religion but different ethnic origin speaking different language and
non-Muslim minorities 4!8

With the Law of Unification of Education passed in March 1924,
education institutions and education language were centralized. After the
implementation of alphabet reform, during the 1930s, simplification of
language road was taken. With the exercises for purification of Turkish
language from “foreign” words, a new language that is completely pure
Turkish was aimed. Sun-Language Theory officialised in III. Language
Congress was built on two ideas: First, this theory made a connection with first
voices and words and sun as the center of origin and focused on its [sun]

meanings and derivations in Turkish. Second, this theory considered Turkish
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language and race as the source of European languages and civilizations and
argued that all languages emerged from Turkish.*"”

According to Rifat Bali, in an environment where a nation-state is in
process of establishment, demands that everyone adopts and internalizes
Turkish language, Turkishness ideal and Turkish culture willingly are
“reasonable” and “understandable”. However these demands were to turn into
an oppressive and harasser structure in time especially against the minorities.
In the millet system of the Ottoman period, “Hoping that minorities who live in
an introvert way and spoke Greek, Armenian and Jewish Spanish would forget
their first language from one day to other and start talking Turkish in public
places and among themselves is a bit too much of optimism.”*?* Thus, after the
establishment of the Republic, minorities did not start to talk Turkish among
themselves as expected. This was unacceptable for the Kemalist leading cadre
and nationalist youth and press. “The campaign “Citizen speak Turkish” started
with the decision of Student Society of Dar-iil-fiinin Law School [Dar-iil-
fiinn Hukuk Fakiiltesi Talebe Cemiyeti] in their annual general meeting in 13
January 1928.”%*! This decision demanded everyone to speak Turkish in public
places. *** This decision aiming the minorities fell off the radar with the start of

the multi-party era in Turkey however after the 27 May revolution “university

29 ibid, p. 29.
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student societies” started a “Citizen speak Turkish” campaign targeting again
the minorities. However this campaign did not last long.

With the 2471 Surname Act passed in 1934, the most visible and used
form of ‘ethnic label’, the last names started to be Turkified. The first article of
the Act says every Turk “has to have a surname other than his own name” and
the third article says that “last names...with foreign race and nation names”
cannot be used.*?* The fact that ethnic identity can be understood only when
the name is pronounced makes why the nation-state forbid the citizens to take a
name other than Turkish understandable. While Turks were forced to take
Turkish names “foreigners” were banned to use names originating in their
languages.

In later eras, there was not much change in language policies of the
Republican era. In 1956 during the Adalet Party era a “Name Changing
Specialized Board” was established. In the period the board was in operation,
approximately 75 thousand settlement unit names were studied and among
them 28 thousand were changed.***

In the 1982 Constitution prepared after the 12 September Coup, Turkish
was again adopted as official language. However, what is different from the
other constitutions is that it was indicated that “this sentence cannot be changed
or it cannot even be offered to be changed.”**

Article 26 of the Constitution which regulated freedom of thought and
speech and Article 28 which regulated freedom of press included the phrase
“forbidden language” and punished expression of thought in the forbidden
languages. Article 42 of the Constitution, also, said “Any language other than

Turkish can be taught and studied in education institutions for Turkish
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25 ibid., p. 33.

200



citizens”. Thus, usage of languages other than Turkish as the first language in
education was made impossible.*?°

The articles of 1982 Constitution mentioned above show that the
dominant understanding from the establishment of the Republic continues as
they do not allow the existence of any language other Turkish in education
institutions: National identity and the inseparable unity of the country are based
on Turkish nation speaking Turkish language.

In the matter of international legislation about education, although
Turkey is a party of “international human rights conventions regarding
language and education rights”, it made reservations to certain articles. Turkey
with its reservation to the article of protection of the minorities in the UN
International Convention on Social and Political Rights limited “the
minorities” living in Turkey to the non-Muslim minorities as accepted in the
Lausanne Peace Treaty.**’

Therefore, Turkey legislated “that first language of all citizens living in
Turkey except the groups it considers as minorities is Turkish and that no one
other than these groups can have education in their first languages.”**
Whereas, there are different ethnic groups who speak different ethnic
languages living in Turkey. By disregarding these groups, the Republic of
Turkey tries to create one nation from the dominant group. The understanding
based on unifying everyone under the Turkishness umbrella tries to assimilate
[different ethnic groups] by disregarding the mother tongues of the diversities.

Moreover, though being a party to the UN International Convention on
Economic Social and Cultural Rights, by giving reservations to the article of
the said convention regulating education rights, Turkey limited “freedom of

individuals and institutions to establish and manage education institutions”

from multiple perspectives. According to the Constitution, [Turkey] made it
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impossible for minorities to establish education institutions to teach in other
languages than their mother tongues, [a right] which was also adopted with
Lausanne Treaty. Legislation is the Act of Private Education Institutions
regulating principles for establishment of schools. In this Act, it was indicated
that minority schools can be established by Greek, Armenian and Jewish
minorities.** Considering the current condition of Greek, Armenian and
Jewish minorities, we see that they are in an effort not to close down the
already existing schools, let alone establishing new ones. Although legislations
regarding different ethnic groups other than the groups determined as
minorities do not grant these rights, in fact as a result of the state policies
enforced on minority education institutions in various domains minorities have
no de facto position to establish new schools. According to Foreign Language
Education and Teaching Act and Private Education Institutions Act, Turkish
citizens have the right to establish institutions which teach different language
and dialects other than what they traditionally use in their everyday lives.
However, because authorization to establish schools, preparing curriculum and
authority to inspect institutions belong to MEB [National Education

1*°, even though it is being applied to establish such institutions, MEB

Ministry
has the authority to decline the application. In fact, the right granted is only a
right to apply for establishment of an institution. The right to establish
institutions in different languages for Turkish citizens seems like an equal right
for everyone. However, although it seems like a right protected by the law, in
practice its nascence depends on the ministry. More so, even if the
authorization to establish an institution was granted, regulation of the
curriculum followed in this institution is also given to the Ministry. According
to this law, certain classes cannot be taught in any languages other than

Turkish: These are the History of Revolution of the Turkish Republic and
Atatlirkism, Turkish Language and Literature, History, Geography, Social

429 ibid.
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Sciences, Culture of Religion and Knowledge of Morality. Moreover, the
authority to decide which foreign languages are to be taught belongs to the
Cabinet. #*!

Second language speakers to lose their heritage language and native culture.
As a consequence, they fail to develop both a strong sense of identity and the
cognitive basis for future learning Sanchez (1999) Bucholtz and Hall (2004)
characterize language as “the most flexible and pervasive symbolic resource
that is at the center of the cultural reproduction of identity.**

Considering the Republic’s language policies along with the enforcements on

ethnic groups speaking different languages, we see that its effort to disregard
and limit the languages of other ethnic groups for the sake of creating and
maintaining national Turkish identity is also an effort to totalize the ethnic
identities of these groups under the Turkish identity. As we see in thoughts or
theories produced about language and identity, language is the most significant
symbolic source for protecting an identity and feeling a belonging to an ethnic
identity.

“As many authors have noted, patterns of language maintenance and
shift are driven by both social and cultural factors.**®> We see that Turkish
presented as the language of the dominant ethnic group in Turkey and Turkey’s
language policies also control over social factor and the culture aspired to be
created. “Minority languages do not serve only as a means of communication;
they are important tools for expressing cultural heritage and ethnic identity.”***
That is why; it is undesirable for the sake of the existence of Turkish identity

different ethnic groups to express themselves in their own languages.
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“Various studies examining language alternation patterns have found
that language can express group membership and solidarity.”**> To prevent the
development of feelings of belonging and solidarity by speaking their own
languages among the citizens who do not feel belonging to Turkish ethnic
group and dedicate themselves to the Turkish national unity, the Republic
followed a similar language policy from its establishment onwards. “As
Fishman put it ‘at every stage, ethnicity is linked to language, whether
indexically, implementationally or symbolically.”**

“From the 1930s, the policy to assimilate the ethnic minorities which
was enforced systematically was performed through language. This policy
meant for ethnic minorities that “using your mother tongue raises the risk of
exclusion and discrimination”*’. Escape from the mother tongue brought also
the escape from ethnic identity. In this geography which accommodated
multiple ethnic languages for millennia, the practices of Turkey which enforces
monolinguistical structure are the policies enforced only to maintain Turkish
ethnic identity. Because the irreconcilable conflict of the characteristics of
“Turkish identity” which is aspired to be created with the existence of non-

Muslim minorities also constituted the justification for policies enforced. **3

6.2. Armenian ldentity and Armenian Language
In the discussions about the main elements constituting Armenian identity, we

see that language and religion elements mostly come first. However, because

we can mention the existence of Armenian language before the adoption of
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Christianity of the Armenians**

, it is accepted that the main element is
language.** In this section, after generally covering what Armenian language
means for Armenianness, why it is this significant and the relationship the
Armenians had with Armenian language throughout the history, we will

mention the role and significance of Armenian schools in teaching Armenian

language.

6.2.1 The Importance of Armenian Language for Armenianness

Marieta Bazinyan in her article titled Constructing a Nation: Identity Markers
of Armenians: According to the Mshak Periodical Published during 1872-
189244 indicates that most of the articles in Mshak journal published between
1872-1892 seek the answer to the question “Which elements constitute the
identity of the Armenian?"***?

When Bazinyan starting to analyze the articles, she notice the articles
which published before the mid-1880s argued that language was “the most
important and in depth discussed element of Armenian identity” but the articles

which are published after the mid-1880s discussed the interrelation of

language and other identity markers .***

49 Armenians are the first to accept Christianity as a national religion. A.D. It was

Surp Krikor Lusavoric, who had a very special meaning as the first gatogyos (priest)
of the new religious church, adopted in 301, is a symbol of an important milestone in
the history of the Armenians.

40 At this point we can give many examples of religion versus religion, but in this
section we will only touch on the subject.

41 Bazinyan, 2015, p. 73.
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However, the result deriving from discussion including the other elements are
the same. “Armenian language is one of the greatest marks of the Armenian
identity”. 44

Rafael Ishanyan in his work titled The History of Armenians highlights
that for centuries the main unique characteristic of Armenians which is not of
any other people is the mother tongue. Ishanyan indicates that from the
beginning of their existence, Armenians have been speaking Armenian
language and Armenian language is the tool of speech, thought and questioning
only of this people. Ishanyan who argues that Armenian people differs “from
all other peoples of the world, from their old and new neighbours by their
language”, for this integrity indicated by the grand poet of Armenians Avedik
[sahakyan by saying “Armenia means Armenian language”: “by saying “we
should add to this “Armenian people means Armenian language”, he explains
that Armenian language is the sole characteristic of the existence of Armenian
people.*#
The Armenian language is one of the oldest languages in the world.
Linguistics, in light of “local Indo-European vocabulary, oldest borrowings and
other evidences”, shows that Armenian language was spoken in the mid-3"
millennium BC in the geography of Grand Hayk and Armenian races lived [in
this location].*4¢
Armenian is unique in its writing system.**’ Armenians established their own

Alphabet in the 5th century AD, with 38 total letters (36 originally with
two added in the Middle Ages). An Armenian cleric named Mesrop Mashtots

was the source of this development.**3 The Armenians use their own alphabet
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which was, by tradition, created following the studies and meditations of a
monk, Mesrop Mashtots, in the 405 AD. Christianity had already been accepted
as the national religion (301 AD) for a hundred years in Armenia, but the Bible
was not yet available in the native language.**°On the other hand in Goriun’s
work, Life of Mashdots**, St. Mesrob Mashdots’s main motivation is not only
about the translating the Bible he also aware of Armenian people’s “lacking a
written language is absence of their full identity”. Mashdots saw the lack of a
written language of the Armenian as a “major deficiency in the creation of the
Armenian identity”. Even if they had their territorial, religious or political
independence they did not guarantee the total creation of their full identity. St.
Mesrob Mashdots knew that, as long as the Armenian people expressed
themselves in the Syriac and Greek cultures, they could not firmly establish
their identity. “With the invention of the Armenian alphabet, the course of the
formation of the identity of the Armenian people was not only completed but it
also became more crystallized and deeply rooted.*’! Because of this St.Mesrob
Mashdots is seen as the creator of the Armenian identity. Mesrob Mashdots is
also seen as a symbol of “collective consciousness of Armenian nation”.*>?

In the period that followed the invention of the alphabet and up to the
threshold of the modern era, Krapar (Classical Armenian) lived on.*>
Armenians who lived in Greater Armenia and the Armenian Kingdom of
Cilicia (11-14" centuries) tried to modernize Armenian language and as a result

they added two more characters to the alphabet and bringing the total number
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to 38.4* Thus, the modern Armenian language, with a total of 38 letters in
alphabetical order, came up to date. The Armenians who migrated to
Constantinopolis from traditional Armenain plato “crystallized the common
elements of the regional dialects, paving the way to a style of writing that

required a shorter and more flexible learning curve than Krapar.”4%

Figure 2: Armenian Alphabet
Uw Pp Qg “¥n Bt 29 Et Cnp e dd

ujp  pkh ghd w Ey qu k oP pn dk
ayp pen kKim ta yed Zza Eh &t t'oh zhe
a P k t e z =) & t z
[al [P"1 [k"] [t®] [efe]l [z] (€] (=] [t"] (3]
1 2 2 4 5 & 7 &8 g 10
bh I fwh G Wy <h 9Qa “n &6 Ud
hGh  pyooh kE & LEG hn dm TuIn fk ikh
ini lham xe ca ken ho ja dat ce men
i | x c k h i g < m
[i] (1] [x] [dz]  [e] [h] [ts] ] [d] [m]
20 30 40 50 60 70 80 a0 100 200
3] L G Mn 2y My Yo (rn Uu dy
hh nu e | n 51 nyk ok nm uk JEy
hi now sa o ca be Je ra se wew
W n g 0 & b i r s Y
(hj] [n] 01 [o/vol [H"] [b] (4" [r] [s] [v]
300 400 500 600 700 800 200 1000 2000 3000
Sm ph 8g F &h Lp U Oo P
wnynh nk gn hhili  thynip fk [ o Bk
tyown re c'o hivem pyowT K jew O fe
t r c’ W p’ K ewns 'a] f
[d] [r] [ts"] [v] P*]1 k"] [eviev] [o] [£]
4000 5000 6000 7000 8000 9000 - 10000 20000
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Besides this variation, which was later referred to as the Western Armenian, the
Krapar was also adapted to the east. The dialect of the Ararat plateau provided
the primary elements of Eastern Armenian, similar to the Western Armenian
variant, the Modern Eastern was in many ways more practical and accessible to
the masses than Krapar. Both centers vigorously pursued the promotion of
Ashkharhapar.**¢

According to Gontag, the Armenian language has been the “living
means giving form and style, spirit and flight to the Armenian mind”. It is the
main propellant of the creation and development of Armenian historiography,
hagiography, literature and the press. Without the Armenian language, the
Armenian culture, expression of our identity and solid pillars of our existence,
will lose its particularity and vitality.*’ If we are going to give an example of a
few Armenian poets who believe that the Armenian language and the Armenian
identity are inseparable whole and voiced it in their poems we saw that they
have characterized Armenian language as “the anchor of the ship,” “the seal of

99 ¢¢

identity,” “the ray of our hope” (K. Emin) and moreover “the ever-shining
light” that “never became extinguished from foreign winds...” The other poet
M. Ishkhan thinks that the Armenian language is the homeland: “the home of
the Armenians in the four corners of the world.”*®

In order to highlight the significance of Armenian language for the
Armenians, Ishanyan in his book quotes the statements of “the well-known
poet Hovhannes Tumanyan [saying] “the magical key to the Armenian people’s
past is Armenian language.”** He indicates that in order to understand the

roots of the history of the Armenians we also need to look into the roots of

Armenian language. The author highlights that the phrases “the roots of

436 http://armenianlanguage.org/evolution/language evolution.html

7 Aram 1, 2007, http://www.westernprelacy.org/archived-news/press-releases/

2007PressNews/ArmLanguageGontag.pdf
438 ibid.

49 fshanyan, 2006, p. 14.

209



Armenians” and “the roots of Armenian language” are synonymous. The
historian who indicates that when we investigate where the Armenian language
was born we also investigate where those who spoke this language, who
thought in this language were born shows that with the language Armenianness
starts, also.**® “Armenian language is the eternal witness of Armenian
history.”*¢! While mentioning the effect of Armenian language on Armenian
culture, Ishanyan exemplifies the Armenian art. Ishanyan says that Armenian
music does not resemble the music of any other people and has
disproportionately unique characteristics to itself, “The reason for that is that
Armenian music derived from Armenian language, the musicality of Armenian
language”. Moreover, Ishanyan argues that when investigate deeply it can be
shown that the national characteristics of Armenian plastic arts and Armenian
architecture are also related to Armenian language and thought. “Thus, it is also

revealed that at the base of all Armenian characteristic lies the Armenian

language.”4%2

The Armenian language remains the same for us 1600 years later. For a
large part of the Armenian, without the Armenian language, “this living source
of the Armenian identity, Armenian life will dry up in the national sense, losing

its authentic Armenian image.”*%*

6.2.2 The Importance of Armenian Schools Learning Mother Tongue
Education and language issues are closely tied together. How and in which

ways the language is transferred to next generations and how this transfer

happens problematic also includes how the transfer of culture and identity
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occurs. “Language very clearly is much more than just a means of
communication: it is the basis of culture and identity.”*%* Language is the
experiences of the nations. Language is also the memory of the nation.
Language is the history of a nation’s beginning. When language cannot transfer
these experiences and memory through education, it loses it functionality.
There are many theories about that this situation results in assimilation
especially of minority students. Works of Cummins about minority students
and their language education has still a significant place today. According to
Cummins, the dominant language ideology of the dominant group has an
expansionist effect on language choices of minority students: “The effects of
language ideology on the cultural identity development of a second-language
speaker forced to assimilate because of the norms of the dominant group.”#6>
That the Armenian language and identity intermixed and even
interplaced each other also brings the topic of Armenian language education
and protection of language. Recently, Gontag in his work on the acceptance of
2007 as the Armenian language year conveys how important the language is for
the Armenian identity with the following words: “Without the Armenian
language, our life will become emptied of Armenian values, traditions, and the
genuine Armenian identity...our language also preserved us...strengthened our
existence; it shaped our identity.”** Because this topic that is still significant
for the Armenians today has turned into that Armenian language teaching and
learning as one of the main problematic for the protection of identity, it also
resulted in grand missions given to Armenian schools as the last element in
providing these opportunities. Armenian language education is raison d'étre of
Armenian schools. In the lives of the Armenians, the most significant mission

of the school throughout its history is to teach Armenian language. Gontag in

464 Baumann et al., 2004, p. 36.

465 Cummins, as cited in Mercur, 2012, p. 24.

46 Aram 1, 2007, http://www.westernprelacy.org/archived-news/press-releases/

2007PressNews/ArmLanguageGontag.pdf
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his article written as part of the celebration of the 1600 years of Armenian
language in 2007 expresses this situation as such: “The Armenian language has
a pivotal place and role in the Armenian school’s mission of building
tomorrow’s Armenians. The proper teaching of the Armenian language is what
makes the Armenian school an Armenian school.”*®” The role and significance
of the schools in teaching the mother tongue to new generations go way back in
the education history of the Armenians. That the Armenian language is one of
the oldest languages in the world is of course also a significant factor here.

After the family, the Armenian school plays a pivotal role in the constant use
of the Armenian language. The Armenian school is the citadel of the defense
of the Armenian language. It is the source of the perpetuation of the Armenian
language, and the apostle of the spread of the Armenian language.*6®
Considering the parameters in both Armenian and Turkey histories, the intra-

relationship of the combination of school-language-identity in Armenian
schools in Turkey shows sui generis characteristics. When a study titled
“Armenian identity, Armenian schools and Armenian education” conducted,
when we think about Armenian schools in Diaspora and Armenian education
and Armenian identity in Diaspora or schools in Armenia and Armenian
education and Armenian identity, there is a situation which has the same title
but needs to be covered completely differently. The relationship of the
Armenians living on the geography on which the Republic of Turkey was
established with Armenian identity and Armenian language, and hence, with
Armenian schools and its social reflection needs to be covered with the
relationship with Turkish identity, Turkish language and public schools.

With the Armenian population whose numbers drop gradually in
Turkey, Armenian schools face multiple issues in protecting their mother
tongue. When we look into the regulations about Armenian language education
in Armenian schools as minority schools, we see that they aim at controlling

over how the language will be taught and how it will be told. During the 1960,

467 http://www.westernprelacy.org/archived-news/press-releases/2007PressNews/Ar

mLanguageGontag.pdf

48 ibid.
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many Armenian families sent their children to an Armenian school. Similar to
today, Armenian schools were considered as the only tool for learning
Armenian language and culture. Armenian and Turkish were used as
communication language evenly. An interviewee who attended an Armenian
school during the 1960s says that the school was really important in shaping
the Armenian identity. According to the interviewee, in literature classes in
which we learn our language and culture in Armenian schools [and] we can
469

learn Armenian literature is really important for the protection of the identity.

Language and identity are inseparably associated with each other. While
language is the medium used by individuals to negotiate a sense of self in
different contexts (Pierce, 1995; Norton, 2000), identity construction is a
social and cultural process which is accomplished through discursive
practices.*”°

Armenian schools played a vital role in the same period for a generation who

might had been lost to learn their own language and culture. Armenian families
living in Istanbul in this period have the chance to send their children to
Armenian school but same was not applicable for Armenians in Anatolia. In
comparison to today, more Armenians resided in Anatolia till the 60s and 70s
however Armenian schools in Anatolia closed down one by one. In those years,
children who did not know their mother tongue of families who again did not
know their mother tongue were migrating to Istanbul from Anatolia and were
attending Armenian schools. That way, they became aware of their identities
and learned their language. The generation before this generation who migrated
in these years, however, could speak Armenian fluently. Because not all
Armenian schools in Anatolia were shut down yet. However, the generation
who survived 1915 chose not to speak their mother tongues and teach [the

language] to their children.*’!

49 Kaya, 2013, p. 152.
470 Mercur, 2012, p. 17.

471 Kaya, 2013, p. 152.
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An interviewee of ours who was a student in Tibrevank High School in
the academic year of 2016-2017 gives this example about her family. “At home
my grandmothers knew (in Adiyaman) but they did not teach their children. In
case they speak it outside, my mom and dad does not speak. Their Armenian is
different. There is a difference of accent. Father of my grandmother could read
and write. My grandmother could speak but couldn’t write.” The situation the
student who came to Istanbul from Adiyaman in grade 9 to attend Armenian
school is in fact almost a summary of the relationship of 4 generations after
1915 with Armenian language. Generation after 1915 paid attention not to
speak Armenian because it was part of their survival struggle. The language
they spoke was one of the most significant indications that would reveal their
identity. They wanted their children to grow up unknowing of this and they
spoke neither what happened in 1915 nor in Armenian. Children grew up not
knowing Armenian language however their children started to learn Armenian
as they pulled a bit away from the concerns of their grandmothers and
grandfathers. The following generation was the generation who came to
Istanbul from Anatolia to learn Armenian language. Vartan who came to
Istanbul from Kastamonu in the 1960s to learn Armenian tells the events
leading him/her to move as follows: “My aunt was a dishwasher in Kumkap1 in
Patriarchate. I was attending elementary school. She brought an Armenian
book to Kastamonu. I fell in love with the book.” One of cohort of Vartan
(Armenian language instructor in an Armenian school) tells how Vartan who
started middle school in Uskiidar Surp Hag Armenian High School/Tibrevank
without knowing Armenian caught up with his classmates from 5 years behind
as follows: “He used to study day and night, He used to read, none of use read
like he did. He caught up with us and then got in front of us.” In this period,
Tibrevank is a boarding school except for the weekends. Students spent the

weekends with their family or places appropriate for their conditions.*”

472 Today, only the boarding students are not trained but the students are still students
from the ancestral home, but those who cannot find a solution and have a problem of
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Students who came to Armenian schools from Anatolia without speaking any
Armenian lived the hardships of getting an education in a language they did not
know with their teachers. Also today, the reason for students who attend
Armenian schools to choose these schools us similar to those in past
generations: Armenian schools are still considered the only tool for learning
mother tongue and Armenian culture.*”?

We can observe that there are different effects on learning mother
tongue between students who only attended Armenian school in elementary
school but did not continue in middle and high schools and students who
attended Armenian schools from elementary school to their senior year in high
school. Today the only place that multiple activities towards the protection of
Armenian is Armenian schools. It is observed that because there is not a place
for socializing by speaking Armenian after school or a very few places require
speaking Armenian children who left Armenian schools stopped using
Armenian. Moreover, these children also do not speak Armenian at home
either. That is why; language disappears in time as it is not used. A similar
situation is not rare among students who continued Armenian school till the
end of high school. The effect that the Armenian language classes are
considered a waste of time in preparation for the university entrance exam
especially in senior years is also high on this. A student who is in senior year of
high school Hinazant complains about that they don’t speak Armenian even if
they are in Armenian school and that there isn’t a space where she can use her
language after graduation by saying,

We don’t speak Armenian, we assimilate. You are a small community; you
speak Turkish even amongst yourselves. You are in Hay (Armenian) school,
but even here you speak Turkish. Our elders speak, we don’t understand. Then
it becomes too late. When you start working, you already speak Turkish. No
matter how much you speak Armenian, it doesn’t work. It isn’t in your
household either. My family is from Batman, they can speak Kurdish-Turkish
there is no opportunity to speak at home either.

staying on weekends may have to return.

473 Kaya, 2013, p. 155.
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According to Cummins, language teaching and learning not only issue for
education it has socio-political context. Language is “central to our personal
and collective identities how we define ourselves in relation to others.” When
we communicate with language it is not only information but also “subtle
aspects of our own identities.”*’* Our culture is an important element of our
identity. Culture influences people’s group identity that they inherently belong.
Language is “the social function of communication of the group values, beliefs
and customs, and fosters feelings of group identity.”*’> With language we can
preserve our culture and traditions. Disappearance of language means “the loss
of culture and identity’**7°

No matter in what ways the political conjuncture in Turkey reflect in
various periods in various ways on Armenian society, it has made Armenian a
language that shouldn’t be spoken outside. Armenians have always been
refrained from using their mother tongue or their names in their mother tongue
or making it public that they are using it. Armenian names are names in a
language that should be hidden and they are indication which would bring
harm in business life, especially in commerce. Armenian language class you
take in elementary school to learn Armenian language is just another class for
the child and in fact it is a really hard one. If s/he has never met it before it
becomes an even harder class. Because the child isn’t born into the Armenian
language. “As Martinez (2006) explains, language use marked by the failure to
recognize the importance of primary-language development at home and at
school, and unequal opportunities to access education created a place of

struggle for second-language speakers.*’’

474 Cummins, 2000, pp. 163-164.
475 ibid.
476 Baker, as cited in Mercur, 2012, p. 14.

477 Mercur, 2012, p. 30.
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6.3. Teaching and Learning Armenian Language in Armenian Schools

The most important reason why Armenians living in Turkey prefer their
children to get education in an Armenian school is that they learn Armenian
language. Armenian schools left in Istanbul are the only education institutions
in Turkey where Armenian language can be learned in an advanced way.
Families consider Armenian schools which they see as a really important social
environment for their children as a safe space which teaches Armenian
language, in which Armenian students can be in communication in Armenian
with other students and teachers who are Armenian like themselves and in

which they can socialize and hence protect their culture and identity.

6.3.1. Choosing Armenian Schools to Learn Armenian Language

As part of our study, in the in-depth interviews conducted in order to analyze
how important the Armenian language education is as a reason for choosing
Armenian schools, the question “what is the relationship between your choice
or that you family deemed it appropriate for you to attempt Armenian school
and being literate in Armenian language?” was posed. All interviewee groups
consisting of students who are in senior year in high school during the
academic year of 2016-2017 (first group), students who started an Armenian
school but did not continue and transferred to a public school (3™ group),
Armenian school graduates (fourth group), school principals (5" group) and
teachers (6™ group) answered the question positively and indicated that
themselves or their parents chose Armenian schools as it is a space where they
can learn Armenian language. In the evaluation, it was observed that each
group gave similar answer among their own group. The thoughts of the
interviewees about Armenian language and education, their time at school,

their gained experiences, in which schools and in what years they attended the
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schools or how different [their answers can be] affected due to their position
were evaluated along with the answers to the questions.

A graduate interviewee Selin who attended Armenian elementary and
middle school but transferred to vocational high school answered the question
“what is the relationship between your choice, or that you family deemed it
appropriate for you, to attend Armenian school and being literate in Armenian
language?” as “it is really related. You learn writing and reading in both
Turkish and in Armenian. Thus, then, in kindergarten, in first year in
elementary you identity is tried to be created actually. That is why it is an
important factor.” The interviewee with her answer [and] with her highlight
how important it is to learn Armenian language in an early age on the
Armenian identity formation also gives an example that language and identity
cannot be thought separately.

One of the students who attended Armenian schools from elementary to
high school and is in senior year Arat answered the question saying “highly
related. Outside I wouldn’t learn it and I am sure I was not going to. In fact I
received bursaries from private universities in high school, there was an
opportunity I could leave with that” and said how they decided as a family for
her/him to continue Armenian school instead of a public school as such: “My
sister being a graduate here has also a great effect. My father admires our
principal, she is an amazing person, my father wanted me to attend here and I
first looked around, asked people around and thought I should attend here.”
Student Arat is a senior year student on Getronagan High school. Getronogan
has a relatively different structure than other Armenian schools with its
principal-centered education understanding and its focus on Armenian
language education more in comparison to other Armenian schools. Evaluating
the interviews conducted, Getronogan was observed as an institution which
was mentioned as special by many interviewees who have or have not been a
student/teacher here due to its special approach to Armenian language

education. Another senior year student who chose Getronogan High school
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after middle school explains how it is related that Varujan chose to continue in
Armenian school to learning Armenian language as such:

Directly related. If I didn’t attend this school, if I attended any other, I don’t
think I would have any interaction with Armenian language. Because my
family is exiled from Dersim, they can speak Kurdish and Turkish. They lost
their language. Only my ahparig (my older brother) can speak. He attended
Dadyan in elementary school than switched to Anatolian high school. Maybe |
could go too. I gained that consciousness later. Because I attended here, |
gained it. When I started attending here, I started to read Armenian. In
Dadyan, it wasn’t read or spoken this much.

While answering the question investigating his reason to attend Armenian

school’s relation to Armenian language education in general, interviewee
started his answer saying “If I didn’t attend this school” and later compared
Getronagan High School to other school he attended for elementary and middle
school education and highlighted that in other school Armenian language was
not used this much, and indicated that his consciousness regarding the language
was shaped in this school. Another reason why Getronogan is highlighted by
many interviewees is that generally for students who prepare for university
exam all schools give an education toward the exam. Especially in grade 11
and 12, classes are full of activities intensely toward raising exam success.
Students do not want to spend an allocated time for Armenian language class.
This issue which we will discuss in detail in later sections is a situation
demanded both by students and parents. Contrary to a majority who prefers
studies towards exam instead of focusing on Armenian language, Getronogan
High School represents a minority.

In the interviews conducted, majority of the participants said similar
things about that the consciousness for learning mother tongue did not form in
early ages. The perception about learning Armenian language which was not
noticed during elementary school however emerged in later age revealed itself
in different ways with senior year in high school. That is why, for all of the
interviewees which school they would attend when they were in elementary
school was chosen by their families. Interviewees indicated that they did not

have such awareness about Armenian language. In choosing high school, the
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decision was not of only the family; students also had active participation in
the decision-making mechanisms.

Interviewee Suzi who graduated from an Armenian school Sahakyan
Nunyan School in 1998 explained that in elementary school his family made
decision and later he did not see the necessity for changing schools with the
following: “At first of course, I attended Armenian school with my family’s
impact. Because I didn’t have the awareness, however in middle school-high
school, when I was more aware, I didn’t consider attending Turkish school, but
I didn’t see it necessary.”

Senior year student of Tibrevank High School Sevan: “100% related.
They sent me for sure so that he realizes he is Hay (Armenian), he learns
Armenian, it is a 100% I mean...” Regarding continuing or not to Armenian
school after elementary school Sevan: “I was thinking of coming to Tibrevank
since I was grade 4. Between 4 and 8 I always wanted to attend Tibrevank
because my cousins are graduates of here. There are many really old graduate
acquaintances. I used to come and go here in elementary school too. From the
very start, I had it in my mind” and indicated that he wanted to attend
Armenian school especially Tibrevank High School from an early age. It is
seen that in the decision of the school the student was affected with the bond
his close circle had with Tibrevank and he also developed a feeling of
belonging, too. Senior year student of Tibrevank High School from Batman-
Sasun Sevan told that there is not any Armenians left in Sasun, those who
remained were Muslimified, a few Armenian villages including his family’s
came to Istanbul in the 1980s.

My mother’s grandfather used to fast in secret, somehow protected his
religion. My mom was even called “Armenian girl”. My mom never attended
school, she is illiterate, so didn’t my father. My grandfather speaks Kurdish.
For example my mother’s grandfather did not teach my mother Armenian
language, thinking something bad would happen to her somewhere if she
speaks Armenian. They (he means his family) registered me to Armenian
school right after they arrived so that I can learn Armenian language.

Another interviewee Levon who says for his family learning Armenian had a

great importance for choosing a school answered the question as such: “I think
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language factor was great on my family... They wanted me to learn Armenian
at one point. I think it is really important for most of the families. Because
those who are Armenian but only attend Turkish schools cannot speak much
Armenian.” This participant was accepted to a good private school in high
school and did not continue to Armenian school.

Like other participants, interviewee who is in senior year in Tibrevank
High School Hiazant indicated that her start in Armenian school was the
choice of the family: “My family chose it, and my high school was chosen by
my circle. The reason why I came to Armenian school, yes, there is Armenian
language. Everything builds upon the base of language. You start with the
language.” In high school, though, she says it was not about learning Armenian
language and adds:

But I continued here for protection. Like an ugly duckling. You are black, they
put you with black ones. Because I was told by my circles always, they told
me if you go to Turkish school they would pick a fight with you. My family,
my circles, I was raised with these words. That is why they put you in your
space.

That the decision to continue Armenian school in high school was taken by her

circles with the aim of keeping her in protection caused this student to feel
further marginalized more so being raised with the advices like she would be
“picked for a fight” if she continued in Turkish school due to her own ethnic
identity also has a great impact in this. However, the same student answered
the question “in comparison to other ethnic groups, do you feel more
comfortable alongside with Armenians” with “alongside Armenians” and
expressed that her ability to use Armenian words played a part in this with the
following: “Even saying vardik (underwear) makes you feel more
comfortable.”

Another interviewee who came to Istanbul from Adiyaman in high
school to learn Armenian Lusin is really pleased that she is in an institution
where she can learn Armenian: “I would attend if there was an Armenian
school there (Adiyaman). With age, one becomes aware of certain things.

When I was in high school, I said I don’t want to study here anymore. I came
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here after grade 10 with my sibling.” Same participant also expresses her
concerns about that she cannot be able to learn Armenian language which she
did not have an opportunity to learn in elementary and middle school till
his/her graduation from Tibrevank High School [and] not to catch up with:
“Now I can speak Armenian, read it, somehow. I really wanted to learn it. Now
I listen to oyrort (In Armenian schools, female teachers are called “oyrort”) at
once. I am really scared that I will leave school with learning Armenian.”
Student Lusin insisted on attending an Armenian school and with her sibling
alongside, together they started their education in Istanbul as boarding students.
Because there is no other institution she can learn Armenian in detail after
graduation, she doesn’t want to graduate before learning Armenian language.

In answering the question “Is there an effect of Armenian schools on
forming the Armenian identity, if so how?”, according to Oyrort Hermine who
has worked as an Armenian language instructor for 20years in elementary,
middle and high schools of Sahakyan Nunyan and who describes Armenian
schools as an institution in which students not only go through teaching and
learning but also learn their culture, the most important characteristic of
Armenian schools is that they are the only space where they can learn the
language which is the main element of their culture. That is why; she indicates
that Armenian schools have a main mission in forming the Armenian identity:
“In Armenian schools, you don’t only give education, you teach a lot of thing
automatically as part of it. First of all they learn their language which is a
significant element. There is a risk in today’s globalized world that all small
societies face. In the larger society they live in, especially if they are small
groups, communities, you face assimilation of the larger group unavoidably.
There was also an extra effort for this in Turkey. For instance for a while, there
were pressures like citizen speak Turkish. This pressures are ongoing, they
prevent people to speak their language freely even in their homes.”

It is a fact that literacy practices are directly related with culture and history.
However, children interpret different traditions in various personal ways and
they create different identities. Moreover, when they hit puberty, the identity
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they identify with change and this change can also not be toward dominant
culture but the opposite.
The participant who graduated from Sahakyan Nunyan High School in 1999

Garin explained why her family chose Armenian school as such: “It is really
related for me learning Armenian because my mom did not speak any
Armenian. She said at least my daughter will speak Armenian. In the future,
she could at least help her child if nothing else. I am glad she did, because I see
it in our bride, she is having a really hard time.” The participant who said their
bride whose child is Armenian school but because she cannot speak Armenian
she is having a hard time but because the participant can speak Armenian her
child doesn’t experience hardship highlighted that it happened like her mother
said and at least she can help her child if nothing else. Here the family wanted
their child to learn Armenian that they couldn’t, and even the thought of “at
least she can help her child if nothing else” is an implicit form of the desire for
this transfer to continue. The family thinks that she couldn’t do anything when
she learned Armenian (meaning she wouldn’t use it) but even then it would at
least suffice to transfer [the language] to her child. With this understanding, the
participant who graduated from Armenian school and now whose child is in
Armenian school had the opportunity to use her Armenian which she couldn’t
use after graduation while helping her child. When the question “How
important it is to speak Armenian for an Armenian in your opinion” posed to
the same participant as such: “If you asked me this question three weeks ago |
would say this; Aren (her child) also attend Armenian school, I can help him
with his schoolwork. You can help your son, I would say. It is the only positive
of Armenian language.” This answer is answer showing that Armenian is non-
functional in the society it lives in and that there is space for her to use
Armenian. Spaces where we can talk about freedom of speech cannot be
limited to school. “The study of Martin-Jones and Bhatt on attitudes about
language is highly illuminating. Researchers in their study on different

literacies of those who speak Gujarati in the city of Leicester of England
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highlight the importance of going beyond the class and school borders, while
focusing on students’ literacy attitudes and experiences.”’®

Only positive aspect of speaking Armenian is to help your child in his
Armenian classes. However as the participant indicated, this answer is an
answer given “if asked three weeks ago”. Because the participant had a
different experience in an event she recently participated. As being the only
person speaking Armenian in the event made her notice that speaking
Armenian is part of her living her own identity. She tells her experience as
follows:

In the recent weeks, we went to this gathering. There was a vartabet (priest)
from Beirut, he spoke Armenian. For the first time that day I was full of
myself. There were Assyrians from Mardin and such among them, those girls
of course do not speak Armenian. I did simultaneous translation there, and I
told my partner Armenian language served a purpose, I had an overtone. But
that day I said, still a language is a language. 1 was able to have nice
conversations because I could speak Armenian. I was really impressed; it was
a really good event. I lived my Armenianness that day; it was really joyous,
really nice.

The participant had the chance to use her knowledge of Armenian language in

her close circle and she was really impressed by it. As evident in the sentence
“Armenian served a purpose”, having a conversation in Armenian which she
didn’t have a chance to use other than helping her children in schoolwork cause
her to live “her real Armenianness that day”. Considering the relationship
between “Speaking Armenian” and “being an Armenian” has been the most
frequently discussed and opined by Armenians throughout the history, it would
be surprising that the participant defines a day she could have conversation in
Armenian as a day when “lived her Armenianness”. The experience of
speaking Armenian after years of graduation from the school her family sent
her to with the thought that (even though they knew it wouldn’t serve a
purpose) she can learn Armenian, as she indicated, is a sort of milestone. The
participant highlighted at the very beginning of her talk that if the same

question was asked before this experience she would have answered

478 Ceyhan and Kogbas, 2009, p. 16.
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differently. Another participant who attended and graduated from Armenian
school answered the question “How important it is to speak Armenian for an
Armenian in your opinion” as such, “Speaking the basics is important. I mean
if I am an Armenian I should be able to speak the basics. Maybe not the heavy
things, they are unnecessary, I don’t need to write a book. But I think it is
important for the daily conversations” and highlighted that if she is an
Armenian at least she could speak the language. Principal of Getronagan High
School Digin Sirun expressed that the question about how important it is for an
Armenian to speak Armenian shouldn’t even be asked, [and] for Armenians
speaking the mother tongue is already a necessity with the following:

I think it shouldn’t even be questioned...I mean not knowing the mother
tongue is already, well, a discrepancy. Do we see a Turk who cannot speak
Turkish around, or an English who cannot speak English... But those who
cannot speak Armenian is 90%. There is that ratio. There is a discrepancy. Of
course it should be spoken, but under the circumstances...the discrepancy
stems from the historical realities. Like closing down the school in Anatolia,
people living with more pressure and fear.

Digin Sirun defines that most of the Armenians cannot speak Armenians as a

discrepancy. However this discrepancy is unavoidable considering the
situations and historical realities Armenians living in. This discrepancy lived
by a generation who had to hide that they could speak Armenian [and] who
could not teach their children and grandchildren the language thinking it would
cause trouble for them with the introversion due to the Republic’s language
policies should be considered with the number of Armenian school which
dropped from thousands to tens in years and the policies enforced on these
schools. The participant who attended Armenian school in elementary and
middle school and Turkish school in high school Levon answers the same
question as such:

I think it is really important. Language is a really important part of culture, but
I for instance forgot Armenian language a lot, my Armenian is pretty bad right
now. | mean as an Armenian it is really important but it is not really important
for me sometimes. For instance, I used to think when I faced discrimination as
such, I was dreaming a world without discrimination. That is why ethnic
differences weren’t a big factor for me here. That is why me being an
Armenian wasn’t a big factor for me other at one point. Of course it was
always in my mind, for instance I know it, I accept it, I say it, I have no
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reservations about it, [ have no brag about it either, but it wasn’t that important
for me. I wish [ knew Armenian well. But I don’t.

This participant who faced discrimination for being an Armenian a lot
continued to Turkish high school by her choice and concluded with the
experiences he had there that being discrimated for being a part of a different
ethnic group is a really bad thing.: “When I was oppressed then, I said no one
should feel what I feel”. That is why the participant concluded that similar to
thinking being a Turk isn’t important being an Armenian should be important
either and he did not want to self-identify only with his ethnic identity or
language. He was afraid of the possibility that he might make someone else
feel the same way of he approaches his ethnic identity this way. However, he
indicated at last that although it is not for his, generally for Armenians speaking
Armenian is important and he wishes to speak Armenian better. Generally,
there is a salient difference among the participants who transferred to Turkish
schools in their attitude to their identity. We see that these people do not put
their Armenianness up front and even in some cases they ignore it. Most of the
participants of this situation felt the necessity to indicate that being an
Armenian is not that important for them. None of the participants who have
been among their own ethnic groups since elementary school make such a
comment. The source of this situation which we can call a discrepancy is that
they experience the heavy weight of being an Armenian in Turkey by
“crashing” among a different group. On the contrary to the participant Levon,
according to the student who attended elementary and middle school in Turkish
school and Armenian school in high school Lusin the reason for this is that
“you learn your own language”: “Similar to everyone else who speaks their
languages, you speaking your language I think is a really good thing. Everyone
should learn their own language.” The approach of this student carries a
similarity in essence with Getronagan High School principal Sirun’s indication
that the importance of speaking the mother tongue is actually a thing that
shouldn’t be even questioned. This is an ordinary situation. Every should

indeed speak their language. Selin who attended Armenian school in
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elementary and middle school and transferred to Turkish school and graduated
from there focused on the importance of speaking, protecting and transferring
of the language:

It is important in the sense that the continuance of the language. I think it is
really important that this language does not get lost. That is why Armenian
should be spoken as much as possible and we should support those who can
speak it. Because our many elders can speak, or some can speak barely but it
is important for us to transfer this to the next generations.

Tibrevank High School senior year student Sevan who attended Armenian

school till his senior year:

Language is the most important thing. I consider my mother, she would
definitely want that if she had the chance, but she couldn’t. But if she could
she would. My perception of those who have the chance, who say ‘I am hay’ (I
am Armenian) but do not learn the language. I would think about that. But I
think it is important. If you say [ am Armenian you need to speak Armenian.
Sahakyan Nunyan High School senior year student Belinda highlighted the

easiness speaking Armenian gives in being in contact with Armenians living
abroad by saying “If we go abroad, we can find an Armenian actually
anywhere. We can have a shortcut for communication. Everyone is spread all
around the globe.” The student who is in senior year in Getronagan High
School Arat answered the question by saying:

I think it is really important. If I lived in any other country it wouldn’t be this
important for me. But it is a disappearing language, a language of a
disappearing nation, it is really important...(here he counts other Armenians
living around the globe and adds) but Armenian we speak, Western Armenian,
those who can speak is really rare. Learning it right now is a great treasure for
me.

The student who is in senior year in the same school with student Arat gave a
similar answer with his friend saying: “Armenian is really important, to be able
to read your own history, to speak appropriate to your culture your way of
life...For your own identity...I think mother tongue is really important. For
speaking Armenian is highly important.”

It is evident in these answers that the answers of the participants
attending Getronagan High School differs a lot from graduate participants or
from students who are in senior years of different high schools in terms of the

awareness of Armenian language and identity. The participant who attended
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Armenian school from elementary school to the end of high school and after
graduating from university worked as a physics teacher in the same high school
she graduated from Nayat answers the same question:

Important, even if you don’t speak it... I don’t use it in everyday life. | mean it
is what bonds Armenians together, Armenian language... Without Armenian,
like everything would be different. Like, even when you are talking to a
person you don’t know, you feel closeness. It was in the thing, was it Vahe
Berberyan? Him for instance... He says something like when you are abroad
walking around and your hear something in Armenian and you feel at
home...Like you have something in common with a person you don’t even
know. Actually it happens when you speak Turkish too.

The participant who tells when she asked something to her sibling when they

were abroad, the cashier understood and answered in Turkish indicates that in a
foreign space she feels home when she meets people she shares the language
with [and] Armenian and Turkish both have the same effect on her by saying
“Turkish also gives me the same impression, you feel at home”. This situation
in which where you are a foreigner you forget about your foreignness when
you hear a familiar sound is related to the power of language bonding people
together. It is an important aspect to think on that while mentioning the
importance of Armenian, and indicating that the language is what bonds
Armenians together and although she says “if Armenian language didn’t exist”
everything would be different, she argues that Turkish too creates the same
feeling in her at the end of her talk. Considering the feeling of belonging for an
Armenian who went through a bilingual education, who learned both Armenian
and Turkish literacy at the same time and who uses Turkish in her everyday
life, when she witnesses Turkish spoken other than her own mother tongue in a
foreign place with the identity and the issue of Armenians in Diaspora and
Armenia describe Armenians living in Turkey as “Turks” and do not see them
as Armenians, we can evaluate the situation is yet another discrepancy. This
situation which we will cover in detail in the last section under the title
Armenian Identity and Armenian schools is only applicable in the world to
Armenians living in Turkey. Principal of Tibrevank High School Digin Jaklin

explained the importance of Armenian language for Armenians as follows:
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If you own your identity culture, if you care for it, than speaking Armenian is
a really good thing. If nothing else, you can read a book, you can follow the
press, you can watch films, you can watch Armenian tv —although there is
difference in accents- after all, you can get into that culture, into that identity.
But it doesn’t mean that...There are those people, due to the conditions they
cannot speak Armenian but they are bond well to their cultures, their
belonging.

Digin Jaklin who thinks speaking Armenian is a good thing for Armenians who

care for their identity said that it is possible to get into the language through
language but needed the necessity to indicate that those who developed a sense
of belonging for Armenian ethnic identity even though they cannot speak
Armenian due to circumstances in Turkey are also bond to their ethnic identity.
This necessity is inside the debate of whether or not those who cannot speak
Armenians can be described as Armenians in the general sense. The participant
who has been working as an Armenian language instructor for many years
Oyrort Hermine highlights that although she can say different things as an
Armenian teacher, she is of the same thought from her personal perspective:

Of course I am an Armenian language teacher. I might have a really different
approach but from my personal approaches too I know it. For an Armenian
speaking Armenian is a way of proving his/her Armenian identity because
wherever you go in the world you prove that you are Armenian with your
language for starters, because there are very few places which teaches that and
the language is the method of communication among themselves for
Armenians. Armenian constitutes the cultural elements of the identity, thus it
is really important to speak Armenian. For instance let me tell you a small
anecdote, when my mama (my mother) came from Anatolia (Yozgat). Of
course my grandfather could speak, but my mama didn’t.

The participant sees being able to speak Armenian in anywhere in the world as

a language Armenians can communicate with when they are together as the
most important element for Armenians to prove their Armenianness. According
to this perspective, when you cannot speak Armenian, you cannot also prove
that you are an Armenian. It is an essential rule for being perceived as
Armenian by other people to be able to speak Armenian. However, that her
own mother could not speak Armenian stems from the historical realities of the
period and geography they lived in. Thus, it is a special situation that
Armenians who lived in Turkey after 1915 could not learn Armenians for a

couple of generations. Moreover, we can indicate that if we say the following it
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wouldn’t be a stretch: the generations who couldn’t learn and speak Armenian
language couldn’t learn and speak Armenian in Turkey exactly because they
are Armenians. Oyrort Hermine continues on her anecdote about her mother:

Because they forced her to attend Turkish school, Armenian schools were
polished up and turned into Turkish schools... They existed with force...They
finished state’s schools elementary schools. Of course in return they couldn’t
speak Armenian. When she comes here, my mother faces Armenian language.
She used to tell this all the time, ‘if I knew Armenian was this necessary, |
would learn Armenian with you for sure. I wouldn’t knit, I would learn it.’
Because she recognizes how important it is when she goes to the church. That
is why, I think knowing a language is important. First of all, it is the way of
connecting with your community.

The source of the feeling of lack the mother of the participant who indicated

Armenian is important also because it is “a way to reach the Armenian
community” whenever she went to church is that another important element
that bonds together the Armenian society together is the church. Armenian
people organize sermons in Armenian in their churches for approximately 1600
years. They talk to their god in Armenian. In many Armenian churches in
Turkey, people are warned to talk in Armenian when they enter the church.
When families take their children to the church they raise them saying “we are
in church now, do not speak Turkish here.” As evident in the example the
participant gave through her mother, the feeling of lack she felt was a reveal of
a lack “she recognizes every time she goes to church” not somewhere else.
Principal of Tibrevank High School Digin Jaklin explains this situation with
that the importance of Armenian gradually decreases:

People think about it like, what if my kid fails in the exam, why would s/he
see some classes in Armenian...Test books are all in Turkish, publications are
in Turkish, and when this is the case, normally what do they do, well my son
my daughter shall be successful in the exam...I think it is not about the exam
at all. The loyalty of the parent to his/her culture [and] language is really
important too.

In her answer to the question investigating the importance of Armenian

language for an Armenian Digin Jaklin draw attention to that because exams
are in Turkish learning Armenian doesn’t have a value in students’ eye.
Although answering the question mentioning how important it is to speak the

language, the senior year student in Tibrevank High School Liza concludes her
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answer by highlighting that speaking Armenian has not much use: “Language
is pretty important, and it is absolutely a difficult language. If we learn another
language it would be more useful.” The participant thinks that it would be more
useful of she spent the time learning a really difficult language to a language
that would be more useful in the social life. However, the senior year student
who transferred to Tibrevank High School after attending Turkish schools in
Adana has a different perception of Armenian language which he was away till
high school. In his answer to the question “When do you feel like an Armenian
the most?”” He indicated that he feel more Armenian now that he is learning the
language. The participant Engin Can who indicated that when he was in Adana
he had the feeling more, he had this feeling less when s/he came to Istanbul
among other Armenians like himself than what he felt while he was in Adana
now that he learns Armenian he feels like an Armenian in his school in
Istanbul:

Actually it happened the most in Adana. Because here (meaning his high
school in Istanbul) because everyone is an Armenian because I am close with
Armenians, in Adana we are both a minority and there are three Armenian
families in Adana. I used to feel more Armenian then for some reason. But
now of course I feel like it. I am learning my language for instance, I didn’t
speak Armenian. I am learning it for two years, we have an older sister who
graduated from here last year, Aslin Kuyrik (sister), she comes here, we study
with her on Wednesdays.

In an environment where everyone is Armenian students do not experience the

awareness of their identities fully. After school in university or when they start
working meaning when they become a minority among others, when they feel
different than others around or when they are made feel like different by others,
their perception changes. Similarly, the student who came to a place
predominantly Armenian from a place where he was a minority Engin Can
experiences this from the opposite way. His awareness about Armenian identity
had to form from an early age in an environment where he felt like a minority
and when he is in the space where he is a majority, he pays more attention to
learning Armenian with the consciousness this gave. Students who were born,

raised and educated in Anatolia and switched to Tibrevank High School in their
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high school and students who have been in Armenian schools since elementary
school attend the same classes. Thus, their knowledge of Armenian is at a
highly lower level in comparison to their classmates. Because they cannot take
the same Armenian class, these students are given private Armenian classes
weekly by the school. One of the students who is observed as more keen to
learn Armenian because they are both from outside of Istanbul and they
attended Turkish schools till high school Engin Can answered the question of
“Does Armenian school have an impact on Armenian identity formation?”
through the importance of learning Armenian language:

Sure like this, we live in Turkey and thus we have to speak Turkish outside.
Language is the biggest agent of the culture, if we want to investigate a
nation’s culture closely, we have to learn that nation’s language. That is why [
think both in Armenian schools and by learning Armenian language we can do
this better. Armenian schools are really important for this.

Engin Can related the most important role of Armenian schools in Armenian

identity formation with their Armenian language education. Engin Can who
mentioned the necessity to know a culture’s language in transferring and
learning of that culture, at the same time thinks that s/he has to speak Turkish
outside as s/he lives in Turkey. According to Engin Can, this obligation is an
obligation that can be overcome with speaking Armenian in Armenian schools.
Students who think there is no possibility of speaking Armenian outside can
speak Armenian in schools although they can’t outside. Because of the policies
the Turkish Republic enforced in the area of Turkification of the language and
discriminatory attitude against the Armenians, today many Armenian citizens
cannot speak easily among each other in Armenian. As in the example of the
mother who warns her kid outside saying “don’t call me mama” remains as
“mama” only in the limits of the house, Armenian has become a language that
is limited to home or school. While speaking Armenian as a very significant
element which gives away the Armenian identity which is thought to be hidden
outside is possible in Armenian schools, the majority of the students speak
Turkish among themselves at school too. In Armenian schools, there are many

issues about how Armenian language class and how it is covered. In the
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following section of our study, the sources of these problems will be evaluated
through the perspectives on Armenian by first students, then teachers and

parents.

6.3.2. Armenian Language: Just a Class

In the minority schools, curricula are approved by MEB. As part of the
curriculum, it is mandatory to have Armenian (mother tongue) and Turkish
class hours equally. In the colleges and foreign schools which are in private
school status in Turkey, as part of the weekly curriculum, foreign language
which is he language of education hours are way more than Turkish language
class hours. This situation is an example of discrimination among schools of
same status. The issue of lack of status experienced by Armenian schools
reveals itself in this practice of class hours. Armenian schools are in both
private school and minority school status, practices in class hours shows a
striking difference relatively to other private schools or foreign schools. The

table*’”” below exemplifies this:

Figure 3: Language of Education Hours

. Language class in
Schools T urkish and school’s education | Third language class
Literature class
language
Uskiidar
American .
Highschool 3 hours 8 hours (English) 3 hours
(9.grade)
Armenian
Schools 3 hours 3 hours (Armenian) -
(9.grade)

While 9" grade students in Uskiidar American High School which is in the

category of Private and Foreign schools receive 8 hours of school’s education

479 Alp and Tastan, 2011, p. 42.
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language weekly, because in Armenian schools education language is defined
as bilingual, Armenian language class hours and Turkish language class hours
are given equally in Armenian schools however what is called Turkish and
Turkish culture classes which cover social sciences, history, geography and
Revolution History classes are mandatory to be taught in Turkish. Teachers of
these classes are assigned by National Education Ministry. While till 2010
sociology teachers used to be assigned by National Education Ministry, this is
not ongoing today. “®° In Armenian schools, in elementary schools classes like
science, math, art, music can be given in Armenian however if the teachers of
these classes are Turkish classes are covered in Turkish. A similar situation
applies to high schools. While classes like physics, chemistry, biology used to
be covered in Armenian in the past, today even if the teacher is Armenian, s/he
covers the class in Turkish.

In Armenian schools, the hours for Armenian classes weekly showed a
difference gradually over the years. According to the Armenian Schools
Curriculum Program approved by Culture Ministry Culture Board in 1937,
Armenian language classes were taught 8 hours a week in the first two years of
Armenian elementary schools, 6 hours a week in 3™ 4" and 5™ grades, 5 hours
a week throughout the middle school, 4 hours a week in 9™ grade, 3 hours a
week in 10" grade and 2 hours a week in 11" grade.

Although the usage of Armenian decreased with the decreasing
population over the years, it is understood that Armenian schools are the most
important tool in learning Armenian and after 2000s Armenian language class
hours were raised. According to the weekly plan of 1999-2000 academic year,
Armenian classes are given 12 hours a week in 1 and 3™ grades, 6 hours in 4
and 5™ grades, 5 hours a week in 6, 7" and 8" grades. Turkish classes taught
in schools are also equal to Armenian class hours. Today, in first, second and
third grades of Armenian elementary schools 10 hours of Armenian classes are

taught. Also, all classes other than Turkish classes are taught in Armenian.

480 Kaya, 2013, p. 26.
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Moreover, classes like music, art and physic can be given in Turkish due to
issues finding teachers in these areas who can speak Armenian. In 4" and 5"
grades classes which start to be taught in Turkish are math and science,
however, sometimes teachers [of these classes] who can speak Armenian might
teach certain topics in Armenian. In the middle school, all classes other than
Armenian language classes are taught in Turkish. That the exam in the 8" grade
is in Turkish has a significant role in this. *! However these data differ from
school to school and based on teacher’s ability in Armenian. Whether the
number of teachers who can speak Armenian well is in majority or not in the
school is one of the most important reasons affecting this situation. In high
schools, we see that Armenian classes reduce further gradually in some
schools. Today some parts of society, especially parents and students, have a
prejudice that multilingual education would overburden the child. However,
graduates of multilingual schools have the opportunity to learn multiple
languages better than others.**?

Because of students and parents who think covering classes in
Armenian would lead to no success and prefer not to weigh on Armenian
language classes due to university entrance exam being in Turkish, this
situation in which schools try to find a solution by reducing Armenian class
hours or easing the contents of Armenian language classes also impacts on
students’ perception of their mother tongue. Armenian school which are
thought to fail producing solutions as such are being chosen less gradually.
Number of students who chose schools which tech Turkish instead of
Armenian and transfer to Turkish schools after high school increases while
number of students who register for Armenian schools decreases. Attitudes
about Armenian language classes differ from one school to another. As mention
earlier, Getronagan High School as one of the five schools left in Istanbul

argues that learning in Armenian is not related to success in the exam, on the

81 Kaya, 2013, p. 24.

2 ibid., p. 27.
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contrary, it impacts the student positively by not following an education policy
which is towards the exam or focused on exam and without reducing Armenian
language classes and by covering classes like math in Armenian.

The negative correlation created by students and parents between
teaching Armenian language classes and university exam is nothing but a
prejudice. There have been many studies about multilingualism being a
positive force in child development. Examining the study Getronagan High
School prepared in September 2013 with the title “Mother Tongue First”, we
see that it has a content which argues that this settled understanding among
parents and students is just a prejudice and which highlights that bilingualism
has multiple benefits to the students. In a well-known example of approach of
Cummins who has many works on students who had a multilingual education,
thoughts of experts like Colin Baker, Carol Benson are also covered. The
necessity of an Armenian school to prepare such study to prove that students in
Armenian schools are advantageous in comparison to others with bilingual
education can also be presented as an example how negatively the perspectives
of parents and students about Armenian language classes affect the education
in Armenian schools. The booklet is double-sided and the issue is told in both
Armenian and Turkish. Because it uses scientific and academic data in telling
why students should pay attention to their mother tongue first, its
persuasiveness increases. Because today the source of the problems about
Armenian language class is this prejudiced understanding and parents and
students should raise their awareness. Principal of Getronagan High School
Digin Sirun explains the necessity that classes other than the language ones
should be covered in Armenian:

In an Armenian school, [they] should be covered in Armenian. In a French [or]
English school this wouldn’t again be questioned [so] in an Armenian school it
should be in Armenian normally. However this becomes an inconvenient
element to people. This is also a discrepancy. For parents, students, teachers,
for all of them.

Digin Sirun who characterized the students’ perspective on Armenian identity

and mother tongue as “discrepancy” throughout the interview also underlines
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that children are exposed to an unhealthy identity formation process in that
sense. One of the main effects on this discrepancy is the language policies of
the Turkish Republic. This process which started with the state adopting
Turkish as the official language and that is full of limitations and pressures on
speaking a language other than Turkish played a negative role in minority
students’ creation of cultural identities. “Schools have a crucial role in
mediating the development of literacy, and the identity of minority-language
speakers in that they have control over what they teach and how they teach it,
including language choice.”**® However this situation causes students to
develop “borderline identity”. The identity they develop is neither fully
Armenian nor fully Turkish. “As Martinez (2006) explains, language use
marked by the failure to recognize the importance of primary-language
development at home and at school, and unequal opportunities to access
education created a place of struggle for second-language speakers.”*** As a
result, that the students who attend Armenian schools are objected to an exam
that is in fact Turkish is also a result of the language policies of the Turkish
Republic in education and can be defined as discrimination.

Because exams are in Turkish, that certain classes are taught in
Armenian in Armenian schools have been a dissuasive element for [students] to
remain in Armenian schools. Moreover, students and parents who has a
prejudice that the Armenian language which has no value in social and
economic life will also put [the student] in a disadvantageous position in
business life believe that being a graduate of a prestigious private school or
college would provide more advantage in the future.**

The author in his work titled Understanding the Interconnectedness
between Language Choices, Cultural Identity Construction and School

Practices in the Life of a Latina Educator in which he looked into the

483 Mercur, 2012, p. 30.
44 bid.

5 Kaya, 2013, p. 163.
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relationship between Language choices, school practices, and cultural identity
indicates the results as following:

The findings show the pervasive impact of language ideology on language
choices of minority students. The results represent the effects of language
ideology on the cultural identity development of a second-language speaker
forced to assimilate because of the norms of the dominant English group.*¢
The dominant group the author mentions in today’s Turkey is the Turkish

dominant group. “As Cummins (1996) notes, the unequal relation of power
between dominant and minority languages can serve to constrain multiple
identities that minority language speakers can negotiate at school and in
society.”*®” The demands of the students for classes to be taught in Turkish, in
fact, stems from the conflicts of the students who face an unequal relationship
due to the pressure of the language used by the majority. We can interpret this
situation as that the assimilation policies of Turkey succeeded. Families and
students have come to prefer to get education in the language of the dominant
ethnic group as they have been facing these policies over the years in different
ways. The interviewee who chose to register in Turkish school in high school
Levon,

When I was little I hated Armenian because it was a really hard language. And
also if you spoke Armenian at work at home, which they know, I mean they
know it better than me, I mean if they spoke Armenian at home and if 1
learned it from an early age, | wouldn’t suffer that much. There were people
like me in school but there were also people who spoke Armenian at home
too. While they knew, I didn’t and it was such a suffering for me, I learn the
alphabet from scratch, it is not spoken at home, it was spoken really really
rarely. And it was a torture to me, learning math etc like that [in Armenian]
was torture. But I think it is really normal, if they do it they can teach
Armenian to children better.

In this example, that the classes are taught in Armenian or taking Armenian

language classes caused on the contrary for her to choose not to attend in
Armenian schools. The choice of attending Armenian school, hence, taking
Armenian language classes is not only of the families, children too can take the

floor in the decision of the school they would attend. If the student was

486 Cummins, as cited in Mercur, 2012, p. 24.

47 Mercur, 2012, p. 17.

238



successful in the placement exams, mostly they choose private school or
colleges. In this decision, again, the Armenian language education in Armenian
school has an impact on however in a negative sense. Students want to prepare
for the university exam not in Armenian but in institutions which give
education in Turkish that is the language of the exam. Moreover, the belief that
they got the basics of the Armenian education and it would suffice is a common
belief among students. This situation which participant started to explain by
saying he hated Armenian shows how strong the unhealthy bond the students
have with their language is. The participant who is Armenian language
instructor in Sahakyan Nunyan High School Hermine who was asked what she
thought about classes other than the language being taught in Armenian:

Actually the fundamental curriculum in Armenian schools is like that. I mean
teaching the language [only] as a language, [means] in fact the language is in
the category of a foreign language. And we have been having this discussion
for years. Frankly, in my time I took the English class in Armenian and I
learned many words in those English class because classes other that the
language ones helps you develop your vocabulary and I always fight for this.
This is what is being told to me: Children will have hardship in university
entrance exams that is why it is unnecessary. I don’t believe that. I will never
believe that. This actually makes your brain work more, makes you think in
multiple angles. 1 think definitely other classes should be taught in
Armenian... Families’ pressure is also really effective in this. Family pressure
starts in 8" grade with TEOG.

The ways of school in their struggle with the assimilation policies are different.

The awareness of students of the schools which determines their education
understanding with the awareness of this situation also develops to that end. In
the interviews, participants of all groups between 1 to 6 (Except for 2™ group-
those who only attended Turkish schools) was asked the question “what do you
think about classes being taught in Armenian?” In their answers to this question
too students reflected that they were affected by the approach of the schools
they attend or they graduated from toward Armenian language classes.

Ararat who is in senior year in Sahakyan Nunyan High School says “we
only cover Armenian class in Armenian. I think it is right that we don’t cover

other classes in Armenian. Because we would get hardship, we don’t take the
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exam in Armenian” and hints that Sahakyan Nunyan High School gives
education in accordance with this opinion.

Nayat who graduated from Sahakyan Nunyan High School and later has
been working as a teacher in the same school answer the question with

Of course classes aren’t covered in Armenian any more. It was like that during
my time also. I teach the classes in Turkish, too. I cannot teach in Armenian.
Now with OSS issue and all, it is even less...there was no such thing for
classes being taught in Turkish for university exams then (she talks about the
generation before her). Everybody was attending university already...When
we were in 19" grade, we used to translate the psychology book into
Armenian. Because we translated that book into Armenian I drifted away from
Armenian. In the 9" grade oyrort taught biology in Armenian*®, But in 10™
and 11" grades we used to study only for university exam. They used to teach
in Turkish.

She indicated that they did not cover any classes other than language in

Armenian, because they covered the psychology class in Armenian she drifted
away from Armenian. The graduate- Nayat who continued saying “But in
Getronagan High School they still teach some classes Hayeren (Armenian) not
physics but chemistry and biology are taught in Hayeren-Armenian” heard
about that in Getronagan High School classes other than Armenian are taught
in Armenian similar to senior year student Hinazant: “Classes aren’t taught in
Armenian. All classes other than Armenian is in Turkish. I think I know it is
only in Getronagan High School.”

About this situation most of the participants mention about certain
classes other than language being taught in Armenian in Getronagan High
School, senior year student of Getronagan Hinazant tells how she complained
at first but how her attitude has changed later with the following:

I was really complaining in grade 9 and 10. I was saying why we are covering
this in Armenian. There was this thought that we already have a hard time
doing it, and they also cover it in Armenian. Later in grade 11 I started saying
I am glad they are doing it. I said I wish they could cover it more in Armenian
why don’t they show it in Armenian? Why don’t we solve these tests in

48 Qyrort is a word used to address Armenian female teachers in Armenian schools.

In fact, in Western Armenia, 'oyrort' means 'married woman' and 'digin' means 'single
woman'. However, the use of this word in the Armenian schools has been used as
'digin', for the' principal ', and 'oyrort' for the teacher. For male teachers and male
school principals, the ‘baron’ word is used.

240



Armenian? I always asked this question to myself: when I see a question,
when [ am talking to myself, why do I think in Turkish but not in Armenian. I
wish I learned Armenian more, I say.

Hinazant who is also a senior year student in Getronagan indicated that she has

never considered classes being taught in Armenian as a problem like other,
[and] many classes are taught in Armenian if there is a specialized teacher [in
that subject] who can speak Armenian, if not, in Turkish. “This was a problem
for many but not for me. Right now we cover math classes in Armenian.
Because the rest is classes which are taught by non-Armenian teachers we
cannot cover them in Armenian but in grade 9 physics chemistry biology they
were all in Armenian. The other participant Selin: “It was in the middle school
the last time covered in Armenian. It was math class. That is why I had some
hardship in math. But it is important that these are covered in Armenian. It
develops vocabulary and pronunciation. I think it should be but it is hard for
the student that is true.” Sevan who indicated that in elementary and middle
school they covered the classes other than Armenian in Turkish says that it is
the same in Tibrevank [and] they don’t cover the classes in Armenian:

But if it was Armenian it would be nice. Because we are obligated to MEB.
For instance, we take the university exam. You would have learned those
concepts in Armenian, maybe you won’t be able to do [well] in the exam. You
don’t know the Turkish words for those concepts for example...I guess
Getronagan High School does it in Armenian but I am not sure. I wish it was
like that.

Sevan indicates that although he think that they would have some difficulty in
the exam he wants class to be taught in Armenian. Principal of Tibrevank High
School Digin Jaklin explains why they don’t cover classes other than Armenian
in Armenian in their school as such:

Because today the education system of this country is fixated with the exam
because we are mingling with an education system that is dependent on the
exam naturally some classes —although they are in Armenian in first two levels
of the elementary school- because of this TEOG and in high school LGS, LYS
exams only Armenian classes are taught in Armenian.

Evaluating the interviews conducted, it is observed that students attending

Getronagan High School are content with their situation. Comparing the
answers to the question “what do you think about classes being taught in

Armenian?” we see that this contentedness is highlighted further. In Tibrevank
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High School, because there are many students who came from Anatolia for
boarding school after middle school, although their belonging to Armenian
language is more intense, classes are taught in Turkish as their knowledge of
Armenian is also inadequate. Moreover, now it is [the only] boarding school
among Armenian schools only Tibrevank High School has students from
Anatolia.

From the answers to the question “how do you comment on youth’s
attitude toward Armenian?, which we posed to Armenian teachers and school
principals who have been working for a very long time, we see that the
educators are in fact complainant of this issue although they organize activities
towards the demands of students and parents who argue for the necessity of
classes other than Armenian being taught in Turkish. According to our
participant who is an Armenian language instructor Hermine, “the attitude” of
the students “toward the Armenian language” is not “much different than their
attitudes toward the life”. Students are as much fluent in their language as to
tell what they have in mind:

They should be way better actually after such training but what I can see is
that certain political approaches do not want people who think too much. We
have become a small example among the big one. As a small example of
Turkey, there is a youth growing up that is indifferent to certain things. When
it is needed, they will learn it... They don’t see it as a necessity...This is an
attitude towards the life... I have been struggling for years. Where is the place
in which Armenian is spoken, is it Armenian, yes ok it is Eastern Armenian,
still these kids need to see that Armenian environment.

Hermine who says student attitude toward Armenian language would change if

they see the language in the space tin which it used, indicates that this method
too can be tried in schools as part of various campaigns with the help of
funding in order to raise the value attributed to the language.

According to Getronagan principal Digin Sirun, “students seeing
Armenian as an obstacle, a difficulty for the exams, either for teog or
university entrance, as a barrier but definitely not seeing English the same way,
considering it as a positive difference, meaning it is a thing about the Armenian

identity. It is about the perception of Armenian identity.” Digin Sirun who sees
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that parents feeling more like a Christian than an Armenian is one of the
reasons for this identity perception indicates that families perform the marriage
or religious ceremonies to protect the Armenian culture and consider these
ceremonies as sufficient for the continuity of their identity. She highlights that
their understanding for sending their children to Turkish schools is like,

s’he shall learn foreign language, s/he shall go to Turkish school, what will
(Armenian) be good for, s/he shall learn foreign language it is better : “I
always gives these examples, would a French say “what is French good for?”
or an English or a Turk but we keep saying that. Here there is a sickness. |
even say do we say “what is my arm good for?” “what is my eye good for?”
The language is like that, the abstract side of it, the mental side of the issue;
the other is physical...but we can say it. There is a question mark there.
“Language is the primary index or symbol or register of identity.

39489
According to Hatos, this symbolic value is a strong source of motivation for the
retention of minority languages. A number of authors*°® have examined the
relationship between identity and minority language maintenance and shift.
“Giles et al.’s concept of ethnolinguistic vitality theorises that the success of
language maintenance in minority groups is highly dependent on the perception
of the vitality that minority group members attach to their language.”*! Based
on the theories mentioned above, the value attributed by Armenians as a
minority group in Turkey to Armenian language strengthen their bond with
their mother tongue and leads to continuity of the language even if it is among
the majority group. Principal of Getronagan High School Digin Sirun indicates
that those who have the least issue about the attitudes toward Armenian
language is actually the youth [and] once they are used to the Armenian
education, their perspective on Armenian language changes.

For instance this is a school where Armenian is used, let’s say more intensely.
It is not fully Armenian but relative to other schools, Armenian is more
focused on. They find it odd at first, we even have students who do not attend

489 Crystal, as cited in Hatoss, Aniko, 2003, p. 71.

490 Giles, 1979; Giles and Johnson, 1987; Giles et al., 1977; Edwards, 1984, 1988;
Edwards and Chisholm, 1987; Breitborde, 1998; Carbaugh, 1996; as cited in Hatoss,
Aniko, 2003, p. 71.

4“1 Hatoss, 2003, p. 71.
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as they are scared of Armenian. But then they get used to it and they really
like it. They say we were scared for nothing etc.
Getronagan High School has a great mission in maintaining the language

continuance in transferring Armenian from one generation to another by
organizing activities that would make students to attribute a meaning to their
mother tongue more. Principal of Tibrevank High School Digin Jaklin on the
other hand approaches to the issue from a different angle:

All in all, no matter which country we live in there is a reality, the language
everyone speaks, the language of the tv becomes the mother tongue somehow.
The active language is television language, so because in the country we live
in the tv language is in Turkish Armenian can stand still on with struggle. The
attention the family pays to it, the desire to speak it with the child...providing
Armenian spoken in the environment of the home, they are provided by the
families’ resilience. I also believe this. Language doesn’t work only in schools.
Child also need to have it at home.

Regarding Digin Jaklin’s comment on the issue being shaped at home, we can
give the example that Arus Yumul in his work titled Religion Community and
Culture: Turkish Armenians*®? determines that 60% of Istanbul Armenian
community cannot speak Armenian. According to this study conducted in early
1990s which explains that those who can speak it also cannot speak it well, the
decrease in the number of those who can speak Armenian is not specific to the
recent years. The reason why this has come forward more is that even those
who can speak Armenian doesn’t use it at home. Many linguists in the book
Kaybolan Sesler, Diinya Dillerinin Yokolus Stireci highlights that the language
pulsates among the youngest generation: “Languages are in danger once they
are no longer transferred to children through natural ways by parents or others
who are cared at home.”” Even if in the state policies the policies about
protecting languages are improved “if a language became not transferred to the
new generation at home, the efforts to raise its status in other spaces like school

or church are mostly symbolic and ritual.”*%*

42 Yumul, as cited in Karakash et al., 2009, p. 308.
493 Karakasl et al., 2009, p. 308.

494 Nettle and Romaine, as cited in Karakash et al., 2009, p. 308.
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According to the studies in the book Tiirkiye'de Ermeniler: Cemaat
Birey Yurttas, next generations are eager to learn Armenian language however
pessimistic about continuance of the learning. The lack of functionality of
Armenian and that the alphabet is different and difficult are rationally concrete
reasons. The divide between “those who think speaking Armenian is
necessary” and “what is Armenian good for” reveals the independence between
the identity and Armenian language. This divide among Armenians, reveals
their mental state as a group who integrates with the Turkish society and tries
to guarantee their future while at the same time as a group which tries to
protect and maintain their cultural identity. Armenians as “Armenian subjects’
experience this divide at different levels and dimensions. While they protect
their identities that is left to private space, their backtrack against the
dominance of the public space at the same time makes it hard for the formation
of Armenian subject and cultural continuity. For this cultural maintenance
which would not happen as is without an effort requires a conscious effort.
That is why, families should send their children to Armenian schools first and
foremost for learning Armenian.**

However students have different perceptions about Armenian class
which they take from a really early age. The answer given to the question
“How did you consider Armenian class: just as a class or as sharing a culture?”
reveals how this perception among students differ and transform. Evaluating
the interviews conducted, the awareness of learning the mother tongue of their
ethnic identity is almost non-existent in the early ages when they just started to
learn the language. Moreover, again the majority of the students indicated that
they consider the mother tongue education which is the most significant part of
their own culture just as a class.

The participant who graduated from high school in 1998 Suzi tells that
she considered the Armenian language education as a class not as a sharing of a

culture: “maybe in high school when there is more of authors etc involved in it

495 Karakasli et al., 2009, pp. 316-18.
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maybe then you can feel it more. But I think there should be an Armenian
history class in schools, maybe then you can feel like it. Right now it is just a
class.” According to Suzi, Armenian history teachers would be effective in
creating this consciousness. But as be known, Armenian history class is not
taught in Armenian schools.

Students unite in their answers expressing that their perception was not
fully developed yet in their early ages and thus [they considered it] not as an
element of their culture but just as a class. They gave similar answers like
Varujan “At first you see it as a class but later it takes time to get that
consciousness.” Hinazant, “I considered Armenian classes as part of sharing
culture but when I was little you don’t see it that way. But it changed later.” or
Lusin, “in elementary school just as a class but here I was interested in
literature I like learning about our authors I see it as a cultural development I
like listening to that class.” Senior year student of Getronagan High School
Sarkis said “I have been considering it just as a class till now. I see it as sharing
the culture for the past couple of years.” And when asked the question “why
last one or two years”. He answered:

As 1 meet other different cultures and when I think how precious I find
Armenian and what I should do to protect it, I thought I should advance
Armenian. My Armenian was really bad, [ cannot say it is really good right
now either. I try to speak to my friends [in Armenian] at least as much as
possible. Even in Whatsapp there is Armenian keyboard, I research the
culture. But it is something that has been happening in the past couple of
years. Because I just started to realize it.

When asked if he follows Armenian publications, Sarkis answered “I follow

Agos but not the Armenian edition*”®. My Armenian is not that fluent.” He
indicated that to improve his Armenian he uses it in whatsapp too however
“because it takes too long to type in Armenian keyboard”, he doesn’t know the

places of the letters and because there is a high risk of grammar errors, he

46 The Agos newspaper was the most widely read newspaper in the Armenian

community because it broadcasted both in Turkish and in Armenian. For this reason,
the Agos Newspaper was an interpreter of the Armenians search for establishing an
Armenian identity, without knowing the Armenian language, and thus created an
important distinction (Karakasgli et al., 2009, pp. 311-12).
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writes Armenian “with normal Latin alphabet”. To the question do you think
Armenian schools affect Armenian identity formation if so how? Participant
Nayat [gave an answer as such]:

It does of course, at least in terms of learning Armenian. Actually I only think
on the basis of Armenian language. You can closer to Armenian language and
literature. I mean how closer it can be! (Sarcastically) we didn’t do anything
than memorizing poetry, we memorized them without knowing their
meanings, in literature either we didn’t learn much. I mean it wasn’t a normal
literature class, we used to cover grammar, spelling. We didn’t learn much
about literature. Even Turkish literature classes were more in full.

This participant mentioned the importance of Armenian schools in terms of

Armenian identity formation as spaces of Armenian language learning.
However, she evaluated her experiences in Armenian classes throughout her
high school education in a negative way. The participant thinks that Armenian
language and literature classes are more fruitless than Turkish literature classes.
We see how the method of teaching of an Armenian teacher affects students’
attention and love for Armenian. In classrooms dominated by the feeling of
“what is Armenian good for?” and especially in high school classrooms this
situation becomes more of an issue. Considering the fact that the awareness of
student regarding Armenian identity and language reveals more with the
maturity due to age, we can argue that those who see the Armenian learning
just as a class is more than the awareness of learning the mother tongue in the
last couple of years before their graduation from the only institution they can
learn Armenian but teachers also have a role in this.

Similarly another participant Levon questions the necessity that this
awareness can only be transferred in school especially by Armenian teachers:
“For instance we can ask people why they teach Armenian without raising this
awareness... because for example do they tell you are Armenian and you
should speak Armenian because of that, I don’t remember them telling it is a
good thing to s[peak your own language...” Then, why isn’t this awareness
raised in Armenian elementary schools and students consider Armenian
language class just as a class? The answer to this question should be sought in

that the policies regarding Armenian language are in fact embedded in the
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policies regarding Turkish language and Turkish identity. Although they attend
Armenian schools, how are Armenian students exposed to Turkish identity
policies that are aspired to be created in public schools especially through
language and history? For example, similar to other schools in Armenian
schools too “Our [national] Pledge” has been repeated throughout long years
and everyone who lives in the country between age 7-12 and attend an
elementary school started the school day with the pledge which includes
sentences [like] “how happy is he who says I am a Turk” or “shall my
existence be a gift to Turkish existence”.

All education policies enforced to develop the feeling of belonging to
Turkish ethnic group in early ages in the Turkish nation-state building process
have also been enforced in Armenain schools. The mental structure which
cannot diversify between me and the other [and] cannot comprehend on what
basis, how and why the differences like Turkish Greek Armenian are there lays
the ground for problematic we mentioned throughout the chapter especially in
terms of the perception of minority children for their ethnic identity and mother
tongues. The participant who graduated from Sahakyan Nunyan in 1999 Garin
also underlines that this awareness can be raised by the teachers somehow:

It wasn’t like this back then. Teachers today are really sweet. We didn’t get it
then, I wish, I say, some things were told better, it was told that this is your
culture. Maybe I would have been more receptive to it then. We were already
taking it just as a class and I was shutting myself down I wasn’t a bright
student much...so I wish it was told us better so that [ would have listened to
it more.... For instance there was Bedros Turyan, I have been an admirer of
him all my life.

She indicates that the experiences with the teachers at the time cause her to see

Armenian language class just as a class [and] if it was told, she had interest in
Armenian language and authors however this interest did not prevent her to
take the class in the “just a class mood”. Senior year student in Getronagan
High School Arat says that the biggest determinant of his/her attitude toward
Armenian stems from that he is a student in Getronagan:

You take it in 9" and 10" grade only as a class. For the last two years
especially this last year Armenian class is taught lightly as we study toward
the exam in fact when they teach it lightly they tell us beautiful things. For
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instance we cover the Armenian literature post 1923. They tell us the history
of literature alongside with everything lived in that period. When you merge
them with our culture, I am lucky to be here. Howe lucky I am to take these
classes, I say. Other schools do not pay much attention to Armenian. If |
attended any other school I was already lost. I was going to exist like a person
who fixated on the exam but I am not like that right now. I think this is thanks
to this school.

The decreases in number of those who are fluent in Armenian [and] that it is

not spoken even at home are also undoubtedly related to state’s language
policies. It shouldn’t be forgotten that Armenian families who migrated to
Istanbul could not learn Armenian due to the lack of Armenian schools in
Anatolia. Encouragement of speaking Armenian at home among Armenians is
seen mostly in families of Istanbul origin. On the other hand, beside the lack of
transfer of the language from the family, there are multiple issues in learning
and speaking. The first one of these problems which emerges in various spaces
is related to the process of socialization. The decrease in Armenian population
in neighbourhoods like Yesilkdy, Bakirkdy, Samatya or moving of Armenians
from these neighbourhoods to those who have less Armenian population
reduced the rate of children to hear or speak In Armenian in the social circles.
Another reason is their refrain from speaking Armenian especially on the
streets with the negative attitudes towards Armenians especially during the
periods when the political debates are toward the Armenians. This causes
further introversion and a division requiring being “different on the street,
different at home”. For instance, the child is advised not to call her mother
mama when outside. Armenian which is hidden at home or in school becomes a
less practical tool with the reduction in resources in the public sphere.*’

When answering the question “is there anything that you see as a
problem at school?” student Hinazant answers saying that “the main problem is
that Armenian is not speoken. Actually Armenian should be spoken all the
time” and expressed his/her complaint about this issue highlighting that

Armenian not spoken even in schools is the main problem.

47 Karakasl et al., 2009, pp. 311-312.
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Only instructors among the participants gave a positive response to the
question “do you speak Armenian at home among family”. The majority of the
students indicated that they don’t speak Armenian at home. Student who told
that they are the only one who can speak the language or even if there is one,
they don’t speak Armenian to this person showed the situations which they
don’t want anyone else to know [and] as they define as secret as a reason why
they speak Armenian with their friends outside. About this understating which
approaches the language as a some sort of secret language, the graduate
participant Levon [said] : “Unfortunately no. very rarely...For instance if in a
space like this a secret thing will be uttered, like the hays of our day would do,
then maybe. We will talk about some money or we will say something secret.
Then only.” From the sentence “like the hays of our day would do”, we can
conclude how common this is among the Armenians. Armenian that is forced
to be hidden reveals from its hidden place when mentioning hidden/secret
situations and gains its functionality back.

Under these circumstances, the most important institution in preserving
and improving Armenian language becomes Armenian schools. However, there
are three interrelated issues in Armenian schools about teaching Armenian and
preserving the language and culture: first of all, Armenian is marginalized in
the daily life or it changed functionally. Second, there are not enough teachers
who can speak Armenian. Third, there are insufficiency in Armenian textbooks
taught in the schools.*’® After the anecdote we offered throughout the chapter
about the marginalization of Armenian, we will touch upon the issues of

training teachers and material in Armenian schools.

“% ibid., p. 308.

250



6.3.3. The Reflection of the Problems of Training Armenian Class Teachers

and Armenian Class Material in Schools

The problems about training Armenian class teachers and preparing Armenian
class materials in Armenian schools have a great impact on how Armenian
language is perceived by Armenian society, the reaction of students and
families on classes covered in Armenian, education policies enforced to
schools about Armenian language classes and classes covered in Armenian.

Armenian schools experience certain difficulties in Turkey due to the
laws and practices about the supply of Armenian textbooks and secondary
materials.

With the memo number 311-2941 circulated by The Ministry of
National Education in 1966, the usage of text books, assisting books and
journals which are not approved is banned in schools. It was demanded that all
publication that does not comply with the conditions which are being approved
by The Ministry of National Educationand published in Istanbul to be collected
and sent to MEB.*”

Armenian schools were left alone in the supply of educational material
as they were not supported in this either similar to that they are not supported
by the state in any other issue. Although MEB distributes textbooks to public
elementary schools since 2003, this practice was applied to minority schools
since 2009-2010 academic year and MEB started to send textbooks only for
Turkish class and classes taught in Turkish such as history geography and
Revolutions history. Besides them, Armenian class and Armenian secondary
textbooks are provided by Turkish-Armenian Minority School Teachers Mutual
Aid Association. Despite the changes in education system, Armenian classes
are covered with textbooks which were approved by Turkish education board
in the 1930s. Moreover, secondary textbooks approved in the 1970s are used.

Armenian translations that are sued since the 1930s do not fit well with today’s

499 Alp and Tastan, 2011, p. 48.
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students. Books cannot be brought to Turkey from other places, like Armenia.
Although brought in, because the Eastern dialect is used in Armenia these
books are not comprehended in Armenian schools in Turkey which uses
western Armenian.

Principal of Getronagan High School Digin Sirun mentions about the class
material issue that people who are equipped in Western Armenian enough to
prepare textbooks are not trained: Armenian Western dialect are definitely not
taught especially in universities and higher education institutions. Without its
higher education and that the group that would prepare the material is not
trained. .. All of these are problems; that is why it cannot be renewed.

In 2010, The Ministry of National Education published math and life sciences

classes textbooks in Armenian and distributed to Armenian schools. These
books are the books used in other scjools and their translations were done by
Armenian foundations without a fee. This is an important development for
Armenian schools however the translation of these books took a long time due
to the lack of translators and till the translation is complete there were changes
made in the resources. Armenian schools who cannot catch up with the changes
in textbooks due to translation also demanded that the names used in such
books should be in Armenian instead of Turkish. However, it was declined.
Today the number of people who is equipped enough to prepare an Armenian
educational material is really limited. °°° Digin Jaklin:

The exercises in teachers association do not suffice and also because the
resources in teaching and learning change so frequently that with the changes
and developments in technology visuality becomes more involved. This
naturally stems from the resources being frequently changed today you see
class material class curriculum is changed every two years all of a sudden. Of
course as many class materials is changed, our Armenian and classes related to
Armenian becoming out-dated naturally causes a resources issue. There is of
course this use too. It is also needed to review the sources abroad. After all
there is the teacher in search of such things. It depends on the teacher’s
initiative. It shouldn’t be all about teachers’ foundation’s conducting such
studies. Back then it was unreachable. Now if you want, online or what can
you do from the foreign visits, or they can ask from their acquaintances who
visit abroad and say can you get me an appropriate book from somewhere
selling Armenian books so that I can benefit from it. Back then it was harder
to go abroad. Now you can go to the US etc, you can get inspiration from
there.

00 Kaya, 2013, pp. 126-128.
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The high price of renewal of textbooks especially Armenian books and
publication costs brings a heavy financial burden on schools which do not get
any support from the state and students. The necessity to send a notarized copy
of each page of the prepared Armenian books after their translations to Turkish
to National Education Directorate [and] Education Board for approval brings a
serious financial burden to the minority schools. Thus, preparing many class
material is done by teachers in school [and] Xeroxed and distributed to
students.’®! A participant who worked as a deputy principal in an Armenian
school says that they don’t experience difficulty about Armenian class material.
Participant’s mention of MEB in Kaya’s book as “ours” was highlighted
separately.’®? Deputy Principal who uses “ours” works at an Armenian school
by in fact with a division of you and us. Participant:

No, I mean there is no difficulty. Education Board takes care of it...For the
Armenians too inspectors just approve them, I mean there is no difficulty in
approved Armenian material. [ believe there is no difficulty. For Turkish social
class there are already state’s books...Then they were [...] the Armenian
books, it was happening with the inspector’s approval, they were preparing it
in a commission, then it was translated, inspected, approved. Then ours
published it since last year. They used to adapt it from Turkish books, I mean
they were adopting the life sciences. I said then, life sciences shall be taught in
Turkish. Because it is the initial [step] for social sciences. Then, all hell broke
loose. Whereas I had no other concern, social was the next step of life
science.’”

Armenian teacher Hermine tells a dialogue she had with an inspector who

came to inspect the school in regards to the books used as such: “An inspector
came, he said, what, he said, do you use? I said Nor Tankaran...He said Nor
Tarkaran, is that the ageless treasure of yours, he said. I said, sir, we have been
using it since 1938. Because it is an approved book. Content-wise, it is really
beautiful. Maybe the topics are too old, but there are some topics in it, there is
a reason why it was prepared. 8" grade curriculum was taken as a base in the

preparation of that book and it has examples of literature studies. Of course, the

301 Alp and Tastan, 2011, p. 41.
2 Kaya, 2013, p. 105.

03 ibid.
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poor man may not know it. Of course but if I go ahead and say to him, I have
these books at hand, I am using these books for kids, we will go into a conflict.
Because officially it is banned for us to do such thing and we cannot use such
things so that the school won’t get into trouble from such thing... To get
approval, first you need to write the book, it needs to be translated into Turkish
word y word, it should be sent to MEB and get approval after the approval it
should come back and republished. The fastest process for this, if it is prepared
fast, we know how hard it is, you must work really diligently, it takes at least 2-
3 years. I don’t know how many years it would take to get the approval. When
you start publishing the book it becomes already old.”

In an interview for Agos with Mariam Drameryan who works as a
second secretary for Armenians of Turkey Minority School Teachers Mutual
Aid Foundation (TEAOV) which was founded in 1965, Drameryan indicates
regarding the books the foundation publishes that they published many books
and even gifted these books to the schools. She indicates that since 2013, they
distribute all the books free of charge and they publish Jbid journal published
for the elementary students for the past 25 years.’® Armenian language
instructor (Hermine) who indicates that besides textbooks, now secondary
sources can be used however for this teacher should be well-equipped:

What do we have now we had one advantage, that is, in language classes you
can make some strengthening from secondary sources with photocopying in
relation to your field. Of course here it is really important that the teacher is
well-equipped. If teacher is a teacher who follows, well-1equippedm they can
benefit from all of these. That is our thing, it is not really pleasant, but we are
doing some stuff.

The permit of MEB which did now allow secondary material to be used earlier

to such materials now became a right that cannot be benefited from due to the
lack of teachers who are equipped enough to prepare the material. Teachers’
Association which is one of the most important institutions providing
Armenian text book needs for Armenian schools also has multiple activities in

training Armenian class teachers. In the foundation which organizes Armenian

504

Solakoglu, 2006,  http://www.agos.com.tr/tr/yazi/14320/ogretmenler-vakfi-
ilgisizlikten-sikayetci
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workshops toward teachers and teacher candidates, the interest to workshop is
observed to be really low. Foundation secretary summarizes the situation of the
teachers-to-be as such:

For instance, in an activity starting with 25 people, 5 people is left after a
while. Actually they need to come constantly, because their Armenian is really
inadequate. Two years ago in a meeting with principals, they told us that
elementary students have the lack of terminology because new teachers do not
know the concepts. Thus we organized a workshop but no one showed up. We
send participants who maintain continuity and has adequacy to Venice for
language school for the past three years. They want to be teachers but they
don’t join any cultural activity, they don’t read any Armenian newspaper or
book. This is a disgrace to the profession. They need to think the children who
were entrusted to the, but they don’t unfortunately.

Principal of Tibrevank Digin Jaklin observed this situation in the institutions

she worked for and highlighted that the level of teacher’s speaking Armenian
gradually drops. Principal Digin Sirun about hiring teachers: “It is again an
issue of being a minority. You have to choose from among a few. Not many
apply to you. Digin Sirun expresses how hard it is to both make a choice from
this few and find a well-trained teacher as such: “For instance, it is really hard
to find people who are really fluent in the language now. When it is not there,
when there is no language, how this culture will continue, I mean really
problematic. There is the issue of language. Training people is similar, being
few in number. Because we have to schooled from among the few...”

In Armenian schools, teachers of Armenian language classes are chosen
by the schools. These teachers are called “contract teacher”. For their start in
the job, they also need an approval from MEB. People who are eligible to the
criteria of being a higher education graduate and having pedagogical formation
can work as Armenian teacher. As principal of Getronagan High School
mentioned, there is no Western dialect Armenian language and literature in any
education faculty in Turkey. Armenian Language and Literature department
was established in Turkey in 2010-2011 academic year in Kayseri Erciyes
University. Besides the department having hard time finding faculty, because

many other conditions were not matured enough, it has not played a significant
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role in training teachers yet.’®> However, because Western Armenian is used in
Armenian schools in Turkey those who are trained in this department are not
eligible to work in Armenian schools. In summary, there is no faculty which
trains Armenian teachers and in which Western Armenian is taught in Turkey.
Moreover, even if there is such department, people who are advanced in
western Armenian is almost non-existent and these people have no academic
formation. Armenian teachers who start their work in Armenian schools who
are in a gridlock from all sides in the issue of training Armenian teachers can
have an internship for a semester and try to make up for their deficiencies.
Majority of the teachers who are hired even though they don’t speak advanced
Armenian but because they are a graduate of any education faculty and have
the pedagogical formation lack the internship opportunity due to financial
reasons or due to the urgent need for a teacher and they start their job
immediately.

The issue of finding teachers who can speak fluent Armenian for the
Armenian classes which started with the changes in criteria for teachers in the
1970s and gradually increased also reflect on classes that can covered in
Armenian. While anyone who is a graduate of any university can become a
teacher before the 1970s, repealing this criteria put the Armenian schools in a
disadvantage in procuring teacher. For instance, an Armenian student who
works as a science teacher today doesn’t have the capability of teaching it in
Armenian and s/he teaches it in Turkish. However, many lawyer, doctor or
engineer who improved themselves and can speak proficient Armenian could
teach both Armenian language and literature and classes like chemistry, math in
Armenian before the 1970s. This issue which exponentially grew till the
present day caused both teacher and students to drift away from Armenian
gradually. While many classes other than Armenian being taught in Armenian
was a usual thing 20-25 years ago from, today it is considered an issue by

parents and students.

05 Kaya, 2013, pp. 107-8.
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Schools have a crucial role in mediating the development of literacy and
identity of minority language speakers in that they have control over what they
teach and how they teach it (including language choice). In other words,
becoming literate entails knowing not only the processes but also the symbolic
representations of the culture in which individuals are socialized.*

However, all of the aforementioned issues specific to Armenian school

experienced in the school about procuring Armenian class teachers and class
material, all in all, pushes students away from their language and Armenian
language becomes a language that is less used gradually by teachers and

students.

6.3.4 Is It Possible to be an Armenian Without Speaking Armenian?

Armenian has an essential importance for Armenians in Turkey, too. Armenians
in the Ottoman period preserved mostly their lingual identity thanks to
Education Institutions or media organs. Kanuni Esasi published in 1876
announced Turkish as the official language of the state and brought the
requirement of speaking Turkish for government officials. However, this did
not prevent the existence and preservation of Armenians. Today Armenians in
Turkey attribute great importance to Armenian language to preserve their
identity. However there are still two important sectors that is those who have
good knowledge of the language and those who does not speak it.

Smolicz’s (1999) theory of core values further supports the idea that those
minority groups which attach a stronger value to their language as a core
cultural value are more likely to maintain their language over generations. The
complexity of the exploration of this intricate matrix stems from the very
process of identity formation. While identity formation can be seen as a
decision made by the individual members of an ethnolinguistic community,
this decision does not happen in a vacuum, but is reflective of and influenced
by various external factors.>”’

The reason of the decrease in number of those who can speak Armenian today

is not only the state’s assimilation policies. It is also the reasons stemming from

396 Mercur, 2012, p. 17.

07 Hatoss, 2003, p. 71.
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Armenian community t00.>”® According to the survey conducted Yumul in the
1990s, 82.5 of those who can speak Armenian said they use Turkish or a
language mix of Turkish-Armenian. 62.8 indicated that their language level is
adequate, 16.8 indicated that can read Armenian easily, 14.9 indicated that
they can write and read without error. Moreover, the command of the ethnic
language among those who continued Armenian schools after elementary
school is observed to e more intense. However, everyone who participated in
the survey said that they can speak Turkish more easily. This who said the
language they can speak the best is 18 percent.’”

Speaking Armenian is sometimes an issue of prestige among
Armenians. Those whose Armenian is not that well or cannot speak fluently
can be pushed outside of Armenian identity. About this issue, in 21 September
1998 an article titled “call to reason” was published. This article published in
Marmara newspaper discussed the issue of “speaking Armenian” and “being
Armenian” which has been debated by many author for years in Mshak journal
published in the 1850s.

In the article, two positions were determined as those who accept
speaking Armenian as the essential condition of being an Armenian and “those
who practice being Armenian even though they cannot speak the language”. In
the article, Armenians were classified as “full Armenian”, half Armenian” and
“quarter Armenian” on the basis of their level of Armenian language
proficiency. Rober Haddecyan who was the editor-in-chief of Marmara
newspaper at the time wrote another article after the initial one again in the
same newspaper and expressed his support for this view. Later, Agos
newspaper chief editor Hrant Dink answered this debate in his column titled
“the rebellion of the quarters”. According to Dink, dividing up Armenians on

the basis of their language proficiency [and] classifying them as full, half and

308 Karakash et al., 2009, pp. 306-307.
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quarter is unconscionable. Dink in this column says that this division should be
renounced.’!”

The debate which went on for long years in the articles published in
Mshak Journal in the 1880s about what is the main factor forming the
Armenian identity resulted int eh victory of the language. “Mshak s liberalism
considered language to not only be an essential part of the Armenian identity,
without which an Armenian would never be “complete, perfect,” but they also
declared that a nation which did not retain its native language yields to the

power of natural evolution.”!!

Considering the words “complete” and
“perfect” used in the article, we understand that they considered Armenians
incomplete/partial without speaking the language. Mshak regarded language as
a “tool for the diffusion of education,” a civilizing tool that would develop the
moral and intellectual peculiarities of national life.’'> This tool should be used
for adopting “European thoughts.”!* They were considering national education
in Armenian language the only tool for progress and adopting the elements of
European enlightenment.>!*

In the period Armenians published Mshak journal who were in the
effort of being close to the European idea as they were indicating the
importance of the usage of Armenian in education in Armenian schools, it is
important to remind that they were going through what is called the Armenian
Renaissance. Many Armenian youth tried to tell after their return to Istanbul
after their education in Europe that education in mother tongue is the only

element bringing the identity together, that schools are really important spaces

in that sense, that Armenians should work towards Armenian education in

10 ibid., pp. 314-15.

I Bazinyan, 20135, p. 29.
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Armenian schools first and foremost through different ways including press,
through articles, through speeches.

Thus, with the article published in Marmara newspaper in 1998, we see
how the issue of full/half/quarter was transferred to our day from the last
century and on what axis Armenian identity debates intensify. The perception
that without speaking Armenian one cannot be “perfect” or “a complete
Armenian” was discussed the same way in an Armenian journal published in
the 1880s.

In order to analyze how the participant perceive the relationship
between speaking Armenian and Armenianness the question “do you feel more
Armenian as you can speak Armenian” was posed in the interviews. Although I
did not know the debate mentioned above in the period when the interview
questions were being prepared, I noticed that I used “more” comparison in the
question by the end of the thesis writing process. Although I wasn’t aware of it
concretely, I noticed that this understanding of this issue of full/half/quarter
Armenianness that I learned as a result of the readings or research in my thesis
writing process also exists in me somehow. I noticed that with the “more”
comparison I used in the question I posed my question on the basis of a basic
presumption like there is such a thing to the people I interviewed with. This
also means that I steered my participants on a sense while asking the question.

As an Armenian, this thesis which I tried to prepare about Armenian
identity also changed my identity perception about my own Armenianness as I
had the chance to do a lot of readings about the history of Armenians. From the
period I started writing my thesis [and] I prepared my questions to this day, I
noticed that my style of asking questions or how I handle a topic is not
independent from my identity. That is why, I now have the opportunity to
evaluate the answers to the question “do you feel more Armenian as you can
speak Armenian” in a different manner. This evaluation will be done by
keeping in mind that the question I posed has a comparison and I steered my

participants with this comparison.
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The answer participant Varujan gave has a characteristic of a good
introduction in terms of how we cover the issue. Varujan: “I don’t know how to
feel more or less Armenian”. Because there is no such comparison in the mind
of senior year student of Getronagan High School Varujan in the answer given
he did not even touch upon the issue of speaking Armenian and just said that he
doesn’t know what it means to a more or less Armenian. Another participant
Suzi mentioned that because he can speak Armenian he doesn’t know how it
feels not to speak Armenian: “I don’t know, because I don’t know not
knowing.” Senior year student in Tibrevank High school Hinazant answered as
such “yes I feel more Armenian. I feel different. 1 feel special.” And
highlighted she feels in different place than the others as s/he can speak
Armenian. Her indication that she feels special also stems from that speaking
Armenian is an issue of prestige among Armenians. Student indicated that the
language has a really important place in Armenian identity with following: “I
think to call one’s self an Armenian, that person need to speak Armenian.”
When she was asked as a follow-up “Then you cannot be an Armenian without
speaking Armenian?” by saying “I think you can’t. It wouldn’t happen. But
now that we speak Turkish right now I don’t consider myself a Turk.” Actually
reveals the conflict and identity confusion s/he experiences.

Senior year student in Getronagan High School Arat [said]:

Yes definitely when I see those who cannot speak I feel more. For instance my
cousin went to French school, doesn’t speak Armenian at all, I really wished
that he went to Armenian school. (here he keeps mentioning his cousin) he
would be a person who can speak Armenian really well. Now he is in medical
school. He would have been someone who can speak Armenian well and be a
doctor as well.

The student feels sadness as someone really close to him cannot speak

Armenian. We can interpret the desire to hear Armenian words coming out of
his cousin’s mouth who study medicine as a some sort of taking pride in being
Armenian. If we approach to the issue that someone who will perform the
profession of medicine which is considered a high status also speaks Armenian,
we can say that in the student’s mind he merges in a sense speaking Armenian

and the prestige from being a doctor. If the students’ cousin weren’t studying
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medicine, I think s’/he would pay such attention to this and mind him/her not
speaking Armenian this much. In my opinion, according to the student, a
doctor who can speak Armenian and, say, a shopkeeper who can speak
Armenian are not of the same value. In the statement of the student, it is as if
Armenian gains value if prestigious people uses it or it fits to those people
better. In any case, it is seen that in the way the student mentions this situation
language proficiency and prestige complete each other. Evaluating from
various angles, considering the answer the student give and his attitudes at the
time of the answer, all in all these following are concluded: a- In the mind of
the student, because Armenian is a special language it is worthy of people in
prestigious professions, b- people with prestige attribute more prestige to
Armenian by using it. c- The desire to see people in high status to speak
Armenian is way higher in comparison to the professions which do not require
much talent or intelligence. Considering the point the usage of Armenian is in
Turkey today, student Arat as a minority wants to bring the dignity back of
Armenian language which is in hardship in standing against Turkish.

Participant Selin who transferred to Turkish school from Armenian
school in high school sees speaking Armenian as a high emotion: “Yes I mean
a higher emotion, in comparison to someone who cannot speak Armenian, I can
say I am Armenian more easily.” Who transferred to Armenian school from
Turkish school expressed that he got closer to being Armenian when she
learned Armenian as such: “yes it happens more, you take a step close. I said |
am glad I came here. (Tibrevank) you learn your own culture if I stayed there
(Adiyaman) I would never know. They don’t teach it there anyways.”

Senior year student in Sahakyan, Ararat expressed that identity and
language complement each other as such: “What does it mean to be an
Armenian? Being able to read and write in Armenian. It means those who can
speak Armenian, who can preserve their culture and traditions.” Later noticed
that his Turkish friends had no knowledge of Armenian whatsoever when he

started the prep school. “They were really surprised when I said we have an
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alphabet.” The participant was surprised that those in the prep school were
surprised to learn that there is an Armenian alphabet. The lack and inadequacy
of knowledge which is full of prejudices among Turkish society regarding the
Armenians which we had to mention multiple times throughout the thesis is
faced by the students-especially students who attended Armenian schools from
elementary school to the end of high school more intensely- when they leave
the bubble of Armenian school and when they are to socialize in their social
and daily lives due to multiple reasons (prep school university professional life
etc).

To the question “do you feel more Armenian because you speak
Armenian” graduate participant Garin gave an answer through her experience
lived in a gathering in which she had to speak Armenian which she hasn’t in
years: “if we go back to day again, I felt it that day really. I am glad, I said, I
speak Armenian. No matter what, it is your mother tongue and speaking it, I
said, I can speak Armenian and I am Armenian.” In realizing to belong to an
ethnic identity as a feeling as an experience, especially in Turkey, Armenian as
a language which you gradually stop using it with the reservations to use in
public spaces is a good tool if you have to speak or listen to. “Norton (1999)
claims that language doesn’t express identity directly, but indirectly through the
use of a specific language by members of a particular group as they interact
socially.”®"> The issue of language and identity which was described by the
participant as “I can speak Armenian and I am an Armenian” includes a
mechanism which excludes those who cannot speak Armenian from the
Armenian identity.

Dr. Armen Ayvazian in his article The Fundamentals of Armenian
Identity or who is an Armenian indicates that language is a significant factor
however he doesn’t accept someone not to be considered as an Armenian as
they do not speak Armenian “Hence, language is an important factor for the

preservation of the Armenian identity. However, it would be ridiculous to

315 Mercur, 2012, p. 29.
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consider non-Armenian speaking Armenians as Armenian non-entities... using
the Armenian language are important factors of identity but not absolute
necessity.”>1°

Considering the historical realities in Turkey, we gave many examples
throughout the chapter that many Armenians do not speak it on purpose or they
don’t teach it their kids. Thus, in comparison to Armenians living in other
countries speaking Armenian or not in the context of “being Armenian in
Turkey” should be discussed differently. Western Armenian which is used by
Armenians in Turkey and is taught in Armenian schools has made to the
category of disappearing languages. If Western Armenian is among the
disappearing languages, when this language is no longer in use, those who
consider themselves Armenian even if they don’t speak won’t be considered
Armenian anymore? Considering the language as a main identity characteristic
of a nation, multiple identity issues are faced. Because language is one of the
most important factors building the identity however it is not the only one.

In this chapter which we covered language identity relation, the
inseparable bond between language and identity was evaluated with language
policies in Turkey and attitudes of the state toward Armenian education.
Evaluating the researches we conducted throughout our study in which we we
try to understand the processes Armenian schools go through in Turkey in
regards to Armenian language education and how the problems in this process
reflect on perspectives of parents, students and educators toward Armenian
education, it is seen that Armenian society is still in a complicated place in the
never ending debate of “speaking Armenian’ and “being Armenian”. It is
concluded that while some parts of the society attributes an essential meaning
to it, other parts do not consider speaking Armenian as the main factor making
Armenianness.

Keeping in mind the theories and ideas debated around the world about

the role of minority schools in regards to language and identity relation, despite
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all negative circumstances Armenians were exposed to in the geography of
Turkey especially since the beginning of 20" century, it is possible to draw
many conclusions that seem specific to Turkish society about the mission of
Armenian school toward teaching Armenian and preserving the Armenian
identity. Today, when we look into the policies practiced about minorities and
the rights of minorities to learn their language and use it in the public life in
many parts of the world, we see that many countries are now more sensitive in
comparison to the past about these rights throughout the years. However we
witness that in Turkey the attitude which does not tolerate any language other

than Turkish since almost its establishment has never changed.
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CHAPTER VII

THE EFFECTS OF THE ARMENIAN SCHOOLS ON ARMENIAN
IDENTITY FORMATION IN TURKEY

Definition of an identity is a multi-layered and complicated issue and it has
countless parameters. These parameters are not of the same value but they have
resilience in different characteristics and different volumes. Identity descriptor
of each character has a specific value. This might be religion, language, real or
imaginary homeland, cultural values. All of these are some of the elements
constituting an identity. Moreover, because the identity has a fluid
characteristic, standards said to be specific can shift into different
characteristics in different periods in defining the identities. For instance, if an
Armenian who lived in the 1850 raised up from his grave, we can say that he
wouldn’t have believed that the people of the ethnic group describes as
Armenians were Armenians. The changing of the elements constituting the
Armenian identity along with historical and social parameters is also applicable
to other identities. In this study, we discussed under what elements Armenians
united themselves in Armenian history [and] how they defined Armenianness
in previous chapters as the occasion raised. In this chapter, these are the
problematic we will focus more on: How does one’s identity feeling change, is
identity a personal choice, what does it mean to describe one’s self under an
ethnic identity or what does it mean, say, to “feel Armenian”? What are the
indicators of Armenian identity? What kind of changes occurred in the last
century for Armenianness or Armenian identity for Armenians living in
Turkey? Why and in which ways do the attitudes regarding the identity of
Armenians living in Turkey differ from the rest of the Armenians in the world?
What kind of impacts did the Turkish national identity characteristics
constructed by the founding Kemalist cadres of Turkish Republic on identity

formation? How does the Armenian community which continues to live in
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Turkey try to preserve their identity? How does it identify the Armenian
identity? How does the dominant Turkish national-identity politics reflect in
Armenian schools which have a really significant place in preserving and
maintaining Armenian culture and identity?

After trying to answer these questions in the first section of this chapter,
in the second section, what kind of changes are witnessed in the perceptions of
our participants regarding Armenian identity will be analysed in a comparative
fashion. What constitutes the main frame of the study is the criterion for
classification for choosing our participants to interview with. In this last section
of the study, the answer of the participants which we divided up into six
different groups to the questions prepared to understand the participants’
perception on school and identity will be covered comparatively in the light of
their education process and school experiences. For that, first what it means to
be an Armenian will be discussed, the parameters of identity formation of
Armenians of Turkey and lastly, keeping in mind to what direction the Turkish
identity that the nation-state aspired to create through education policies
affected Armenian identity, identity perceptions of the participants in the

defined framework will be discussed.

7.1. What is to be an Armenian?

Armen Ayvazyan, in his article titled The Fundamentals of Armenian Identity
or Who is an Armenian mentions that it is almost impossible to answer the
question “who is an Armenian” completely. This question is an opening
statement of a sensitive issue which brings along question clusters and answers
that are different from each other. Regarding this issue which Ayvazyan
discusses in the axis of comparing the questions "who is an Armenian?" and in
what way is he differentiated from an Armenian by birth>!”, he argued the

following: “One is an Armenian if he considers “Armenia his/her homeland
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within two dimensions of time and territory”>'8. This definition includes both
present and historical boundaries of a person. The Armenians who live outside
of Armenian scattered various places in the world and everyone in Armenia
continues to consider Armenia as the homeland. Secondly, these people have
“strong psychological attachments to his homeland — its territory, people,
language and culture. Be it living in the US, France or Turkey, an Armenian
feels a strong bond to their language, culture, people. According to the author,
another characteristic of an Armenian who embraces their homeland and
culture is that s/he is or strives to be the maintainer and agent of Armenian
language: “One is an Armenian if he “strives to maintain his offspring’s
Armenian, including by means of passing on to them the knowledge of the
Armenian language.”!” Armenians in Diaspora and Turkey have to put more
effort for this in comparison to Armenians in Armenia. With the political
structure that is unique to each country that is immigrated to have significant
intentional or unintentional impacts on living or preserving the Armenian
language and culture. In his many novels and stories, William Saroyan tells
how the second post genocide generation living in the States started to drift
away from Armenian language and culture due to multiple elements they face
in their everyday lives along with the American culture. While there are
examples of those who try to adapt to Americanness which is an upper-culture
in America [and] Americanize their names willingly, for example in Turkey, 2.
Post 1915 generation had completely different experiences and try to stand
against the assimilation policies in order to maintain their language and culture.
According to Ayvazyan, “The real identity of an individual is defined by his
personal involvement in and contribution to the life processes of the relevant
nation.” Starting from Ayvazyan’s article that we exemplified his views on
what the essential characteristics of Armenian identity might be the question

whether it is possible to talk about a single Armenian identity arises. Many
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views would answer this question by shallowly saying no. However, the
condition that the parameters defining the identity have a monochromic
existence is not obligatory for all. It could suffice to have just some essential
characteristics to be the same. Even if the common grounds of all sections of
Armenian people or the bonds bonding them together are weak, other than the
legislations which regulate identity issues of all peoples, Armenian people have
a unique stamp as a result of the Events of 1915. The discussions about
Armenian identity are accompanied by a completely different attitude after
1915. Here, for Armenian community a principle of self-defence is applicable
and it hangs the said people to life intuitively. Events of 1915 produced a
strong imprint in the Armenian consciousness. Events of 1915 is a really
significant turning point for Armenian identity because Armenians in this date
were accused of nothing they did; they died only because they belonged to a
different ethnicity. The majority in numbers of people of Armenian ethnicity is
an element that was defined as a problem against the Turks in the minority
majority population politics of the time.

The places of residency of people belonging to Armenian ethnic
identity were determined one by one. The Relocation Law passed in 1915 was
only for Armenians. The events of 1915 Armenians faced due to their ethnic
identities caused a great loss of value regarding their identities because
Armenians saw that the values they have meant nothing either for the
perpetrators or in the eye of the international community. All their
belongingness which turned into a worthless value was hurt. “What it took the
Armenian identity five millenniums to build, the Ottomans needed a few
months to destroy.”>?° After 1915, Armenians lost their identities; their value
was diminished into mortality statistics. Thus, after 1915, the worry of those
who remained in Turkey was to find ways to live without revealing their
identities. Hiding identity required to stay away from the main indicators of the

identity. Post-1915 survivors did not speak Armenian among each other or
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outside or they didn’t name their children in Armenian. Today, especially
Armenians in Turkey still utilize certain methods to be able to hide their
identities in many occasions. However, on the other hand, this situation put
Armenian identity after 1915 into a reconstruction process. “They stepped in
with a mentality of survivors... They were much stronger, keen on living and
on proving their value by rebuilding their identity.”>?!

In the interviews, we asked the participants the question “do you self-
identify as Armenians?” 99 percent of the participants indicated that they do.>??
Although the question “What does it mean to be an Armenian” was answered

99 ¢

generally as “an identity just like other ethnic identities”, “a cultural identity, a
difference, a beautiful difference”, “all the same, whatever it means to belong
to another nation”, “I could have been Kurdish, Circassian or Arab. I mean
there are cultural differences. I am a human being, so they are.” According to
many participants being Armenian is defined with concepts like “pain”,
“hardship”, “longing”. While another participant responded the question “what
does it mean to be Armenian” with Kundera’s words saying “Where the power
hurts you [the most], it becomes your identity”, some participants touched
upon the prideful aspects of being an Armenian.

According to Hermine, our Armenian language teacher participant,
being an Armenian is “being a world citizen. An Armenian is not different than
anyone else. It means having a great historical inheritance. It means knowing to
carry your cultural richness. And it means being chosen among 12 and half
million nations.” Hermine indicates that she also highlights that Armenians
have a great and ancient history in her daily life [and] in this world where
many nations disappeared, they are still a nation of 10 million: “I am a member

of a nation which existed since the days of Noah. I am proud.”

21 ibid., p. 71.
522 Only Tibrevank senior year student Liza responded to this question other than an

answer “yes [ do.” At the end of the chapter, the situation specific to this student will
be discussed in the framework of identity and school.

270



Senior year student Nayiri responded the question “what does it mean
to be an Armenian” by saying “those who can read, write in Armenian. Those
who can transfer their culture. It won’t work without speaking the language”.
Nayiri agrees on this matter with those who argue that language and culture are
the main points defining being an Armenian. After responding to the question
“do you self-identify as Armenian” with saying yes, Nayiri also indicated that
she is proud of being an Armenian although they are kept in the background.
Nayiri who said that they are minorities [and] they cannot get their voice heard
continue her words: “We have a grim future and a past that we don’t know
much about. We just keep working away. Due to Events of 1915, there is a pain
that all Armenian feel. But I am proud of being an Armenian”. Although they
have a history they are not much familiar with as in schools it is not told,
Nayiri has the consciousness of the collective history built after 1915. The pain
Armenian feels and the resilience against this pain creates a sense of pride in
her. Same participant exemplifies this resilience with her answer to the
question “is there anything that you shy away from doing just because you are
Armenian?”’: “No. definitely not. I might even do it just because I am Hay

2

(Armenian) from pure spite.” Although her experience of pain causes her to
think negatively about the future, as an Armenian she is in desire to exist out of
spite.

Tibrevank senior year student Hinazant sees Armenianness as a missing
piece that cannot be completed: “For me being an Armenian is being a triangle.
I think we are one side of the triangle that cannot be completed. Everyone fits
into a piece, we can’t. Being excluded.”

For Armenians, similar to all communities which showed an existence
for millennia and continually, identity is a more complex concept. Identity
definition at the same time becomes a really complicated concept when it
comes to Armenians due to being a community that lived through 1915.

Moreover, identity description for peoples like Armenian who scattered around

the globe is even more difficult [due to] the fluidity of Armenian identity, who
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is an Armenian is no longer clear. With Armenians, Christians or not, it is
impossible to say that 20 years ago. Armenian identity has become
multilayered. Armenians cannot deal with this fluidity. Armenian reality today
consists of Armenian’s more or less big population of Armenians, colourful and
scattered Armenian communities in diaspora and Armenian community who
still continue to live in Turkey and each one of these have unique
characteristics. American Armenians are different than European Armenians.
Armenians in Eurasian countries are different than those in Middle East. Each
one of them are different than those living in homeland. It is inevitable to have
this diversity in the Armenian reality. However, where does being Turkish
Armenian stand in this diversity? What are the unique characteristics of it?
Answer to these questions will be sought under the title “What is to be a

Turkish Armenian”.

7.2. What is to be a Turkish Armenian

No person or institution can decide on someone else’s identity. However, the
laws do not listen to personal choices at this point. In our country, the history
of how Turkish identity was created is also the history of how Armenian
identity is re-created on this land. In the Republic of Turkey, who is an
Armenian or Turkish, who is a citizen of this country, who has what rights are
determined in line with the laws. The regulations in the political and social
lives of Armenians who are described as part of the non-Muslim minority
group in Turkey are limited to the minority rights framework determined in
Lausanne.

During the process of Turkish national-state’s construction, “the
identity” is created “both expanding and reducing directions in the
geographical platform™? by the Republican rule. Because; the most dominant

elements of Turkish identity are Turkish ethnicity and the religion of Islam.

23 Copeaux, 1998, p. 183.
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“Because ethnicity by definition excludes all choices; Turkish national identity
excludes everyone who would demand a belonging to the Turkish Republic
without self-identifying as Turkish from citizenship.”>** According to the laws
of the Turkish Republic, Armenians who are considered both minority and
citizen has experienced many problems till the day due to these ambivalent
definitions.

In the preface section to the work of Taner Ak¢am “Turkish National
Identity and Armenian Issue”, Laginer indicates that it is an inescapable
situation that the founding cadre has a historiography which shows what the
they did in the building process of nation-states are legitimate. The dominant
ideology which shapes events and facts to that direction is strict about that the
truth is perceived as it desires throughout this process. However, after decades,
with an understanding that also stems from a self-confidence, nation-states pull
away from their sensitivities and fears in the establishment process. In Turkish
Republic, however, there is no such development since its establishment.
According to Laginer, making a remark that would fall opposite to official
ideology still requires a punitive process. >

Because “Turkishness” is built by assimilating all other ethnic cultural
groups existing in Anatolia into Turkishness; Turkish identity is a made-up
identity which the founding cadre of Turkish Republic assigned itself. To make
this identity internalized, many groups were forced including Turkish groups.
The state use considerable force to fit everything from music to language, to
traditions into Turkish identity assigned by the founding cadre. 326

The thesis at the end of 19th century that the state “is based on a

majority nation whose ethnic aspect is brought forward”>?” was also adopted by
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525 Akgam, 1992, pp. 9-13.
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273



the founding cadres of Turkish Republic. However, Turks are not based on “a
majority nation” as indicated in the thesis on the lands they want to build a
country. They did not have the numerical superiority. That is why; Armenian
relocation, similar to other examples we see in many other policies regarding
population, is a some sort of precaution which we can also define as
“rarefaction operation”.

That is why; Armenian relocation is one of population policies which

we can define as “rarefaction operation”>?®

of the founding cadre. The
founding cadre which also got popular support in application of these policies
was also supported by the local communities which benefited from Armenian
relocation directly or indirectly. In that sense, merging the interests of the local
people who would create the rural bourgeoisie in the following years with the
interests of the founding cadre led them to take part in the creation process of
the Turkish national state. The reason why Turkish national-state could not pull
away from the feeling of fear and sensitivity, which other nation-states did after
the establishment processes stems from the fact that the Turkish Republic has
never had a proof to justify what it did in the creation process. That is why;
neither the state nor the bourgeoisie have ever had the feeling of trust and
stability.”>® This feeling of distrust is also injected into mental world of the
society along with official ideology. Thus, Turkish identity is built on a feeling
of distrust. The discourse which feeds into the feeling of distrust in society has
always been the discourse which supports unity and togetherness against
domestic and foreign enemies desiring to dismantle the integrity of the nation-
state. That is why; it tried to re-define and shape other ethnic identities which it
deemed as other and enemy around its own Turkish identity. In the
mythologized and sacralised narrative of Turkish identity, other identities are
humiliated and trivialized as much. The identity that created the Turkish

nation-state built “its personality and state on the basis of annihilation of those
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who are not included in itself.”3° Among these “other” identities Armenians
was hurt the most. The elements of Turkish identity in the nation-state are built
on the elements of Armenian identity. The formation and development of
identities are shaped around the assimilation policies of the dominant identity.
Thus, it is inevitable to evaluate the identity issues of Armenian community
who still reside in Turkey today in this context.

Taner Ak¢am [in his work] titled Tiirk Ulusal Kimligi ve Ermeni Sorunu
tries to understand the psychological state of Turkish national identity.
According to Ak¢am, the reason why this effort is at the center of the study is
that a good portion of the reasons leading to Armenian massacre is in the
conditions of the emergence of Turkish national identity and the character of
this identity. >*!The characteristics of Turkish national identity have also
shaped the policies regarding Armenians in Turkey. All groups who have been
tried to be Turkified by Kemalist cadre were tried to be merged under the title
Turkishness. Those who were Turkified are not only the other non-Turkish
identities; Turks were also Turkified by the Kemalist cadre. This new “Turk” is
the Turk who was re-born with the republic. His connection with the past is
completely detached by different means. Turkish history and language
institutions write the history of new Turk and new Turkey. This history sought
a Turkishness to itself which can be built from earlier periods skipping the 600
years of Turkish history (Ottoman Empire is referred to). Because it had a
unique relationship with Armenians due to the Events of 1915, Armenians
living in Turkey were directly affected by every phase in which Turkish
national identity was tried to be created. Moreover, according to Akgam,
Events of 1915 also played a role in shaping the Turkish national identity. All
of the tools utilized while forming the Turkish identity (nationalizing history,
Turkifying education, be it Turkifying language or Turkifying economy, all of

it) at the same time caused the loss of history of Armenians, intervention to
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Armenian education system, disappearance of Armenian language [and] the
loss of a space for Armenians to maintain their material and cultural existence.
Similar to how Kemalist cadre defined a Turkish identity, it also made an
Armenian identity description. With these definitions, to make Turkish identity
exist is made possible through standing this identity against the Armenian
identity.

Whether to include Armenians living in Turkey in Armenian identity or
Armenianness in the world works in two ways. First, Armenians in Turkey are
Turkified in comparison to Armenians in Armenia or Diaspora. They are not
“fully Armenian”. Second, Armenians in Turkey are “fully Armenian” in the
eyes of dominant and other ethnic groups living in Turkey. They are foreign
Armenians, they are enemy Armenians, they do not belong to these lands, and
they put forward false claims about their massacre, whereas the real murderer,
the real traitor is Armenians. Turkish identity doesn’t trust the Armenian. That
is why it always feels the urge to control the Armenian. They need to be under
control. They can live their identities as much as they are allowed. They live
under the control of dominant Turkish ethnicity. The spaces where they can live
their identity are being gradually constricted with various government policies.
They have difficulty in maintaining their existence even in this constricted
space due to interventions. Whereas, according to Armenians in Diaspora or in
Armenia, they are Turks. That is why; similar to the commentary made by
Hrant Dink once upon a time, Armenians in Turkey “are a group belonging
neither to motherland nor to Diaspora” [they are] Turkish, Turkified.

According to Taylor®> how others recognize us is central to the
formation of our identity. How we are seen or recognized by others becomes
negatively or positively, a part of our identity. Taylor explains;

Our identity is partly shaped by recognitions or its absence, often by
misrecognition of others, and so a person or group of people can suffer real

532 Taylor, as cited in Jenlink and Townes, 2009, p. 2.
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damage, real distortion, if the people or society mirror back to them a
confining or demeaning or contemptible picture of themselves.>*
Building on Taylor’s argument, due to their ethnic identities which is perceived

differently in the eyes of both Turks and other Armenians, how do Armenians
in Turkey live their Armenianness? In which ways are their Armenian identities
hurt? The identity that faces humiliation by the Turks is also disregarded by
other Armenians. How do Armenians living in Turkey who are also
marginalized by the people of same ethnic identity feel around Armenians in
Armenia or Armenians living in the US?

An incident in the US told by one of our participants who was born and
raised in Istanbul, got education in Armenian schools from elementary to end
of high school, moved to Los Angeles after university after getting married to
an Armenian living in the US presents an important example in explaining this
situation. The participant sees a friend from their high school s/he graduated
from at a park. An Armenian from Armenia who witnessed them speaking in
Turkish with each other judged them according to the participant by saying
“Why do you speak in Turkish? Aren’t you Armenian, especially in the month
of April, why do you speak Turkish?”

I haven’t respond to her, I just avoided saying it is just a habit, but I got really
angry. I say I am an Armenian from Istanbul. I maintained my Armenianness
in Istanbul around Turks, I spoke Armenian I spoke Turkish, it is none of your
business, I mean those in Armenia do not know what it mean to maintain
Armenianness in Turkey, they speak nonsense. Armenians in the US also calls
Armenians in Istanbul Turkish. Another Armenian in American school called
my daughter Turkish, the kid was little, didn’t get it, but it means that the
family teaches that. His idiot family, his Armenian family. At the end, we are
Armenians from Istanbul. My mother tongue is unfortunately Turkish.
Turkish, I cannot change that. I am happy to speak Turkish. I like Turks, too/ I
have Turkish friends, too but finally I am Armenian, I teach my kids Armenian
too, in the school my older daughter attends to Armenian classes are taught in
the evening, after school I send my younger daughter to Armenian school, too.
As evident in this example, an Armenian from Istanbul is Turkish according to

an Armenian from Armenia. She teaches that to her children, too. However,
this situation makes the person who told this story angry and upset. She tries to

tell how she maintained her identity despite living in Turkey. We mentioned

533 Jenlink and Townes, 2009, p. 2.
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that how the other perceives you by calling you an Armenian are an element
forming the identity. We can say that Armenians in Turkey is in an in-between
space regarding their identities. Because as evident in this example, the
participant tells that her mother tongue is Turkish. The highlight on “Armenian
family” in the sentence where she expressed her anger by saying “idiot family,
Armenian family” is some sorts of ironic criticism to the Armenian’s of this
family which described their child as Turkish and rejected that they are
Armenians.

Senior year student participant, Sevan, also touched upon the same
issue while responding to the question “What do you think to be an Armenian
living in Turkey?” However, the angry response of other participants turned
into an embarrassment for Sevan: “Being an Armenian living in Turkey means
to be embarrassed to Armenian living in another country. I have been to the US
twice. Telling an Armenian from Turkey when asked where you are from
means | am a Turk for the world. We become a minority all around the world
actually.” Being an Armenian living in Turkey is “to live the life in fear”
according to Sevan, it means “not to speak Armenian on the phone” when
outside. Being Armenian means “not to respond when asked”. “For instance, if
there is a civil war right now, the first properties to be plundered are our
properties, our schools. There is a bit of a fear. We have a disadvantage. We are
seen as through we are not the owners of these lands.” “Turkish Armenians”
who are seen as Turks by the whole world are in fact not owners of these lands
according to the Turks. According to Sevan, when there is a situation like a
war, Armenians are the first group that they would attack.

According to the participant, Hermine, being an Armenian living in
Turkey creates a situation requiring double-identities: “You live in Turkey. You
are Armenian in Turkey. You are Turkish abroad. And you need to fit your
identity so well that you need to know where you are. I mean, I feel this
especially when I am abroad. If I go abroad for any reason, visiting relatives, a

visit somewhere, they qualify me as Turkish looking at my passport. But
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beyond that, I have an Armenian identity. I am Armenian from Turkey. I
present my behaviour there [abroad] without forgetting this identity of mine.”
Armenians living in Turkey who are considered Turkish by Armenians in
diaspora and Armenia live this awareness of double-identity created by this
situation through not being considered Armenian despite they have more
hardship maintaining their identities in Turkey. Being considered Turkish
despite they are the ones who face the most suppression regarding their
identities and they are the ones who still fight for maintaining their Armenian
identity among other Armenians living across the world [and] the way of living
the identity for this group who belongs to neither Turks nor Armenians bring
along an important identity crisis.

However, according to senior year student Tamar, living as an
Armenian in Turkey is still a luckier situation in comparison to Armenians
living in other places. Tamar who describes the land they live on as motherland
and who says that all of her ancestors came from Anatolia, feels lucky for not
being in Armenia or Argentina, Canada, the US because she can go and visit
the village her mother was born. According to Tamar, the biggest issue in
Turkey is prejudice: “Although they are great, there are people who are
disregarded just because they are Armenians. I know people who face
suppression just because they are Armenians.” Senior year student Nayiri, on
the other hand, highlights that as an Armenian living in Turkey but not
somewhere else in Turkey is the hardest thing: “Others are comfortable, they
can express their ideas there. There is a reservation in Turkey due to the
conditions, it is harder I mean.” One of the teachers of Getronogan High
School, Selina :

A hard question. In terms of emotions, [ mean as an Armenian my feelings for
Turkey is positive. I cannot think of living somewhere else till I am unable to
live here. But it is hard to live in Turkey as an Armenian. Today, the nationalist
sentiments are on rise. For example, I have never felt the way I feel in the past
year. | am having a problem of feeling of safety, I don’t feel safe. You know
the tings coming from the past, the discourse about Armenians are again
marginalizing and discriminatory. If you know your place and don’t live your
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identity, there is no problem. But if you have a demand for equal citizenship,
when you demand rights, there are so many problems.
Senior year student in Tibrevank High School, Hinazant, attended only

Armenian schools from elementary to high school senior year. Because she
always have been in the Hay (Armenian) community, she never had a “dacik”
(meaning Turkish / Muslim) friend. In his elementary and middle school, he
was a boarding student in Kalfayan and she says that for 8 years she never left
[the school] except visiting her family in the weekends. She didn’t have a
chance to make friends from outside, from the street. Her attendance to
Tibrevank in high school happened with the logic between “Go to Hay school,
it is better” and “go wherever is closer”. Hinazant who indicates that they
couldn’t take the exam in his senior year in middle school and came to
Tibrevanka directly said that she wanted to assess herself in the exam [and] she
wasn’t aware at the time. The participant who complained about being in a
bubble all the time and raised with same mindset “For instance, I want to
choose gastronomy but there is a logic that you will be among daciks. Be a
teacher, work at a hay school, they say. I don’t want to live the same thing gim
gim.” Hinazant who indicates that she is happy that the school forms the
identity but he is not happy with the country we live in, [and] that the people
look at them as second class citizens: by saying “I want to take part in this
society. God willing I attended the prep schools; I think I got out of the bubble
a bit. There are different characters, different mindsets” she highlights that it is
a good thing to get out of Armenian community:

We five people, for instance, went to prep school this year. I look and
everyone gives the same answer to everything. We were in the same class. A
kid there is in a different mindset. One of them is Kemalist, one of them is
MHP supporter, there are different things. Are these nice, yes of course it is
nice. But then, a person gets more curious. She wants to go [talk] to them.
Where was | while all these things happened where was I. It doesn’t work
topik topik all the time.
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7.3. Turkish and Armenian Identity in Armenian Schools as a Space of

Identity-Formation

As discussed, the situation of Turkish Armenians among Armenians living
scattered around the world caused them to have a different and unique position
than all other Armeniannesses. In the previous chapters, we tried to understand
how Turkish identity is tried to be internalized through education and schools.
Turkish National Education with its curriculum followed in public schools, text
books it allowed to be published and their contents, [and] especially with its
language and history policies aims at bringing students together around Turkish
national identity with mutualised interests and feeling of belonging. Armenians
schools which are considered a minority school are responsible to teach the
narrative determined by Turkish identity to the students. Thus, Armenians
schools try to survive as a resource institution from which students can be
supported with Armenian identity and culture, while at the same time they are
forced to follow a curriculum in which Turkish identity and Turkish culture is
dominant.

Considering this duality with the discussions on ethnic minority
education and ethnic identity formation in many countries in the world today, it
is evident that states’ education policies which are shaped under the dominance
of dominant ethnic group are applied both similarly and in very different ways.
For instance, the education form and understanding Palestinian Arab minority
in Israel faces in public schools shows many similarities with the conditions of
Armenian minority in Turkey.>** In some articles covering the situation in
schools in Ireland which is not shaped around a nationalist ideology, the
situation is the opposite. In these studies, why Irish youth is being raised with a
curriculum which is not based on Irish nationalism and Irish identity is

questioned and criticized.

33 ¢f. Abu-Saad, “State-Controlled Education and Identity Formation Among the

Palestinian Arab Minority in Israel”, 2006.
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These questionings which were made in many countries today in
various ways started here [in Turkey] at the end of 1800s with the debates on
how Turkish Muslim youth education should be and an education
understanding shaped around Turkish nationalism started to be applied with the
establishment of the Turkish Republic. In many articles written at the end of
the 1800s in which education situation of Muslim students are questioned by
comparison by highlighting the education quality of Armenian schools which
are told to be hundreds of thousands in numbers [at the time] why Muslims
lacked such education is discussed. If it is wanted to win against other nations,
the first place to start is the reforms in regulations for education activities. With
the Armenian population that was reduced to a larger extent due to many
policies applied since the early 1900s and with shutting down of Armenian
schools in places where this population reside, the number of Armenian schools
gradually decreased in the last century and they almost faced the threat of shut
down [completely].

The nationalist understanding which increased with the establishment
of the Turkish Republic revealed itself the most in education institutions. In
Armenian schools which are part of the Turkish national education system,
ethnic identities of Armenian students, too, were tried to be assimilated under
the unifying Turkish identity with curriculum and various government policies.

“The belief that students’ sense of identity is developed during the
college years is widely accepted; what has not received as much attention is the
influence of race, ethnicity, other social categories, or the interrelationship of
multiple identities on that development during the college years. Pascarella and
Torenzini noted the “absence of studies dealing with identity development
among Black (or other minority) students”3?

The lack of studies on these issues highlighted by Pascarella and
Torenzini also shows itself in our country. Till the day in our country, there is

no study on in which ways the ethnic identities of Armenian students living in

535 Pascarella and Torenzini, as cited in Cooper, Hamilton, and Torres, 2003, p. 3.
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Turkey are formed and develop. Whereas, to understand the ethnic identity
development of those who are considered minority, it is important to
understand how societal and cultural issues are intertwined with the feelings,
thoughts, and fears of racial, ethnic, or other social subordinate groups. The
discovery process of who you are and who you are not is shaped double-sided
for students in Armenian schools in Turkey. Value judgements about identity
such as being proud of a Turk [or] Turkishness as a prideful value are made
sure to be internalized in students’ minds starting from elementary schools in
Turkey —with many methods, applications and policies which we have been
covering throughout the study-. It is also applicable to students attending to
Armenian schools.

Awareness of the sources of self is central to understanding the shaping of
identity and the struggles often experienced in forming an identity having
one’s identity defined by others. It is in understanding the sources of self that
we begin to understand the relation that exists between recognition and
identity: how one’s identity is constructed within social and cultural contexts,
as an individual and as a member of different cultural groups.>*®

In the early years of their education, students cannot reach a conscious

awareness level about their ethnic identity. The perception of the student about
Turkishness or Armenianness is blurred at this stage, it is not clear. The
students reads the poetry [and] epics s/he is forced to memorize telling the
heroism of Turks with great passion and experiences certain feelings by
characterizing herself with the victories and successes in these texts. Or, she
sings along the marches sung together in the ceremonies for national holidays
with great enthusiasm. Still, an Armenian student senses that she is different
than the majority somehow; however she lacks the conceptual level to explain
this fully. For example, she starts noticing the school she is attending is
different when she starts saying the name of the schools in her environment
outside of the school. Her name, her school’s name, Armenian language taught
in school, all of these strengthens the perception of the child that she is
different than the others.

536 Jenlink and Townes, 2009, p. xi.
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In middle school and later high school, the student is now mature
enough to differentiate these -this maturity stems from being experiencing the
difficulties of living as an “other” from early childhood- however the student
cannot tear away herself fully from the values aimed to be internalized through
curriculum through the elementary education. During such activities, the voice
of Armenian students has always to be the loudest and with more enthusiasm.
The practices applied in all schools such as the ceremonies organized at
schools for national holidays, Our [National] Pledge repeated every morning
for long years or national anthem ceremonies repeated in every Monday and
Friday are applied in Armenian schools with such strict discipline. School
principal can make [students] repeat the anthem over and over again if he
thinks that it is not sung with enough enthusiasm.

The source of this situation, [as we covered] in the third chapter of our
study, is the result of the suppression ongoing for almost 80 years [at the hands
of] Turkish chief deputy principals and Turkish and Turkish culture classes
teachers with their mission in Armenian schools and their sense of duty and the
fear from this suppression. “Persons from oppressed cultures tend to live in a
world that does not value them, marginalizes their efforts, erases their history,
and silences their voices.”>*” Armenians got silenced in their schools instead of
singing enthusiastically the songs telling their own identities. How do the
Armenian students who knows the glorious Turkish history by heart while
being unaware of the history of their own ethnic identities, who can express
themselves in Turkish language very well while having difficulty in Armenian
language classes, who have been starting the day every day in schools for years
by saying “I am Turkish, I am truthful, I am hardworking” and who “gifts his
existence to Turkish existence” live their Armenianness? The middle ground
for Armenian students living in Turkey be it attending to Turkish or Armenian
schools is that similar to how Turkish identity is spread all over the country as

the dominant element, it is also spread to every corner of schools.

37 Cooper et al., 2003, pp. 92-3.
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7.4. Comparative evaluation of the effects of different education
experiences of the participants in Armenian schools on their identity

formation

In our study, we determined whom the student participants would consist of
and on which standards we will classify them considering that we can evaluate
the relationship between Armenian identity formation and Armenian school
best through the comparison of Armenian students who have not attended an
Armenian school ever, or attended Armenian schools for a while and Turkish
schools for another. In this chapter in which we will evaluate comparatively the
students divided up in five groups, students who had the criteria determining
the first four groups and students who do not have any of these criteria as the
fifth group are organized as such:

1. The first group consists of students who were in Armenian school from
primary school up to high school and who are currently in their last
year of high school.

2. Second group consists of students who started their elementary or
middle school education in Turkish schools and transferred to Armenian
schools later on.

3. Third group consists of students who started their elementary or middle
school education in Armenian schools and transferred to Turkish
schools later on.

4. The fourth group consists of students who have graduated from
Armenian schools. The interviews with people in this group were
conducted to get an impression of what kind of awareness they
experienced about their identity as a result of their encounters with
being the "other" at work or college or another institution after
graduating from school.

5. The fifth group consists of Armenian students who have unique

characteristics and thus cannot be evaluated under the first four groups.
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7.4.1. Armenian identity perception and Armenian schools perception of
participants who were in Armenian school from primary school up to high

school and who are currently in their last year of high school:

There are five Armenian schools which teach at high school level in Istanbul.
Students we interviewed for our study are senior year students in 2016-2017
Academic year in Private Sahakyan Nunyan Armenian High School, Private
Getronagan Armenian High School and Private Surp Hag¢ Tibrevank Armenian
High School.

All of the senior year students we interviewed with responded the
question “do you identify yourself as Armenian” saying yes and did not see the
need to present [further] explanation. Only Arat among these students felt the
need to explain and said:

Yes I do. Because we are a different ethnic identity living in Turkey, mostly
when I am asked about my name, when I say Arat, there is a feeling of
strangeness. They ask what are you, I become obliged to say Armenian. I say |
am Armenian. I don’t feel bad. I [self] identify in accordance with the land I
was born in, with the traditions of my family. Actually, I don’t have desire to
adapt myself to an ethnic identity much. But because I am a suppressed
minority in Turkey, it tips the scale for now.

The student started to respond the question about whether he self-identifies as

Armenian or not by exemplifying with his name causing strange feelings. That
his name as a fundamental character of his Armenian identity creating strange
feelings among other people brings along the inevitable question next: What
are you? Being obliged to say he is an Armenian after questions like who are
you, where are you from does not bother him as an Armenian, what bothers
him is that right after he says his name he has to face other question and
indicate his ethnic identity.

At an interpersonal level ethnic differences can be marked in a number of
ways including a person’s name (first names and surnames) ...young children
first come to develop an awareness of these ethnic markers and consequently,
they begin to identify themselves with one community.**

538 Paul Connolly, 2003, p. 170.
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To this situation experienced constantly by the majority of Armenians living in
Turkey, some respond with saying I am Armenian, some reacts with trying to
ignore the question in order to hide their identities and some reacts by lying. A
comment on where the forms of these different reactions stem from is possible
of course with evaluating multiple elements in various aspects. However, what
is common is that Armenians living in Turkey are labeled as “foreigner”, “not
Turkish” in the social mind when they say their names. Children who are
marginalized the minute they say their names reach the awareness of their
ethnic identity and difference and then they recognize that they experience
similar things in different characteristics in other situations. Then, in which
situations the students recognize their Armenian identities more?

Students gave various answers to the question “When do you feel an
Armenian the most?” which we asked to understand what type of experiences
caused students to feel like an Armenian. However, the common ground for
students is that they feel like Armenian when they are able to live Armenian
language, religion and culture:

Participant Belinda who is from Mardin Derik feels like an Armenian
the most in choirs, schools activities and holidays. By saying “Also, our
weddings are exactly haygagan (Belonging to Armenian) weddings” she
indicated that she feels like an Armenian in weddings as she comes from an
origin which still maintains Armenian culture in weddings. The characteristic
of the majority weddings of Armenian living in Istanbul today is not
“haygagan” and weddings occur with celebrations away from the Armenian
traditions, adapt to the day, in the form determined by the majority. In Derik
weddings in which Armenian songs are sung and dances are performed, on the
other hand, the enthusiasm stemming from the mutual language and music
reminds the student that she is “hay”.

By saying when I am at the church or in community dinners, another
senior year student Ararat, similar to other students in this group, indicated that

he feels more Armenian in spaces where there are Armenians. Ararat also felt
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the same way in the 50th anniversary celebrations of his high school. “The
other day there was the activities for Sahakyan’s 50th year, there also, for
instance, was a more feeling of belonging.” Another participant Hinazant feels
himself like an Armenian when he is around Armenians. “The feeling of calling
underpants ‘vardik’ gives a really nice feeling to a person. For instance, my
family is from Diyarbakir, they don’t speak much Armenian. They don’t know
what ‘vardik’ means but I feel comfortable when I am using the word at home
around them. I feel comfortable in the Hay community too.”

Participant Sevan feels most “an Armenian when 24 April is
approaching or passed”.

But I have been feeling more in the past couple of years, I think due to the
pressure on us, willingly or not, my Armenian identity revealed more. My
worldview has also changed a bit too of course. Reading news, books. Last
couple of years, we grew up more. We could look at the events more
differently. By looking into the pressures on me, I could see the history [and]
what is happening today better.

Sevan experiences the awareness about his ethnic identity directly due to the

pressures on Armenian identity. Whether he wants it or not, his Armenianness
is being reminded to him. As he grows older, the opportunity to experience and
understand the results of being an Armenian in society aroused. This pressure,
according to Sevan, is felt constantly.

For instance, living in our country as a non-Muslim and Armenian is not that
easy. Hearing insults on social media 24/7, besides while there are insults on
you when you are not talking, this pressure is being felt. Not being able to call
your father dad mama kuyrik outside, when feeling the pressure like that, I
feel more that I am an Armenian.

Actually, ethnic label is not just about the names. Speaking in Armenian

language is also an ethnic label. Even calling your sister “kuyrik”, referring to
them in Armenian language is a cause of reservation. Getronogan High School
senior year student Arat indicated that he feels like an Armenian most in 19
January and 24 Aprils. According to Arat the murder of Hrant Dink has become
a turning point for Armenians.

Because Hrant is a turning point, because the reason I talk here and the reason
I can talk here is Hrant, I self-identify as Armenian most in Hrant
demonstrations and when 19 January approaches. For instance, I was self-
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identifying as Armenian when I was resisting at Hrant’s camp (Camp Armen
Resistance).
What kind of a transformation the Hrant Dink assassination created in the

identity of Armenian youth can be a topic of a whole different thesis. However
what needs to be highlighted here is that there is an awakening among
Armenians living in Turkey regarding the Armenian identity in the last decade.
The political awakening among Armenian youth since the murder of Hrant
Dink also led to a cultural and identity-based awakening. A political ethnicity
has become evident after the Hrant Dink murder. The youth has come out of
their invisibility, politicize their identity and started to adopt a new position.
This of course has reflected on student in schools, especially in high schools. In
Arat’s narrative from which we can conclude that he participated in
demonstrations and Camp Armen resistance, we also witness a resistance
regarding Armenian identity which has remained silent for years. Moreover,
commemorating 19 January and 24 April together turned into a symbol
showing that the massacre is ongoing since 1915 for Armenians in Turkey. In
that sense, Sevan as an Armenian youth in senior year in high school represents
the identity-based awakening, liberation and struggle in schools.

Senior year participants who attended Armenian schools from
elementary school to high school answered [about] the relationship between
schools they attended till almost age eighteen and Armenian identity in various
ways. To the question “do you think attending Armenian schools have any
effects on Armenian identity formation, if so, how?” the majority except for
one student responded positively. For students who think that the schools had a
major impact on Armenian identity, there are many reasons for that. According
to senior year student of Sahakyan High School Belinda, schools have
importance not only in Armenian identity formation but also socially and in
terms of language. The common atmosphere at school, which she described as
we have unity [and] togetherness, leads students to perceive each other as
siblings. Moreover, social activities in schools are numerous and the youth get

closer in church choirs. Besides the choir, Armenian schools as institutions in
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which [students] come together in various activities [with students] from other
schools affect students both in terms of identity and language and social
aspects.

Armenian schools with its character bringing the youth together
socially, too, create a feeling of fellowship and trust among students. This
feeling is a feeling created by being alongside with other Armenian minority
students. They trust each other, because they know that they are different than
the majority. The number of people who would go to church with them is really
low in Turkey and being together with the people from that minority, to get
socialize [together] provides them to maintain their identity [and] live their
identity not alone but together.

Ararat who indicates how important getting education in Armenian
schools for Armenian identity by saying if I didn’t attend Armenian school, I
would have known my culture, myself, my history, highlights him grows up
learning his history [and] culture: “Do not forget, do learn, do know what
happened. I would not know Rober Haddecyan as an author if I didn’t attend
Armenian school for instance. You know your own culture. Armenian history is
taught. One gets improved more.”

According to Tibrevank High School senior year student Hinazant, the
base of Armenian schools is Armenian identity already. “Simply saying”,
because it is a place where you can learn Armenian, the school is built on
Armenian: “Everything is built on it; it is how the base is laid. Simply saying
Armenian as a language, you start with the language.”

According to Arat, schools give religious, cultural, traditional all types
of education. This leads them to know more about Armenian identity: “You
must have seen the Armenian feminists’ photos on the walls, simply saying,
everyone celebrates each other in the holidays, if I didn’t come to this school, I
wouldn’t have known this tradition or it would be limited only to my family.
But me being here, among ourselves, it is really important.” Similar to other

senior year students, Ararat, too, highlighted that being together has a great
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importance in their experience of the identity. Spaces like churches and
associations where they can socialize outside of school are already part of the
schools. Also, according to Ararat reading Armenian authors in Armenian is
another very important effect in identity formation: “For instance, I participated
Taniel Varujan event. For instance, if I didn’t attend an Armenian school, I
wouldn’t have had information about Taniel Varujan or because I wasn’t able to
read Armenian, I wouldn’t be able to reach sources.”

According to Tamar, in the issue of identity-formation the most
significant gain is language, to be able to learn the language. Moreover, you
reach the sources of the culture with language, the school provides you the
possibility to live in that culture and you learn [many thing] including the
holidays. “Armenian culture, all of it is implanted in schools, I mean family has
contributions too, [but] the majority is in school. The holidays. Without the
schools, maybe I wouldn’t have known that there was such a holiday. It was
told first in kindergarden. I learned it in elementary school.

What Tibrevank High School senior year student Sevan said is [more]
striking relative to other students’ answers. According to Sevan, schools have
no impact on the identity:

I don’t think it had an effect on identity-formation. I have acquaintances. I also
know people who attend the school and distant to Armenian identity. It didn’t
have a negative or positive effect on me. It only changed a worldview of mine.
There are people among my acquaintances who regret attending Armenian
school, too. On the opposite, there are also those who are really happy to
attend Armenian school. It is not about forming an identity. They find it
ridiculous to get education in Turkish curriculum in Armenian [language].

These last two sentences are really important. It shows the success of
assimilationist politics in education field in Turkey. The student is one of two
who said that the schools had no impact on identity formation. However, what
the student doesn’t see and we need to highlight in our thesis is that Turkish
national education system finds it appropriate to apply curriculum which is
prepared with the aim to create Turkish identity. Armenian students who learn
Turkish identity and culture, the Turk’s heroism and epics in Turkish language

in Armenian schools which is one of the most important institutions where they
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can live Armenian identity cannot learn Armenian identity and culture,
Armenians’ heroism or epics in Armenian language even if they are at an
Armenian school. The curriculum does not allow this. We see that the student
has a sensitivity toward the loss of identity caused by this situation when he
talked about people who found learning Armenian in Turkish curriculum
ridiculous. There is anger in this sentence because there is an insurgency to be
forced to learn Armenian in Turkish curriculum. This is an unjust situation and
this unjust situation does not allow Armenian schools to have an effect on
identity formation any more. In fact, Sevan’s commentary on schools [and]
students is a commentary showing how great the effect of the schools on
identity. Sevan’s sentence [saying] “it only changed a worldview of mine” is a
sentence telling that the base of what creates one’s self is already his
worldview.

When we pose the question “In your opinion, what does it mean to be
an Armenian living in Turkey?” to the participants who are high school senior
year students, we see that the main axis in answers focuses on prejudices and
negative sentiments of the majority of Turkish society regarding Armenians.
According to the participants, Armenians as a minority group living in Turkey
is a group have to hide their names [and] whose identities are turned into an
insult. According to Getronagan High School senior year student Arat,
Armenians in Turkey face oppression in many fields:

For example, when I go to prep school, when they see my cross necklace, they
can mock me asking what it is. They make fun of your name. The moment you
say you are an Armenian, there are those who try to exclude you immediately.
Armenian is used as an insult. They define Armenians as dirty, foreigner, those
who lie [about] the genocide.

Belinda says that it is so hard to be an Armenian in Turkey. Belinda who

indicated they are being regarded as strangers despite their 3000 years long
history on these lands tells that people continue to ask Armenians where they
come from despite all this and when she attempt to explain they do not
understand because they are ignorant and bigots: “When they ask where are

you from, when I say, I am from Mardin, I am from Yozgat, you are Armenian
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how come you are from here? You tell, they don’t get it. The question you are
Armenian but are you a Muslim drives [me] crazy.” Keeping in mind that the
mindset of Turkish society about Armenians is created in schools through text
books, we can say that Turkish society is uninformed about the history of the
geography they live on. This un-informedness which we tried to explain in
appropriate sections in previous chapters is built on the conflicts of a fabricated
history narrative created since the establishment process of the Republic of
Turkey. The mindset which mentions the peoples living in Anatolia other than
Turks only as enemies or traitors is a result of dehistorification of Turkish
society today.

According to Hinazant, Armenians in Turkey face discrimination due to
the ignorance of the society. According to Hinazant who says he feels this the
most when he is on social media, this situation will never change: “I think
people are really ignorant. While reading those things they write, those
prejudices, the things they do not know about, I get so sad that I am not able to
understand how they do not know, this would never change I think.”

The positions that ethnic minority pupils might choose are hence always
embedded in structural power relations. They face ethnicized or culturalist
images about themselves that depict them as representatives of otherness, and
their personal performances tend to be assessed from such angels of
collectively defined roles.”’

The participant Belinda learned that Armenians in Turkey lack certain rights in
a dialogue she entered when she was a child: “My father has a colonel friend, I
was really little, I was 7 years old. He asked ‘what do you want to be [when
you grow up] I said I want to be a pilot. He turned to me and said “You are
Armenians. You are forbidden to be pilots.” I never forget that. Only thing I
said was [I wish] I wasn’t an Armenian. They even turn Simon the Architect
into Sinan the Architect, we live in a country like that.” This experience of our
participant who learned that she cannot do everything that she wants because
she is an Armenian when she was seven years old is the only feeling that

created the feeling of “I wish I was not an Armenian” in her. She has a

53 Baumann et al., 2004, pp. 309-310.
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profession that she really aspires to be, however it is forbidden because she is
an Armenian. She indicates that she cannot forget this first day when she
learned about the difficulties her identity brings along in her child mind
because of that. Moreover, the example of Sinan the Architect she gave is an
example that shows the opposite side of the ethnic label. The power this time
intervenes in identity and the ethnic symbol of the identity by Turkifying the
names of the people whom they want to include in Turkish identity [and]
whom they find appropriate to be a Turk.>*°

According to Arat, their involvement in organizing in schools is [based]
on their identities. He says that when they come to school first, they are bound
to each other based on the school. “I felt alone when they mocked my
Christianity in the prep school. I had an Armenian friend; he wasn’t in our class
anyways. They were coming down on me; they tried to make me get
grounding. They were trying to make the teacher to give me extra tests on

Armenian gangs. [ think being strong and engage in struggle if you have a

340 Here, the example of linguist Agop Dilagar who is an important Turkish linguist

and accomplished really significant work in Turkish Language Congress can be given.
His last name was given to him by Atatiirk. His real last name is Martayan. However,
the label ‘yan’ which gives away his ethnic identity in his last name disappeared and
the last name of this Armenian citizen who, ironically, played a key role in the
development of Turkish language was Turkified. Another striking thing here is that in
the works of Agop Martanyan in Turkey, his name is titles as “A. Dilacar”. Agop is
contrained into an “A”. The dot next to “A” determines its boundary. The rest after A
is not allowed. Agop Martayan/ A. Dilagar. What gets materialized in this name is that
the difference between the usage form of the name and the old one has a summarizing
character for the politics of the founding cadre who tried to create Turkish identity.
Another characteristic of this name which includes multiple symbolic elements is that
A. Dilagar gave Mustafa Kemal the last name Atatiirk. Dilacar who started his workd
on language at the end of 1920s published his earlier works in a journal publishing in
Armenian at the time. In the periods where Turks had no work on Turkish language,
the articles which started to be published in Armenian in an Armenian journal were
recognized prior to Turkish Language Congress and were translated and presented to
Mustafa Kemal. Mustafa Kemal who was really impressed by these articles invited the
author to the first Turkish Language Congress. Martayan whose [involvement in the
congress] was announced in the newspapers of the time with the headlines “Agop
Martayan comes to Istanbul for language congress” and who was met with a great
crowd filled with enthusiasm in a sense is an Armenian linguist who in a sense had a
role in creating Turkish identity by contributing immensely to Turkification of the
language (cf. Kaya, 4. Dilagar, 1982).
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group alongside with you. If I am alone, I get lonely and upset, it turns into an
internal courtroom again, it makes me angry.” According to Cockerham,
“minority teenagers were the majority in their schools; self-esteem was higher
than when they were in the minority (Cockerham, 1979).” 3*! The end of
schools of Armenian community which is an introvert society affects an
Armenian student more than other majority students also due to this
introvertness. Due to the unique structure of the minority schools, getting out
of the protective walls [of the schools] can be likening to getting out of a
mother’s womb. Because this turns into a re-birth. To be aware of your identity
thanks to and through the other, you need to interact with the other. According
to Arat, “The life starts after Armenian school. Here you are protected here
from kindergarten to high school except from a couple of teachers. When
outside, you face discrimination. For instance, some of friends who graduated
last year went to public universities and they may face problems due to their
faith.” The space an Armenian student meets his own other is the outside of the
school. Thus, according to Arat, the life starts after Armenian school. This
interaction does not occur inside the introvert Armenian school as much as
outside. Where the first “outside” is for students who attended Armenian
schools till high school is also really important. The first “outside” for students
in this group is mostly the prep schools. After graduation, the first “outside”
can be the place of work, university can be your first “outside”. Like the
student indicated, many of his friends faced discrimination when they started
the university. This first outside issue is a really differentiating experience for
Armenian students who started their education in Turkish schools and later
transferred to Armenian schools. These students who have been “outside” since
elementary school experienced their interaction with their other in a really
early age. Because one realized the results of their own ethnic identity when
they interact with the other, the first meeting with the “outside” leads to the

creation of different identity perceptions for them. Thus, the identity is re-

341 Spencer and Adams, 1990, p. 300.
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realized again and again every time with [interacting with] each ‘other’. Even
though the identity’s flow differentiates with everyone’s experience of outside,
at last all students unites in the same flow as they are always “outside” when
they start their life. However, of course in what age, in which environment, and
in which ways they experience the “outside” provide many hints about their

identity perception.

7.4.2. The forms of Armenian identity perception and Armenian schools
perception of participants who started their education in elementary of
middle school in Turkish schools and later transferred to Armenian

schools:

All of the students in this group responded positively to the question “Do you
self-identify as Armenian”. However, Talar among them presented a different
approach about this issue. She indicated that it is hard to self-identify as
Armenian without knowing Armenianness, identity, culture: “I mean I do. I try
to learn things about Armenian culture. It is hard to self-identify without
knowing. You don’t know what you are. I read books from Armenian literature.
I have difficulty using Armenian as I know a little.”

The reasons why Talar who believes that to be able to self-identify as
Armenian she should know the culture and language made such a comment is
that she grew up distant from Armenian culture and language and he
transferred to Armenian school after she got education in Turkish schools. She
doesn’t see the right to self-identify as Armenian yet. Her comment on her
difficulty in language stems from that she doesn’t people who cannot speak
Armenian as Armenians. She cannot speak the language well yet; she is not yet
“fully Armenian”. Because there are not Armenians in the city Talar grew up
in, in her circles and in schools. People around her do not speak Armenian but
another language. They do not know anything about Armenianness and in fact,

according to Talar, she was not much different from those people for years. She
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cannot speak Armenian till she transferred to Tibrevank, moreover, she doesn’t
much about Armenians. Only thing she knows is that she is an Armenian. She
is a Christian. She is different. She can recognize that she is different religion-
wise. But identity-wise, she is not any different than the majority. Talar who
understood that she would lose her culture and identity; she would assimilate if
she stayed in the circles she lived in migrated to Istanbul to be able to attend
Armenian schools. She has relatives in the city she is from who converted to
Islam and covered their hair. She doesn’t want to be like them. Thus, Armenian
schools are the only space where she can learn culture, identity and language,
where she can exist safely, where she can take refuge, where people would
accept her. The focus of Talar on the necessity to have the knowledge of culture
and language which she considers as the determinants of self-identifying as
Armenians or not can be seen in the answers given to the questions by all
student who come to Armenian schools later on.

Moreover, another common characteristic from students in this group is
that they perceive the school they transferred to as a familial environment.
They are now with their siblings. They are not being excluded now. They are
not humiliated. They find the Armenian identity which was made forgotten
since the early years of their childhood. They feel like they belong to
somewhere. They are not being insulted because they are Armenians. On the
contrary, they are among people who take pride in it. Thus, there is bond
among students who came to Armenian schools after their experiences in
Turkish schools to Armenian identity which is more than the other students.
Their feelings are intense. They are lucky that they can be a student of the
schools.

For instance, Lusin from this group answered the question “When do
you feel like an Armenian the most” saying “all the time”: “There isn’t the
most or the least. When I was in Derik, at school, they called me foreigner

foreigner all the time.” For Lusin, there is no more or less of feeling like an
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Armenian, being called foreigner constantly in her school in Mardin reminded
her constantly that she is an Armenian.

Talar started his answer by saying “I get happy when I speak Armenian
fluently”. Due to the importance he attributed to language proficiency, seeing
he is able to make Armenian sounds creates happiness for him. Moreover, Talar
did not know anything about the genocide before coming to the school. He
never heard what the genocide was. He learned about it for the first time at
school.

In the genocide anniversary, to be a few while [we used to be] many, it raises
my nationalist feelings. These feelings increased after I started the school. My
family used to go somewhere on genocide day, but I wouldn’t know. It was
done to us, but I didn’t know what it was. They didn’t tell me fully. Now we
can talk [about it] as if I am of their same age.

Whereas, some of the students who attended Armenian schools from

elementary to high school do not perceive Armenian schools and Armenian
identity with such intense bond. Of course, they have a sense of belonging to
their high school as the place in which their childhood and teen years have
passed but this is not lived as in the case of the students who came to
Tibrevank School later on. Engin Can tells that when he felt like an Armenian
the most was the times when he was in Adana. “In Adana, I used to feel more
because I was a minority. Here among Armenians I don’t feel like a minority as
much as Adana. In whole Adana, there were 3 families.” This participant of
ours feels more of an Armenian when he faces the other. When he is outside of
the school, this feeling elevates further. Other participants in this group, on the
other hand, feel more of an Armenian when they are on spaces in which there
are Armenians [and] Armenian language can be spoken. [The feeling of Engin
Can] is a feeling which resulted from a personal factor that is being a part of
one of three families remaining in Adana. Even though he was named a Turkish
name, he felt more of an Armenian in Adana. His name being Turkish did not
prevent him being considered a minority. Being a few quantitatively played a

major role in creating [these] feelings.
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When we pose the question “do you think attending Armenian schools
have any effects on Armenian identity formation?” to the group consisting of
participants who came to Armenian schools later, Lusin answered saying “of
course it does” and continued as such: “I think it is a good thing. [One] loses
their identity in normal schools. [One] forgets their own culture. [One] mixes
in with the dominant culture.” These students think that they maintain their
identities as they experienced that they were losing their identity in Turkish
school and [thus] they came to Armenian school.

One of the students Talar indicates that they can be intertwined with the
culture in school: “Because people around me are also Armenian I can say that
now [ become fully [Armenian].” In this sentence, too, we see that the
understanding of fully Armenian partial Armenian still continues. Talar feels
like “fully Armenian” among other Armenians in Armenian school. Engin Can,
on the other hand, highlighted the importance of schools on identity formation
because they are places where they can speak Armenian. The importance
attributed to Armenian language in this group is revealed with this answer, too:
“We have to speak Turkish outside. Because the language is the agent of the
culture, speaking Armenian in Armenian schools can form identity. Celebrating
holidays in schools is also a culture agent”

To the question “In your opinion, what does it mean to be an Armenian
living in Turkey?” Lusin responded saying that she was excluded in Adiyaman
before coming to Istanbul. Moreover, according to Lusin when you attend to
Turkish school, you start feeling like a Turk: “You get excluded. When you
attend Turkish school, you start seeing yourself as a Turk. My cousins are there
but I don’t want them to study there, one of them will come here next year,
another one considers coming here, I draw them all here.” She wants her
cousins to attend Armenian schools, too. The reason why she doesn’t want
them to attend Turkish schools is that she believes that they will become

Turkified if they stay there. Because this is how she felt in Turkish schools.
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Talar answers this question, “There are people who insult and shout on
the streets without knowing what Armenian is. It is hard, I feel weird and
strange. What would she do I wonder if she knew I was an Armenian.” [and]
she tells that being an Armenian in Turkey is hard and a weird experience.
According to Talar people might hurt her if they know she is an Armenian.
Because these people insult Armenians. However, Talar doesn’t want to hide
herself. She wants to live his identity “overtly”. “I hide my cross on my neck.
My mother warns me when I am going outside saying hide your cross. I want
to walk around wearing my biggest cross. Just like Muslims who can say I am
a Muslim loudly. Because I hide it so much, my feelings increased.” Being
obligated to hide her identity increased her feelings year by year and she wants
to live his identity at least now that she is in Istanbul.

Engin Can indicates that they are minority in Adana whereas the
Anatolia is Armenian geography. Muslim people in Adana think that
Armenians do not believe in God: “These are our lands. I am from Turkey but
Anatolia is an Armenian geography. When I was in Adana, when I said I am
Armenian, they used to tell me you don’t love God. I was trying to tell people
that we believe in God.”

To the question what does it mean to be an Armenian, Lusin responded
by saying “thank God I was born an Armenian”, Talar “It means the revival of
a dead language. The language is disappearing. Schools are closing. In one
class, four people including me and my sibling get education. We are dying.”,
and Engin Can “Being Armenian included many things. I can think of pain and
longing. We already see it in our songs in our culture. Being an Armenian is too
long for your homeland.”

To the question “As an ethnic minority, do you think you face
discrimination in the country you live in?” Lusin responded by saying “Yes. |
get upset. [ am always the only Armenian. Kurds used to call me Turkish when
I said I am an Armenian.” We see here again the issue, which we frequently

touched upon, of how the other’s identification of you affects your identity.
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Lusin is included in this general finding however she also differentiates from
others at the same time. Because this time she is considered Turkish by Kurds
in the city of Adiyaman where Kurds predominantly reside. Because,
Armenians living in Turkey are Armenian around Turks, Turkish around Kurds,
Turks around Diaspora and Armenia Armenians and Armenians around
Armenians living in Turkey.

For Armenian students attending to Turkish schools in Turkey, it is
impossible to hide their names in classrooms or in their schools during their
times at school. If the name on their identity cards is not a Turkish name, they
get the attention and curiosity of the whole class and the teacher right in the
first attendance. Before you try to hide it, your identity gets revealed with your
name. The reaction that the students and the teachers give to your name gets
into another level when they learn that you are an Armenian. Even if you
manage to explain why your name is foreign without revealing that you are an
Armenian, the label “foreigner” is put on, and when you cannot hide your
Armenian identity, as evident in the interviews also, you either seclude yourself
in school and don’t talk to anyone or if you have the chance to drop out, you
do, and as we exemplified in our thesis, you transfer to Armenian schools.

One of our participants who continued to Turkish school in the
elementary level in Izmir managed to hide her Armenian identity as her name
is a name also used in Turkish. However, this constant hiding affected her in
very different ways. This student who had to take the religion class was
exposed in this class in which Islam is taught to the narrative that non-Muslims
will go to the hell and even if other students didn’t know, she was affected by
the narratives negatively as a Christian. This student who had psychological
problems in early ages hid this situation from her family for a long time until
when finally she talked to her father about it and moved to an Armenian school
in Istanbul. This same situation in which the Armenian children avoid to talk to
their parents about their experiences of mistrust and fears in Turkish schools is

commonly observed in other cases as well. When another participant who
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transferred to a Turkish school in high school level told about the
discrimination she faced, although she knew that she could leave the school,
because she chose to come to Turkish school, she had to hide the consequences
of her Armenian identity this time. For all students we interviewed with, which
schools they were attend to at the elementary level was determined by their
parents. However, when they reach the age and status to decide, they were
given the right to voice their opinion. The name takes a different turn for those
who attended to Turkish schools first and transferred to an Armenian school
later. It is also the case for students who transferred to Turkish schools after
attending to an Armenian school. That they are marked as different and other
through their names is an early experience for these students. That life starts
after often graduation is not value at for them since their life can only start after
they move to a Turkish school.

Similar to the majority of participant students, Talar mentioned the
sadness she feels about the Turkish society having prejudices against the
Armenians. “If it is language, religion, race that separates us from you, damns
it. I am proud if that is what separates us. I feel sad that they think that way. I
try to present myself well to change the prejudices.” What Talar says is a
common situation among Armenians. Armenians feels the need to prove
constantly that they are good in Turkey. It is the expression of discomfort as a
result that Armenian is not trusted, they are perceived as enemies. The
Armenian is bad already in Turkey, if they behave in a way that would feed
into this prejudice, they would be both Armenian and bad. Meaning, they
would be the worse of the worse. Every careless (!) behaviour they have would
be attributed to all Armenians.

Another unique character of students transferring to Armenian schools
later stems from that they live the boarding school experience. They are
boarding students in Kalfayan if they arrived Istanbul in middle school,
Tibrevank if they arrived in high school. They stay day and night with students

who came from various places in Anatolia just like themselves and who had
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similar experiences. This is another element that leads them to see the school as
family and their friends as their siblings. Their school is a cozy home for the
students to be able to take refuge.

Due to this and many other elements we mentioned above, the
perceptions of identity, Turkishness, Armenianness among students who
transferred to Armenian schools from Turkish schools are much more different
than the students who transferred to Turkish schools after Armenian schools.
The student who transferred to Armenian school after Turkish school realizes
that she is an Armenian among the other since elementary school. However the
[group] who grew up with Armenians and attended Armenian schools first
experiences a deeper identity crisis when she switches to Turkish school. When
she leaves the Armenian school which she sees an a bubble at high school level
faces her first experience of discrimination, or say, the outside during her
adolescence. The self-perception during adolescence which is a sensitive
period in which their identities can be hurt the most faces exclusion instead of
acceptance. On the other hand, students who transfer to Armenian school in
high school, as they go through this stage earlier, enter a space where they can
live their identity freely and the ethnic identity formation occurs with a more
feeling of belonging. They are exposed more to double-identity when they are
students in Armenian school in elementary school and they cannot recognize
the difference of their identity. Whereas those who switched to Armenian
schools later approach their own ethnic identities and Turkish identity knowing
that they are under the oppression of a singular identity/Turkishness in
elementary school. Levon who attended Armenian elementary and middle
school: “I wasn’t able to differentiate the Turkish-Armenian difference till a
certain age...There weren’t many Turks, I had some [people] my neighbours
and such but I wasn’t able to recognize that it was what it was, I wasn’t able to
comprehend what it meant I mean.” Whereas those who started the life in

Turkish schools do recognize the Turkish-Armenian difference very well.
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7.4.3. The forms of Armenian identity perception and Armenian schools
perception of participants who started their education in elementary of
Middle school in Armenian schools and later transferred to Turkish

schools in high school

Due the low number of students in this group as part of our study, the
interviews with the students will be evaluated differently. Although they are in
the same group, because each student’s experience is different from one
another (like from which Armenian school to which Turkish school) the
interviews with the students occurred more like interviews in which the
answers brought in more questions. Thus, the evaluations will be mostly in the
forms of dialogues.

The student who attended Sahakyan Nunyan Armenian High School in
kindergarten and first and second grades in elementary school transferred to
Levon Vartuhyan Armenian Elementary school after third grade. The student
who attended Bezciyan Armenian School in middle school later transferred to a
Turkish school, Bakirkdy Female Vocational High School. The student changed
four schools from elementary to the end of high school. Even the experience of
attending three different Armenian schools till 8th grade in itself differentiates
the evaluation about the student’s identity perception and put it in a special
place. We witness the identity crisis starting from the very first question we
asked the student, “Do you self-identify as Armenian”:>*?

+ Do you self-identify as Armenian?

- I feel in-between.

+ What kind of in-betweenness?

- I mean I am both Armenian and like I am not an Armenian. A different

place I mean as an identity I cannot say I am fully Armenian but I

cannot say [ am Muslim at all. I am in such in-betweenness. Let me say

that.

%2 Here and in later dialogues, ‘+” indicates the interviewer and ‘- is the interviewee.
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+ Well, in this in-betweenness, when do you feel like an Armenian the
most?
- When there is a group which faces injustice, then I pull my Armenian
identity.
+ An injustice against Armenians?
- Against Armenians, Alawites, Kurds... When there is injustice to any
minority, my Armenian identity surfaces.
+ Do you think attending Armenian schools have any effects on
Armenian identity formation, if so, how?
- I mean of course it does, I started drifting away from this identity
slowly after I started high school. I mean I started to feel like I am not
an Armenian. [ was present in such an environment at a really early age,
like I attended schools where Muslims did. I think it has advantages, the
period between kindergarten to the day to high school is really nice but
families isolate that environment a lot. I mean it also creates a
contradiction to provide dialogue only with Armenian people when you
go to another place.
+ So, you started not feeling like Armenian when you started high
school?
- Yes.
+ Meaning, after Armenian schools were done?
- After, yes.
She developed an identity that was neither fully Turkish, nor fully Armenian.
This borderline identity has prevented her from full participation in both
Turkish and Armenian society. She cannot say completely what she is. Erikson
defined identity as “the ability to experience one’s self as something that has
continuity and sameness, and to act accordingly.”>* Conversely, Erikson also

asserted that in addition to “gaining a sense of who we are, our identities are

543 Erikson, as cited in Cooper et al., 2003, p. 42.
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formed by the process of discovering who we are not.”>** The student feel like
both Armenian and non-Armenian. However, she is sure of what she is not, she
is not a Muslim. Although being a Muslim is a religious identity, not being a
Muslim could bring the student closer to the reality of being an Armenian.
However, it seems like here religion lost its function against identity.
“Erikson’s work(1964) is usually the theory mentioned at the onset of
examining general bodies of research related to identity development.”>*’
“Although Erikson’s theory serves a foundation, some would argue, however,
that his theory alone does not explain aspects of racial and ethnic
development.”>4¢

The student indicates that she started getting away slowly from her
Armenian identity after she started high school. She identifies the reason of her
getting away from the identity as getting distant from Armenian school. The
student who defined the period after she started Turkish school with the words
“I mean I started to feel as if I am not an Armenian” is exposed to a separation

in her identity development process.

The “Who am I?” question takes on different orientations for those individuals
in the nondominant culture. Many additional considerations must be explored
and understood to fully appreciate the difficulty of developing an identity
while experiencing oppression and prejudice in social, political, and
educational structures of society.>*’

Her ethnic identity started to fade away when she started to be a student in a

school where she was constantly around Turks and later drifted the student to a
complicated identity situation. Let us remind that the student Lusin in the
previous group indicated a similar situation. Lusin said that you start to feel
like a Turk when you attend Turkish schools. However, Lusin said this when

she was a student in Armenian school at high school level and she noticed that

54 Erikson, as cited in Cooper et al., 2003, p. 9, 42.
345 Cooper et al., 2003, p. 42.
546 Chestang, 1984; Foster and Perry, 1982; as cited in Cooper et al., 2003, p. 10.

47 Cooper et al., 2003, p. 16.
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way before. Whereas Selin did not think that she would have such an
experience while she was transferring to Turkish school for high school. She
found herself in that experience with the transfer. And this expresses the lack of
a space where she can live her identity in her own terms.

Looking at this from an expanded perspective, Turkish Republic,
similar to its schools, is not a space where she can live her Armenian ethnic
identity. We also see that in her answer to the question “what does it mean to be
an Armenian living in Turkey to you?” According to Selin, being an Armenian
living in Turkey means “non-existent”. Turkey is a place where you cannot
exist as an Armenian. “It means you are non-existent. Being an Armenian has
always been reflected on my as a discrepancy, as a difference and we have
always been marginalized I have never seen a positive side of it, on the
contrary, I have always seen its disadvantages.” To the question “do you feel
more comfortable around Armenian or non-Armenians”, the student [said]: “Of
course | feel more comfortable, safer and together around Armenians. I feel
unity even if it is family or not. I feel safe around the Alawites too.

To the question “do you think you face discrimination in the country
you feel in as a minority”, Selin responded saying that they face discrimination
all the time. Our participant who said she faced it more in the period she
attended Turkish school thinks that families should also inform their children
about what to do and how to react when faced discrimination. “We face it all
the time. Especially in my high school period, I faced it a lot. I think it is a
topic the family needs to teach. What kind of a reaction to give, what to do
when faced discrimination. Should we feel that way or not? I experienced the
pain of that in all meanings.”

Selin who transferred to Turkish school from Armenian schools at high
school level thus had her first “outside” experience. She recognized her identity
she did not so while she was in Armenian school in high school environment
where it was considered as “the other”. However, she fell into a situation where

she did not know how to react to whom and to what [and] how to feel. After the
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discriminatory behaviours increased, Selin started to hide her identity in high
school. Then, she had to go the extra mile not to be recognized in school:
- I started to think that I should hide it. To avoid discrimination, I have
always taken a step back in my school life
+ In what ways?
- I tried not to stick out.
+ You didn’t walk around much
- Yes, I tried not to stick out and continued in a normal, usual life. After
graduating from school, I mean they were people I would never include
in my life, my friends there, and I never did. People similar to them, the
people of same mentality are still not in my life today. I couldn’t get
over these things after I got out of high school.
+ Haven’t you ever considered dropping out, like I shall drop out,
switch to Armenian school, why do I deal with this, what is the point; I
can learn arts in other ways.
- I couldn’t have, I had no courage. I couldn’t tell that to my family
either. I mean I couldn’t tell my family about these problems. Which, I
don’t think they know any of these thing that I told here. I cannot sit
and talk to them saying these are the things I am going through. I didn’t
talk. And they asked about it covertly, they guessed more or less but
because I didn’t raise the problem the issues, it didn’t happen. Also,
especially I got through the first year, there were more classes towards
the specialization, and you used to study more individually. You used to
be with workshop teachers, I didn’t have an issue with workshop
teachers, so even if I thought about that at least, I didn’t do it.
The student could not tell her family about the exclusion she experienced
throughout her life. She couldn’t talk about school issues with her family as she
couldn’t know how to make sense of her experiences and how to tell it even if
she thought of leaving the school. Because the school she attended was a

vocational one, she shut herself up in school’s workshop after second year. To
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the question “Do you believe in the necessity of Armenian youth to get
education in Armenian schools”, the participant responded saying “Of course |
believe, but I don’t want them to live an isolated life either. We are all here in
this world, everyone should know each other”. She wants the isolation of
Armenian schools not to be obstacle to know people “outside”. Because she
witnessed intensively for the first time how different types of people think and
react when they learned she was an Armenian right after she left the school.
Due to that, she experienced many difficulties.

To the question “if you did not attend Armenian school in elementary
and middle schools, do you think you would have had a different perception
about your Armenian identity”, she responded saying “It would have been only
on the identification card. I wouldn’t have felt any belonging.” Selin who
related her feeling of belonging to Armenian identity to being a student in
Armenian schools indicated that Armenian schools are life family and they are
closer to your identity and your family structure when she was asked about the
difference between the two schools: “The teachers in our schools are ones of
us, they are always like family, they are people who are also knowledgeable
about our family structure. They are more prone in terms of intervention. A
teacher in Muslim schools meaning Turkish school is not appropriate to your
family structure. I don’t know about their family structure. You are already
different from them culturally. So, I think they are insufficient about what to do
[how to] intervene when such a problem arises.”

Due to the experiences in two different schools, with two different
identities and with two different reactions, there are fractions in her own
Armenian identity perception in our participant. Selin, who indicated that her
ethnic identity surfaces more when faced injustice, said that she prefers to be
non-identity when such things do not happen. Being obligated to hide her
identity constantly in order to avoid the prejudicial and hostile reactions of
Turkish identity against Armenian identity, her own identity also turned into a

form of oppression on her. For that reason, she cannot feel like a fully
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Armenian, in Selin’s words, she remains “in between”. However, Selin answers
the question “what does it mean to be an Armenian for you?” as such: “Being
an Armenian means being a human, it means culture, I mean, an identity, a
really beautiful identity, just like other identities. It means to live happily
together without marginalization.” According to Selin, being an Armenian
becomes an identity in which none marginalizes anyone. In fact, for Selin,
Armenianness is to live happily together in a Turkey where Armenians are not
marginalized.

Our other participant Levon who attended Armenian school in
elementary and middle schools and transferred to Turkish school in high school
like the participant Selin continued to Yesilkdy Armenian School till 8th grade
and attended to a private Turkish school in high school. When we asked him
for an evaluation of his transfer process from Armenian school to Turkish
school, he answered as such:

My family asked me what do you want, you can go to Hay school, too.
Because I hated Armenian language, I said I would die but go to hay school. I
would die but go, i am sick and tired, I don’t want to go to hay school. Of
course, at one point I was sick and tired of hays too. It is a closed down
bubble, so the views are also more closed. That is why I chose it myself.

With this answer, we see that Levon, too, touches upon a common point made

by many students from other groups including the group Levon is part of. This
issue is the issue that students of Armenian schools feels like they are in a
closed bubble. Many Armenian families already want their children to attend
Armenian schools as they are more protective to “outside”. Families who think
that Armenian students will be safer around people of their same ethnic identity
predict that their children will face many disturbing behaviours like
discrimination, marginalization outside the school. Thus, Levon, too, was tired
of being in a continuous sameness and wanted to go “outside”. In the previous
example, Selin had many difficulties when transferred to high school as she
couldn’t estimate what she might have experienced and she didn’t know how to
respond. There are many students who want to get out of Armenian schools

perceived as a bubble and find opportunities to know better different life
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perceptions. Levon is one of them. However, there are also other reasons why
Levon did not want to continue in Armenian school. He touched upon a
situation which is unique to Levon and no other participant mentioned when he
was responding to the question “can you compare your perception of your
identity when you were in Armenian school and your perception during your
time in Turkish school?”

I had an issue when I was in Armenian school. I used to say sometimes I feel
ashamed that I am an Armenian when [ was in Armenian school. I don’t
remember why I used to say that because then discrimination was not
something I knew about much. I was uncomfortable with the tension etc in
Yesilkoy, I didn’t hear that this happens normally in other hay elementary-
middle schools. Our hay teachers would come and whisper genocide. For
instance, like, they wouldn’t constantly talk about it. Something would
happen, the conversation would reach there, like, they would say it in a low
voice. There were Turkish teachers, I mean, so that they wouldn’t hear it, god
knows where are they, they are downstairs etc. But there was a fear and that
made me uncomfortable.

Levon says that he was ashamed of being an Armenian but did not remember

the source of it. Levon is aware of the existence of a tense atmosphere but as he
said because he didn’t have an experience regarding discrimination at that age
he doesn’t understand why hay teachers hide certain things from other Turkish
teachers. It is a complicated situation for a child. Ultimately, he gets education
in a school and he has teachers of two different identities. One group is hesitant
of the other. They talk about things that other groups shouldn’t hear. Even if he
cannot make sense of all of this, he witnesses the feeling of fear which
common to everyone. The reason why he wanted to leave Armenian school is
the discomfort he feels for being in a space where people act in fear and
hesitation. His identity perception got to a whole new level when he transferred
to Turkish school. Because he was excluded in the early times by his circles in
school and he faced discrimination in multiple ways:

In Turkish school, I became more aware of my identity perception, it was
reminded. And I was thinking at first, if [ was the same with them, then I
could have discriminated against others. Thus, I felt happy that 1 was
Armenian because | was able to recognize this discrimination but I said I don’t
want anyone to live what I am going through. I don’t want to discriminate.
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During the time he was a student in the school, his Armenian identity was
reminded constantly. Thus, he became more aware what kind of an identity he
has [and] what it means to be an Armenian. However, his experiences led him
to understand what discrimination is and thus it made him happy to be an
Armenian because he is not the one who discriminates but the one who faces it.
According to Levon, those who discriminate are not aware of what they are
doing and if Levon was one of them he was not to understand this. Being an
Armenian is a good thing even just because of this. The feeling created by
being excluded affected Levon’s choices for university major. It encouraged
him to study in a department where he can prevent people to live such things
[and] where he can analyze these situations. While he always thought he would
choose a science department, he found himself in sociology in university.

Levon’s who said he felt like an Armenian the most when he was being
discriminated thoughts on the effects of Armenian schools on Armenian
identity formation are as such:

I think they do, first of all, we learn Armenian, we learn Hayeren, my family
did not teach it, I learned it at school. Also, you feel like you are the same with
people around. Like, things about Armenian culture [and] Armenian history
are taught there. We study such thing in classes be it in Armenian or in
religion. It is reminded, it is taught. And somehow you create yourself.

Levon thinks that learning things about Armenian identity while together with

Armenians has a great impact on identity formation. On the one hand, you have
your Armenian identity which you remember with the discrimination if Turkish
school, on the other hand you have an identity that you memorize by learning,
for instance, Armenian in Armenian schools. Levon comprehended the place of
Armenianness in society among these two positions: “You know the spot you
have in society too. You are minority, in the status of minority school, you are
different from people, there, for instance, you have Turkish teachers for
Turkish and social sciences, in front of them, for instance, you cannot say
things like genocide. I think you become aware of that etc.” In Armenian
schools, who isn’t Armenians is just some school employees and chief deputy

principal and Turkish culture teachers. When you are a student in the school the
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first people you face in terms of the other are actually these people. The
majority of the school has Armenian names and for example the identity you
cannot perceive much fully continues to form when you understand that names
of some teachers are not of the same characteristics. Armenian identity in
Turkey is an identity formed with the conciousness of being different.
According to Levon, being an Armenian living in Turkey is “first and foremost
is really hard and tense. It means facing discrimination. Even if you are not of
the consciousness especially in elementary and middle school, this time your
Armenian identity is something that your family reminds: “There is something
the family gives; Don’t tell anyone outside that you are an Armenian or
especially my mother used to tell me call me ‘anne’ outside, do not call me
‘mama’. Being an Armenian is something lived differently inside and outside.
Armenianness creates inside and outside itself. If you are a child, how to
protect yourself against the outside is taught by family first. More so, the
person is not fully aware if this, he shouldn’t say mama outside. He should say
‘anne’ like everybody else when outside. He is being warned to do the same
things like everyone else. This warning you get in an early age is to pass the
awareness that you are different even if you cannot make sense of it.”

Levon got education in Yesilkdy School for ten years including the
kindergarten. He has a circle which he defines as a “narrow closed box”
because there are a number of Armenians living in Yesilkoy neighbourhood.
Levon says he did not face much discrimination in these years because of that.
“But the moment I transferred to high school, then I noticed, because be it
being a Christian or Armenian, there was a discrimination on both sides, it was
reminded all the time. So, it is hard to be an Armenian in Turkey because there
is too much discrimination.” However, because the school he attended was a
nationalist school, he witnessed such behaviours more. He was even warned
about this before he started the school: “I knew about that before I started, that
they were nationalist. Other people told me that, too, ‘look, you would face

discrimination there’. For instance, like, if I went to a private school or
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something, it would have been like that there, but especially because I went to
a nationalist school it happened more.” Levon tells that he cannot answer back
and remain silent when he was discriminated: “Since my childhood, there is
this psychology, there is an approach [like] do not answer back, they kill you,
they hurt you, you would stick up more, they label you, do not answer, bear
with it and like it or not I remain silent and I cannot say anything.” To the
question do you believe in the necessity of Armenian youth to attend Armenian
schools, he responds as a person who experienced education in Turkish school
in high school as such:

They should learn and know the culture. They should be sent so that they can
learn Armenian because if the kid cannot differentiate his/her identity, if he
faces discrimination etc he may not like that. They should be sent to Armenian
school so that they can grow up in a more comfortable environment. For
example, if | had a child I would send him to Armenian school.

7.4.4 ldentity perception of those who attended Armenian schools
throughout elementary, middle school and high school and graduated

from these schools:

All of the participants in this group who attended Armenian schools from
elementary to the end of high school and almost twenty years have passed after
their graduation self-identifies as Armenian. The participants responded to the
question “when do you feel like an Armenian the most?” generally saying
when there aren’t Armenians or when there is something bad is uttered about
Armenianness. Silva among graduates responded to this question saying “in a
place where there aren’t Armenians. For example, when I say my name, when I
utter my name around the people who are stranger to my name, I say there is
something different”, whereas Suzi who graduated at the same time with her
said “For instance, I feel more of an Armenian in situations where someone
who is not an Armenian degrades Armenianness but I don’t know how much I
live it. I don’t know how to explain this but when I hear negative things I feel

more of an Armenian”. According to participant Hagop, when his name is
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asked when he enters a new environment or when he is approached by asking
where you from are you Armenian his Armenianness “is made felt in that
moment”. All these three participants feel more of an Armenian where their
ethnic labels are more visible. On the contrary to other participants, participant
Garin feels more of an Armenian when she is in environments where there are
Armenians: “I can get into that mood when I go to church”. In an event with a
group consisting of catholic Armenians as her husband is catholic, [Garin said]
“we entered this environment, there are 7-8 Armenian couples for instance,
catholic. I felt so good there for example. I said, well, it is a good feeling to
belong to somewhere.” Garin experiences a feeling of belonging when she is
around Armenians like herself and how nice that feeling is. Garin who
indicated that she was away from the church as she used live in Soganl
neighbourhood while she was a student: “for example, because I was living in
Soganli I was away from the church, when you go to the church, because you
didn’t know anyone, you would sit at the back, light your candle and leave”.
Although she was a student in an Armenian school, because she grew up
somewhere Armenians did not exist and away from the school she was
attending to, she couldn’t feel like belonging to somewhere. In neighborhoods
where Armenian schools are located, Armenian population is higher. However
because she used to live in Istanbul in a neighborhood like Soganli she feels
less of belonging to Armenianness. After graduation, she didn’t participate in
circles where Armenians are and she jumped into the business life. Thus, the
feeling she got the day where there were many Armenian couples together
turned into a special occasion for her: “I said it to my friend too, that day for
the first time I experienced the beauty of belonging to somewhere. It was a
really nice environment. Now we try to attend [to similar events] some
evenings.”

Graduate participants are also different age-wise in comparison to other
groups we covered in this chapter. Because they had more experiences with

“outside” after their graduation, it was observed that they responded to the
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question what it means to be an Armenian living in Turkey with a more
detailed analysis and a high awareness. According to Silva, being an Armenian
in Turkey is something that “makes a person face herself”:

A person also meets certain internal damages too, like even if it is not direct
what she faces, the alienation she faces, even self-marginalization can damage
psychologically but it also makes you question it. You are forced to live in a
strange awareness. It is some sort of paranoia; it is something stemming from
the experiences in the historical process.

Participant Hagop, too, brings attention to more or less similar points with

Silva: “When you are really young, and also in your youth too, it affects more
the formation of the character. It marginalizes in the classes. Armenians did this
did that. The newspapers, the news. Some people go introvert, some can
become more hung-up.” In Turkey, Armenians are exposed to negative
characterizations in classes at school, in class contents, and in media outside
schools. According to Hagop, Armenians have different reactions to this
marginalization. Some can be more hung-up and some can be more introverts.
“Some can go overboard and become paranoid. It would affect you one way or
another all through your life. If one faces prejudices constantly, if he tries to
break that in his/her social circles, it is something that takes away from energy,
it would have negative effects.” The paranoia also mentioned by Silva stems
from the distrust for Armenians and considering Armenianness as a bad thing.
The prejudices you have to face everywhere can force Armenians “to be
obliged to think deep about certain things more.” “Looking into thing
differently might lead to research; it can also be a force forward for some
people, t0o.” According to Suzi, being an Armenian living in Turkey “is not
easy” “of course”. “If you live somewhere where only Armenians live, maybe
your identity does not strengthen this much”. With this answer, Suzi makes an
important observation about identity. In a country or environment where you
are not the other, you are the majority, because you are not “different”, you
don’t get a “different” perception about your identity. You embrace you
Armenianness from different angles, too and express it. Whereas in Turkey you

always have to be different because you have to remember what your ethnic
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identity is in your daily life. According to one of graduate participants Garin it
is “hard”, even if she says “I don’t feel difficulty”: “still, you know what I have
in me, you know in that 15 July events, I was scared the most of what. I said
God, what if people get worked up, I had in mind would they break into home
on the one side too. Unfortunately I get fears like that in me.” The paranoia
situation mentioned also by Silva which stems from the experiences from
historicities can be seen here also. In a day where nationalist sentiments are on
the rise, what comes to mind is that the houses would be broken into. Be it
what happened in 1915, or 6-7 September events, the people who got agitated
raided the houses. They plundered and killed. The history of lynch culture of
this society is filled with such examples not only against Armenians but also
against many other groups. The fear whether they would break in the houses is
a fear created by the belief that “they would first plunder Armenians’ houses”.

According to one of our participants Silva being Armenian “is to have a
different expression, language, musical background, to have a different
perception, the way of love.” According to Silva, in times when she speaks
Armenians, Armenian becomes “something that helps getting out of a chaotic
process”: “When I start expressing myself in my own language not being
obligated to use the language of the country I am in saves me from chaos.” She
comes out of the chaos she experiences due to being an Armenian in a country
where she has to speak Turkish in the moments where she can speak in the
language of her own ethnic identity, in her mother tongue: “I feel like I am
speaking a foreign language when I don’t speak Armenian. When I switch to
Armenian, I can say there, my childhood is there, I have my childhood, it is not
dead.”

For Suzi, being an Armenian is “maybe a good thing”. “Maybe I
exaggerate it in my view or maybe we do, being an Armenian. If you ask
someone else they would say they are praising their race, but for whom and for
what,” According to Suzi, being an Armenian is something special. it is even to

be able to think that you are exaggerating. However, Suzi thinks that if she says
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something positive about Armenians in a county where Armenians are never
praised but on the contrary humiliated the reaction of “she praises her own
race” would come. Suzi thinks that being an Armenian is prideful character
however she cannot live it. According to Garin, Armenian identity is an identity
which shouldn’t be made really explicit: “I was going to hang a beautiful cross
that my friend brought in my car. Then I said no, I said I shouldn’t make it si
explicit for people. Then I took it and put it in the glove box.” Garin this time
hid her Armenian identity in the glove box, she couldn’t hang it on the mirror
in front of her, and she thought she wouldn’t feel comfortable if she did so. “I
mean you say I am comfortable, in terms of the neighborhood you live in too,
you say I am comfortable more, but then somehow you pull yourself back a bit
all the time” The participants who gave examples from their experiences after
their graduation in a society where you pull your identity meaning yourself
back mostly responded positively to the question “do you think Armenian
school have effects on Armenian identity formation”.

All of the graduates gave answers highlighting that they became more
aware of their identity after they graduated from the school. According to Silva
speaking the language is important: “Language is a tool of expression and we

2

cover the formation stage thanks to the schools.” as she experienced being
different more around other people after she graduated, she tells about her
identity perception in her school years and her current perception as such: “I
didn’t feel like an Armenian when I was in school. I was always with names
which were phonetically similar. After I got out of the school, I sense that my
Armenian identity developed on the base of the school.” We see a similar
statement in Suzi’s answer: “When you are in Armenian school, because all of
your friends then are all Armenians, it is like you live in a small world. It is like
you are one a world filled with Armenians, I mean. But after you leave that
world, you actually start seeing other things.” The behaviours you had freely in

school start to cause disturbances when outside. “While you can speak about

everything freely there, everyone around is Armenian. After you get out, you
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cannot speak freely, you limit yourself.” When you see that you start limiting
yourself for a behaviour that you considered normal in school you are in the
process of comprehension that you have that comfort because you are with
Armenians at school. However, because you are closed society, you can also
meet differences that you never met when you get out of the school: “you learn
about other culture, other information. You see other worlds, because you are a
closed society, this time you start seeing things that you have never seen.”

According to Hagop, because students learn their language Armenian
schools have a really important effect on identity formation. For students who
do not speak Armenian among themselves even if they can due to the dominant
Turkish culture, at least the existence of the schools slows the assimilation
down: “Kids do not speak Armenian generally, there is assimilation. There are
many reasons for that. But when they are at schools, at least they learn the
language. They are told they are Armenians constantly. The effect of the school
[is that] it provides a slower assimilation.”

In the answers of all graduates in which they exemplified after school
names as an ethnic label is also highlighted a lot. Garin started to work after
high school instead of going to university. Garin who keeps her identity in the
glovebox was forced to hide her name in her workplace: “something like that
happened in my second work place actually. There was the accountant Mr
Aram, he knew me from my previous work, he called me over, the owner is
Armenian too actually, but he said let’s not call your name as Garin, let’s call
you Meltem.” Although the owner of the business where she worked was also
an Armenian, he wanted Garin’s name to be changed. She was no longer called
as Garin. She was to respond when she was called as Meltem: “I found it really
strange; | have never hidden my name till that day. Everybody knew me as
Meltem there for example.” Garin tells that the owner of the company repeated
this behaviour for other employees and her cousin faced the same thing: “My
cousin’s name was Hermine, he made it called Mine. Same again for X person.

I don’t know if he, the owner, had some personal issue, if he didn’t want
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himself to be known as Armenian.” Although Garin couldn’t make sense of this
experience, she guesses that her boss had an issue for being an Armenian. If the
person he is working with learns that he or his employees are Armenians,
maybe they will not want to work with him anymore.

What Garin, one of graduate participants said exemplifies how the
differences in perspectives of each Armenian school on education shape the
perception of students about Armenian identity. The participant who indicated
that when they were students, what defined the approach of their Armenian
school to students was shaped around the prediction whether the student can
succeed in the university exam or not indicates that he faced great injustice in
that sense. According to graduate participant who said that he was really angry
then with the discomfort he felt for some students being polished constantly,
there was a discrimination among students in that sense and many students
were “sacrificed” in that sense. The participant indicates that he was one of
those who were sacrificed and he was treated as such, and moreover, a fight of
a student who was expected to be really successful in the exam with school
principal was silenced because during the time he was a student in the school,
the dominant thought was that the school name would be heard more with
students succeeding in the university exam. According to this participant who
was a student at the end of the 1990s it was possible at that time to sense a
district antipathy against Armenian schools and Armenian identity. According
to this graduate [participant], there was nothing that his Armenian school
contributed to his Armenian identity.

Another common situation seen in all graduates is their approach
regarding that being an Armenian is to fulfill a responsibility. For example,
according to Suzi, you feel that because they are minorities, “directly
automatically they carry the responsibility of her own race”: “so you try to be
careful with your actions more. A mistake I make, an atrocity can be attributed
to my race and someone from another race who knows me can say that “so

that’s who Armenians are’.” Suzi is being careful considering her actions might
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be attributed to all Armenians. She tries to shape her actions with the
responsibility of being an Armenian: “but if I can make a place with my
positive aspects, like “I had such an Armenian neighbour, I had such an
Armenian friend, she used to cook very well, she was so nice etc etc.” Suzi
tells that she puts effort so that Armenians would be memorized well in a
society which sees her own ethnic identity as bad. She even thinks that it is also
the reason why Armenians are introvert: “With this responsibility, it is the
reason of introvertness in minorities too. Closing yourself, the responsibility to
hide yourself sometimes, it stems from that I think.”

Hagop “does not speak about everything everywhere so that they won’t
say he talks like that because he is an Armenian”. Thus, he pacified himself in
certain environments. This situation of Hagop fits into the observation made by
Suzi too. [It] includes trying to keep yourself in the background, not revealing
your identity much around, choosing to be hiding, and fearing that the smallest
thing that you make would be attributed to all Armenians. According to Garin,
“everyone can make a way out” but you start “with a disadvantage as you are
an Armenian”.

After long years since graduation and after the experiences in the
meantime in university or in workplaces, we observed that graduate
participants developed a similar feeling of responsibility. Graduates feels the
weight of Armenian identity more intensely as they have been carrying the
burden of not to make them speak talk badly about Armenianness on their

shoulders for longer years than rest of the participants.
7.4.5. ldentity perception of Armenian students who had unique
characteristics in their academic life and thus cannot be evaluated in the

first four groups:

The first of two participants in the fifth group, Ozgiir, is a catholic Armenian

and he has never attended an Armenian school in his life. Ozgiir who was born
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and raised in a city where there was no Armenian school responded the
question “do you self-identify as Armenian” saying yes however he mentioned
that he couldn’t live his Armenianness: “We don’t live the Armenian culture
and language fully. However, we have a feeling of belonging since childhood
regarding that we are part of that culture. We have a consciousness that we are
the other. In that sense, we consider and identify ourselves as Armenian.” For
Ozgiir, identity is about feeling of belonging and an awareness of otherness. He
self-identifies as Armenian as he feels belonging to Armenian culture although
he cannot live it much. Ozgiir who responded to the question when do you feel
like an Armenian the most saying that “We are a society which lives our culture
and religion intertwined, for most of Hay Armenian even equals to Gregorian”
also shows with this answer that he thinks that he won’t be considered an
Armenian by Hays as he is a catholic. However, according to Ozgiir, “when we
consider it from this angle, in a situation where Muslim identity is present, you
constantly have to” remember yourself. “When you stand against a Muslim”,
you are a Christian Armenian. Moreover, around ‘“nationalists” “you see
yourself different and remember your identity. Whoever is included in the
definition of Armenian made by the majority, Ozgiir, too, is an Armenian
included in that definition. Although he doesn’t feel like fully Armenian around
other Armenians because he is not Gregorian, he feels more of an Armenian
around Turkish society in which he is considered Armenian.

Ozgiir who thinks that getting education in Armenian schools definitely
have a very important effect on Armenian identity formation indicates that he is
aware of the importance of the schools even if he has never attended to one. He
puts himself to a unique position in that sense: “My situation is unique; if you
collect hays who has never attended to Armenian schools it would make 2-3.”
According to Ozgiir, Armenian who has never attended to Armenian school
among Armenians is rare case. According to Ozgiir who indicated that a person
who cannot learn and speak Armenian because he didn’t attend to the schools

would have difficulty in reaching to sources about his own culture “there is
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knowing the works about literature by reading Turkish sources, there is
learning from primary sources, which translation of a language is to get away
from its own source. Even if you reach them like that, it doesn’t mean that it is
fully understood and learned.” Not being able to read in Armenian language
also means that not being able to live the feeling that language gives.
According to Ozgiir, a person always feels the lack of it:

Especially today, even if books are about our own history is translated feeling
the mother tongue is a different thing, because I didn’t study and live in an
Armenian school, this is just a presumption. The school is really important for
creating your main identity, to be able to think and feel like an Armenian.
According to Ozgiir, being an Armenian living in Turkey means to be the last

color that is alive, the last flower of a garden. “I can say very different but also
very little remaining colors. Ultimately, we live on the ancient lands of
Armenians. Whichever corner you go, it is about Armenian culture. Thus, it
makes me feel really special to live embracing Armenian culture.” The most
important characteristic of an Armenian living in Turkey is that they still live
on the lands on which Armenians have lived for millennia. “Because it does not
present much importance in Armenia, Russia, Georgia but especially on these
lands, to still exist as a member of a people who came out of here, to be able to
live on my ancestors’ land is important.” According to Ozgiir, an Armenian in
Turkey is to learn “not to get certain things only as presented by country/state”.
“You question. To live as the other teaches you to think. Under this identity
roof, I shouldn’t say against other identities, to live with other cultures also
affects your awareness. Because you are an “other” and you look [at things]
from a perspective that they don’t.” Armenians living in Turkey is more aware
of their Armenianness precisely because they live in Turkey. Their skills of
questioning, forms of thinking develop on the basis of their forms of living the
otherness. Even in the case where he has never attended the Armenian school
his identity this time is affected because he couldn’t study in Armenian school
and leads to another awareness about Armenian identity. Thus, we can say that
not studying at Armenian school has the same importance on identity formation

as much as studying at Armenian schools has on identity formation.
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According to Ozgiir, Armenians all around the globe are people who
went through great difficulties and pain. The perspective of those who know
you from outside of Turkey presents you as the victim. Whereas, Armenians
also gave really beautiful things to the world, too, to be able to express these
without linking them back to genocide is important. “I don’t think myself as
the individual who plays the role of the victim. Even the existence of my
ancestors makes me feel good.” However, according to Ozgiir Armenians in
Turkey does not face discrimination only at the hand of the power and the
society: “Recently, those who are in Armenia used to consider you as different.
Generally, Diaspora too, used to see you living under the Turkish Republic as
different. Discrimination happens to you no matter what. In Armenia, they
disregard you.” Ozgiir who indicated that when he faces discriminations on the
land he lives on he gets really upset feels lonely when he has to go through
such experiences: “I completely get wiped up, because there is no one whom
you can go and share something with. You are locked in a cage. It is like
prison, you feel like your vital functions are being taken away.” Exclusion and
discrimination by both Turks and Armenians is a situation where most of
Armenian in Turkey is aware and uncomfortable of. They are both Armenians
and Turks at the same time and they are neither Armenian not Turks at the
same time.

The last person whose ideas we will cover at the end of the chapter is
Liza. As explained earlier, Liza is in a different position than other participant
on multiple grounds. This student attended to Aramyan Armenian School till
5th grade in elementary school. In middle school, she continued to a private
Turkish school, she attended to another Turkish school, a fine arts high school,
in first two years of high school. In 11th and 12th grades of high school she
attended Tibrevank. In the 2016-2017 academic year, meaning when we
conducted our interview, she was a senior year student in Tibrevank.

To the question “Do you self-identify as Armenian?”’ Liza responded by

saying “I don’t know, I mean yes, I mean sometimes I forget”. There is no clear
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position in her response. First, she said “I don’t know” first and then she
indicated that she “sometimes forgets” that she is an Armenian. On the contrary
to that being Armenian is constantly reminded by others like the majority of
our participants also highlighted, Liza sometimes forgets that she is an
Armenian. To the question “when do you feel like an Armenian the most?” she
said “I don’t feel much of an Armenian. I am Canadian citizen. I remember that
I am an Armenian when I eat Armenian dolma and when my mom speaks
Armenian.” Here is the dialogue we had with her following this question:

+ What do you mean when you said I don’t feel much like an

Armenian?

- I don’t feel like I belong to somewhere. I was born here, but I am

Armenian but I am also Canadian citizen.

+ Is your mom Armenian?

- Yes.

+ Is your father Armenian?

- Yes.

+ You are Armenian in terms of ethnic identity.

- Yes.

+ But you don’t feel like an Armenian

- Yes, I don’t.
Considering this dialogue on the basis of the approach “it is how it is for
someone from that identity” which is frequently used in the debates of what is
a determinant in the definition of belonging to an identity, the participant does
not feel belonging to Armenian identity. In short, according to this approach in
the identity debates Lisa “is not an Armenian”, however, she also is. The basic
way to prove that you are an Armenian in school administrations is to be a
child of an Armenian father and an Armenian mother. In shirt, Liza is of
Armenian roots. She is Armenian origin. She also speak Armenian which is
another indicator of Armenian identity and she says that she might feel like an

Armenian when her mother says something in Armenian, too. In fact, we see

325



that Liza is in conflict in her answers. This shows that she is experiences a
conflict in regards to her identity. This conflict also reflects on her personality.
Liza who was observed that she gave answers the questions hesitantly
throughout the interview also felt the need to indicate that she is shy. To the
question “do you think Armenian schools have effects on Armenian identity
formation”, she responded saying “Before I came here, I totally forgot [that she
was an Armenian], here I remembered again”. She says that she remembered
her Armenianness again that she had forgotten since she has become a student
in Tibrevank High School. When we explain Liza’s identity confusion in
relation to her attendance to two different Turkish schools and at last Armenian
school again in our study, we see how inseparably bounded the relationship of
identity and school is. According to Liza who responded to the question “To
you, what does it mean to be an Armenian” saying “I don’t know”, she feels
more comfortable if see meets a Turk when she is in a foreign country in
comparison when she meets an Armenian. Liza feels more comfortable around
a Turk when she is in a country where neither Armenians nor Turks are
majority. Even if she is a student in Armenian high school, she doesn’t feel
belonged to the environment. By transferring from one school to another since
her childhood, Liza’ perception and awareness of her ethnic identity has
reached to a point where she doesn’t feel belonging fully to any sides. Liza
who said she didn’t face discrimination or foul behaviour throughout her time
in Turkish schools feels lucky in that sense however on the other hand she is
also aware of the difficulties of living as an Armenian: “Let’s say there is a
demonstration. If I am taken into custody, I might get bigger problems in
comparison to others.” Liza thinks that she might get more problems in such
situations which she guesses that she will have to face the state one on one.
Even if she is a senior year student in Tibrevank High School, Liza is
different than other students in senior year because they have only studied at
Armenian schools. Their first ideas about the outside were created when they

attended prep school. Whereas Liza had that experience in middle school. Liza
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is also different than her class mates who started their studies in Tibrevank
High School coming from Turkish schools because they have never attended to
an Armenian school before. Thus, they feel more belonging to school and
Armenian and their identity. Whereas Liza has already attended to an Armenian
school in elementary school. Thus, her transfer to Tibrevank did not have an
effect on her in having a special feeling of belonging like others. The confusion
Liza has in regards to her ethnic identity is in fact more similar to the situation
mostly which the participant Selin who started Hay (Armenian) school then
continued to Turkish school and who indicated she is in-between described.
However, due to her being a Canadian citizen, too, she was exempt from many
negative processes which an Armenian living in Turkey has to face. Liza
developed an identity from among her exemptions.

Thus, Liza has become exempt to feeling a belonging to an identity, too.
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CHAPTER VIII

CONCLUSION

In this study, the effect of Armenian schools in Turkey on Armenian identity
formation, the relationship between nation-state, school and identity, and
problematic identity of Armenians who reside in Turkey were tried to be
analyzed vis-a-vis how Turkish identity has evolved in a historical process.
Armenian schools, along with all other schools, which are included in Turkish
national education system which has a fundamental place in identity formation,
are analyzed on the basis of Armenian identity and nation-state structure in
Turkey and characteristics of Turkish identity.

Armenian schools and all their components which have been
categorized as minority schools since the establishment of the Republic of
Turkey in 1923 are shaped being exposed to multiple effects of the Turkish
identity which has been tried to be created and which is determined in the
framework of Kemalist ideology. In Turkey, students in Armenian schools
which had the biggest role in maintaining and preserving the Armenian identity
gained different perception about their Armenian identity through history
classes and history text books determined in the framework of official history
understanding and curriculum. In this framework, education language is
designated as Turkish by Turkish National Education System, under the
dominance of Turkish language which an indispensable element of Turkish
identity.

Armenians in Turkey are marginalized in both Turkey and by
Armenians. Armenians who try to prove their loyalty have to prove their
Armenianness to Armenians as well. Throughout the last couple of decades in
Turkey, socio-cultural symbols of Armenians acted through ethnic origins.
Their ethnic origins have turned into an a insult especially in political and

social life. In such a context, Armenians always have to prove their loyalty by
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not using their rights of having equal rights as a minority. However, during the
1990s they recognized the other inside of them and since then Armenians who
are considered as a non-Muslim minority in the Lausanne Treaty has turned the
word non-Muslim into an identity politics. They have started to voice their
complaints about the fact that their Lausanne rights and ethnic identities being
ignored and violations of their rights due to their being consider as a religious
minority. Counter-memory and rejection of official history narrative has
surfaced more. Although they started to transform their ethnicity in the 1990s,
for the Armenians of Turkey sustaining traditions has become an obligation.
One generation used to transfer the language and culture to another; however,
holistic identities have affected every part of the life and have replaced the
traditional identities. Also with the identity awakening started with the murder
of Hrant Dink in 2007, the traditional Armenian identity has re-transformed.
New discussions regarding language and religion which are considered to
be the fundamental indicators of Armenian identity have emerged. While an
Armenian who cannot speak Armenian or who is not Christian was absolutely
impossible in the 19th century, today Muslim Armenian identity has surfaced.
The people in this social group who neither can speak Armenian nor are
Christian self-identify as Armenian. Especially after Hrant Dink assassination,
many people who say that they learned that their origins were Armenian
convert to Christianity and try to send their children to Armenian schools
although they are stuck with the procedures regarding registration to schools
since they lack the necessary documents of proof to the state which are
required for school registration. Evidently, many Armenian identities which
cannot be considered Armenians a century ago has emerged. When we ask
what an Armenian is, what is being an Armenian, what are the components of
Armenian culture, although Armenians share a collective identity, identity
interacts with persons’ ways of life and social structure and this can create

fragmented Armenian identities.

329



Based on data I claim that Armenian students in Armenian schools are
exposed to a double-sided identity. It is inevitable that these identities which sit
on two poles apart pushing each other has a great impact on identity perception
of students in these schools.

In schools, how Turkish and Armenian identities which work on
opposite directions perceive each other also has a significant role in identity
formation of the Armenian students. Perceiving Armenians as “foreigner and
traitor” for long years is one of the most distinct characteristics of Turkish
identity and society. In short, how the Turk defines the Armenian comprises a
part of how he defines his own Turkishness. Perceiving Armenians as
foreigners from outside has become a social acceptation. One of two reasons
for thoughts regarding Armenians which are based on prejudices and
misinformation is that Turkish society does not know Armenians. Similar to
how Turkish nation-state chose and determine how to present Turkish identity
in schools or textbooks in accordance with its aims, it also determine how to
present Armenians. In this geography where the Turks have lived “strongly and
heroically” for long years, Armenians are a minority, they are not the owners of
this land, and their existence in Anatolia for millennia is not even up for
discussion. What most of the participants stressed regarding discrimination or
insults due to their Armenianness is that the society is “ignorant”. Many
students complained about not being known with frequently repeated sentences
like “I wish they knew”, “they don’t know a thing”, “they would understand
how bad their behavior is if they knew us just a bit”. Misrecognition causes
reactions among Armenians like proving one’s self, trying to be nice. In the
society, the rate of those who think Armenians living in Turkey came to Turkey
after the Soviet Union dissolved is thirty percent. Another thirty percent has no
idea about where Armenians come from.>*® Armenians always suffered from a

negative image. That Armenians who have been living on these lands since 6

8 Kiligdag and Ozdogan, 2011, pp. 28-29.
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BC are perceived as “foreigners” by the Turkish society is a reflection of an
ignorance created on purpose. Thus, an Armenian living in Turkey faces the
question “where are you from?”” when s/he meets someone new. Because Turks
cannot explain the existence of Armenians on these lands, Armenians for them
are also an “enigma”, a “puzzle”.’*° At the same time, Armenians for Turks can
also be seen as “extraordinary” or “exotic”.

According to all participants we interviewed with as part of the study,
being an Armenian in Turkey is an experience which is “really hard”, “tense”,
“painful” and “requires patience”. Armenian identity in Turkey is an identity
that you need to hide. It is an identity in which everything that would reveal
your identity must be either hidden or evades. It is an identity in which you
cannot wear your cross necklace outside, speak Armenian and you are obliged
to call your “mama” mother outside. It is an identity in which you must
develop certain tactics to hide all your ethnic labels. It is an identity in which
you must hide your name in many parts of life, especially in work life, by
having Turkish nick names. Or, it is an identity in which before a nick name is
required, right after birth you cannot name your child in Armenian so that s/he
won’t be hurt in the future. “Name is an important element defining a person’s
identity. Rejecting someone’s own name, being obliged to hide it, or that
his/her family doesn’t name the child with an Armenian name out of the fear
that the child can be exposed to racist behaviors or substituting the name with
another name in fact have the meaning to give up an identity and involve in
another, effect of assimilation.”

Turks sees an Armenian first and only as an Armenian by ignoring all
other characteristics. All other qualities of a person are ignored under his
identity of Armenianness. Another common experience is to they consider an

Armenian as “the collective representative of Armenians in Turkey or even

9 ibid., p. 129.
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Armenianness.>>® Any act or word of an Armenian whose individualism is
ignored is perceived as an act or word of all Armenians. In the interviews, the
source of the feeling of responsibility which is highlighted by almost all
participants especially in the group consisting of graduates from Armenian
schools approximately 20 years ago is this approach of Turks towards
Armenians. According to Kiligdagi and Ozdogan, Armenians accepted this
understanding to some extent.>! Armenians of Turkey live in a way that tries to
refrain from many behaviors that would somehow bring the attention on them
[or] feed into the prejudices about Armenians. Thus, an Armenian of Turkey
“should be double-hardworking, double-honest, double-brave, double-
peaceful.”®? The graduate participants highlighted that they are being more
cautious to what to say and how to act if they are minority in a space where
Turks are the majority and thus they develop a different behavior corresponds
to the evaluation that they somehow accepted this situation. The participants
say that they feel like “as if they say something bad” that would blanket all
Armenians and thus they act with the heavy burden and responsibility of this
feeling similar to “oh they shall know Armenians in a good way, they shouldn’t
talk bad from behind.”

Any of the students in other groups did not say anything about the
collective responsibility of Armenians. This finding revealed in our study in
which only graduates highlighted this is an interesting reflection of why
graduates were included in the list of those to be interviewed. In the initial
stage of the study, we see what kind of determinations the graduates who were
thought to be included in the study on the assumption that identity awareness
of graduates who attended only to Armenian schools might have a different

shape through their experiences as Armenians in Turkey which accumulated by

50 ibid., p. 30.
1 ibid., 2011, p. 30.

52 ibid., p. 33
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spending long years in public sphere after they graduated from Armenian
schools since they live in spaces where they were majority.

This hostile perception about Armenians has been kept alive by many
policies enforced since the establishment of the state. Armenians generally
choose hiding their identity to avoid discrimination in front of a society which
uses the word Armenian as an insult. Armenians of Turkey who chose the way
of hiding in order to avoid possible problems and ill treatment can be a result
of disclosure of Armenian identity and the development about various
strategies for hiding. The origin of behaviors we exemplified multiple times
throughout this study such as hiding their own names or names of their schools
is due to the fear of being exposed as Armenians. Being exposed to
exclusionary mechanisms constantly and experiences this fear continuously has
a destructive effect on the self-perception of Armenians. As we mentioned in
this study, the forms in which the Turkish identity perceives Armenian identity
and the effect of characteristics of Turkish and Armenian identities on
Armenian students take various shapes in accordance with how and in which
ways Armenian identity is faced in the public sphere.

In such a structure, Armenian students may prefer striking together in
relation to the way they are exposed to which identity. For instance, the first
identity which students who transferred from Turkish schools to Armenian
schools face is Turkish identity. This situation experienced throughout their
elementary education coincides with a critical age in terms of identity
formation. Then, what happens to these students instead of assimilation? While
these students who are in Turkish schools they attend to try to hide their
Armenian identity, and cannot live their language, culture and identities freely.
Thus, the transfer of students in this group to an Armenian school by getting
out of being a few in the majority leads them to perceive the schools as a space
where they can live their identity freely. That they feel safer among those who
are like themselves brings them closer to the Armenian identity. Students in

this group love and have a concern for the Armenian language, Armenian
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culture or Armenian history for them, Armenian schools are their home, family
and nest, and other Armenian students in their school are perceived as their
siblings. The students who moved to Armenian schools after attending to
Turkish schools for elementary or elementary and middle school levels have a
stranger feeling of belonging to Armenian identity. For these students, the first
“outside” has been the Turkish schools. After experiencing being an “other” in
an early age, they are included in an “inside” where they are considered
“normal”. The students in this group identity had to learn the social reactions
toward their ethnic identity at an early age, this experience provide them the
opportunity to analyze the social structure at earlier. In no other group such a
higher degree of belonging to Armenian identity stage and culture and hence
these children feel pride who experience directly is perceived.

How does a student who only attended Armenian schools perceive
“outside”? Students who were in their senior year in high school at the time of
the interviews and who have never gone outside of Armenian schools are
students who do not know much about “outside”, who has not much experience
about how they are perceived “outside”, who had their first “outside”
experience if they attended prep schools or who are still in this process. As a
minority in a majority, they face for the first time the various mechanisms of
exclusion which they just started to meet in the prep school. For the first time,
the names they have sound strange to other students in a classroom. Thus, for
the first-time students with names like Janet, Liza, Oksen study in prep school
with Ahmets and Ayses.

I gave many examples throughout the study that many participants
consider Armenian schools as a “closed bubble”. The reasons why many senior
year high school students we interviewed who had no other experience of
attending any school other than the Armenian, where everyone and everything
is considered similar and likely, where the other is considered interesting and
where “outside” is wondered define Armenian schools as a “closed bubble” is

not only that they live in a closed circle among themselves in Armenian
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schools. Considering that Armenians have to hide in order to protect
themselves from the majority and since there is no other Armenian institution
which is predominantly Armenian in the society, we can understand why
Armenian schools, too, live in a secluded environment similar to the Armenian
community itself in Turkey. The fears of getting lynched and massacred which
have always been present for Armenians in Turkey are being manifested in
different ways in school structure. Armenian schools which are the only places
where at least 100 Armenians can come together every day in today’s Turkey
have thus faced many attacks in periods when the relationships with Armenians
was politically critical. Armenian schools, like Armenians of Turkey, must be
“double-hardworking, double-peaceful, double-honest” and double-cautious.
As one of our participants who work as an Armenian teacher has
stressed, children are being raised in a really secluded area with a protective
approach both at home and in schools. However, this situation turns into, so to
say, a “counter” reaction. Another participant who indicated that he sees
schools as a closed bubbles was one of those who were moved to Turkish
schools from Armenian schools at the high school level and he presents the
tension created by this seclusion as one of the reasons for his later choice.
Similar to our participant who moved to a Turkish school by saying “I was
tired of Armenians”, the group consisting of senior year high school students
who do not step “outside” from Armenian schools, who continue to be among
similar people feels this bubble more intensely. Actually, they have no idea
about the life “outside”. Because they are always among Armenians, their way
of facing Armenian identity is also different. However, they are not aware that
they have a separate Armenian identity which they can only recognize when
they go “outside”. For many of them, Armenian/Armenian language which is
one of the most important indicators of Armenian identity is just another class
which is hard to pass and has no use for university entrance exams. This
perception of students regarding their schools and classes causes some of them

to drop out in high school. Policies enforced on Armenian schools is result in
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reducing the number of students in schools and most of them have been
successful. That students and parents started to “dislike Armenian school”, that
they deem learning Armenian as an issue cause many students to prefer
attending private schools or colleges.

Students who decide to attend to Turkish schools for such reasons will
experience their Armenian identity like “a punch in the face” the minute they
step “outside” in their adolescence stage. Both because they go “outside” for
the first time from an Armenian majority to which they are also a part of and
because they are alone in the majority for the first time, when they are exposed
to being despised, humiliated, discriminated and excluded, the self-perception
of students in this group are also hurt in a way that it would be hard to repair.
In the words of one participant “You become Turkish while you are in Turkish
schools”. The experience of one of our participants who transferred to
Armenian school from Turkish school is being experienced in the opposite way
by those who switch to Turkish schools from Armenian schools. Students in
this group, thus, have more difficulty in “finding themselves”. They can feel
“neither Turkish nor Armenian”. Because of their own choice, they go through
the toughest experiences in terms of identity problematic in a way that they
don’t predict. The insecurity they feel in Turkish schools leads them to
understand why the walls of Armenian schools which they thought closed are
made like that. Whereas, after this experience of insecurity of students who
transferred to Armenian school lead them to perceived school walls as a
protective nest.

The closest the feeling of belonging to Armenianness, Armenian
identity and culture and Armenian schools observed in the group consisting of
students who transferred to Armenian schools after they attended to Turkish
schools throughout the elementary or elementary and middle school levels
develops the group in consisting of graduate participants. Moreover, although
there are some differences, senior year students in Getronagan Armenian High

School and Surp Hag¢ Tibrevank Armenian High School I interviewed also
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developed unique sensitivities and belongings for their schools and identities.
In this point, another situation we can discuss is revealed as a result of our
interviews and findings throughout our study: Each Armenian School creates a
different Armenian identity.

The situation of Armenian schools in Turkey is a ground, upon which
the double-sided identities which are created by intertwining both Turkish and
Armenian identities are placed, and everything about education on this ground,
everything from their workers to students, from its curriculum to class
contents, is identity-based. However, on this ground where still the Turkish
identity is dominant with government policies Armenian identity is like a
twitch. The more they try to clean, the more it spreads. Because Turkish
identity also needs Armenian identity in order to sustain its own existence.
Thus, Turkish national education system tries to create the Armenian identity
which it needs for itself and to draw the limits of Armenian identity again
itself. Turkish identity which is aimed to spread with suppression and fear also
creates a new and different Armenian identity which it cannot regulate and
limit. The formation of this identity is directly related to how it resists against
Turkish identity. We can also say that even the ways of resistance have a
central role in each Armenian school in creating its separate Armenian
identities. The multiple identities created in each Armenian school in itself
stem from varieties of the ways of resistance of each Armenian school against
the dominant Turkish identity. Each school with their own traditions, close
circles, approaches to students and teachers and perspectives on how the
Armenian schools should be turns to be a unique ecole. If the perspective on
how the education should be carries a sensitivity toward maintaining Armenian
identity in it and if it organizes activities with this sensitivity to raise the
awareness of identity in students, it can succeed to make students closer to
Armenian language, culture, history, since such a way of resistance is
Armenian identity-based, Armenian identity which develops in such schools is

expected to be will be that much more “aware”. In that sense, education in an
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Armenian school can present a contentious attitude in maintaining identity
despite all suppression by the Turkish national education system or it can
encourage students who think this way. Another Armenian school, on the other
hand, can self-identify as a church school. It can shape the identity based on
religious values, it can reflect more the unifying effect of the church and
Christianity on Armenian community. Or another Armenian school can choose
to provide education in line with the demands of the parents, develop an
education policy toward ensuring students to get higher scores in exams, pay
more attention to classes and exams and push language and culture aside.
Another Armenian school can be turned into a space where students live day
and night as it has a boarding school character and in this space, it can create a
unique Armenian identity alongside with the school’s tradition and equipment.
By making itself a school where students would feel a sense of strong
belonging, it can turn into a home where Armenian identity can be lived freely
and brotherly.

Regardless whether they are a student/teacher in the Getronagan High
School or somewhere else, most of the participants whose thoughts on how
Armenian schools effect Armenian identity formation we tried to understand
stressed that the educational approach of the Getronagan High School was
identity-based. Why this school which was mentioned in many sections in the
study was underlined that much? How does the Getronagan High School as one
of the five remaining Armenian high schools in Istanbul present a way of
resistance? As almost all senior year students of Getronagan High School
indicated, what makes their school unique is its perspective on Armenian
culture, Armenian identity and Armenian language and literature. When
students talk to other students in other Armenian schools, they say that they
recognize this situation more. Students and teachers interviewed in Getronagan
High School consider themselves more advantageous than others from various

angles. The attention attributed to the Armenian language and culture instead of
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university exam is an indicator how the approach of students such as “in
another school, this identity wouldn’t have been formed” is created.

Students of the Tibrevank High School and the ways of perception of
these students about their schools and identities present some important clues
about educational approach and traditional structure of the Tibrevank High
School which also formed a separate Armenian identity in itself. The most
important characteristic which differentiates the Surp Ha¢ Tibrevank Armenian
High School whose many characteristics which again we told throughout our
study from other Armenian schools is that it is a boarding school where since
the 1950s students who migrated from Anatolia to Istanbul leaving their
families behind to study in Armenian schools and learn Armenian language can
live and study. Thus, an intense feeling of belonging for Armenian identity can
be seen in both graduates of the schools and students who currently attend to
the school. Based on the student numbers, although Tibrevank High school has
the least number of students among Armenian High Schools, it can balance its
budget thanks to the donations of its graduates whose feeling of belonging
increases rather than decreases even if they had graduated years ago.

With the Armenian identity which schools create with their ways of
resistance, students can have very different perspectives with varying degrees
of awareness of their ethnic identities. However, still what unites all Armenian
schools remaining in Turkey is that they are exposed to same government
policies because in the eye of the system, they are just Armenian schools.

The regulation that the Turkish Republic government has passed years
ago regarding that only those students who reside in a specific distance to
Armenian schools can register is one of the policies enforced on the Armenian
schools. This regulation is at the same time a population policy and the result
of its practice is observed to have a significant impact on students’ ways of
living and perceiving their identity. With this regulation, only the Armenian
families who reside in the periphery of the Armenian schools can register their

children to Armenian schools. With this regulation which is one of the practices
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aiming to decrease the number of students eligible to register to the schools, on
the other hand, Armenians living scattered in Istanbul are either prevented from
sending their children to these schools or by making Armenians gather in
certain centers, it was made easier to control them. Moreover, in the initial
years of this practice, many Armenian schools were shut down due to lack of
students.

In this thesis in which the relationship between Armenian identity and
Armenian schools is evaluated, it is observed that whether the neighborhood or
district the student reside in is close to Armenian school or the student attend to
or not has a considerable importance on student’s perception on school and
identity. Armenian schools which continue their education only in Istanbul in
Turkey are located mainly in 6 major district and neighborhoods. These district
are Sisli (Kurtulus, Ferikdy), Beyoglu, Uskiidar, Kadikdy, Bakirkoy (Yesilkdy)
and Fatih (Samatya, Topkap1). Moreover, these districts are where Armenians
predominantly reside. If the student resides in a close district to school, he has
a different relationship with the school, the church and the fraternity. Moreover,
because there are other Armenians like him residing in his neighborhood, street
or apartment building, he tends to socialize and make friendships with
Armenian children or youth like himself outside of school time. For example, if
a student residing in Bakirkdy attended to Dadyan school in elementary and
middle school levels, this means that, she is not far from Bakirkdy where
Armenians predominantly reside, and she has the opportunity to socialize with
students from Bakirkdy who also attend to Dadyan and remains in Armenian
circles as well. Furthermore, she can access easily the activities in fraternities
which are located really close to the schools. If it is a religious student, she can
go to the Armenian church which is in walking distance to her home, light a
candle and come back, her relationship with the school, being constantly
around Armenians, his way of socializing, her way of perceiving and living
Armenian identity, all of these, are affected considerably by the characteristics

of the close environment she lives in. In a big and crowded city like Istanbul,
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the distance between home and school being at a walking distance provides the
student to form and develop her perception about Armenian identity from an
early age. With the legislation that students can only register to schools close
to their residence, many members of the Armenian community had to move to
districts and neighborhoods where Armenian schools are to be able to accept
their children. This is the reason why Armenians predominantly reside in these
aforementioned neighborhoods. Today, this regulation determining the distance
for registration is no longer valid. However, the migrations occurred during the
time of its application it was in effect remained constant. That the Armenian
students residing in neighborhoods like Yesilkdy, Samatya, Kurtulus can live
the Armenian identity more easily than other neighborhoods causes the
opposite effects for Armenian students who do not reside in these districts or
neighborhoods.

With the last remaining Armenian families in Anatolia migrating to
Istanbul after 1980, Armenian families who started to live in Istanbul,
especially if their financial situation was not good could not reside in
neighborhoods like Bakirkdy, Yesilkoy, Sisli. Families who migrated after 1980
moved into more affordable neighborhoods such as Sirinevler, Bahgelievler,
Kiigiikcekmece, Avcilar, Soganli. The relationship of Armenian students who
live away from their schools and neighborhoods where Armenians
predominantly reside with their school is disconnected. The belonging they feel
to their school decreases in parallel with the distance of their homes to their
school. These students were not only living at distant places where Armenians
were members concentrated, but they were also living the formation of their
identities as distant from the Armenian identity as it was forming within the
community life.

However, for students who only attended Armenian schools since
elementary level, life starts when they go to prep school or when they graduate.
These students are those who do not consider getting education in any other

school throughout their education at life and the majority of these students are
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observed to continue the same school if there was a high school section of the
elementary school they were already attending. Students in this group
experience very little of how their name, meaning their identity, will be reacted
throughout their school life. That the majority has “foreign” names like yours
does not provide yet to create a consciousness of being a minority, however
awareness of these students who do not experience how the other perceives you
at the school starts to increase after they start attending to prep school or after
their graduation. That you are an Armenian, or at least you are not Turkish
being revealed the moment you tell your name starts to burden you with a new
responsibility in the moment of a meeting another person. You don’t need to
carry the responsibility of your name which indicates who you are and what
you are in the class rooms of the Armenian schools as an ethnic minority.
However, after this awareness is built, an Armenian student has to carry her
name like a burden on his shoulders throughout his life.

Armenian identity in Turkey is an identity in which you have to give the
fight to stand and exist in Turkish society in every aspect of your life. It is an
identity which survives despite many assimilation policies, discriminations,
insults, pressures. How do these exclusionary mechanisms which cut through
the common grounds of the Armenian identity in Turkey reflect on Armenian
schools and Armenian students, what do the students think about their identity
which is excluded and which they need to hide?

I tried to understand and evaluate how students, teachers, school
principals and graduates whom we classified in our study on the basis of the
relationship types with Armenian schools perceive the Armenian identity, how
they define Armenianness, what they think about problems in Armenian
schools or policies enforced on these schools, what kind of experiences they
have in terms of school/identity relationship, how these experiences impacted
on their own Armenian identities and their ways of reflecting these impacts.

That Western Armenian which is used by the Armenians in Turkey is

one of the languages disappearing also brings the issue that loss of language is
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also loss of identity. Although the current understanding about the Armenian
language and Armenian identity is different than the understanding prevalent a
century ago, still, Armenian language has a very important place in forming
Armenian identity as well as the difficulties of sustaining and maintaining it.
Armenian has always been perceived by Armenians as a form of protector shell
of Armenian identity. Besides, since an Armenian living in Turkey cannot
speak Armenian in public sphere freely or she cannot call her mother in her
own language, because even carrying an Armenian name brings along many
discriminatory behaviors, the reservations of Armenians to use Armenian
language in Turkey resulted in the fact that Armenian is almost never used by
the Armenian themselves. From the finding of this study we learn that
Armenian is used often in situation where the Armenians are willing to hide the
content of their conversation from the others presents, thus as a means to
ensure secrecy and privacy. A strange situation in which strategy of invisibility
works in the direction of making visible what is wanted to be kept invisible. A
great majority of participants highlighted the importance of speaking Armenian
language while they talk about Armenian identity. Despite many negativities
occurring today, Armenian is still the main indicator of what determines the
identity. That is why the first thing the participants thought of when they were
asked about identity is Armenian. Other than students whose main reason to
attend to an Armenian schools is to learn Armenian, one participant who has
been working as an Armenian teacher for long indicated that the majority of the
Armenians prevented to speak their own language freely due to pressures like
“citizens should speak Turkish.” However, according to her if the Armenian
identity can even be protected Armenian child must definitely attend to
Armenian schools in elementary and middle levels to learn their language an an
indispensible component of that identity.

In this study in which we discussed the approaches to Armenian in
Armenian schools and the ways of students to perceive and live their mother

tongue on the basis of historical character of the relationship between
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Armenian identity and Armenian language, it is also observed that that
Armenian students in Armenian schools learn Armenian and get accustomed to
their culture does not suffice in terms of formation of a strong Armenian
identity. The effect of the lack of Armenian history class in Armenian schools
creates in Armenian identity formation of students is evaluated along with the
significance attributed to the history courses and history education by the
Turkish nation-state for building a national identity. The main objective of
history education is to create a national identity and Armenian students in
Turkey, too, are exposed to the narrative in those history textbooks written
against their historical identity as part of the national history class in the
curriculum without knowing anything about their 3000-year long history.
Because they are not considered as a part of the historical process depicted in
the history textbooks and more so because they are presented as the
foreigner/enemy of this process, Armenian students experience a dilemma
about where they should develop a belonging to. The sections reserved for
Armenians in the Turkish history narrative cause the Armenian students to feel
a discomfort during these classes. Confronted with a historical narrative
towards which they cannot build a sympathy, they develop a deepen feeling of
lack in relation to the history consciousness of their own ethnic identities, and
are lost in between the mechanisms of Turkish and Armenian identities
working in opposite ways.

The relationship between education and identity discussed throughout
the study is covered and evaluated with many discriminatory government
policies enforced on the schools. Armenian students who start the day reciting
Our Pledge are reminded that they are not Turkish in Turkey with many
policies enforced on them regardless of them shouting out that they are
Turkish. Armenian schools have always been institutions which required to be
inspected by the state and to which they are approached with distrust. In this
study, many policies from the practice of assigning a Turkish chief deputy

principal to schools to making someone prove their identity in order to be able

344



to register to Armenian schools, from the duality among the teachers in schools
created by that Turkish and Turkish culture teachers who are assigned and paid
by the state to lack of a status and other to financial difficulties and the
problems these policies cause are evaluated on the basis of the problematic of
how freely the students in Armenian schools can live their Armenian identity.

This and similar practices which are still present today cause the
decrease in the number of the student in Armenian schools which also create
serious financial difficulties for the schools. The financial issues in Armenian
schools stemming from many reasons such as not getting a share from state
budget because Armenian schools have the status a private school, the increase
in number of students who do not choose to attend to Armenian schools and
continue their education in other schools, and hence the decrease in the overall
number of students, or the decrease of the community support with the
decline in financial support of parents who register [their children to Armenian
schools] bring the schools to the point of collapse.

As evident on the statistical data in which the number for those who
register to Armenian schools on a yearly basis is reported every year in Agos
Newspaper, as long as the decline in student numbers year by year and the
budget deficits in Armenian schools continue, the future of Armenian schools
in Turkey does not seem to be really bright. Digin Sirun, one of the principals
we interviewed with, indicates that every difficulty in education doubles the
burden for the Armenian schools double: “Because you are fewer, your human
power to deal with these issues is less sufficient. I mean every issue we face
reflect on us multiplies.”

In the geography of Turkey where Armenians have to live everything
double, Armenian schools, have to cope with each problem with an effort
requiring double energy. However, as Digin Sirun indicated, Armenians who
have to be double in everything also decreases in double speed considering
their population which has practically disappeared in the century. Armenian

schools which are the most important institutions for the Armenians who
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continue to maintain and sustain Armenian language, culture and identity also
try to sustain their existence today even if they are tired double in their fight for
existence of the Armenian identity.

What happens if Armenian schools disappear after the light of their
diminishing number? Can we still talk about an existence of an Armenian
identity or even if we can, what kind of an Armenian identity it will be? Like
Hrant Dink once indicated, Armenian identity in Turkey will always remain as
an “other”:

In Turkey, you face so many attacks against the Armenian identity that you
find yourself in a defensive position whether you want it or not. My identity
was always other, and often belittled. I saw again and again that I
was different. Many people who were like me were leaving this country, but I
didn't want to leave — I wanted to stay and fight for what I thought was
right.>>

The tragic element in the above lines in which we read the approach of an

Armenian, Hrant Dink, who preferred to stand in this very geography as an
“other”, an Armenian, refusing to leave it is not the sad fact that he really fell
victim to assassination, but rather that the same attitude that led to this
assassination still continues unaffected to be the predominant attitude against
the Armenians in Turkey.

Kiligdagi’s expression, “Even if there is not one Armenian left in the
world, no doubt the Turkishness will create one” can be understand in this
context as Turkish identity will forever require an “other” to be able to form
itself. In that sense, in the geography of Turkey, Armenian or “other”, but
always an “other” will exist as long as Turkishness does.

Maybe there are many things to tell about being a sociology student as
an “other”. Being an Armenian “other” in a Turkey inevitably means to have
the intuitions and sensitivities which a sociologist should have naturally. Being
born as an Armenian means to be in a grave need analyze all reflections of the
society you live regarding your identity. Because as your identity is reminded

in intense and violent ways, it leads you to live a more intense awareness about

533 Dink, 2006, https://www.opendemocracy.net/democracy-turkey/dink 3246.jsp
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that identity. The Armenian identity in Turkey is an identity which forms with
the consciousness that you are different, and you are “other”. Sociology, too, in
that sense, is a science of the other/the other science which gives the

opportunity to fight for what “the other” believes in.
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APPENDICES

APPENDIX A: INTERVIEW QUESTIONS

The first group will consist of students who were in Armenian school from
primary school up to high school and who are currently in their last year

of high school.

Identity

- Do you self-identify as Armenian? (Explanations in detail)

- When do you feel like Armenian the most?

- Do you think attending Armenian schools has an impact on Armenian
identity, if so how?

- In your opinion, what does it mean to be an Armenian living in Turkey? What
are the advantages and disadvantages?

- Where do you feel more comfortable among Armenians or other nations than
Armenians or can you see a difference?

- In your opinion, what does it mean to be an Armenian?

Minority

- Do you consider yourself an ethnic minority?

- Do you feel that you face discrimination in the country where you live like an
ethnic minority?

- Are there things they you refrain from just because you are an Armenian?

Religion
- What are your religious thoughts?
- If you consider yourself a Christian, to what extend do you fulfill the

requirements of this religion?
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- Do you see a connection between your Armenian identity and your religious

thoughts?

Learning mother tongue

- In your opinion, how important is to speak Armenian?

- What do you think about classes being taught in Armenian?

- How related is your choice of attending Armenian schools or that your family
considered it appropriate to being literate in Armenian?

- Do you feel more “Armenian” as you can speak Armenian?

- Do you consider Armenian language class as a class or as sharing a culture?

Social Network

- How frequently do you meet with your Armenian friends outside of school
and what kind of activities do you engage?

- Are you active in school associations?

- In your opinion, do cultural activities in associations suffice in order to

preserve Armenian identity and in terms bringing together the Armenian youth?

Education

- Are there things that you consider as problems at school regarding education?
Or in your opinion, what kind of problems are there in education system of
Armenian schools?

- Did you choose to attend Armenian school by yourself?

- If you did not attend Armenian school, do you think would you have a

different perception about Armenian identity?

Teachers
- Do you see a difference between your Armenian and Turkish teachers?
- Do you think it is possible to mention an equality among Armenian and

Turkish teachers at school?
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- Would you like to have Armenian teachers for all your classes? Or in your
opinion what meanings does certain classes being taught by Turkish and

Culture class teachers carry?

Parents

- Do you speak Armenian at home among family members?

- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)

- If you have any, what is the education level of your sibling?

- How are the relationship of family members with Armenian community (in

terms of socializing) ?

The second group will consist of Armenian students who have been
educated in Turkish (dacik) schools since primary school. We will
investigate what it means to be an Armenian student in public schools as
an "other' without learning, speaking or writing Armenian, and how this

influenced their formation of identity.

Identity

- Do you self-identify as Armenian? (Explanations in detail)

- When do you feel like Armenian the most?

- Do you think attending Armenian schools has an impact on Armenian
identity, if so how?

- In your opinion, what does it mean to be an Armenian living in Turkey? What
are the advantages and disadvantages?

- Where do you feel more comfortable among Armenians or other nations than
Armenians or can you see a difference?

- In your opinion, what does it mean to be an Armenian?
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Minority

- Do you consider yourself an ethnic minority?

- Do you feel that you face discrimination in the country where you live like an
ethnic minority?

- Are there things they you refrain from just because you are an Armenian?

Religion

- What are your religious thoughts?

- If you consider yourself a Christian, to what extend do you fulfill the
requirements of this religion?

- Do you see a connection between your Armenian identity and your religious

thoughts?

School practices

- In which schools did you get your elementary, middle and high school
education?

- Did you choose to attend Turkish school?

- Why didn’t you attend an Armenian school?

- Have you ever considered going to Armenian school, why?

- In your opinion, what does it mean to be an Armenian student in Turkish
schools?

- Did you feel the need to hide Armenian identity at school?

- Have you ever experienced discrimination at school due to your Armenian

identity? If so, by whom?

Parents

- Do you speak Armenian at home among family members?

- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)
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- If you have any, what is the education level of your sibling?

- How are the relationship of family members with Armenian community (in
terms of socializing) ?

- How frequently do you meet with your Armenian friends outside of school
and what kind of activities do you engage?

- Are you active in school associations?

Social Network

- How frequently do you meet with your Armenian friends outside of school
and what kind of activities do you engage?

- Are you active in school associations?

- In your opinion, do cultural activities in associations suffice in order to
preserve Armenian identity and in terms bringing together the Armenian youth?
- Because you didn’t attend Armenian schools, do you think you have a

different perception about Armenian identity?

3. The third group will consist of students who have gone to both Turkish
and Armenian schools. The aim will be to investigate how these students
were impacted as a result of having different identities in the two schools
and to get an impression of the identity perception of this group through
questions that will reflect being an insider when outside and an outsider

and inside.

Identity

- Do you self-identify as Armenian? (Explanations in detail)

- When do you feel like Armenian the most?

- Do you think attending Armenian schools has an impact on Armenian
identity, if so how?

- In your opinion, what does it mean to be an Armenian living in Turkey? What

are the advantages and disadvantages?
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- Where do you feel more comfortable among Armenians or other nations than
Armenians or can you see a difference?

- In your opinion, what does it mean to be an Armenian?

Minority

- Do you consider yourself an ethnic minority?

- Do you feel that you face discrimination in the country where you live like an
ethnic minority?

- Are there things they you refrain from just because you are an Armenian?

Religion

- What are your religious thoughts?

- If you consider yourself a Christian, to what extend do you fulfill the
requirements of this religion?

- Do you see a connection between your Armenian identity and your religious

thoughts?

Learning mother tongue

- In your opinion, how important is to speak Armenian?

- During the period you attended Armenian schools, what did you think about
classes being taught in Armenian?

- How related is your choice of attending Armenian schools or that your family
considered it appropriate to being literate in Armenian?

- Do you feel more “Armenian” as you can speak Armenian?

- During the period you attended Armenian schools, did you consider Armenian

language class as a class or as sharing a culture?
Social Network

- How frequently do you meet with your Armenian friends outside of school

and what kind of activities do you engage?
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- Are you active in school associations?
- In your opinion, do cultural activities in associations suffice in order to

preserve Armenian identity and in terms bringing together the Armenian youth?

Education

- How was your process of transferring from Armenian/Turkish school to
Armenian/Turkish school? Did you choose to transfer by yourself?

- Can you compare your perception about your identity when you were a
student in Armenian school and in Turkish school?

- Have you faced discrimination during the time you were a student in Turkish
school? How?

- If you compare the two schools in terms of education, what can you say?

- Do you think it is necessary for Armenian youth to attend Armenian schools?
Why?

- If you didnot attend Armenian school, do you think would you have a
different perception about Armenian identity?

- Do you see a difference between your Armenian and Turkish teachers?

Parents

- Do you speak Armenian at home among family members?

- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)

- If you have any, what is the education level of your sibling?

- How are the relationship of family members with Armenian community (in
terms of socializing) ?

- What are the effect of your family on your transfer?

4. The fourth group will consist of students who have graduated from

Armenian schools. The interviews with people in this group will be done to
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get an impression of what kind of awareness they experienced about their
identity as a result of their encounters with being the **other™ at work or

college or another institution after graduating from school.

Identity

- Do you self-identify as Armenian? (Explanations in detail)

- When do you feel like Armenian the most?

- Do you think attending Armenian schools has an impact on Armenian
identity, if so how?

- In your opinion, what does it mean to be an Armenian living in Turkey? What
are the advantages and disadvantages?

- Where do you feel more comfortable among Armenians or other nations than
Armenians or can you see a difference?

- In your opinion, what does it mean to be an Armenian?

Minority

- Do you consider yourself an ethnic minority?

- Do you feel that you face discrimination in the country where you live like an
ethnic minority?

- Are there things they you refrain from just because you are an Armenian?

Religion

- What are your religious thoughts?

- If you consider yourself a Christian, to what extend do you fulfill the
requirements of this religion?

- Do you see a connection between your Armenian identity and your religious

thoughts?

Learning mother tongue

- In your opinion, how important is to speak Armenian?
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- How related is your choice of attending Armenian schools or that your family
considered it appropriate to being literate in Armenian?
- Do you feel more “Armenian” as you can speak Armenian?

- Do you consider Armenian language class as a class or as sharing a culture?

Social Network

- Are you active in school associations?

Do you participate community activities?

- In your opinion, do cultural activities in associations suffice in order to
preserve Armenian identity (or in terms bringing together the Armenian
youth)?

- Did you stay in contact with your Armenian friends after your graduation?

Education

- Did you choose to attend Armenian school by yourself?

- If you did not attend Armenian school, do you think would you have a
different perception about Armenian identity?

- After your graduation, while you were in different institutions, such as during
your university education or in your workplace, did you feel different because
you are an Armenian? Why?

- Do you see a difference in the conditions of the school between the times you
were a student and now, in your opinion what has changed?

- Have you ever regretted attending Armenian school?

- In your opinion, what kind of problems were there in schools during the times
you were a student? Or what kinds of things you were not pleased with while

you were a student?

Parents

- Do you speak Armenian at home among family members?
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- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)

- If you have any, what is the education level of your sibling?

- How are the relationship of family members with Armenian community (in
terms of socializing) ?

- Do you have children? If so and if s/he is a student in Armenian school right
now: Why did you send your child to Armenian school? Do you consider

transferring your child to another school? Why?

5. in-depth interviews with past and present headmasters of Armenian
schools will contain questions to investigate the education and its
problems, as well as the extent to which Armenian schools are influencing

the students' Armenian identity.

Identity

- In your opinion, what does it mean to be an Armenian living in Turkey? What
are the advantages and disadvantages?

- In your opinion, what does it mean to be an Armenian?

- In your opinion, does attending Armenian school affect in forming Armenian

identity, if so, how?

Mother tongue

- In your opinion, how important is to speak Armenian for an Armenian? (how
important should it be)

- What do you think about classes being taught in Armenian?

- How do you consider the attitude of the youth toward Armenian language?
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School practices

- Are there things that you consider as problems at school regarding education?
Or in your opinion, what kind of problems are there in education system of
Armenian schools?

- Are you active in school associations? Do you encourage students to be
active?

- In your opinion, do cultural activities in associations suffice in order to
preserve Armenian identity (or in terms bringing together the Armenian
youth)?

- Do you see a difference between your Armenian and Turkish teachers?

- Do you think it is possible to mention an equality among Armenian and
Turkish teachers at school?

- Would you like to have Armenian teachers for all your classes? Or in your
opinion what meanings does certain classes being taught by Turkish teachers
carry?

- What kind of activities are organized in Armenian schools in order to create a
consciousness of being Armenian among the youth?

- What do you think about that Armenian history cannot be taught in Armenian
schools?

- How long have you been working? Comparing to previous years, what kind
of changes (positive/negative) happened in conditions of the schools?

- Comparing your school to other schools, what are the differences which come
forward in your opinion?

- What do you think about that the students continue their education in Turkish
schools in recent years especially after 4+4 system?

- Have you ever worked in a Turkish school? If so, when you compare them to

Armenian schools, can you tell what kind of characteristics are prominent?

Parents

- Do you speak Armenian at home among family members?
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- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)

- If you have any, what is the education level of your sibling?

- How are the relationship of family members with Armenian community (in
terms of socializing) ?

- Do you have children? If so and if s/he is a student in Armenian school right
now: Why did you send your child to Armenian school? Do you consider

transferring your child to another school? Why? if not why?

Education System

- What are the effects of minority schools being subjected to private schools
regulations (the issue of non-status)?

- What kind of problems does it create that chief deputy principals are register
supervisor of only teachers teaching Turkish and culture classes?

- What are the problems you face in training and hiring teachers?

- What kind of problems does it create that Turkish, Social sciences, Turkish
language and literature, History, Geography, Revolution history and sociology
classes teachers are being assigned by MEB and Armenian teachers cannot
teach these classes (they cannot be hired)?

- What kind of problems do you face in preparing and acquiring Armenian
educational materials?

- What kind of problems does the obligation of being a member to the same
minority while registering Armenian schools create in student admission
processes?

- In your opinion, what kind of problem does it create that minority schools do
not receive funding from state budget in education?

- What are the problems you face in organizing activities in their own minority

language in minority schools?

365



- What are your thoughts on the decrease in student numbers in Armenian
schools?

- In your opinion, how is the communication of Armenian schools with other
schools, what can be done to strengthen this communication?

- Some of the difficulties faced in Armenian schools are experienced in all
schools in Turkey. How do these mutual problems caused by education system

affect minority schools?

6. In this group, interviews with both Armenian and Turkish teachers who
oversee Armenian schools will be carried out. In addition, language-
identity relationship will be explored and will be discussed with past and

present Armenian teachers.

Identity

- In your opinion, what does it mean to be an Armenian living in Turkey? What
are the advantages and disadvantages?

- In your opinion, what does it mean to be an Armenian?

- In your opinion, does attending Armenian school affect in forming Armenian

identity, if so, how?

Mother tongue

- In your opinion, how important is to speak Armenian for an Armenian? (how
important should it be)

- What do you think about classes being taught in Armenian?

- How do you consider the attitude of the youth toward Armenian language?

School practices
- Are there things that you consider as problems at school regarding education?
Or in your opinion, what kind of problems are there in education system of

Armenian schools?
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- Are you active in school associations? Do you encourage students to be
active?

- In your opinion, do cultural activities in associations suffice in order to
preserve Armenian identity (or in terms bringing together the Armenian
youth)?

- Do you see a difference between your Armenian and Turkish teachers?

- Do you think it is possible to mention an equality among Armenian and
Turkish teachers at school?

- Would you like to have Armenian teachers for all your classes? Or in your
opinion what meanings does certain classes being taught by Turkish teachers
carry?

- What kind of activities are organized in Armenian schools in order to create a
consciousness of being Armenian among the youth?

- What do you think about that Armenian history cannot be taught in Armenian
schools?

- How long have you been working? Comparing to previous years, what kind
of changes (positive/negative) happened in conditions of the schools?

- Comparing your school to other schools, what are the differences which come
forward in your opinion?

- What do you think about that the students continue their education in Turkish
schools in recent years especially after 4+4 system?

- Have you ever worked in a Turkish school? If so, when you compare them to

Armenian schools, can you tell what kind of characteristics are prominent?

Parents

- Do you speak Armenian at home among family members?

- Who can speak Armenian in the family? Among those who can, who can
write and read?

- What are the education level of your parents? (Explanations in detail)

- If you have any, what is the education level of your sibling?
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- How are the relationship of family members with Armenian community (in
terms of socializing) ?

- Do you have children? If so and if s/he is a student in Armenian school right
now: Why did you send your child to Armenian school? Do you consider

transferring your child to another school? Why? if not why?

Education System?®>*

- What are the effects of minority schools being subjected to private schools
regulations (the issue of non-status)?

- What kind of problems does it create that chief deputy principals are register
supervisor of only teachers teaching Turkish and culture classes?

- What are the problems you face in training and hiring teachers?

- What kind of problems does it create that Turkish, Social sciences, Turkish
language and literature, History, Geography, Revolution history and sociology
classes teachers are being assigned by MEB and Armenian teachers cannot
teach these classes (they cannot be hired)?

- What kind of problems do you face in preparing and acquiring Armenian
educational materials?

- What kind of problems does the obligation of being a member to the same
minority while registering Armenian schools create in student admission
processes?

- In your opinion, what kind of problem does it create that minority schools do
not receive funding from state budget in education?

- What are the problems you face in organizing activities in their own minority
language in minority schools?

- What are your thoughts on the decrease in student numbers in Armenian
schools?

- In your opinion, how is the communication of Armenian schools with other

schools, what can be done to strengthen this communication?

55 Kaya, 2013, p. 12-24
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- Some of the difficulties faced in Armenian schools are experienced in all
schools in Turkey. How do these mutual problems caused by education system

affect minority schools?
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APPENDIX B: PHOTOGRAPHS

Figure 4: An Armenian School in Ankara before 1915
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Figure 6: An Armenian

School in Antep
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Figure 8: Getronagan Mixed Armenian School, Istanbul, 1951

gémucm Karma Lisesi

Figure 9: Sahakyan Nunyan Armenian School
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Figure 10: Levon Vartuhyan Armenian School, Istanbul, 1987
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APPENDIX D: TURKISH SUMMARY / TURKCE OZET

TURKIYE’DEKi ERMENiI OKULLARININ ERMENI
OGRENCILERIN ETNiK KiMLiK OLUSUMUNA ETKIiSi

Bu c¢alismada, Tirkiye’deki Ermeni okullarinin  Ermeni  kimliginin
olusumundaki etkisi, ulus-devlet ve okul/kimlik iliskisi, Tiirkiye’de halen
yasamakta olan Ermenilerin kimlik sorunsallari, Tiirk kimliginin nasil bir
tarihsel siiregcte evrildigi ve bu siirecin Ermeni okullarini, Ermeni okulu
Ogrencilerini, Ermenileri ve Ermeni kimligini nasil etkiledigi iizerinden
degerlendirilmeye c¢alisilmistir. Tiirkiye’deki tiim okullarda ve dolayisiyla da
Ermeni okullarinda, Tiirk milli egitim sistemi anlayis1 ¢ergevesinde, miifredat,
dersler, derslerin icerikleri ve ders kitaplar1 gibi cesitli araclar yoluyla insa
edilmeye ¢alisilan Tiirk kimligi ile Ermeni kimliginin karsilagsmasi sonucunda
ortaya ¢ikan kimligin nasil bir kimlik oldugunun anlagilmaya c¢aligildigi bu
calismada ayrica Ermeni Ogrencilerin bu iki kimligin etkisine de maruz
kaldiklar1 Ermeni okullarinda kendi etnik kimliklerini nasil algiladiklar1 da
degerlendirilmeye calisilmistir. Ermeni Okullar {izerinde dogrudan etki yaratan
egitim alanindaki  Tirklestirme politikalar1  Tiirkiye = Cumbhuriyetinin
kurulusundan bu yana c¢esitli iktidarlar tarafindan farkli tarihsel siireglerde
uygulanmis olsa da Oziinde aymi zihniyetin Uriiniidiirler. Tiirk kimliginin
birlestiriciligi etrafinda sekillenen bu politikalarin okullara ve dgrencilere nasil
yansimis oldugu da bu ¢alismanin temel bilesenlerinden biridir.

Okullarin kimlik olusturmadaki etkisi gz oniinde bulunduruldugunda
Tirk milli egitim sisteminin olusturmak istedigi Tirk kimliginin temel
ozellikleri nelerdir? Bu kimlik kimleri kapsamakta, kimleri disarida
birakmaktadir. Tiirkiye’de Ermeni kimliginin olusumu ile ilgili bir ¢aligma
yaptiginizda ister istemez Tiirk kimliginin olusumundan da bahsetmek
durumundasinizdir. Bu iki kimligin olugsum siirecleri ni¢in birbirleriyle bu denli

i¢ ice gegmis bulunmaktadir? Ermeni okullarinda Ermeni ve Tiirk kimlikleri
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birbirleriyle nasil karsilagsmaktadirlar. Ermeni 6grenciler bu ¢ift yonlii isleyen
kimlik olusum siire¢lerini ne sekilde ig¢sellestirmektedirler? Bu kimliklerin
temsili ne sekilde gerceklesmektedir?

Tiirkiye’de Ermeni kimligi ve Ermeni okullarinin kimlik olusumuna
etkisi, literatiirde yer alan, okullarin kimlik iizerindeki etkisi ile ilgili yazilmig
teoriler iizerinden degerlendirilmeye c¢alisilsa da fazlasiyla kendine has
durumlar yaratan bir karsilasma bic¢imidir. Kendine has durumlar olarak
tanimladigimiz 6zellikler Tiirklerin ve Ermenilerin Tiirk-ulus devleti kurulus
ve gelisim asamalarinda birbirleriyle olan iligkisinin tarihsellik baglaminda
komplike bir durum yaratmasindan kaynaklanmaktadir. Yaptigimiz calisma,
ancak bu komplike durumun ¢éziimlenmesinin ardindan, Ermeni okullar1 ve
Ermeni kimligi iizerine yapacagimiz degerlendirmelerin saglikli ve nitelikli
sonuclar verecegini varsaymaktadir. Bu nedenle calismamizda, okul /kimlik
iligkisi, ulus-devlet ve ulusal kimlik insast iligkisi {izerinden ele alinmistir.
Calismadaki her bir boliim, ulus-devletlerin genel bir 6zelliginden hareketle,
Tiirklerin ulus-devletlesme siirecini ve bu siiregte Tiirk kimliginin olusumunu,
ayni zamanda, ulus-devletin azinliklarina yonelik politikalariyla birlikte
degerlendirilmistir.

Calismanin ikinci boliimiine, 19. yiizyilin ikinci yarisindan itibaren
Osmanlidaki anayasa ve egitim konularindaki modernlesme ¢abalarinin Ermeni
cemaati lizerinde olusan dogrudan etkisinin Ermenilerin modernlesme
cabalarina nasil yansimis oldugunun analizi ile baslanmistir. Bu donemde
Avrupa’da egitim gormeye baglayan Istanbul Ermeni burjuvazisine mensup
gencler doniislerinde bir “uyanis” hareketini de beraberinde getirmislerdir, Bu
hareket kendisini 6zellikle egitim alaninda gostermistir. Okullagsmanin yani
sira, okul sayisindaki artis ve ¢esitlenmenin arttigi bu donemde Anadolu’daki
Ermeni okullarinin sayist 1830°lu yillarda yiizerli basamaklarla ifade
edilemeye baglamigtir. Osmanli Imparatorlugu'nda Ermenilerin egitimde atilim
yaptiklar1 doneminin baslangici olarak 1840 yili kabul edilmektedir. Ermeni

cemaati agisindan egitimin modernlesmesi yoniindeki ¢abalarin yogunlastigi bu
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donem egitimin niteligini yiikseltme gerekliliginin Ermeni aydinlar tarafindan
tartisildigl bir donem olmustur. Bu donemde agilmaya baslayan yeni Ermeni
okullar1 egitimde ilerlemenin temel etmenlerinden biri olarak kabul
edilmektedir. Bu nedenledir ki bu okullardaki egitim ve Ogretim licrete tabi
tutulmamistir. Abdiilhamid rejiminin baskici doneminde ise gayrimiislimlere
Ozellikle de Ermenilere olan gilivensizlik Osmanli’nin egitim politikalarina
acikca yansimistir. Bu donemde kurulan maarif miidiirliiklerinin amaci Ermeni
okullarini denetlemektir.

1913-1914 6gretim yili i¢in patrikhane tarafindan yapilan bir sayima
gore o yillarda Istanbul’da 64, Imparatorluk genelinde 1932 Ermeni 6gretim
kurumu bulunmaktadir. Devletin 1915 yilinda ¢ikardigi Mekatib-i Hususiye
Talimatnamesi  (yonetmelik) ile cemaat okullarini devlet daha yakindan
denetleme imkani bulmustur. Talimatnameye gore artik Ermeni cemaati ancak
kendi mahallelerinde ve kdylerinde okul agabileceklerdir ve Tiirk¢e disinda bir
lisanla egitim yapan okullarda ise Tiirkge, Tiirk Tarih ve Cografyas: dersleri
Tiirk Ogretmenlerince Tiirkce olarak okutulacaktir. Yonetmelikte devlet
denetiminde olduklar1 yazilan okullarin bu durumu giiniimiiz Tiirkiye’sinde
cesitli farkliliklarla da olsa temelde ayni zihniyetle hala devam etmektedir.
Boylelikle ilk defa Lozan’dan sonra da varligin1 “milli tarih”, “milli cografya”
adlanyla siirdiirecegi “Tiirk tarith ve cografya” dersleri ile Tiirk¢e dersleri Tiirk
Ogretmenler tarafindan okutulmaya baslanmistir. Daha sonra her gayrimiislim
okulda okul miidiiriiniin yaninda bir Tirk Miidir Basyardimcisi’nin da
bulunma zorunlulugunun getirilmesiyle bu Ogretmenler (devlet tarafindan
gayrimiislim okullar1 6zellikle de Ermeni okullarini denetleme ve onlar
hakkinda her tiirlii bilgiye sahip olabilme amaciyla gorevlendirilen ancak
ikincil gorevi egitmen olan) birer ajan Ogretmen olarak algilanmislardir.
Calismanin icilincli boliimiinde, tarihsel siire¢ igerisinde bu Ogretmenlerin
varliginin Ermeni egitim kurumlarina ne sekilde yansidigi, okuldaki diger
O0gretmen ve Ogrencileri hangi yonden ne sekilde etkiledigi, giinlimiizde ne

sekilde algilandigina dair degerlendirmeler yapilmistir. 1915 yilinda ¢ikan bu
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yonetmelik Ermeni okullarinda gilinlimiizde hala devam eden sorunlarin bir
cesit kaynagi olarak yorumlandiginda, ilk kez yasalasmasi agisindan 6nemlidir.
Tirkiye cumhuriyetinin kuruldugu 1923 yilindan bu yana azinlik okullari
kategorisinde yer alan Ermeni okullar1 ve tiim bilesenleri, Tiirk-ulus devletinin
kurulus ve gelisim asamalarindan bugiine dek, Kemalist ideoloji ¢ercevesinde
belirlenen ve olusturulmak istenen Tiirk kimliginin ¢esitli etkilerine maruz
kalarak sekillenmistir. Tiirkiye cumhuriyetinin ulus devletlesme siirecinin ilk
yillarindan itibaren hiikiimet azinlik ve Ermeni okullarina yoénelik tavrini
belirlemis ve egitim alaninda bu minvalde politikalar tiretmistir.

Tiirkiye’de, Ermeni kimliginin korunmasi ve siirdiiriilmesinde en biiyiik
payimn diistiigli Ermeni okullarindaki 6grenciler, Tiirk kimliginin vazgecilmez
unsuru Tirk dili egemenliginde Tiirk Mili Egitim Sistemi tarafindan egitim dili
Tiirk¢e olarak belirlenen miifredat ve resmi tarih anlayisi c¢ergevesinde
olusturulmus olan tarih dersi, tarih ders kitaplari ve Ermeni okullarina yonelik
uygulanan politikalarin da okullara ve dolayisiyla da kendi etnik kimliklerine
yanstyan yonlerini ¢esitli sekillerde deneyimleyerek Ermeni kimliklerine
yonelik farkli kavrayiglara sahip olmuslardir.

Tirkiye Ermenilerinin  kimliklerini korumasindaki en Onemli
faktorlerden birisi de Ermeni okullaridir. Lozan Antlasmasindan sonra
varliklarin siirdiirmeye c¢alisan Ermeni okullar1 6zellikle Ermeni dili agisindan,
okullarin dernekleri ve organizasyonlariyla birlikte kiiltiirel kimligi koruma
anlaminda ¢ok 6nemli bir konuma sahiptir.

Ulus-devletlerin  kurulus asamalarinda bir ulusal kimlik ve biling
yaratabilmek adina en ¢ok basvurduklar1 ve en etkili araclar1 egitimdir. Egitim,
giiclinii, toplumda belli bir yasa gelmis her kesimden insanin yine belirlenen bir
yasa kadar her giin mevcut bulunmak zorunda oldugu okullardan alir.
Ogrencilere diledigi yonde bigim verebilecegi okullar araciligiyla miidahele
alaninin siirlar1 belirlenir. Maruz kalinan miifredat, ders kitaplari ve igerikleri,

dersliklerin diizenlenis bi¢imi, ders siireleri, hangi dersin, ne sekilde, kim
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tarafindan nasil verileceginin tanimlar1 Tiirk milli e8itim sistemi tarafindan
belirlenir. Tiim bu tanimlar Tiirk kimliginin 6zellikleri etrafinda sekillenmistir.
Tirkiye cumhuriyetinde azinlik statiisiinde olan Ermeni okullar1 da ayni egitim
sistemine bagli kurumlar olduklar1 i¢in tabi olduklart miifredat da isledikleri
ders kitaplart ( Ermenice islenen dersler disinda) da aynidir. Bu yiizden
calismanin 6zellikle ikinci, ti¢iincii dordiincii ve besinci boliimlerinde Tiirk
kimliginin devlet okullarinda nasil sekillendigi boliimler boyunca ele alinan
bagliklar cercevesinde tartisilmistur.

Ermeni  okullarinin  Ermeni  6grencilerin  Ermeni  kimliginin
olusumundaki etkisinin arastirildigi bu ¢aligmada niceliksel aragtirma yontemi
kullanilmis ve veri toplama ve veri analizleri silireci metin analizleri ile
desteklenmistir. Derinlemesine miilakatlarda kullanilacak sorular; Ermeni
kimligini olusturan temel etmenler ve bu etmenlerin algilanis bi¢imlerinin,
Ermeni okullarinda hangi hiikiimet politikalartyla  doniistiiriildiglini
anlayabilmek ve bu durumun G&grencilere, okullara, mezunlarina ve
Ogretmenlere olan kimliksel yansimasini analiz edebilmek amaciyla, kimik,
azinlik, din, anadil, sosyal aglar, aile, egitim sistemi gibi bagliklar altinda
gruplandirilmiglardir. Her soru grubu goriisme yapilan kisinin ozellikleri
dikkate alinarak hazirlanmis ve miilakat silirecinde alinan yanitlarla da
sekillenme siiregleri devam etmistir. Bu ¢alismada, Ermeni okullarinin Ermeni
kimligine olan etkisini daha 1yi analiz edebilmek i¢in birbirinden farkh
Ozelliklere sahip kisilerden secilmistir. Burada farkli 6zelliklerden kasit,
goriigmecilerin Ermeni okullar1 ile olan iliskilenme bigim ve siirelerindeki
farklilagsmalar1 kapsamaktadir.

Tim gruptaki sorular ve yanitlar1 okul ve kimlik olusumu iliskisi
kapsaminda bir metin analizi yapilarak degerlendirilmeye c¢alisiimistir. Bu
baglamda kimlerle goriisme yapilmasi gerektiginin, goriigmecilerin kimlerden
olusacagmin tespiti ve gorlismeci gruplarin smiflandirmalari, Ermeni
okullarinda hi¢ egitim goérmemis veya Ermeni okullarindaki egitimini yarida

birakarak, ilkokul, ortaokul veya lisede Tiirk okullarina ge¢is yapmis yahut
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Tiirk okullarinda egitim gordiikten sonra Ermeni okullarina gecis yapmis
Ogrencilerin ve yalmizca Ermeni okullarina devam etmis Ogrencilerin ve
mezunlarinin birbirleriyle karsilastirilmast esasina dayanmaktadir. Ermeni
ogrencilerin kimlik algisinda, Ermeni okullarinin etkisini anlayabilmemizin en
temel yolu, Ermeni okullarinin yoklugunda 6grencinin Ermeni kimligine neler
oldugunu saptamaktan ge¢mektedir. Ayrica Ermeni okullarinda gérev yapan
miidiirlerin ve Ermeni 6gretmenlerin okullarin kimlik tizerindeki etkisine dair
yaklasimlarinin da karsilastirmali olarak ele alinmasi gerekliliginden hareketle,
goriisme yapilan kisiler temel olarak alt1 farkli gruba ayrilmistir.

Birinci gruptaki goriigmeciler 2016-2017 egitim 6gretim yilinda son
sinif dgrencisi olan dgrenciler arasindan secilmistir. Istanbul’da lise egitimi de
veren toplam bes adet Ermeni okulu bulunmaktadir. Goriisme yapilan
ogrenciler, Ozel Sahakyan Nunyan Ermeni Lisesi, Ozel Getronagan Ermeni
Lisesi, Ozel Surp Hag Tibrevank Ermeni Lisesi 6grencileridir.

Ikinci gruptaki goriismeciler yalmzca Tiirk okullarinda egitim gormiis
olan kisilerden olusmaktadir. Ugiincii gruptaki goriismeciler kendi iglerinde iki
gruba ayrilmaktadir: Ermeni okullarinda egitime baslayip sonrasinda Tiirk
okullarina gidenler ve 6grenimine Tiirk okullarinda baslayip sonrasinda Ermeni
okullarina ge¢is yapan 6grenciler. Bu ayrimin nedeni, calismamizda Ermeni bir
ogrencinin ilk egitim gordiigli okulun Tiirk okulu mu yoksa Ermeni okulu mu
oldugunun kimlik olusumu agisindan biiyiik 6nem arz etmesidir. Ermeni
ogrenci eger ilk once bir Tiirk okulunda egitim gordiiyse, Ermeni okuluna
gectiginde, otekilik deneyimini kii¢iik yasta edinmis olmaktadir. Otekilesme
bilincinin ardindan Ermeni okuluna gecis bu ogrencilerin kimliklerine ve
okullarma farkli tarzda bir aidiyet duymalarina yol agabilecegi diisiincesiyle bu
calismada gegislerin zamanlamalarina dikkat edilerek degerlendirmeler
yapilmigtir. Ote yandan, Ermeni okullarma uygulanan politikalarin bir sorun
olarak Ermeni okullarina yansidigi alanlarin, Ermeni okullarinda egitim
gormeye baslayan Ermeni Ogrenciler iizerindeki etkisi, bu 0Ogrencilerin

sonrasinda Tiirk okullarina devam etmeyi tercih edisinin nedenlerinde saklidir.
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Bu yiizden bu gruptaki 6grencilerin goriislerine 6zellikle Ermeni okullarinda
yasanan problemlerin ele alindig1 kisimlarda yer verilmistir.

Dordiincti  gruptaki mezun goriismecilerin  ise yalmizca Ermeni
okullarinda egitim gordiigii yaklasik 12 yil boyunca ¢ogunlugun Ermenilerden
olustugu bir alanda bulunmasi, kendi farkliliginin bilincini de farkli bir bigimde
olusturmasina yol agmaktadir. Tiirkiye’de Ermeni olma deneyimi, Ermeni
okullarindan mezun olduktan sonra baslamaktadir. Mezuniyetin {izerinden ne
kadar zaman gectigi ve bu zaman diliminde ne tiir deneyimler yasadigin da
Ermeni kimligi algis1 iizerinde 6nemli etkilerde bulunmaktadir. Bu nedenle bu
calismada, mezunlarin olusturdugu gruptaki goriismecilerin birbirine ¢ok yakin
donemlerde mezun olmus kisilerden olusmasina dikkat edilmistir.

Besinci gruptaki goriismeciler, Ermeni okullarinda miidiirlik yapmis ve
yapmakta olan kisilerden olusmaktadir. Milli egitim sistemi kapsaminda
Ermeni okullarinin okul miidiirlerinin Ermeni ancak miidiir yardimcilarinin
Tiirk olmasi zorunlulugunun uygulamaya konmasi ve Ermeni okullarinda
midirlik gorevinin yetki ve simirlart ile midiir yardimeilarmin yetki ve
siirlarinin neler oldugunun belirlenmesi, egitimde Tirklestirme politikalar
uygulamalarinin somut bir 6rnegidir. Bu nedenle bu gruptaki goriismecilere
yoneltilen sorular, bu uygulamalarin okullara nasil yansidigt ve ne gibi
sorunlara yol actiginin degerlendirilmesi amaciyla ayrica diizenlenmistir. Okul
miidirlerinin Ermeni okullarindaki egitimin nasil olmas1 gerektigi yoniindeki
bakis acisinin ve egitim anlayisinin miidiirlik gorevlerini yerine getirdikleri
Ermeni okullarinin egitim politikalar1 {izerinde, biiylik oranda belirleyici bir
etkiye sahiptir. Bu nedenle bu gruptaki goriismecilerin egitim anlayislar
okullarindaki o6grencilerin okullart ve Ermeni kimlikleri ile ilgili algiyr da
etkilemektedir. Her Ermeni okulunun, geleneksel yapisi ve kendine has
ozelliklerinin yani sira egitim anlayisiyla da, birbirleriyle karsilastirildiginda
farkli Ermeni kimlikleri olusturdugu varsayimindan hareketle, 6grencilerin
kimlik algilar1, okul miidiirlerinin bu minvalde verdikleri yanitlar birlikte

degerlendirilmistir
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Altinct grup ise Ermeni okullarinda gérev yapmis veya yapmakta olan
Ermeni ogretmenlerden olusmaktadir. Tiirkge ve Tiirkge kiiltiir dersi
Ogretmenleri arasinda ise alinma ve gorevlendirme acisindan 6énemli farklarin
mevcut oldugu Ermeni 6gretmenler, Tiirkge kiiltiir dersi 0gretmenleri gibi
MEB tarafindan atanan devlet memurlar1 degildirler ve maaglarin1 devletten
degil Ermeni okullar1 yonetiminden almaktadirlar. Ancak genel olarak Ermeni
okullarinda gdrev yapan O&gretmenlerin gorevlerine uzun siireler devam
ettikleri, bircogunun da emekliye ayrilana dek gérevlerini yine cogunlukla ayni
Ermeni okulunda siirdiirdiikleri gdzlemlenmektedir. Okullarin ve 6grenci
sayilarinin azligi da bu durumu olusturan etmenlerin basinda gelmektedir.
Diger bir etmen ise 6zellikle Ermenice dersi verebilecek veya sinif 6gretmeni
olabilecek ogretmen bulma konusunda yasanilan sikintilardir. Ogretmen
yetistirmede ve uygun 0gretmen bulabilmede yasanan zorluklarin nedeni ise
hiikiimetin bu alanda uyguladig1 bir ¢ok politikanin sonucudur. Bu nedenle
goriisme yaptigimiz Ermeni 6gretmenlerin ¢ogu Ermeni okullarinda uzun yillar
ogretmenlik yapmis kisilerden olusmaktadir.

Calismanin  ikinci boliimiinde Tirk kimligini olusturan temel
ozelliklerinin neler oldugu ve bu kimligin azinliklar1, nasil tanimladiginin yan
sira, “Tiirklestirme politikalarinin tarihi ayn1 zamanda Tiirkiye’deki azinliklarin
tarihidir” temellendirmesi iizerinden ele alacagimiz, Tiirkiye’de yasayan
azinliklara ve Ermenilere yonelik uygulanan bu politikalarin egitim alanindaki
yansimalar1 nasildir, sorusunun yaniti arastirilmstir.

Tiirk egitim sistemini sekillendiren politikalar iki yonde islemektedir.
Hiikiimet, uyguladig: politikalar1 bir yandan okul miifredatinin i¢ine yedirerek
isletmekte diger yandan 6rnegin Ermeni okullarini statiisiizlik sorunuyla bas
basa birakacak yahut Ermeni okullarina 6gretmen alimini zorlastiracak yasalar
cikararak uygulamaktadir. Politikalarin uygulanma bigimlerinden ilki, Tirk
ulusal kimliginin milli egitim bakanlhifinca onaylanan miifredat ve ders
kitaplar1 araciligiyla Ermeni okullar1 dahil tiim okullara benimsetilmeye

calistimasidir. Ikincisi ise yalmzca azinlik veya Ermeni okullarina yonelik
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hazirlanilan yasalarin uygulanmaya konulma bi¢imi ve seklini icermektedir.
Calismanin {igiincli boliimiinde ele alinacak olan bu politikalar ayn1 zamanda
Ermeni okullarinda giliniimiizde hala devam eden birgok soruna zemin
hazirlamistir. Ornegin hem azinlik hem de 6zel okul statiisiine sahip olan
Ermeni okullarinin devlet biitgesinden statiisiizlilk sorunu nedeniyle biitge
alamamasi okullarda biiylik maddi sikintilar dogurmaktadir. Bu maddi
sikintilarla bas etmeye calisirken yasanilan sikintilar 6grencilere ve velilere
yansimakta bu kez de 6grenciler artitk Ermeni okullarini tercih etmeyip, 6zel
okullara gitmek istemektedirler. Bu sekilde azalan 6grenci kayitlari, Ermeni
okullarin1 maddi olarak daha da zora sokmaktadir. Ermeni okullarinin, 6grenci
velilerinin kayit sirasinda yaptigi bagislarla, goniilliilik esasina dayanarak
kazang sagladig: diisiiniildiigiinde, maddi anlamda yasanan kisirdongii daha da
iyi anlagilacaktir. Ermeni okullarinin yiiz yiize kaldigi sorunlari bu acgidan
degerlendirdigimizde, yasanan problemlerin, ayni anda hem neden hem de
sonucu olusturdugu ve birbirinin i¢ine gecerek, giderek karmasiklasan ve
icinden ¢ikilmaz bir hale geldikleri gbzlemlenmektedir.

Calismanin dordiincti boliimiinde ise Ermeni Ogrencilerin  Ermeni
kimlikleri ile ilgili olan algilarinin miifredat ve ders kitaplar1 araciligiyla ne
yonde sekillendigi ele alinmistir. Egitim miifredat yoluyla diizenlenen anlayisin
bir yansimasidir. Bu anlayis kendisini en ¢ok ders kitaplar1 aracilifiyla
yayginlastirir. Tiirkiye’de tiim ders kitaplarinin giris boliimiinde Tirk ulusal
miicadelesini siirdiirebilecek milletine sadik bir neslin portresi ¢izilmektedir.
Ozellikle milli olarak nitelendirilen derslerin kitaplarinda ise verilmek istenen
ulusal kimlik bilinci yalmzea giris kisimlarinda degil bu kitaplarin
iceriklerindeki zihniyette ve anlatim tarzinda da aciga ¢ikmaktadir. Milli tarih,
milli cografya gibi dersler ve bu derslerin kitaplari, 6grencilere, ulusal tarih
bilincini ve yurtseverligi agilamaya ¢alismaktadir. Cumhuriyetin ilk yillarindan
itibaren Ermeni okullarinda bu dersleri veren O6gretmenlerin “milli kimlik
duygusuna haiz kisilerden” olusmasima dikkat edilmistir. Tiirkce ve Tiirkce

Kiiltiir Derslerinin icerikleri ise Milli Egitim Bakanliginca belirlenen miifredat
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cergevesinde olusturulur. Ayrica bu dersleri Ermeni 6gretmenlerin vermesi de
yasaktir. Bu da Ermeni okullarinda 6grenim goren 6grencilerin Tiirk kimligi ile
ilgili algisim sekillendirmeye yaradigi diistiniilen baska bir unsurdur.

Bu haliyle miifredat okul siralarindan itibaren baslayarak aslinda kisinin
tiim hayat1 boyunca tasiyacagi kimligin ne yonde sekilleneceginin belirli bir
program halinde diizenlenmis olmasidir. Bu diizenleme kisinin kendi kimlik
olusumunu biiylik 6lctide etkiledigi gibi, kisinin yasadig1 toplumu ve toplumu
olusturan diger bireyleri nasil algilayacagim1 da etkilemektedir. Boylelikle,
Ogrencinin miifredatin belirleyiciliginde deneyimledigi okul yasantis1 da
Ogrencilerin kimlik olusumunda en temel yerlerden birini isgal etmis
olmaktadir. Miifredatin igeriginin ve amaglarinin hangi yonde ve hangi amagla
olusturuldugunun yanitlar1 ayn1 zamanda 6grencilerin ve ileride yer alacaklari
toplumun kolektif kimliginin hangi sekilde tanimlanacagini da igermektedir.

Ulus-devletlerin - milliyet¢i anlayislart  dogrultusunda olusturmak
istedikleri milli kimligin sinirlari, ulus devletin egitim politikalar1 sonucunda
belirlenip ¢ercevesinin c¢izildigi miifredat, miifredatin kaynaklar1 ve araglari
tarafindan ¢izilmistir. Baskin olan ulusal/etnik kimlik dogrultusunda
diizenlenen miifredat nedeniyle farkli etnik kimliklere sahip bir¢ok nesil de
baskin kimlik ve kiiltlirlin egemenliginde benzer bir anlayis igerisinde egitim
gérmiistiir. Miifredat kaynaklar1 ve araglarinin hig bir sekilde objektif ve nesnel
olmamas1 sebebiyle, miifredatin neyi igerip neyi igermeyecegi, neyi disarida
birakacagi, her zaman baskin gruplarin ¢ikarlar1 dogrultusunda sekillenmistir.
Bu nedenle miifredatin kullandig1 araglar politik bir siirecin de pargasi
olmaktadirlar. Ayrica miifredat 6grencilere belli bir ¢cer¢cevede sunmus oldugu
imgelemeler yoluyla ulus-devletin siyasal ideolojisini desteklemekte ve
stirdiiriilmelerine olanak saglamaktadir.

Tiirkiye’de de ders kitaplar1 “mesru bilgi”nin simirlarini belirlemesi
sebebiyle her zaman miifredatin en 6nemli araglarindan biri olmustur. Ders
kitaplar1, kapaklarinda kullanilan gorsellerden itibaren, igerikleri ve kullanmis

oldugu dil araciligiyla, ele aldigr ya da almayr uygun bulmadigr konularla
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Ogrencilere temel bir mesaj verme gayesiyle hazirlanmaktadirlar. Hangi
konular hakkinda konusulabilecegini, hangi konularin ise tabu oldugunu
belirleyerek hakim sdylemin kodlarini normallestirilen kaynaklar olarak ders
kitaplari, Tiirkiye’de “resmi sOylemi” yansitan en temel unsurlardan biridir.

Miifredat milli kimlige dahil olanlarin ne gibi 6zelliklere sahip olmasi
gerektigi ve neyi temsil ettiklerini, milli derslerin milli ders kitaplar
araciligiyla kiiclik yastan itibaren ogrencilere asilar. Ayni miifredat, milli
kimlige dahil olmayanlarin yani farkli etnik kimliklere sahip olanlarin da ne
gibi Ozelliklere sahip oldugunu yine ders kitaplar1 araciligiyla &grencilere
belletir. Tiirkiye’de okullarda okutulan ders kitaplarinda Tiirk milli kimligine
dahil olmayan gayrimiislim azinliklara dair bir c¢ok ayrimci ifade yer
almaktadir. Miifredat farkli etnik gruplarin ne sekilde temsil edilecegini
belirlemede anahtar bir role sahiptir. Siniflarda 6grencilere aktarilacak olan
bilgilerin diizenlenmesinde, hangisinin kabul edilebilir ve &grencilere
verilmeye deger oldugunu, hangisinin milli kimlik yaratmada uygunsuz
oldugunu ve hangi olas1 bilginin gizlenmesi yahut s6z edilmemesi gereken
bilgiler oldugunu kendi ulus-devlet nosyonu ¢ercevesinde belirler.

Tirk kultiri ve kimliginin disinda higbir kimlige ve kiiltiire yer
verilmeyen, vermis olsa bile yine kendi ulus-devlet anlayisinin uygun goérdiigi
bir ¢erceve igerisinde sunan miifredat ve ders kitaplarinin ‘Gteki’ne yonelik
bakis agisi, Ogrencilerin farkli kiltir ve kimliklere dair Onyargilar
olusturmasina ve bu kiiltiirleri yanlis tanimasina neden olmustur. Tarihsel bir
baglama oturtulan Tiirk devleti ve toplumuna kars1 Ogrencilerde ortak bir
aidiyet hissi yaratmayr amaglayan, miifredat, bu yolla ‘biz’ anlayismi da
yaratmis olur. Yildan yila bazi degisikliklere tabi olarak degisen miifredat ve
ders kitaplarinda degismeden gilinlimiize kadar gelen sey ise Tiirk milletine ve
Tiirk devletine bagli, bu degerler etrafinda birlesen, ortak bir kimlik olusturma
cabasidir.

Ermenilerin, Ermenilerle ilgili meselelerin ve Tiirk-Ermeni iliskilerinin

nasil ele alinmis oldugu, nasil 6gretildigi, ne sekilde islenmekte oldugu veya
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konu aktarilirken nasil bir dil kullanildigima baktigimizda, Ermenilerin, ders
kitaplarinda yer alan diger azinlik gruplar veya farkli etnik dinsel gruplarin ele
alinig bi¢iminden farkli bir yerde durdugunu goérmekteyiz. 1915°de yasanan
olaylarin giinlimiizde hala giincelligini korumasi sebebiyle ders kitaplarinda
Ermenilerden sikc¢a bahsedilmektedir.

Okullarda, ¢ift yonlii ve zit kutuplu isleyen Tiirk ve Ermeni kimliginin
birbirlerini nasil algiladigi da Tiirkiye’deki Ermeni o6grencilerin  kimlik
olusumunda oOnemli bir role sahiptir. Ulus-devlet yapisinin istedigi yonde
sekillendirdigi Tiirk kimligi ile kendini Tiirk olarak tanimlayanlarin
olusturdugu zihniyet ve yapi, kendisini tanimlarken Ermenilere ve Ermeni
kimligine atfettigi anlamla da birlikte var olur. Ermenilerin uzun yillardan beri
“yabanct ve hain” bir diisman olarak goriilmeleri, Tiirk kimliginin ve
toplumunun en belirgin 6zelliklerinden biridir. Kisacasi Tirk’iin Ermeni’yi
tanimlama bigimi, kendi Tirkliigiinii de tanimlama bi¢iminin bir pargasini
olusturur.

Gorligmecilerin ¢ogunun Ermeni olmalarindan kaynakli yasadiklar
ayrimcilik veya hakaretlerle ilgili olarak vurguladiklari sey toplumun “cahil”
olmasidir. Birgok 6grenci yapilan goriismelerde sik sik tekrarladiklari, “keske
bilselerdi”, “hi¢ bilmiyorlar ki”, “birazcik tanisalar yaptiklari hakaretlerin ne
kadar kotli oldugunu anlarlardi” tiirlinden cilimlelerle ne kadar yanlis
tanindiklarina dair sitemde bulunmuglardir. Yanlis taninma ise Ermenilerde
kendini kanitlama, iyi olmaya ¢alisma gibi tepkilere yol agmaktadr.

Ermenilerin digsaridan yabancit bir unsur olarak goriilmeleri toplumsal
bir kabule doniismiistiir. Onyargilar ve yanlis tanima sonucu olusan Ermenilere
yonelik kanilarin iki 6nemli nedeninden birisi, Tiirk toplumunun Ermenileri
tanimamasindan ileri gelmektedir. Tiirk ulus-Devlet, okullarinda veya ders
kitaplarinda, Tiirk kimligini kendi ¢ikarlari dogrultusunda, nasil tanitacagini
secip belirlemisse, Ermenilerin de nasil tanitilacagini belirlemistir. M.O. 6.

Yiizylldan bu yana bu topraklarda yasayan Ermenilerin Tirk toplumu
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tarafindan “yabanc1”  olarak goriilmesi, bilingli yaratilan bir cehaletin
yansimalardir.

Ermeni okullarinda tarih dersleri ve tarih ders kitaplar ile ilgili
durumlar ise ¢aligmanin besinci boliimiinde temel olarak iki yonlii olarak ele
alinmistir. Bunlardan ilki Tiirk milli kimligi anlatistnin yer aldigi tarih
kitaplarinin Ermenileri ne sekilde aktardigi ile ilgilidir. Ayrica tarih derslerinde
Ermenilerden bahsedilen kisimlarda tarih 68retmeni ile 6grencilerin yasadiklari
deneyimler de bu kapsamda ele alinacaktir. Burada bahsedilen durum
Tiirklestirme politikalar1 ekseninde diisiinebilecegimiz, yani paralel giden bir
durumdur. Nasil ki azinliklarin tarihi bu iilkede Tiirklestirme politikalarinin da
tarithidir. Tarih ders kitaplar1 aracilifiyla yaratilan resmi tarih anlatiminda
kendisine yer bulan Tiirkliikk de, resmi tarih icinde azinliklara karsi / Gtekilere
kars1 var olan yaklagimin da kendisidir. Tiirklerin ulusal bilinci 6tekine karsi
yaratilan bilingle olusturulmustur. Bu Tiirkiye Cumhuriyeti’nde her zaman
hakim olan zihniyetin tarih ders kitaplarinda somutlagsmis bigimlerinden biridir
Tarih 6gretmenlerinin Ermeni okullarinda bu kisimlar iglenirken takindig: tavir
da ogrencilerin kendi kimlikleri hakkinda &gretmenlerinin ne diisiindiigiind,
Ermenileri ne sekilde tanimladigini da yansitan bir ayna islevi gérmektedir. Bu
duruma ayrica Tiirk okullarinda egitim gérmekte olan Ermeni 6grencilerin
gbziinden de yer verilmeye calisilmistir. Devlet veya 6zel okullarda §grenim
goren Ermeni 6grencilerin tarih derslerinde maruz kaldig1 ayrimei davraniglar
ve Tirk toplumunun bu anlayisla yazilmis olan tarih ders kitaplariyla
sekillenen zihniyet, Ermenilere karsi sergilenen ayrimci ve dislayict
mekanizmalarin kaynaklarindan belki de en 6nemlisidir. Tiirklerin Ermenileri
ne sekilde goriip algiladiginin zemini okul siralarinda olusturulmakta ve yine
bu okullarda Ermeni 6grencilere cesitli sekillerde yansimaktadir.

Milli kimligin olusumu ve bu kimligin korunmasi bilinci 6grencilerde
tarih bilinci olusturmadan kavratilamayacak bir unsurdur. Ayrica, milli birlik ve
beraberligin 6nemi de Ogrencilerin, “ge¢mis ve bugilin arasinda baglant1”

kurabilmesiyle miimkiindiir. Ogrencinin tarih dersi kapsam ve amaci sayesinde
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edinmesi hedeflenen 6zellikleri tarih dersi 6gretiminin yoklugu durumunda ise
tersi yonde isleyebilmektedir. Ermeni 6grencilerin Ermeni tarihi hakkinda bilgi
sahibi olamamasi, onlarda tarih dersleriyle hedeflenen duygu ve davranislara
kendi Ermeni kimlikleri g6z oniinde bulunduruldugunda ulasamayacaklarini
gostermektedir. Calismanin besinci bolimiinde Ermeni okullarinda Ermeni
tarihini anlatan bir dersin bulunmayist ve bu durumun yarattifi sonuglar,
goriismecilerin yorumlar ile birlikte ele alinip degerlendirilmis ve Ermeni
okullarinda yasanan bu yonde bir eksikligin ne tiir etkinliklerle giderilmeye
calisildigi ve bu etkinliklerin 6grenciler iizerindeki etkisi anlagilmaya
calisilmgtr.

Tarih gibi dil de kimligi olusturan en temel belirteclerden biridir. Dilin
bireyin ve milletin kimliginin bicimlenmesinde temel referans noktalarindan
biri olusu, milliyet¢ilik hareketlerinin yayginlagmasiyla da birlikte ulus-
devletlerin dili siyasetlerinin ¢ok 6nemli bir pargasi olarak kullanmasina zemin
hazirlamistir. Ayrica dil milliyetci ideoloji ¢ercevesinde “biz” i olusturan niifus
tizerinde farkliliklar1 azaltma hatta yok etmede de bir aractir. Ulus-devletlerde
standart bir dil ve onun araciligiyla da kiiltiir tiretimi saglanirken farkli dillerin
varlig1 gérmezden gelinir, yok sayilir yahut yasalar arcilifiyla ¢esitli sekillerde
kullanilmast (egitim, medya, kamusal hayat v.b.) engellenir. Aynmi dili
konusuyor olmanin, insanlar1 goriinmez bir bagla birlestiriyor olmasi ayni
zamanda farkli dilde konusanlarla aralarinda da bir sinir da olusturmaktadir.
Boylelikle ulus-devletler 6teki’nin kendi dilinde kendisini ifade etme hakkini
baski altinda tutarken, homojenlestirmeye yonelik asimilasyon politikalar
oteki kimliklerin de asimilasyonunu kag¢inilmaz olarak beraberinde getirir.
Kiltirtin tasiyicist olarak dile miidahale azmlik gruplarin  kimliklerini
korumalarinda 6nemli sorunlar meydana getirir.

Tiirkiye Cumbhuriyeti’nin dil politikalarmi farkli dilde konusan etnik
gruplar T{zerindeki yaptirnmlarla birlikte diisiindiiglimiizde ulusal Tiirk
kimliginin olusturulmas1 ve siirdiiriilebilmesi adina diger etnik gruplarin

dillerini yok saymaya ve kisitlamaya ¢alismasi bu gruplarin etnik kimliklerini
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de Tiirk kimligi altinda toplamaya caligsmasi oldugunu goriiriiz. Dil ve kimlik
lizerine tretilen fikirlerde veyahut teorilerde de gordiigiimiiz gibi kimligi
koruyabilmenin ve kendini bir etnik kimlige ait hissedebilmenin en 6nemli
sembolik kaynag dildir.

Ermeni okullarinin Tiirkiye Ermenileri i¢in tasidigr 6nemi belirleyen en
onemli misyonu, Ermeni dilini 6greten, giinlimiizde Tiirkiye’de kalan yegane
kurumlar olmalarindan kaynaklanmaktadir. Ermenice dili egitimi ermeni
okullarinin varolus nedenidir. Ermenilerin hayatlarinda tarihleri boyunca
okulun en Onemli misyonu Ermenice ogretimidir. Ermeniler i¢in dili
kaybetmek kimligi kaybetmekle esdeger anlam tasimaktadir. Bu yiizden tarih
boyunca kimliklerinin korunmasinda ve slirdiiriilmesinde Ermeni dili
Ermeniler i¢in en 6nemli etmen olagelmistir.

Calismanin altinc1 bolimiinde oncelikle Ermeni dilinin Ermeniler ve
Ermeni kimligi i¢in tagidig1 onem tarihsel siire¢ igerisinde nasil sekillendigi ve
giiniimiizde nasil bir noktaya evrilmis oldugu ele alinmistir. Ayrica bu
boliimde, Tiirk kimliginin ingasindaki en 6nemli yap1 taslarindan biri olan Tiirk
dili ve Tiirk dili merkezli egitim sisteminin Milli Egitim’e baglh tiim okullarda
ve dolayistyla da Ermeni okullarinda uygulanis bigimi sorgulanmis ve ¢ift dilli
egitimin verildigi Ermeni okullarinda, Ermenice dersi ile ilgili uygulanan
politikalarin Ermeni dili egitimini nasil etkiledigi degerlendirilmistir. Okul-dil-
kimlik bilesiminin Tirkiye’deki ermeni okullarinda birbirleriyle iligkilenme
bigimi, hem ermeni hem de Tiirkiye tarihindeki parametreler goz Oniine
alindiginda, nev-i sahsima miinhasir Ozellikler gostermektedir. Tiirkiye
cumhuriyetinin kurulmus oldugu cografyada yasayan Ermenilerin, Ermeni
kimligi ve Ermeni dili ve dolayisiyla Ermeni okullariyla kurdugu bag ve
toplumsal yansimasi; Tiirk kimligi, Tirk dili ve devlet okullar1 arasinda
kurulan iligkiyle birlikte ele alinmak zorundadir.

Ermeni dilinin ortaya ¢ikisindan bu yana Ermeniler i¢in Ermeni Dili ve
Ermeni kimligi ayrilmaz bir biitiin olmustur. Giiniimiizde Ermeni okullarindaki

Ermeni o6grencilerin kendi anadillerine/Ermeniceye ve Ermenice derslerine
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yaklasimlarina baktigimizda pek ¢ok Ermeni 6grenci i¢in Ermeni dilinde
egitim gormek kendilerini zorlayan bir siirece doniismiistiir. Egitimlerinde
Ermenice gibi zor ve islevsiz bir dersin yer almasi, oOgrencilerde, diger
alanlarda eksikliklere yol actign fikrini olusturmustur. Ogrenciler igin
anadillerini 6grenmeye harcadiklar1 vakit, bosa gecen zorlu bir zaman olarak
degerlendirilmektedir. Ayrica bu durum pek ¢ok 6grencinin Ermenice dersinde
zorlandiklar1 gerekgesiyle, tercihlerini Tiirk okullarina geg¢is yapma seklinde
kullanmalarina yol agmistir. Boylelikle Ermeni kimligini olusturan en temel
unsurlardan birinden, Ermeni dilinden kacis, Ermeni okullarinda egitim
gormekten kacinma davranmisina da yol agmistir. Ogrenciler ve aileler, okullara
ve Ermeniceye iki zit sekilde yaklagmaktadirlar.  Aileler/6grenciler ya
Ermenice ogrenmeleri/6grenmek icin Ermeni okullarina
gondermektedirler/gonderilmektedirler ya da Ermenice egitim yiiziinden
okullar tercih edilmemektedir.

Tiirkiye’deki siyasal konjonktiir cesitli donemlerde cesitli sekillerde
ermeni toplumuna ne sekilde yansimis olursa olsun Ermeniceyi disarida
konusulmamasi gereken bir dil haline getirmistir. Ermeniler anadillerini yahut
anadillerinde olan isimlerini kullanmaya veya kullandiklarini belli etmeye her
zaman ¢ekinmislerdir. Ermenice isimler gizlenmesi gereken bir dilde isimlerdir
ve is hayatinda Ozellikle ticarette kullanilmasinin zarar getirecegi isaretlerdir.
Ermenice dilini 6grenmek icin ilkokulda aldigin Ermenice dersi ¢ocuk ig¢in
diger derslerden yalnizca biridir istelik de ¢ok zordur. Daha o6nce hig
tanigsmadiysa daha da zorlandig1 bir derse doniismektedir. Ciinkii cocuk ermeni
dilinin i¢ine dogmamaktadir.

Tiirkiye Cumbhuriyeti’nin dilin Tirklestirilmesi alaninda uyguladig:
politikalar ve Ermenilere karsi var olan ayrimci tutum nedeniyle gliniimiizde
birgcok ermeni vatandas disarida kendi arasinda rahat¢a Ermenice iletisim
kuramamaktadir. Disar1 ¢iktiklarinda, “mama diyerek hitap etme” diyerek
¢ocugunu uyaran annenin, yalnizca ev simirlari igerisinde “mama” olarak

kalmas1 orneginde oldugu gibi Ermenice eve yahut okula kapanan bir dile
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doniismiistiir. Disarida saklanmasi gerektigi diisiiniilen ermeni kimligini ele
veren ¢ok onemli bir unsur olarak Ermenice konusmak, Ermeni okullarinda
miimkiin iken, 6grencilerin biiylik bir cogunlugu, okulda da kendi aralarinda
Tiirkce konugmaktadir. Ancak okullarda yasanan, Ermenice dersi 0gretmen
temini ve ders materyali ile ilgili bahsettigimiz Tiirkiye’deki Ermeni okullarina
O0zgii olan sorunlarin tiimii, sonu¢ olarak Ogrencileri anadillerinden
uzaklastirmakta ve Ermeni dili 6gretmenler ve 6grenciler tarafindan giderek
daha az kullanilan bir dile doniismektedir.

Calismanin bu boliimiinde ayrica 1998 yilinda Marmara gazetesinde
yayimlanan ve tam/yarim/¢eyrek ermeni meselesinin islendigi makale de goz
Oniinde bulundurularak, Ermenice bilmek ile Ermeni olmak arasindaki iliskinin
bir Onceki yiizyildan, gilinlimiize nasil aktarildigt ve ermeni kimligi
tartigmalarinin  hangi eksenlerde yogunlastigt da tartisilmigti. Ermenice
bilmeden “tam” yahut “tamamlanmis bir ermeni olunamaz” algis1 1880lerde
yayimlanan Misag adli Ermenice dergide de benzer sekillerde sorgulanmistir.
Marmara gazetesinde yayimlanan makalede Ermeniceyi bilmeyi gercek
Ermeniligin vazgeg¢ilmez kosulu olarak kabul edenler ve “Ermenice bilmese de
Ermeniligi uygulayanlar” olmak iizere iki pozisyon benimsenmistir. Makalede
Ermeniler, Ermenice dilini iyi kullanma diizeyleri iizerinden “tam Ermeni”,
“yarim Ermeni” ve “ceyrek Ermeni” olarak siniflandirilmistir. Ermeni
Ronesansi’nin yasandigi yillarda yayimlanan Misag dergisinde yayimlanan
yazilar dizisinde de Ermeniligi olusturan en temel etmenin dil mi yoksa din mi
oldugu tartigilmis ve uzun yillar siiren bu tartismalarin sonucunda Ermeni Dili,
Ermeni kimliginin en 6nemli unsuru olarak kabul edilmistir.

Goriildugii gibi ylizy1l oncesine kadar Ermeni sayilamayacak olan
bircok unsur gilinlimiizde ortaya cikan yeni Ermeni kimlikleri ile birlikte
yeniden sorgulanmaya baslanmistir. Ermeni nedir, Ermeni olmak nedir, Ermeni
kiiltiiriiniin bilesenleri nelerdir, diye sordugumuzda her ne kadar Ermeniler

toplu bir kimligi paylassa da, kimlik, kisilerin yasam tarziyla ve toplumsal
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yaptyla etkilesime girmekte ve bu da bolinmiis Ermeni kimlikler
yaratabilmektedir.

Calisma stiresince elde edilen veriler ve deneyimler sonucunda analiz
edilmeye ¢alisilan bu iliskiselliklere baktigimizda Ermeni okullarindaki Ermeni
Ogrencilerin ¢ift yonlii bir kimlige maruz kaldiklar1 goriilmiistiir. Birbirini iten
bu zit kutuplu kimliklerin, okullardaki 6grencilerin kimlik algilar1 iizerinde ¢ok
bliyiik bir etkiye yol agmasi kaginilmazdir. Ermeniler i¢in, binlerce yillik ve
siirekli bir varlik gosteren tiim topluluklarda oldugu gibi, kimlik ¢cok daha
karmasik bir kavramdir. Kimlik tanimi ayn1 zamanda 1915’1 yasayan bir
topluluk olmasi nedeniyle de Ermeniler s6z konusu oldugunda daha da
karmagik bir kavrama doniigmektedir. Ayrica, Ermeniler gibi tiim diinyaya
yayilmis halklarin kimlik taniminin yapilabilmesi durumu daha da i¢inden
¢ikilmaz tartigsmalara gotiirmektedir.

Ermeni kimliginin akiskanlig1 nedeniyle kimin Ermeni oldugu artik ¢ok
net belli degildir. Hangi Ermeniler Hiristiyan olanlar m1 olmayanlar mu, ikiyiiz
sene once bunu sdylemek imkansizdir. Ermeni kimligi artik ¢ok katmanl bir
hale gelmistir. Ermenilerin bu akiskanlikla nasil bas ettiklerine Tirkiye’deki
Ermeniler o6zelinde ve Tirkiye’deki Ermeni okullart ve kimlik iliskisi
tizerinden degerlendirdigimizde Tiirkiye’deki Ermeni gercekliginin kendine
0zgii ozelliklere sahip oldugunu gérmekteyiz.

Tirkiye’de  Ermenilere yonelik olan diismanca algi devletin
kurulusundan bu yana uyguladigi pek cok politikayla birlikte stirekli canli
tutulmustur. Ermeni soézctigiiniin her daim bir hakaret olarak kullanan
toplumsal yapmin karsisinda ise Ermeniler genel olarak ayrimciliktan
sakinmak i¢in gizlenme yolunu se¢mektedirler. Ermeni kimliginin ifsasiyla
ortaya cikabilecek olasi problemlerden ve kotii muamelelerden kaginmak
amaciyla kimligini gizleme yolunu secen Tiirkiyeli Ermeniler gizlenme
amactyla cesitli stratejiler benimsemek durumunda kalmislardir. Bu g¢alisma
boyunca pek ¢ok 6rnegini verdigimiz isimlerini yahut okullarinin adin gizleme

tiriinden davraniglarin kokeni Ermeniliklerinin agiga ¢ikmasindan duyulan
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korkudur. Siirekli dislanma ve korku Ermenilerin kendi kimlik algilarmi da
zedeleyecek niteliktedir. Bu calismada bahsettigimiz Tiirk kimliginin Ermeni
kimligini algilayis bicimleri ve Tiirk kimligi ile Ermeni kimliginin sahip
olduklar1 6zelliklerin Ermeni 6grenciler tizerindeki etkisi okullarla nasil ve ne
sekilde iliski kurulduguna ve kamusal alanda Ermeni kimligi ile hangi
sekillerde yiizlesildigine gore cesitli bicimler almistir. Ermeni kelimesini bir
hakaret olarak kullananlarla Ermenilerin karsilasilma bigimleri, gizlenme
ihtiyaclarim1 yaratan kosullar ve gizlenme bigimleri yahut Ermenilerle ilgili
olugmus olan 6nyargilara karsi sorumluluk alma bigimleri gibi pek cok faktor
Ermeni 6grencilerin 6zelinde yeniden ele alinmis ve degerlendirilmistir.
Calisma kapsaminda gorliisme yaptigimiz tiim katilimcilara gore,
Tiirkiye’de Ermeni olmak, “cok zor”, “gergin”, “acil1”, ve “sabir gerektiren”
bir deneyimdir. Tiirkiye’de Ermenilik, Diasporadaki veya Ermenistan’daki
Ermenilerden tutun da Tiirkiye’deki Tiirklere kadar her yonden yok sayildigin,
kabul gormedigin bir deneyimdir. Tiirkiye’de Ermeni kimligi, gizlemek
zorunda kaldigin bir kimliktir. Kimligini ele verecek her seyin gizlenmek yahut
yok olmak zorunda oldugu bir kimliktir. Disarida hagli kolye takamadigin,
Ermenice konusamadigin, disarida “mama’”na anne demek zorunda birakildigin
bir kimliktir. Tiim etnik etiketlerini saklamaya g¢alismak icin ¢esitli taktikler
gelistirmek zorunda kaldigm bir kimliktir. Ismini yasamin birgok alaninda,
Tiirkce takma isimler takarak gizlemek durumunda birakildigin bir kimliktir.
Yahut heniiz takma isme gerek bile duyulmadan dogulur dogulmaz ileride bir
zarar gormeyesin diye isminin Ermenice verilemedigi bir kimliktir.
Tiirkiye’deki  Ermeni  kimligini Ermeni  okullar1  iizerinden
diistindiigtimiizde, Tiirk kimliginin ekseninde belirlenmis olan anlatinin Ermeni
okullarinda Ermeni 6grencilere dgretilmesiyle ylikiimlii oldugunu gérmekteyiz.
Boylelikle Ermeni okullari bir yandan Ermeni kimligi ve kiiltiirii ile ilgili
ogrencilerine beslenebilecekleri 6nemli bir kaynak kurum olarak var olmaya
calismakta diger yandan Tiirk kimligi ve Tirk kiltliriiniin baskin oldugu bir

miifredat1 uygulamak durumunda kalmaktadir.
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Ermeni okullarinin ve bu okullara uygulanan politikalarin, Tiirk milli egitim
sistemi icerisinde benimsetilmeye c¢alisilan Tiirk kimliginin ve bu kimligin
Ermeniligi algilama bigimlerinin; Tiirkiye’deki Ermeni 6grencilerin kimlik
algilarini, Ermeni kimligini yagsama bi¢imlerini nasil olusturdugunu agiklamaya
calistigimiz bu c¢alismanin son bolimiinde, Ermeni 6grencilerin okullar ile
kurduklar1 iliskilenme bigimlerindeki zamansal ve mekansal gegislerin ve
farklilasmalarin olusturdugu Ermeni kimlikleri, karsilastirmali olarak ele
alimmistir. Kimliklere dair yasanan deneyimler tim calisma boyunca ¢esitli
sekillerde ayrintili bicimde degerlendirilmeye caligilan kimlik ve okul iliskisi
lizerine yaptigimiz tespitler goz Oniinde bulundurularak analiz edilmeye
calisiimastir.

Ogreniminin ilk yillarinda etnik kimliklerine ydnelik olarak dgrenciler
bilingli bir farkindalik diizeyine ulasamazlar. Ogrencinin Tiirkliik veya
Ermenilik ile ilgili algilayislar1 6zellikle bu evrede fludur, net degildir. Ogrenci
kendisine ezberlettirilen Tiirklerin kahramanliklarini anlatan siirleri, destanlari
bir “Tiirk”ten hi¢ farki yokmuscasina heyecanla okur ve bu metinlerdeki
zaferlerle, basarilarla kendisini 0zdeslestirerek ¢esitli duygulanimlar yasar.
Yahut milli bayramlarda tiim &grencilerin yer aldigi torenlerde hep birlikte
sOylenen marslara biiyiik bir coskuyla eslik eder. Yine de Ermeni bir 68renci
bir sekilde kendisinin ¢ogunluktan farkli oldugunu da sezer, ancak bunu tam
olarak aciklayabilecegi kavramsal diizeyden yoksundur. Ornegin, okul
disindaki c¢evresinde, gittigi okulun diger okullardan farkli oldugunu, okulun
adin1 sdylemeye basladiginda fark etmeye de baslar. Kendi ismi, okulunun
ismi, okulda ogretilen Ermeni dili, bunlarin hepsi ¢ocukta yavas yavas
digerlerinden farkli oldugu izlenimini gii¢lendirir.

Ortaokul ve akabinde lise doneminde artik bunlarin ayirdina varacak
olgunluktadir - ki bu olgunluk da bir Oteki olarak yasamanin getirdigi
zorluklar1 c¢ocukluktan itibaren deneyimliyor olmaktan kaynaklanmaktadir -
ancak Ogrenci aslinda ilk6grenimi boyunca miifredat yoluyla benimsetilmesi

hedeflenen degerlerden kendisini biisbiitiin koparamaz da. Bu tip etkinliklerin
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yapildig1 siralarda Ermeni 6grencilerin sesi her zaman daha yliksek daha
coskulu ¢ikmak zorundadir. Okullarda milli bayramlarda yapilan térenler, uzun
yillar boyunca her sabah tekrarlanan andimiz, veya pazartesi ve cuma giinleri
tekrarlanan istiklal mars1 toreni gibi tim okullarda zorunlu tutulan
uygulamalar, Ermeni okullarinda daha kat1 bir disiplin esliginde uygulanmak
durumunda kalmistir. Okul miidiirii yeterince coskulu sdylenmedigini
diislindiigli mars1 yeniden yeniden tekrar ettirebilir. Bu durumun kokeni
calismamizin {i¢ilincli boliimiinde ele aldigimiz Tiirk midiir basyardimcilar ve
Tiirkce ve Tirkge kiiltiir dersleri 6gretmenlerinin  Ermeni okullarindaki
misyonu ve gorevlerini yerine getirme bilinciyle neredeyse 100 yil boyunca
devam eden bir baskinin ve bu baskidan duyulan korkunun sonuglaridir.

Calismanin son bdliimiinde Ogrencilerin en ¢ok hangi zamanlarda
kendilerini Ermeni gibi hissettikleri, Tiirkiye’de Ermeni olmay1 ve Ermeniligi
nasil tanimladiklari, hangi Ermeni okulunda &grenim gordiiklerinin kimlik
olusumlarinda ne gibi sonuglar dogurdugunu, yasadiklar1 ayrimciligr farkli
okullarda farkli yas dilimlerinde nasil deneyimledikleri, miilakatlarda sorulan
sorular ve yanitlar 1s1¢1inda analiz edilmeye ¢ahisilmistir. Ogrencilerin egitim
siireclerinin ne kadarimi Ermeni okullarinda, ne kadarimmi Tiirk okullarinda
gecirmis  olduklarmin  karsilastirilmast  bu  analizlerin  dayanagini
olusturmaktadir. Bu karsilastirma, 6zellikle, hem Ermeni hem Tiirk okuluna
gitmis olan 6grencilerin okul gecisliliklerinde ilk gecisin ne yonde oldugunun
ogrencinin kimlik ve bir gruba aidiyet hissini nasil etkiledigi iizerinden
yapilacaktir. Ermeni okullarinda gegirilen zaman yahut mezuniyetin ardindan
gecen zamanin sadece Ermeni okulunda egitim gormiis Ogrencilerin ve
mezunlarinin, okullar1 ve kimliklerini degerlendirme bigimlerinde ne gibi etkisi
oldugu da, karsilastirmalarin yoniinii belirleyen 6nemli unsurlardan biridir.
Ciinkii bir okuldan digerine gegisler veya gecissizlikler, bir kimlikten digerine
gecisleri veya gecissizlikleri belirlemektedir.

Boyle bir yapi igerisinde de Ermeni 6grenciler hangi kimlige ne sekilde

maruz kaliyorlarsa, o sekilde bir arada kalma durumu yasamaktadirlar. Ornegin
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Tiirk okullarindan Ermeni okullarina gecis yapan oOgrencilerin okullarda
karsilastiklar1 ilk kimlik Tiirk kimligidir. Tlkokul dgrenimleri boyunca tecriibe
edilen bu durum kimlik olusumu agisindan da kritik yaslara tekabiil etmektedir.
Peki asimile olacaklarma bu gruptaki Ermeni 6grencilere ne olur? Ogrenim
gordiikleri Tiirk okullarinda, Ermeni kimlikleriyle bulunan bu 6grenciler, bir
yandan kimliklerini gizleyip, saklamaya c¢alisirken diger yandan kendi dillerini,
kiltiirlerini ve kimliklerini 6zgilirce yasayamamaktadirlar. Bu nedenle goriisme
yaptigimiz, bu gruptaki 6grencilerin, ¢ogunlugun iginde az olmakliktan disar1
¢ikip, Ermeni okullarima geligleri, okullari, kendi kimliklerini 6zgiirce
yasayabilecekleri bir alan olarak algilamalarina yol agmaktadir. Kendisi gibi
olanlarin yaninda kendilerini daha giivende hissedisleri, onlari Ermeni
kimligine daha da yakinlastirmaktadir. Ermeni diline, Ermeni kiiltliriine veya
Ermeni tarihine daha fazla ilgi ve sevgi duymakta olan bu gruptaki 6grenciler
icin Ermeni okullart onlarin evidir, ailesidir, yuvasidir, etraflarinda bu kadar
cok Ermeniyi bir arada gordiikleri tek yer olan okullarindaki diger Ermeni
ogrenciler de kardesleridir. Ilk veya ilk ve orta okul boyunca Tiirk okullarinda
egitim gordiikten sonra Ermeni okullarina gelen Ogrencilerin kendilerini
Ermeni kimligine ait hissetmeleri diger gruptaki bir ¢ok goriismeciden c¢ok
daha farkli bir yogunluktadir. Bu 6grencilerin, ilk “disar1”lar1 Tiirk ilkokullar
olmustur. Otekilik deneyimini kiiciik yaslarda, “disarida” yasamalarinin
ardindan “normal” sayildiklar1 bir “igeriye”ye dahil olmuslardir. Bu gruptaki
ogrencilerin etnik kimliklerinden kaynakli olusan toplumsal tepkileri kiigiik
yasta 6grenme durumunda kalmalari, toplumsal yapiyr erken yaslarda analiz
edebilmelerine olanak saglamaktadir. Tiirkiye’de Ermenilerin bahsetmis
oldugumuz sekillerde algilanmalar1 ve bunun toplumsalda yarattig1 sonuglarla
direkt olarak karsilasan bu ¢ocuklar kadar Ermeni kimligine ve kiiltiiriine dair
aidiyet ve bundan kaynakli gurur hissi diger hicbir gruptaki o6grencide
gbzlemlenmemistir.

Sadece Ermeni okullarinda egitim goérmiis olan bir 6grenci peki,

“disar1”y1 nasil algilar? Goriisme yaptigimiz donemde lise son sinif 6grencisi
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olan ve ¢ocuklugundan bu yana Ermeni okullarindan disariya ¢ikmamis olan
Ogrenciler, “disar1”y1 pek bilmeyen, “disar1”da nasil algilandiklarina dair ¢ok
fazla deneyimi olmayan, ilk “disar1” deneyimini dershaneye gitmisse yasayan
ve hala o siirecin i¢inde olan dgrencilerdir. Dershanede yeni yeni gdérmeye
basladiklar ¢esitli diglama mekanizmalariyla, ilk defa ¢ogunlugun i¢inde bir
azinlik olarak karsi karstya gelmektedirler. ilk defa, bir sinifta, sahip olduklari
isimler, diger 6grencilere yabanci gelmektedir.

Tiirkiye’de, Tiirk okullarinda 6grenim goren Ermeni 6grencilerin ise,
okulda gecirdikleri zaman igerisinde smiflarinda ya da okullarinda ismini
saklayabilme olanaklar1 yoktur. Kimlikteki isimleri eger Tiirk¢e bir isim
degilse daha ilk yoklamada tiim sinifin ve dgretmeninin ilgisini ve merakini
tizerine ¢cekmektedirler. Sen daha gizlemeye calismadan kimligin isminle ifsa
olur. Ogretmenin ve diger &grencilerin ismine verdikleri tepki, Ermeni
oldugunu 6grendiklerinde ¢ok daha farkli bir boyuta taginir. Eger isminin nigin
yabanci oldugunu Ermeni oldugunu belli etmeden acgiklamayi1 basarsan bile
“gavur” damgasit yenilir, Ermeni kimligini saklayamadiginda ise yapilan
goriisgmelerden de anlasilacagi lizere okulda ya kabuguna gekilir, kimseyle
iletisim kurmazsin ya da eger okulu birakabilme sansin varsa birakir ve bu
caligmada Orneklerini de goérdiiglimiiz tizere, Ermeni okullarina gecis yaparsin.

Ancak, ilkogretimden bu yana yalnizca Ermeni okullarinda egitim
goren Ogrenciler i¢in ise hayat dershaneye gittiklerinde ya da mezun
olduklarinda baglamaktadir. Bu 6grenciler, 68renim hayatlar1 boyunca baska
bir okulda 6grenim gérmeyi diistinmeyen G6grencilerdir ve bu Ogrencilerin
cogunlugunun eger gittikleri ilkokulun lise kism1 da bulunmaktaysa, ayn1 okula
devam ettikleri goriilmektedir. Bu gruptaki ogrenciler, isimlerinin yani
kimliklerinin nasil bir tepki gorecegini okul hayatlar1 boyunca ¢ok az
deneyimlerler. Cogunlugun senin ismine benzer “yabanci” isimler tasiyor
olmasi, azinlik olma bilincinin olusumuna heniiz olanak saglamamaktadir.
Otekinin seni nasil algilladigin1  okul siralarinda deneyimlemeyen bu

Ogrencilerin mezun olduktan sonra ya da dershaneye gitmeye basladiktan sonra
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kimlikleri ile ilgili farkindaliklar1 artmaya baslamaktadir. Ermeni oldugun ya
da bu anlasilmasa bile Tiirk olmayisinin daha ismini sdyler soylemez kendisini
belli ediyor olusu, bir tanisma yasandigi anda sana bir sorumluluk yiiklemeye
baslamaktadir. Kim oldugunu, ne oldugunu belli eden isminin sorumlulugunu
etnik bir azinlik olarak Ermeni okullarindaki siralarda tasiman
gerekmemektedir. Ancak, bu farkindalik olustuktan sonra Ermeni bir 6grenci,
hayat1 boyunca ismini bir ylik gibi sirtinda tasimak zorunda kalmaktadir.

Mezuniyetin ardindan uzun yillar ge¢mis olmasi ve bu siire zarfinda
tiniversitede veya is yerlerinde yasadiklari deneyimlerin ardindan mezun
goriismecilerin Ermenilere dair gelistirdigi sorumluluk duygusu diger gruptaki
goriismecilere nazaran daha yogundur. Omuzlarinda Ermenilige kot soz
sOyletmeme yiikiinii diger goriismecilere gore daha uzun yillar tasimalari
nedeniyle Ermeni okullarindan mezun goriismeciler, Ermeni kimliginin verdigi
agirlig1 daha yogun hissetmektedirler.

Bu ve yukarida bahsettigimiz bircok baska etmenden dolayi, Tiirk
okulundan Ermeni okuluna gelen 6grencilerde, kimlik, Tiirkliik, Ermenilik ile
ligli algilar Ermeni okulundan Tiirk okullarina gegen &grencilerden cok
farklidir. Tiirk okulundan Ermeni okuluna gelen 6grenci, ilkokuldan itibaren
otekinin i¢inde yer alan bir Ermeni oldugunu anliyor. Ancak Ermenilerle
birlikte biiyiiyen Ermeni okuluna ilk once giden taraf lisede Tiirk okuluna
gittiginde daha derin bir kimlik kargasasi yasiyor. Lise caginda fanus olarak
gordiigli Ermeni okulundan ¢iktifinda ayrimcilikla veya disarisi ile diyelim ilk
deneyimini ergenlik déoneminde yasiyor. Kimliklerinin en ¢ok yara alabilecegi
hassas bir donem olan ergenlikte olgunlasan ben algis1 kabul gérmek yerine
dislanmakla karsilagiyor. Lisede Ermeni okuluna gelen 6grenciler ise bu evreyi
erken yasta atlattiklarindan lisede kimliklerini 6zgiirce yasayabildikleri bir
ortama karismis oluyor ve etnik kimlik olusumu kimlige daha ¢ok aidiyet
duymakla gerceklesiyor. Ilkokulda Ermeni okulunda dgrenci iken gifte kimlige
daha ¢ok maruz kaliyor ve kimliklerin ayirtina ¢ok da varamiyor. Oysa

sonradan Ermeni okullarina gelenler, kendi etnik kimliklerine ve Tirk
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kimligine, ilkokulda tek bir kimligin/Tiirkliiglin baskisi altinda olduklarini
bilerek yaklasmaktadirlar. Tiirk okullarinda hayata baslayanlar Tiirk /Ermeni
ayrimini ¢ok 1yi idrak etmektedirler.

[lk veya ilk ve ortaokul boyunca Tiirk okullarinda egitim gérdiikten
sonra Ermeni okullarmma gelen ogrencilerin olusturdugu grupta goriilen,
Ermenilige, Ermeni kimligi ile kiiltiiriine ve Ermeni okullarina duyulan baglilik
hissinin gorildiigli, bu gruba en yakin grup mezunlar grubunda yer alan
goriismecilerdir. Ayrica bir¢ok yonden farkliliklar bulunsa da goriisme
yaptigimiz Ozel Getronagan Ermeni Lisesi ve Ozel Surp Ha¢ Tibrevank
Ermeni Lisesi son smif Ogrencileri de okullarmma ve kimliklerine karst
kendilerine 6zgii hassasiyetler ve aidiyetlikler gelistirmislerdir. Bu noktada,
calismamiz boyunca yapilan miilakatlar ve degerlendirmeler sonucunda s6z
edebilecegimiz, Ermeni okullar1 ile ligli bir bagka durum daha ortaya
cikmaktadir: Her Ermeni okulu ayr1 bir Ermeni kimligi yaratmaktadir.

Tiirkiye’deki Ermeni okullarinin durumu hem Tiirk hem Ermeni
kimliginin birbirinin i¢cine gecerek olustugu c¢ift yonli kimliklerin
konumlandiklar1 bir diizlemdir. Ve bu diizlem iizerindeki egitimle alakali her
sey, calisanlarindan, 6grencilerine, miifredatindan, ders iceriklerine kadar her
sey, kimlik eksenlidir hatta kimlik eksenli olmak zorundadir. Ancak hiikiimet
politikalartyla Tiirk kimliginin baskin oldugu bu diizlemde Ermeni kimligi
ayrik otu gibidir. Ne kadar ayiklamaya caligsalar o kadar ¢ogalmaktadir. Ciinkii
Tirk kimligi kendi varligr ve varligimin siirdiiriilmesi adina aslinda Ermeni
kimliklerine ihtiya¢ da duymaktadir. Boylelikle Tirk milli egitim sistemi,
ithtiya¢ duydugu Ermeni kimligini kendisi yaratmaya ve bu Ermeni kimliginin
sinirlari1 da yine kendisi ¢izmeye calisacaktir.  Baski ve korku yoluyla
yayllmas:  hedeflenen Tirk kimligi bir diger yandan karsisinda
denetleyemedigi, sinirlayamadigi, yeni ve farkli bagka tiirden bir Ermeni
kimligi de yaratmaktadir. Bu kimligin olusumu, Tiirk kimligine kars1 nasil
direng gosterdigi ile dogrudan iliskilidir. Hatta direnme bigimlerinin, her

Ermeni okulunun kendi i¢inde kendi ayr1 Ermeni kimligini de olusturmada
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merkezi bir yerde durdugunu sdyleyebiliriz. Her Ermeni okulunun kendi i¢cinde
yarattigi farkli Ermeni kimlikleri, bu c¢oklu kimlikler, Ermeni okullarinin,
baskin olan Tiirk kimligine karst1 direnme bi¢imlerinin birbirinden
farklilagsmasindan kaynaklanmaktadir. Her okul; gelenegiyle, yakin gevresiyle,
Ogrenciye, Ogretmene yaklagimiyla ve Ermeni okullarindaki egitimin nasil
olmas1 gerektigine dair bakis agisiyla ayr1 bir ekoldiir. Egitimin nasil olmasi
gerektigine dair bakis agisi, kendisinde Ermeni kimligini korumaya yonelik bir
hassasiyet tasiyorsa ve bu hassasiyetle, 6grencilerde kimlikle ilgili farkindaligi
arttirmaya yonelik etkinliklerde bulunuyorsa, dile, kiiltiire, tarihe 6grencileri ne
kadar yakinlagtirmay1 basarabiliyorsa, direnme bi¢imi Ermeni kimligi eksenli
oldugundan bu tip okullarda olustugu gézlemlenen Ermeni kimligi de o denli
“farkinda” olacaktir. Dolayistyla olusan Ermeni kimligi de, kimligi daha
sahiplenici, kimligi yasamakta daha 6zgiir ve miicadeleci olacaktir. Okullarda
dayatilan Tiirk kimligine direnme big¢imlerini, dil kimlik ve kiiltiir iizerinden
kurmayan Ermeni okullarinda ise Ogrencilerin kimlik algis1 da bu minvalde
olusacak ve dgrencilerin Ermenilige yaklasimi da bu yonde sekillenecektir.
Okullarin direnme big¢imlerinin yarattigi Ermeni kimligiyle 6grenciler
etnik kimliklerinin farkindalig: ile birbirinden ¢ok farkli bakis agilarina sahip
olabilirler. Ancak yine de Tiirkiye’de kalan Ermeni okullarini birlestiren en
onemli sey hepsinin ayni hiikiimet politikalarina maruz kalmasidir ¢linkii
sistemin goziinde hepsi sadece diger Ermeni okullar1 gibi bir Ermeni okuludur.
Tez boyunca sorgulanan egitim ve kimlik iligkisi Ermeni okullarina
uygulanan pek c¢ok ayrimci hiikiimet politikalartyla da  birlikte
sorunsallastirilmigtir. Okullarda her giin andimiz1 sdyleyerek giine baglayan
Ermeni 6grenciler her ne kadar Tiirk olduklarim1 haykirsalar da Tiirkiye’de
kendilerinin Tiirk olmadigr uygulanan birgok politika ile birlikte kendilerine
hatirlatilmistir. Ermeni okullar1 devlet tarafindan her zaman denetlenmesi
gereken, kendilerine giivensizlikle yaklasilan kurumlar olmuslardir.

Giliniimiizde hala devam eden bu ve benzeri uygulamalar, Ermeni okullarinda
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Ogrencilerin sayisinin azalmasima ve maddi zorluklar yasanmasina neden
olmaktadir. Bu sorunlar, okullar1 kapanma esigine getirmektedir.

Oteki olma bilinci, azinlik olma bilinci, yasanilan toplumda ¢ogunlugun
sizin azinlik olmaniza verdigi anlamla birlikte olusur. Sizi ¢ogunluktan ayiran
ozellikleriniz nelerdir? Oteki, bu ayrimlarin siirekli farkinda olmak durumunda
kalandir. Otekilik bilinci bu farkindaliga nasil tepki verdiginizi, kendinizi
toplumda nasil konumlandiracagimizi da igermektedir. Tiirkiye’de Ermenilere
yonelik otekilestirme ve ayrimcilik, Ermenilerin/6tekilerin kendi farkliliklarini
toplumsal yapinin yansimasinda kristalize etmelerine neden olmaktadir.
Otekinin kendine dair yasadigi her tiirden farkindalik, yasadig1 toplumun
ozelliklerini daha hizli, daha erken ve daha yogun olarak sindirmesine ve
yapiy1 daha 1yi analiz etmesine neden olur. Biz ve 6teki ayrimi iizerine kurulan
Tiirkiye cumhuriyetinde, Otekinin, topluma ve toplum bilimine yaklagma
bi¢imi ¢ok daha sert karsilasmalarm sonucunda olusacaktir. Oteki, hayatta
kalabilmek i¢in, kendisinin nasil bir toplum tarafindan diglandigini bilmek
zorundadir. Bu toplumun nasil bir toplum olduguyla yiizlesmemesi
kaginilmazdir. Oteki, kendisini bir kiifiir bir asagilama nesnesi olarak géren
toplumda, kendi Oznesini, i¢inde yasadigt toplumun  kendisini
degersizlestirerek nesnelestiren yapisi ilizerinde kurmak zorunda kalir. Kisacasi
oteki, toplumun kolektif 6znesinin géziinden kendi degersiz nesnesine bakarak
oznelesir. Ciinkli otekinin degersizlestirilen farkliliklari, toplumda ¢cogunlugun
bu farkliliklarin neler oldugunu belirleme bicimlerindeki ortaklasmalar
sonucunda olusturulur. Cogunluk, farkliligi tanimlama ve tepki verme
bi¢imleriyle birlik ve beraberlik i¢inde kalir. Birligin i¢inde yer almayan, oteki
olan kimdir? Bu sorunun yanit1 egemen ideolojinin etkisiyle kolektif zihinlerde
olusturulmus olan 6teki tanimidir. Kendisinin nereden farklilagtigini bilmek
baskin ¢ogunlugun toplumsal yapisini da bilmeyi gerektirmektedir. Bu yilizden
otekinin yapacagi sosyolojik analizler onun i¢in gergek anlamiyla bir
“savunma sporu”na doniisiir. Bu calisma, kendi 6znelligimi nesnellestirmeye

calismam nedeniyle de, kendi Ermeni kimligimle ilgili olan algimi degistirip
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doniigtiirmiistii. Bu yiizden bu tez ayni zamanda O&tekinin bir miicadele

alanmidir.

403



APPENDIX E: TEZ FOTOKOPISI iZIN FORMU

ENSTITU

Fen Bilimleri Enstitiisii
Sosyal Bilimler Enstitiisii
Uygulamali Matematik Enstitiisii

Enformatik Enstitiist

L] L L gt

Deniz Bilimleri Enstittisi

YAZARIN

Soyadi : Barig
Adi : Linda
Bolimii : Sosyoloji

TEZIN ADI (ingilizce): The Effects Of The Armenian Schools On The
Ethnic Identity Formation Of The Armeman Students In Turkey

TEZIN TURU : Yiiksek Lisans D Doktora |

. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi aliabilir. D

. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir D
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimden bir bir (1) yil siireyle fotokopi alinamaz. l

TEZIN KUTUPHANEYE TESLiM TARIHI:
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